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Preface

Among its many findings, our PISA 2018 assessment shows that 15-year-old students in the four provinces of China that
participated in the study - Beijing, Shanghai, Jiangsu and Zhejiang - outperformed by a large margin their peers from all of
the other 78 participating education systems, in mathematics and science. Moreover, the 10% most disadvantaged students
in these four provinces also showed better reading skills than those of the average student in OECD countries, as well as skills
similar to the 10% most advantaged students in some of these countries. True, these four provinces in eastern China are far from
representing China as a whole, but the size of each of them compares to that of a typical OECD country, and their combined
populations amount to over 180 million. What makes their achievement even more remarkable is that the level of income of
these four Chinese regions is well below the OECD average. The quality of their schools today will feed into the strength of their
economies tomorrow.

In this context, and given the fact that expenditure per primary and secondary student rose by more than 15% across OECD
countries over the past decade, it is disappointing that most OECD countries saw virtually no improvement in the performance
of their students since PISA was first conducted in 2000. In fact, only seven of the 79 education systems analysed saw significant
improvements in the reading, mathematics and science performance of their students throughout their participation in PISA, and
only one of these, Portugal, is a member of the OECD.

During the same period, the demands placed on the reading skills of 15-year-olds have fundamentally changed. The smartphone
has transformed the ways in which people read and exchange information; and digitalisation has resulted in the emergence
of new forms of text, ranging from the concise, to the lengthy and unwieldy. In the past, students could find clear and singular
answers to their questions in carefully curated and government-approved textbooks, and they could trust those answers to be
true. Today, they will find hundreds of thousands of answers to their questions on line, and it is up to them to figure out what
is true and what is false, what is right and what is wrong. Reading is no longer mainly about extracting information; it is about
constructing knowledge, thinking critically and making well-founded judgements. Against this backdrop, the findings from this
latest PISA round show that fewer than 1 in 10 students in OECD countries was able to distinguish between fact and opinion,
based on implicit cues pertaining to the content or source of the information. In fact, only in the four provinces of China, as well
as in Canada, Estonia, Finland, Singapore and the United States, did more than one in seven students demonstrate this level of
reading proficiency.

There is another side to this. The kinds of things that are easy to teach are nowadays also easy to digitise and automate. In the
age of artificial intelligence (Al) we need to think harder about how to develop first-class humans, and how we can pair the Al of
computers with the cognitive, social and emotional skills, and values of people. Al will amplify good ideas and good practice in the
same way as it amplifies bad ideas and bad practice - it is ethically neutral. However, Al is always in the hands of people who are
not neutral. That is why education in the future is not just about teaching people, but also about helping them develop a reliable
compass to navigate an increasingly complex, ambiguous and volatile world. Whether Al will destroy or create more jobs will very
much depend on whether our imagination, our awareness, and our sense of responsibility will help us harness technology to
shape the world for the better. These are issues that the OECD is currently exploring with our Education 2030 project.

PISA is also broadening the range of outcomes that it measures, including global competency in 2018, creative thinking in 2022,
and learning in the digital world in 2025. The 2018 assessment asked students to express how they relate to others, what they
think of their lives and their future, and whether they believe they have the capacity to grow and improve.

Measuring the well-being of 15-year-old students, the target PISA population, is particularly important, as students at this age
are in a key transition phase of physical and emotional development. When it comes to those social and emotional outcomes, the
top-performing Chinese provinces are among the education systems with most room for improvement.

Even across OECD countries, just about two in three students reported that they are satisfied with their lives, and that percentage
shrank by five percentage points between 2015 and 2018. Some 6% of students reported always feeling sad. In almost every
education system, girls expressed greater fear of failure than boys, even when they outperformed boys in reading by a large
margin. Almost a quarter of students reported being bullied at least a few times a month. Perhaps most disturbingly, in one-third
of countries and economies that participated in PISA 2018, including OECD countries such as Greece, Mexico and Poland, more
than one in two students said that intelligence was something about them that they couldn’t change very much. Those students
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are unlikely to make the investments in themselves that are necessary to succeed in school and in life. Importantly, having a
growth mindset seems consistently associated with students’ motivation to master tasks, general self-efficacy, setting learning
goals and perceiving the value of school, and negatively associated with their fear of failure. Even if the well-being indicators
examined by PISA do not refer specifically to the school context, students who sat the 2018 PISA test cited three main aspects
of their lives that influence how they feel: life at school, their relationships with their parents, and how satisfied they are with the
way they look.

It may be tempting to conclude that performing better in school will necessarily increase anxiety about schoolwork and undermine
students’ well-being. But countries such as Estonia, Finland and Germany show that high performance and a strong sense of
well-being can be achieved simultaneously; they set important examples for others.

Other countries/economies show that equity and excellence can also be jointly achieved. In Australia, Canada, Denmark, Estonia,
Finland, Hong Kong (China), Japan, Korea, Macao (China), Norway and the United Kingdom, for example, average performance was
higher than the OECD average while the relationship between socio-economic status and reading performance was weaker than
the OECD average. Moreover, one in ten disadvantaged students was able to score in the top quarter of reading performance
in their country/economy, indicating that poverty is not destiny. The data also show that the world is no longer divided between
rich and well-educated nations and poor and badly educated ones. The level of economic development explains just 28% of the
variation in learning outcomes across countries/economies if a linear relationship is assumed between the two.

However, it remains necessary for many countries to promote equity with much greater urgency. While students from well-off
families will often find a path to success in life, those from disadvantaged families have generally only one single chance in life,
and that is a great teacher and a good school. If they miss that boat, subsequent education opportunities will tend to reinforce,
rather than mitigate, initial differences in learning outcomes. Against this background, it is disappointing that in many countries a
student’s or school's post code remains the strongest predictor of their achievement. In Argentina, Bulgaria, the Czech Republic,
Hungary, Peru, the Slovak Republic and the United Arab Emirates, a typical disadvantaged student has less than a one-in-eight
chance of attending the same school as high achievers.

Furthermore, in over half of the PISA-participating countries and economies, principals of disadvantaged schools were significantly
more likely than those of advantaged schools to report that their school's capacity to provide instruction is hindered by a lack or
inadequacy of educational material; and in 31 countries and economies, principals of disadvantaged schools were more likely
than those of advantaged ones to report that a lack of teaching staff hinders instruction. In these systems, students face a double
disadvantage: one that comes from their home background and another that is created by the school system. There can be
numerous reasons why some students perform better than others, but those performance differences should never be related
to the social background of students and schools.

Clearly, all countries have excellent students, but too few countries have enabled all of their students to excel and fulfil their
potential to do so. Achieving greater equity in education is not only a social justice imperative, it is also a way to use resources
more effectively, increase the supply of skills that fuel economic growth, and promote social cohesion. For those with the right
knowledge and skills, digitalisation and globalisation have been liberating and exciting; for those who are insufficiently prepared,
these trends can mean vulnerable and insecure work, and a life with few prospects. Our economies are linked together by global
chains of information and goods, but they are also increasingly concentrated in hubs where comparative advantage can be built
and renewed. This makes the distribution of knowledge and wealth crucial, and it can only be possible through the distribution
of education opportunities.

Equipping citizens with the knowledge and skills necessary to achieve their full potential, to contribute to an increasingly
interconnected world, and to convert better skills into better lives needs to become a more central preoccupation of policy
makers around the world. Fairness, integrity and inclusiveness in public policy thus all hinge on the skills of citizens. In working
to achieve these goals, more and more countries are looking beyond their own borders for evidence of the most successful and
efficient education policies and practices.

PISA is not only the world's most comprehensive and reliable indicator of students’ capabilities, it is also a powerful tool that
countries and economies can use to fine-tune their education policies. That is why the OECD produces this triennial report on the
state of education around the globe: to share evidence of the best policies and practices, and to offer our timely and targeted
support to help countries provide the best education possible for all of their students.

,’<" “
R
Angel Gurria

OECD Secretary-General
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Young people today face unprecedented opportunities and unprecedented challenges. Globalisation brings innovation, new
experiences and higher living standards, but it has also contributed to economic inequity and social division. While the
affluent commute between continents, millions of migrants are struggling to adapt and settle in countries they do not know.
In the face of declining social capital, civil society is under strain.

In coming to terms with globalisation, this generation requires new capacities. Whether in traditional or more entrepreneurial
work environments, young people need to collaborate with people from different disciplines, cultures and value systems, in a
way that solves complex problems and creates economic and social value. They need to bring judgment and action to difficult
situations in which people’s values and perspectives can be at odds.

Schools need to help students learn to be autonomous in their thinking and fully aware of the pluralism of modern living.
At work, at home and in the community, people will need a broad comprehension of how others live, in different cultures
and traditions, and how others think, be they scientists, mathematicians, social scientists or artists. The ability to read and
understand diversity and to recognise core liberal values of our societies, such as tolerance and empathy, may also help
respond to extremism and radicalisation.

For some years, educators have been discussing how best to build these capacities. Is there a distinctive competence that
equips young people for the culturally diverse and digitally-connected communities in which they work and socialise? If so,
how should it be developed? Can students learn to mobilise knowledge, cognitive and creative skills, and values and attitudes
to act creatively, collaboratively and ethically? Open and flexible attitudes will be vital if young people are to co-exist and
interact with people from other faiths and countries. So too will be the common human values that unite us.

The PISA concept of global competence seeks to provide some answers to such questions. It includes the acquisition of
in-depth knowledge and understanding of global and intercultural issues, the ability to learn from and live with people
from diverse backgrounds, and the attitudes and values necessary to interact respectfully with others. Globally competent
individuals can examine local, global and intercultural issues. They can understand and appreciate different perspectives and
worldviews and interact successfully and respectfully with others. And they can take responsible action toward sustainability
and collective well-being. The driving ideas are that cross-cultural engagement should balance clear communication with
sensitivity to multiple perspectives and that global competence should equip young people not just to understand but also
to act.

The PISA 2018 assessment of global competence represents a first-of-a-kind, ambitious and still experimental approach
to measure this concept of global competence. Its emphasis on attitudes and values is novel in comparative assessment.
Respect and a belief in human dignity mark the importance of right and wrong and offer a counterweight to the risk that
sensitivity to other viewpoints may descend into cultural relativism. The dilemma at the heart of a globalised world is how
we strike the balance between strengthening common values that cannot be compromised and appreciating the diversity of
“proprietary” values. Leaning too far in either direction is risky. Enforcing artificial uniformity of values can damage people’s
capacity to acknowledge different perspectives, and overemphasising diversity can undermine the legitimacy of holding any
core values at all.

This volume summarises first results from the assessment. It covers the assessment of knowledge and skills in global
competence, as well as self-reported data on students’ attitudes, learning opportunities at school, the existence of a dedicated
curriculum, and information from schools, teachers and parents on activities to promote global competence.

It seeks to answer a number of questions. How well are students prepared for life and employment in culturally diverse
societies and in a globalised world? How much are students exposed to global news? How do they understand and critically
analyse intercultural and global issues? What approaches to multicultural, intercultural and global education are used at
school? What approaches are used to educate culturally diverse students? How are schools leveraging this diversity to
develop students’ global competence? What approaches are used to stimulate peer-to-peer learning between students from
different cultures?
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The volume also highlights important interrelationships between the context in which students live and learn and their
global competence. For example, the results show positive associations between students having contact with people from
other countries and their attitudes and dispositions. Indices that were highly associated with contact with people from other
countries at school are students’ cognitive adaptability, awareness of and self-efficacy regarding global issues, and interest
in learning about other cultures.

Schools can play an important role in developing global competence. They can provide opportunities for young people to
learn about global developments of significance to the world and to their lives. They can equip learners with the means of
accessing and analysing a broad range of cultural practices and meanings. They can let students engage in experiences
that facilitate international and intercultural relations and encourage them to reflect upon the learning outcomes from such
experiences. And schools can foster the value of the diversity of peoples, languages and cultures, encouraging intercultural
sensitivity, respect and appreciation.

Some schools face more pressure than others, perhaps because they need to integrate a larger number of disadvantaged
school-aged immigrants or because their communities are more fragmented and have a history of violence along ethnic or
religious lines. But no school should fail to educate its students to understand and respect cultural diversity. All young people
should be able to challenge cultural stereotypes, to reflect on the causes and solutions of racial, religious and hate-based
violence and to help create tolerant, integrated societies.

Last but not least, in developing global competence, schools may also contribute to employability. Effective and appropriate
communication and behaviour, within diverse teams, are already components of success in the majority of jobs, and are likely
to become more important in the years ahead.

Policy makers, educators and employers clearly need an evidence-based approach to developing and assessing global
competence. This is what PISA is about, providing an opportunity to work together across borders to create a better and
more humane world.

A%c(ﬁeor Q\e‘-che -~

Andreas Schleicher

Director for Education and Skills
Special Advisor on Education Policy
to the Secretary-General
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ve Ssummary

Students today live in a complex, interconnected, diverse and rapidly changing world. Economic, social, cultural, digital,
demographic, environmental and epidemiological forces are shaping young people’s lives. This complex environment presents
both opportunities and challenges. Students should not only be able to navigate this complex environment - they should benefit
from it.

In its 2018 cycle of data collection among 15-year-old students, the Programme for International Student Assessment (PISA)
assessed the global competences needed to live in our interconnected and changing world. Global competence is defined
as a multidimensional capacity that encompasses the ability to: 1) examine issues of local, global and cultural significance;
2)understand and appreciate the perspectives and worldviews of others; 3) engage in open, appropriate and effective interactions
across cultures; and 4) take action for collective well-being and sustainable development.

The PISA 2018 global competence assessment relied on two instruments: 1) a cognitive test focused on the cognitive aspects,
including knowledge and cognitive skills; and 2) a set of questionnaire items collecting self-reported information from students,
parents, teachers and school principals. The questionnaire covers students' attitudes, knowledge and skills, learning opportunities
at school, the existence of a dedicated curriculum and information from schools, teachers and parents on activities to promote
global competence.

GLOBAL SKILLS AND KNOWLEDGE FOR THE 21ST CENTURY: MAIN FINDINGS

Examine issues of local, global and cultural significance

® Students in Albania, Greece, Lithuania, Malta, Portugal and the United Arab Emirates reported the highest levels of awareness
of global issues, which were substantially higher than the OECD average, while students in Argentina, Brunei Darussalam,
Indonesia, Malaysia, Romania, Saudi Arabia and Viet Nam reported the lowest levels of awareness.

® When it comes to students’ self-efficacy regarding global issues, students in Albania, the Dominican Republic, Germany, Peru
and the United Arab Emirates reported the highest levels, scoring substantially higher than the OECD average. By contrast,
students in Indonesia, Kosovo, Morocco, the Republic of North Macedonia (hereafter North Macedonia), Romania, Saudi
Arabia, the Slovak Republic and Viet Nam scored lower than the OECD average.

® The largest proportions of correct answers on the cognitive test items focusing on examining local, global and intercultural
issues were observed in Canada, Croatia, Hong Kong (China), Israel, Korea, Latvia, Scotland (United Kingdom), Singapore,
the Slovak Republic, Spain and Chinese Taipei. In all of these countries and economies, the proportion of correct answers
exceeded the overall average of 38%.

Understand and appreciate the perspectives and worldviews of others

® Students in Albania, Bosnia and Herzegovina, Korea, Kosovo, Lebanon, North Macedonia, Romania and Turkey reported the
greatest capacity for perspective taking, while those in Colombia, France, Italy, Lithuania and the Slovak Republic showed
the least.

® Of the 64 countries and economies that had non-missing data on the index of students’ interest in learning about other
cultures, students in Albania, Bosnia and Herzegovina, Costa Rica, the Dominican Republic, Jordan, Kosovo, Montenegro,
Panama, the Philippines and Turkey showed the greatest interest.

® Students in Albania, Australia, Canada, Ireland, Korea, New Zealand, Scotland (United Kingdom), Spain and Chinese Taipei
reported the most positive attitudes towards immigrants, with values in the index that were significantly higher than
the OECD average. The least positive attitudes, with values significantly lower than the OECD average, were observed in
Bulgaria, Hungary, Latvia, Poland, Saudi Arabia, the Slovak Republic and Turkey.

® The largest proportion of correct answers on the cognitive test items related to students’ ability to understand and appreciate
the perspectives of others was found in Canada, Croatia, Hong Kong (China), Korea, Scotland (United Kingdom), Spain
and Chinese Taipei. The smallest proportion of correct answers was observed in Albania, Brunei Darussalam, Indonesia,
Kazakhstan, Morocco, Panama, the Philippines and Thailand.
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Engage in open, appropriate and effective interactions across cultures

® The proportion of students who reported having contact with people from other countries at school ranged between
70% and 78% in Albania, Germany, Greece, Italy, New Zealand, Panama, Singapore, Switzerland, Chinese Taipei and
the United Arab Emirates, while it ranged between 20% and 30% in Argentina, Brazil, Mexico, Turkey and Viet Nam.

® The largest proportion of students who speak several languages was observed in Croatia, Estonia, Hong Kong (China), Latvia,
Macao (China), Malta and Singapore, where more than 90% of students reported that they speak two or more languages.
The smallest proportion was observed in Australia, Brazil, Chile, Colombia, Korea, Mexico, Scotland (United Kingdom) and
Viet Nam.

® Language-learning opportunities are widely available. On average across OECD countries, only 12% of students reported that
they do not learn any foreign language at school, while 38% reported that they learn one foreign language and 50% reported
that they learn two or more.

Take action for collective well-being and sustainable development

® Students in Albania, Baku (Azerbaijan), Costa Rica, Jordan, Korea, Kosovo, Malta, Portugal, Singapore, Spain, Chinese Taipei and
Turkey reported the highest levels of agency regarding global issues. The lowest levels were observed in Austria, Germany,
Hungary, Latvia, the Russian Federation and the Slovak Republic.

® Students who exhibited more positive intercultural attitudes were more likely to report that they take action than those who
exhibited less positive attitudes. This positive association held in almost all countries/economies and for all indices. Large
differences in the number of actions taken were observed between students in the top and bottom quarters of the indices of
students’ interest in learning about other cultures and of agency regarding global issues.

® The largest proportions of correct answers in the part of the assessment covering taking action for sustainability and collective
well-being were observed in Canada, Hong Kong (China), Korea, Scotland (United Kingdom), Spain and Chinese Taipei.
In all of those countries and economies, students answered more than 40% of the items correctly.

Performance on the global competence cognitive test

® The top-performing countries/economies were Canada, Hong Kong (China), Scotland (United Kingdom), Singapore and
Chinese Taipei, with mean performance scores more than 50 points above the overall average.

® The range and variation of relative scores after accounting for performance in mathematics, science and reading were
noticeably smaller than that of raw performance scores. Canada, Colombia, Greece, Israel, Panama, Scotland (United Kingdom),
Singapore and Spain showed the highest relative performance in global competence, while Albania, Brunei Darussalam,
Kazakhstan, Korea and the Russian Federation showed the lowest relative performance.

Global competence learning opportunities

® On average across OECD countries, students reported engaging in about five learning activities. Students in Albania,

Baku (Azerbaijan), Colombia, the Dominican Republic, Indonesia, Jordan, Peru, the Philippines and Thailand reported engaging
in more than seven activities, while students in France, Hungary, Israel, Latvia, Russia, Scotland (United Kingdom) and Slovenia
reported engaging in fewer than five.
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Table VI.1 1721 Students’ attitudes and performance on the global competence cognitive test

OECD

Students' interest in

Executive Summary

Students' respect for

Students' awareness Students' self-efficacy Students' learning about people from
of global issues regarding global issues perspective-taking other cultures other cultures
Mean Index Mean Index Mean Index Mean Index Mean Index

OECD average 0.01 0.00 -0.01 0.00 0.00
Australia 0.10 0.05 0.05 -0.03 0.19
Austria -0.02 0.04 0.03 -0.15 -0.04
Canada 0.14 0.14 0.14 0.04 0.30
Chile -0.10 0.01 0.01 0.08 0.08
Colombia -0.14 0.15 -0.21 0.1 -0.34
Estonia -0.01 0.1 0.07 0.02 -0.06
France 0.05 0.07 -0.25 0.06 0.14
Germany 0.06 0.21 0.06 -0.18 0.16
Greece 0.28 0.11 -0.10 -0.04 -0.21
Hungary -0.05 -0.03 -0.17 -0.21 -0.54
Iceland -0.13 0.1 0.08 -0.05 0.00
Ireland 0.12 -0.03 0.14 -0.10 0.21
Israel’ -0.15 0.05 -0.08 -0.09 m
Italy -0.03 -0.16 -0.34 -0.25 -0.41
Korea -0.26 0.16 0.22 -0.14 0.20
Latvia -0.14 -0.04 -0.19 0.02 -0.25
Lithuania 0.28 0.08 -0.23 0.09 -0.07
Mexico -0.04 0.09 0.17 0.29 0.20
New Zealand -0.06 -0.08 0.00 0.03 0.17
Poland 0.10 0.10 0.05 0.05 -0.13
Portugal 0.20 0.01 017 0.14 0.16
fﬁﬁﬂzzdﬁng dom) 0.09 -0.19 -0.07 -0.16 0.25
Slovak Republic -0.16 -0.42 -0.24 -0.27 -0.46
Slovenia -0.01 -0.10 0.05 -0.07 -0.03
Spain 0.03 -0.04 0.19 0.18 0.38
Switzerland -0.12 0.02 -0.05 -0.10 0.08
Turkey 0.13 0.03 0.25 0.65 0.08

1. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.

Source: OECD PISA 2018 Database, Table VI.B1.6.6.

StatLink SisP https://doi.org/10.1787/888934169120
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Table VI.11221 Students’ attitudes and performance on the global competence cognitive test

Students' interest in Students' respect for
Students' awareness Students' self-efficacy Students' learning about people from
of global issues regarding global issues perspective-taking other cultures other cultures
Mean Index Mean Index Mean Index Mean Index Mean Index
5 Albania 0.46 0.51 0.47 0.51 0.23
£ Argentina -0.41 -0.24 0.00 0.08 -0.04
e Baku (Azerbaijan) 0.08 0.00 -0.01 0.20 -0.38
Belarus -0.08 -0.17 0.09 0.1 -0.16
Bosnia and Herzegovina -0.05 -0.22 0.23 034 0.06
Brazil -0.24 -0.15 0.12 0.22 0.10
Brunei Darussalam -0.58 -0.26 -0.13 0.24 -0.23
Bulgaria -0.07 -0.04 -0.08 -0.01 -0.51
Costa Rica m m m m m
Croatia 0.17 0.08 -0.11 0.00 0.00
Dominican Republic -0.07 0.21 0.02 0.39 -0.18
Hong Kong (China) -0.10 0.04 -0.11 -0.11 -0.30
Indonesia -0.51 -0.62 0.06 0.05 -0.34
Jordan 017 -0.20 -0.02 0.35 -0.05
Kazakhstan 0.09 -0.23 0.07 0.30 -0.22
Kosovo 0.18 -0.31 0.30 0.50 0.11
Lebanon -0.27 -0.22 0.26 m 0.03
Macao (China) -0.28 -0.27 -0.12 0.02 -0.22
Malaysia -0.41 -0.21 -0.14 0.18 -0.33
Malta 0.23 0.03 0.18 0.05 0.01
Moldova -0.04 -0.08 0.14 0.26 0.04
Montenegro 0.12 -0.02 0.18 0.34 0.11
Morocco -0.30 -0.50 -0.12 0.16 -0.29
North Macedonia 0.10 -0.39 0.70 0.13 0.38
Panama -0.08 0.06 -0.06 033 -0.07
Peru 0.07 0.23 -0.04 0.24 -0.13
Philippines -0.12 -0.22 0.12 0.38 -0.10
Romania -0.40 -0.30 0.22 0.09 -0.08
Russia 0.12 -0.13 017 -0.03 -0.16
Saudi Arabia -0.50 -0.45 0.05 0.15 -0.05
Serbia 0.07 -0.11 0.06 0.07 -0.19
Singapore -0.01 0.15 0.17 0.19 0.13
Chinese Taipei m m m m m
Thailand -0.25 -0.11 -0.08 -0.13 -0.55
Ukraine -0.08 -0.14 0.06 -0.13 -0.22
United Arab Emirates 0.22 0.23 0.14 m 0.15
Uruguay -0.20 -0.03 -0.05 0.16 -0.01
Viet Nam -0.34 -0.30 0.01 -0.08 -0.36

1. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.

Source: OECD PISA 2018 Database, Table VI.B1.6.6.

StatLink SaZ™ https://doi.org/10.1787/888934169120
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Table VI.21/21 Students’ attitudes and performance on the global competence cognitive test

Students' attitudes

OECD

Students' cognitive

Students' awareness
of intercultural

Students' agency

Executive Summary

Students' relative
performance on the

towards immigrants adaptability communication regarding global issues | global competence test
Mean Index Mean Index Mean Index Mean Index

OECD average 0.02 -0.01 0.00 0.00 4.04
Australia 031 0.13 0.08 0.09 m
Austria -0 -0.07 -0.04 -0.20 m
Canada 0.46 0.20 0.1 0.16 18.13
Chile 0.22 -0.06 0.01 -0.02 -4.36
Colombia 0.04 -0.14 -0.09 0.17 19.74
Estonia -0.28 0.11 -0.09 -0.19 m
France m -0.14 0.14 -0.05 m
Germany 0.12 0.07 0.03 -0.27

Greece -0.06 -0.29 -0.05 0.06 9.59
Hungary -0.90 -0.06 -0.12 -0.25 m
Iceland 0.27 0.12 -0.05 -0.02 m
Ireland 033 0.1 0.05 0.00 m
Israel m -0.01 0.05 m 11.16
Italy -0.22 -0.33 0.00 -0.10 m
Korea 0.45 -0.10 037 0.51 -24.91
Latvia -0.44 -0.05 -0.29 -0.24 -6.37
Lithuania 0.04 0.00 -0.01 0.09 -9.30
Mexico 0.23 0.22 -0.05 0.1 m
New Zealand 0.32 0.09 0.05 0.08 m
Poland -0.47 0.06 -0.06 -0.17 m
Portugal 0.47 -0.15 0.23 0.32 m
fﬁﬁ?{:ﬂdmng dom) 0.34 -0.06 0.00 -0.05 16.20
Slovak Republic -0.49 -0.26 -0.29 -0.30 1.83
Slovenia -0.05 0.00 -0.19 -0.10 m
Spain 0.39 0.28 0.09 0.24 12.71
Switzerland 0.00 0.00 -0.06 -0.18 m
Turkey -0.36 0.20 0.07 0.28 m

1. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.

Source: OECD PISA 2018 Database, Table VI.B1.6.6.

StatLink SisP™ https://doi.org/10.1787/888934169139
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Table V1.2 221 Students’ attitudes and performance on the global competence cognitive test

Students' awareness Students' relative
Students' attitudes Students' cognitive of intercultural Students' agency performance on the
towards immigrants adaptability communication regarding global issues | global competence test
Mean Index Mean Index Mean Index Mean Index

g Albania 0.41 0.17 0.40 0.54 -11.64

£ Argentina 0.07 -0.13 -0.07 -0.05 m

& Baku (Azerbaijan) 011 003 015 024 m
Belarus -0.22 0.17 -0.09 -0.10 m
Bosnia and Herzegovina -0.10 031 0.1 -0.M m
Brazil 0.07 -0.12 -0.08 -0.04 m
Brunei Darussalam 0.00 -0.42 0.03 0.03 -13.74
Bulgaria -043 -0.06 -0.16 -0.07 m
Costa Rica m m m m m
Croatia 0.05 -0.03 -0.03 0.00 9.47
Dominican Republic -0.21 0.01 -0.07 0.06 m
Hong Kong (China) 0.03 -0.29 0.10 0.13 0.78
Indonesia -0.29 -0.14 -0.09 -0.02 -0.38
Jordan -0.09 0.18 -0.04 0.24 m
Kazakhstan -0.24 -0.04 -0.27 -0.02 -14.33
Kosovo 0.08 0.01 0.16 0.23 m
Lebanon -0.26 -0.06 0.01 0.09 m
Macao (China) -0.02 -0.45 -0.01 0.00 m
Malaysia m -0.30 -0.02 -0.01 m
Malta -0.06 0.07 0.14 0.23 291
Moldova 0.00 0.19 0.07 -0.10 m
Montenegro -0.04 0.17 -0.02 -0.03 m
Morocco -0.17 -0.20 -0.29 -0.10 6.14
North Macedonia 0.03 0.31 m 0.16 m
Panama -0.03 -0.06 -0.04 0.04 10.01
Peru m -0.06 0.01 0.12 m
Philippines -0.14 -0.12 -0.01 0.13 -7.62
Romania -0.20 0.16 0.04 -0.15 m
Russia -0.29 0.10 -0.30 -0.24 -19.96
Saudi Arabia -0.31 -0.06 -0.09 -0.02 m
Serbia -0.28 0.03 -0.08 -0.15 -1.39
Singapore m -0.04 0.30 0.31 10.99
Chinese Taipei m m m m m
Thailand -0.16 -0.29 -0.25 0.08 -8.11
Ukraine -0.12 0.13 -0.18 -0.16 m
United Arab Emirates m 0.12 0.10 m m
Uruguay 0.12 -0.06 -0.06 -0.07 m
Viet Nam -0.26 -0.43 -0.12 -0.15 m

1. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.

Source: OECD PISA 2018 Database, Table VI.B1.6.6.

StatLink =™ https://doi.org/10.1787/888934169139
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Table VI.3 1721 Language learning and contact with people from other countries

Proportion of
students who speak
one language

Proportion of

students who
speak two or
more languages

Proportion of
students who do

Proportion of

Proportion of

Executive Summary

Percentage of
students who
reported having

(including the one/ | (including the one/ | not learn foreign students who students who learn contact with
those spoken at those spoken at languages at learn one foreign | two or more foreign [ people from other
home)' home) school? language at school [languages atschool | countries at school
OECD average 31.8 68.2 1.7 37.9 50.5 53.1
Australia 62.4 37.6 63.6 28.2 8.1 65.5
Austria 12.2 87.8 2.2 44.4 53.4 69.1
Canada 36.9 63.1 329 51.1 16.1 69.5
Chile 61.0 39.0 12.7 75.1 12.2 54.6
Colombia 66.9 33.1 9.3 733 174 378
Estonia 9.7 90.3 0.6 38 95.6 457
France 22.8 77.2 2.2 1.1 86.7 52.5
Germany 137 86.3 1.7 37.2 61.1 72.2
Greece 15.0 85.0 2.2 67.9 29.9 72.7
Hungary 21.6 78.4 0.6 53.9 45.5 34.7
Iceland 19.4 80.6 2.7 39 93.4 57.3
Ireland 40.8 59.2 11.8 725 15.7 67.9
Israel® 259 74.1 6.3 533 40.4 35.7
Italy 28.6 7.4 0.5 447 54.8 70.8
Korea 71.6 284 33 67.9 28.8 36.6
Latvia 6.9 93.1 0.5 6.1 93.5 40.0
Lithuania 104 89.6 0.2 2.1 97.7 32.6
Mexico 71.3 28.7 14.8 70.6 145 29.9
New Zealand 58.4 41.6 62.3 27.7 10.0 733
Poland 19.7 80.3 0.4 13 98.3 314
Portugal 20.8 79.2 1.7 63.0 353 54.7
Scotland (United Kingdom) 61.0 39.0 64.5 30.6 49 57.6
Slovak Republic 134 86.6 1.0 16.2 82.8 39.7
Slovenia 11.6 88.4 0.8 339 65.3 57.9
Spain 16.5 83.5 2.6 382 59.2 69.1
Switzerland 12.8 87.2 6.4 1.7 81.8 77.7
Turkey 46.3 53.7 6.9 32.8 60.4 28.1

1. Students were asked the following question: "How many languages, including the language(s) you speak at home, do you and your parents speak well

enough to converse with others?”

2. Students reported on the number of foreign languages they learned at their school in the year they sat the PISA test (ST189).

3. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.
Source: OECD PISA 2018 Database, Tables VI.B1.4.5 and VL.B1.4.11.
StatLink Sz https://doi.org/10.1787/888934169158
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Table VI.31221 Language learning and contact with people from other countries

Proportion of

stugt;(r)\}:t)so \:\t/IP?: s%feak ?st;edaekntt\fv‘cl)vg(r) Proportion of LU Ztegziir:\tti%sh(g
one language more languages | students who do Proportion of students who reported having
(including the one/ | (including the one/ | not learn foreign students who learn two or more contact with
those spoken at those spoken at languages at learn one foreign | foreignlanguages | people from other
home)' home) school? language at school at school countries at school
g Albania 28.1 71.9 2.8 29.9 67.3 71.5
*E' Argentina 54.8 45.2 7.6 81.8 10.6 29.8
[ Baku (Azerbaijan) 28.7 713 6.3 17.9 75.8 423
Belarus 21.2 788 1.0 67.0 320 36.9
Bosnia and Herzegovina 24.1 759 0.7 326 66.7 58.1
Brazil 65.1 349 12.8 57.8 29.5 22.0
Brunei Darussalam 134 86.6 294 23.0 47.6 56.4
Bulgaria 29.3 70.7 0.4 4.3 95.3 44.7
Costa Rica 49.0 51.0 53 435 513 66.1
Croatia 9.6 90.4 0.5 415 58.1 40.3
Dominican Republic 59.4 40.6 6.3 237 70.1 57.6
Hong Kong (China) 7.4 92.6 213 459 32.7 67.5
Indonesia 358 64.2 10.2 45.0 44.8 334
Jordan 52.6 474 18.4 65.2 16.5 447
Kazakhstan 19.0 81.0 2.8 375 59.7 49.9
Kosovo 332 66.8 34 332 63.4 68.1
Lebanon m m 10.9 209 68.2 539
Macao (China) 9.1 90.9 9.7 49.9 40.3 55.2
Malaysia 37.4 62.6 31.8 26.1 421 4.7
Malta 9.6 90.4 34 38.1 58.5 57.9
Moldova 15.1 84.9 2.1 9.2 88.8 39.4
Montenegro 181 819 0.9 321 67.1 59.3
Morocco 33.0 67.0 5.0 15.5 79.5 47.4
North Macedonia m m 1.1 27.8 711 383
Panama 57.6 424 9.4 51.6 389 735
Peru 59.8 40.2 14.0 60.7 253 349
Philippines 30.5 69.5 24.2 34.6 413 61.9
Romania 341 65.9 0.7 2.3 97.0 44.5
Russia 41.0 59.0 1.9 67.1 31.0 358
Saudi Arabia 58.3 4.7 29.5 61.3 9.1 49.1
Serbia 24.7 75.3 1.0 44.9 54.1 48.2
Singapore 7.8 922 5.7 78.9 153 73.0
Chinese Taipei 15.9 84.1 8.0 57.9 34.0 776
Thailand 40.9 59.1 77 335 58.7 64.8
Ukraine 18.5 81.5 1.0 49.5 49.5 38.2
United Arab Emirates 17.3 827 16.2 50.9 329 70.2
Uruguay 44.0 56.0 9.0 713 19.7 332
Viet Nam 66.8 332 1.0 89.5 9.5 20.3

1. Students were asked the following question: “How many languages, including the language(s) you speak at home, do you and your parents speak well
enough to converse with others?”

2. Students reported on the number of foreign languages they learned at their school in the year they sat the PISA test (ST189).

3. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.

Source: OECD PISA 2018 Database, Tables VI.B1.4.5 and VI.B1.4.11.

StatLink Sz https://doi.org/10.1787/888934169158
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Table V1411721 Language learning and students’ attitudes’

OECD

Associations between the
index of awareness of
intercultural communication
and the number of foreign
languages learned by the
student at school

Difference between one or more
languages and no languages

Associations between the

index of self-efficacy regarding

global issues and the number
of foreign languages learned
by the student at school

Difference between one or more
languages and no languages

Associations between the
index of student's awareness
of global issues and the

number of foreign languages
learned by the student at
school

Difference between one or more
languages and no languages

Executive Summary

Associations between the
index of perspective taking
and the number of foreign
languages learned by the
student at school

Difference between one or more
languages and no languages

learned? learned learned learned
Dif. Dif. Dif. Dif.

OECD average 0.19 0.19 0.18 0.1
Australia 0.00 0.08 0.06 0.04
Austria 0.13 -0.05 0.07 0.01
Canada 0.09 0.09 0.03 -0.04
Chile 0.17 0.20 0.18 0.17
Colombia 0.19 0.22 0.16 0.05
Estonia c c c c
France 0.17 0.20 0.07 0.05
Germany 0.34 0.23 0.37 0.06
Greece 0.25 0.21 0.35 0.25
Hungary C C C C
Iceland 0.25 0.10 0.16 0.00
Ireland 0.18 0.16 0.04 0.11
Israel® 0.18 0.30 0.23 0.05
Italy 0.17 0.18 0.45 0.13
Korea 0.16 0.31 0.27 0.24
Latvia c c c c
Lithuania c c c c
Mexico 0.21 0.14 0.12 0.09
New Zealand 0.04 0.06 0.05 0.08
Poland C C C C
Portugal 0.35 0.41 0.48 0.28
Scotland (United Kingdom) 0.10 0.02 0.01 -0.01
Slovak Republic 0.41 0.61 c 0.10
Slovenia 0.12 0.15 0.15 0.54
Spain 0.28 0.34 0.32 0.10
Switzerland 0.06 -0.01 0.03 0.02
Turkey 0.37 0.24 0.25 0.14

1. Students were asked the following question: “How many foreign languages do you learn at your school this school year?”
2. All associations are presented after accounting for students' gender and students’ and schools’ socio-economic profile. The socio-economic profile is
measured by the PISA index of economic, social and cultural status (ESCS).

3. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.
Note: Values that are statistically significant are marked in bold.
Source: Source: OECD PISA 2018 Database, Table VI.B1.4.13.
StatLink SiZM™ https://doi.org/10.1787/888934169177
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Table VI.4 222 Language learning and students’ attitudes’

Associations between the
index of awareness of
intercultural communication
and the number of foreign
languages learned by the

Associations between the

index of self-efficacy regarding
global issues and the number

of foreign languages learned

Associations between the
index of student's awareness
of global issues and the

number of foreign languages
learned by the student at

Associations between the
index of perspective taking
and the number of foreign

languages learned by the

student at school by the student at school school student at school
Difference between one or more | Difference between one or more | Difference between one or more | Difference between one or more
languages and no languages languages and no languages languages and no languages languages and no languages
learned? learned learned learned
Dif. Dif. Dif. Dif.
£ Albania 0.38 0.21 0.29 0.35
§ Argentina 0.17 0.38 0.29 0.04
[ Baku (Azerbaijan) 0.24 0.28 0.45 0.08
Belarus 0.32 0.20 0.52 0.09
Bosnia and Herzegovina 0.53 0.23 0.94 -0.21
Brazil 0.15 0.26 0.30 0.1
Brunei Darussalam 0.00 0.01 0.00 0.04
Bulgaria c c C c
Costa Rica 0.30 0.19 0.24 0.19
Croatia c c C @
Dominican Republic 0.10 0.09 0.17 0.12
Hong Kong (China) 0.07 0.15 0.10 0.06
Indonesia 0.10 0.09 0.23 0.01
Jordan 0.31 0.34 0.49 0.08
Kazakhstan 0.22 0.25 0.36 0.19
Kosovo 0.31 0.25 0.54 0.21
Lebanon 0.18 0.10 0.25 0.15
Macao (China) 0.12 0.13 0.21 0.13
Malaysia 0.02 0.03 0.07 -0.04
Malta 0.30 0.18 0.07 0.33
Moldova 0.14 0.13 0.25 0.08
Montenegro 0.18 0.24 0.61 -0.18
Morocco 0.32 0.14 0.27 0.04
North Macedonia m 0.05 0.68 0.16
Panama 0.12 0.15 0.06 0.11
Peru 0.07 0.10 0.14 -0.03
Philippines 0.09 0.10 0.21 0.06
Romania C -0.10 0.50 C
Russia 0.38 0.29 0.52 0.33
Saudi Arabia 0.27 0.18 0.24 0.03
Serbia 0.76 0.21 0.62 0.21
Singapore 0.14 0.10 0.04 0.01
Chinese Taipei 0.16 0.30 0.32 0.35
Thailand 0.15 0.14 0.23 0.19
Ukraine 0.33 0.48 0.70 0.09
United Arab Emirates -0.03 0.06 0.00 0.00
Uruguay 0.20 0.20 0.21 0.02
Viet Nam 0.31 0.34 0.32 0.16

1. Students were asked the following question: “"How many foreign languages do you learn at your school this school year?”

2. All associations are presented after accounting for students' gender and students’ and schools’ socio-economic profile. The socio-economic profile is
measured by the PISA index of economic, social and cultural status (ESCS).

3. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.

Note: Values that are statistically significant are marked in bold.

Source: Source: OECD PISA 2018 Database, Table VI.B1.4.13.

StatLink SisM™ https://doi.org/10.1787/888934169177
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Table VL5172 Language learning and students’ attitudes’

OECD

Associations between the
index of student’s interest in

learning about other cultures
and the number of foreign
languages learned by the
student at school

Difference between one or more
languages and no languages

Associations between the
index of respect for people
from other cultures and the

number of foreign languages

learned by the student at
school

Difference between one or more
languages and no languages

Associations between the
index of student's attitudes
towards immigrants and the

number of foreign languages

learned by the student at
school

Difference between one or more
languages and no languages

Executive Summary

Associations between the
index of student's cognitive
adaptability and the number
of foreign languages learned
by the student at school

Difference between one or more
languages and no languages

learned? learned learned learned
Dif. Dif. Dif. Dif.

OECD average 0.14 0.21 0.18 0.08
Australia 0.17 0.02 0.05 0.04
Austria 0.1 0.22 0.10 0.17
Canada 0.17 0.08 0.05 0.05
Chile 0.28 0.32 0.20 0.20
Colombia 0.10 0.19 0.12 0.00
Estonia c c c c

France 0.35 0.35 m -0.02
Germany 0.12 0.49 0.26 -0.03
Greece -0.06 0.21 0.20 0.17
Hungary C C C C

Iceland 0.10 0.54 0.29 0.13
Ireland 0.16 0.19 0.16 0.13
Israel® 0.26 m m -0.16
Italy -0.08 0.12 0.31 -0.01
Korea 0.25 0.28 0.26 0.26
Latvia c c c c

Lithuania c c c c

Mexico 0.07 0.14 0.10 0.14
New Zealand 0.25 0.05 0.04 0.07
Poland C C C C

Portugal 0.13 0.39 0.45 0.29
Scotland (United Kingdom) 0.12 -0.03 -0.03 0.05
Slovak Republic 0.15 0.14 0.28 0.01
Slovenia 0.00 0.22 0.00 0.02
Spain 0.09 0.13 0.32 0.07
Switzerland 0.16 0.18 0.35 0.08
Turkey 0.20 0.21 0.08 0.14

1. Students were asked the following question: “How many foreign languages do you learn at your school this school year?”
2. All associations are presented after accounting for students' gender and students’ and schools’ socio-economic profile. The socio-economic profile is
measured by the PISA index of economic, social and cultural status (ESCS).

3. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.
Note: Values that are statistically significant are marked in bold.
Source: OECD PISA 2018 Database, Table VI.B1.4.13.
StatLink SiZM™ https://doi.org/10.1787/888934169196
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Table VI.5 2221 Language learning and students’ attitudes’

Associations between the
index of student’s interest in
learning about other cultures

and the number of foreign
languages learned by the
student at school

Difference between one
or more languages and no
languages learned?

Associations between the

index of respect for people
from other cultures and the
number of foreign languages

learned by the student at
school

Difference between one
or more languages and no
languages learned

Associations between the

index of student's attitudes
towards immigrants and the
number of foreign languages

learned by the student at
school

Difference between one
or more languages and no
languages learned

Associations between the
index of student's cognitive
adaptability and the number
of foreign languages learned
by the student at school

Difference between one
or more languages and no
languages learned

Dif. Dif. Dif. Dif.
g Albania 0.29 0.25 0.30 0.24
£ Argentina 0.03 0.26 0.22 -0.01
[ Baku (Azerbaijan) 0.22 0.29 0.13 0.28
Belarus 0.19 0.25 0.43 0.07
Bosnia and Herzegovina 0.03 0.25 0.38 0.00
Brazil 0.17 0.26 0.21 0.08
Brunei Darussalam -0.01 0.01 -0.09 0.06
Bulgaria c c c c
Costa Rica 0.11 0.18 0.26 0.15
Croatia c c C C
Dominican Republic 0.22 0.25 -0.02 0.48
Hong Kong (China) 0.07 0.08 0.06 0.07
Indonesia 0.07 0.10 0.02 -0.02
Jordan 0.14 0.19 0.23 0.13
Kazakhstan 0.22 0.19 0.22 0.19
Kosovo 0.27 0.44 0.24 -0.04
Lebanon m 0.19 0.08 0.18
Macao (China) 0.13 0.15 0.10 0.04
Malaysia 0.03 -0.03 m 0.03
Malta 0.34 0.18 0.12 0.18
Moldova 0.07 0.16 0.1 0.12
Montenegro 0.31 0.50 0.12 -0.03
Morocco 0.13 0.19 0.24 0.01
North Macedonia -0.06 0.15 0.16 0.45
Panama 0.21 0.03 0.05 0.09
Peru 0.04 0.08 m 0.02
Philippines 0.07 0.07 0.07 0.10
Romania C C C -0.02
Russia 0.30 0.67 0.32 0.44
Saudi Arabia 0.09 0.07 0.15 0.00
Serbia 0.37 0.71 0.28 0.48
Singapore 0.05 -0.03 m 0.02
Chinese Taipei 0.29 0.39 0.30 0.25
Thailand 0.13 0.29 0.12 0.14
Ukraine -0.15 0.27 0.45 -0.04
United Arab Emirates m -0.05 m 0.01
Uruguay 0.07 0.15 0.16 -0.07
Viet Nam 0.27 0.24 0.20 0.15

1. Students were asked the following question: "How many foreign languages do you learn at your school this school year?”

2. All associations are presented after accounting for students’ gender and students’ and schools’ socio-economic profile. The socio-economic profile is
measured by the PISA index of economic, social and cultural status (ESCS).

3. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.
Note: Values that are statistically significant are marked in bold.
Source: OECD PISA 2018 Database, Table VI.B1.4.13.
StatLink SisM™ https://doi.org/10.1787/888934169196
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Table V1.6 11721 Contact with people from other countries at school and students’ attitudes’

OECD

Associations between the
index of awareness of

intercultural communication
and contact with people from
other countries at school

Difference between those
who have contact and
those who do not?

Associations between the

index of self-efficacy regarding
global issues and contact with

people from other countries
at school

Difference between those
who have contact and those
who do not

Associations between the
index of students' awareness
of global issues and contact
with people from other
countries at school

Difference between those
who have contact and those
who do not

Executive Summary

Associations between the
index of perspective taking
and contact with people from
other countries at school

Difference between those
who have contact and those
who do not

Dif. Dif. Dif. Dif.
OECD average 0.08 0.13 0.13 0.08
Australia 0.16 0.26 0.19 0.17
Austria 0.09 0.15 0.20 0.08
Canada 0.18 0.24 0.17 0.14
Chile -0.04 0.10 0.14 0.05
Colombia 0.02 -0.01 0.06 0.04
Estonia -0.02 0.02 0.03 0.07
France 0.14 0.17 0.15 0.11
Germany 0.14 0.12 0.15 0.08
Greece 0.12 0.12 0.17 0.07
Hungary 0.08 0.12 0.10 0.04
Iceland 0.17 0.20 0.25 0.15
Ireland 0.12 0.19 0.19 0.08
Israel® 0.01 0.11 0.17 0.06
Italy 0.08 0.03 0.06 0.07
Korea 0.08 0.13 0.10 0.09
Latvia -0.04 0.09 0.09 0.1
Lithuania -0.03 0.09 0.01 0.03
Mexico -0.06 0.14 0.16 0.04
New Zealand 0.20 0.18 0.21 0.16
Poland -0.08 0.05 0.04 0.01
Portugal 0.04 0.09 0.14 0.1
Scotland (United Kingdom) 0.19 0.23 0.18 0.09
Slovak Republic 0.05 0.10 0.1 0.08
Slovenia 0.06 0.1 0.1 0.09
Spain 0.12 0.13 0.14 0.09
Switzerland 0.26 0.22 0.27 0.09
Turkey -0.01 0.02 0.05 0.06

1. Students were asked the following question: “Do you have contact with people from other countries at school?”

2. All associations are presented after accounting for students' gender and students’ and schools’ socio-economic profile. The socio-economic profile is
measured by the PISA index of economic, social and cultural status (ESCS).

3. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.
Note: Values that are statistically significant are marked in bold.
Source: OECD PISA 2018 Database, Table VI.B1.4.8.
StatLink Sz https://doi.org/10.1787/888934169215
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Table V1.6 2221 Contact with people from other countries at school and students’ attitudes’

Associations between the
index of awareness of

intercultural communication
and contact with people from

other countries at school

Difference between those
who have contact and

Associations between the
index of self-efficacy regarding

global issues and contact with

people from other countries
at school

Difference between those
who have contact and those

Associations between the
index of students' awareness
of global issues and contact
with people from other
countries at school

Difference between those
who have contact and those

Associations between the
index of perspective taking
and contact with people from
other countries at school

Difference between those
who have contact and those

those who do not? who do not who do not who do not

Dif. Dif. Dif. Dif.

g Albania 0.01 0.09 0.10 0.07
£ Argentina -0.01 0.07 0.08 0.14
[ Baku (Azerbaijan) 0.00 0.19 0.15 -0.01
Belarus 0.07 0.04 0.10 0.02
Bosnia and Herzegovina -0.01 0.05 0.04 0.09
Brazil -0.10 -0.03 -0.16 -0.10
Brunei Darussalam 0.04 0.05 0.09 0.04
Bulgaria -0.09 0.07 0.01 0.07
Costa Rica 0.03 0.12 0.13 0.12
Croatia 0.05 0.06 0.11 0.02
Dominican Republic -0.01 0.1 0.09 0.03
Hong Kong (China) -0.01 0.06 0.09 0.04
Indonesia -0.08 0.09 0.00 0.00
Jordan -0.09 0.00 -0.12 0.01
Kazakhstan 0.06 0.10 0.05 0.03
Kosovo -0.09 0.07 0.05 0.05
Lebanon -0.24 0.03 -0.03 0.00
Macao (China) -0.01 0.04 0.07 0.05
Malaysia -0.02 0.00 -0.05 -0.01
Malta 0.10 0.19 0.15 0.08
Moldova 0.02 0.08 0.10 0.10
Montenegro 0.04 0.07 0.01 0.05
Morocco -0.04 0.10 0.03 -0.07
North Macedonia m 0.09 0.04 0.00
Panama 0.22 0.12 0.15 0.12
Peru -0.03 0.06 0.09 0.05
Philippines -0.10 -0.04 -0.13 -0.06
Romania -0.04 0.06 0.04 0.01
Russia 0.02 0.12 0.06 -0.02
Saudi Arabia -0.01 0.14 0.04 0.1
Serbia -0.01 0.07 0.05 0.06
Singapore 0.13 0.17 0.19 0.13
Chinese Taipei 0.14 0.15 0.11 0.21
Thailand 0.05 0.10 0.09 0.05
Ukraine 0.03 0.02 0.01 -0.03
United Arab Emirates 0.06 0.14 0.15 0.13
Uruguay 0.05 0.09 0.17 0.10
Viet Nam 0.03 0.09 0.06 0.00

1. Students were asked the following question: “Do you have contact with people from other countries at school?”

2. All associations are presented after accounting for students’ gender and students’ and schools’ socio-economic profile. The socio-economic profile is
measured by the PISA index of economic, social and cultural status (ESCS).

3. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.
Note: Values that are statistically significant are marked in bold.
Source: OECD PISA 2018 Database, Table VI.B1.4.8.
StatLink Sz https://doi.org/10.1787/888934169215
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Table V1.7 11721 Contact with people from other countries at school and students’ attitudes’

OECD

Associations between the

index of students' interest in

learning about other cultures
and contact with people from
other countries at school

Difference between those
who have contact and

Associations between the
index of respect for people
from other cultures and
contact with people from
other countries at school

Difference between those
who have contact and those

Associations between the
index of students' attitudes
towards immigrants and
contact with people from
other countries at school

Difference between those
who have contact and those

Executive Summary

Associations between the
index of students' cognitive
adaptability and contact with
people from
other countries at school

Difference between those
who have contact and those

those who do not? who do not who do not who do not
Dif. Dif. Dif. Dif.
OECD average 0.17 0.12 0.07 0.15
Australia 0.28 0.21 0.15 0.21
Austria 0.18 0.28 0.16 0.14
Canada 0.27 0.17 0.16 0.18
Chile 0.13 0.01 -0.06 0.17
Colombia 0.03 0.00 -0.03 0.10
Estonia 0.08 0.04 0.02 0.08
France 0.19 0.20 m 0.17
Germany 0.29 0.24 0.20 0.12
Greece 0.14 0.20 0.12 0.18
Hungary 0.16 0.14 0.06 0.13
Iceland 0.33 0.25 0.14 0.23
Ireland 0.24 0.19 0.18 0.16
Israel® 0.13 m m 0.12
Italy 0.10 0.15 0.07 0.1
Korea 0.18 0.05 0.04 0.22
Latvia 0.15 -0.03 0.00 0.13
Lithuania 0.06 -0.07 -0.08 0.03
Mexico 0.12 -0.04 -0.12 0.10
New Zealand 0.26 0.22 0.13 0.22
Poland 0.06 -0.04 0.03 0.09
Portugal 0.13 0.10 0.03 0.20
Scotland (United Kingdom) 0.26 0.18 0.12 0.18
Slovak Republic 0.19 0.09 0.03 0.16
Slovenia 0.19 0.15 0.09 0.17
Spain 0.18 0.14 0.08 0.14
Switzerland 0.23 0.34 0.22 0.18
Turkey 0.02 0.00 0.06 0.13

1. Students were asked the following question: “Do you have contact with people from other countries at school?”

2. All associations are presented after accounting for students’ gender and students’ and schools’ socio-economic profile. The socio-economic profile is
measured by the PISA index of economic, social and cultural status (ESCS).

3. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.
Note: Values that are statistically significant are marked in bold.
Source: OECD PISA 2018 Database, Table VI.B1.4.8.
StatLink Sz https://doi.org/10.1787/888934169234
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Table V1.7 2221 Contact with people from other countries at school and students’ attitudes’

Associations between the

index of students' interest in

learning about other cultures
and contact with people from
other countries at school

Difference between those
who have contact and

Associations between the
index of respect for people
from other cultures and
contact with people from
other countries at school

Difference between those
who have contact and those

Associations between the
index of students' attitudes
towards immigrants and
contact with people from
other countries at school

Difference between those
who have contact and those

Associations between the
index of students' cognitive
adaptability and contact with
people from
other countries at school

Difference between those
who have contact and those

those who do not? who do not who do not who do not
Dif. Dif. Dif. Dif.
g Albania 0.10 0.03 0.01 0.15
£ Argentina 0.15 0.03 -0.04 0.20
[ Baku (Azerbaijan) 0.04 0.05 -0.02 0.10
Belarus 0.23 0.08 0.08 0.15
Bosnia and Herzegovina 0.10 0.08 0.02 0.12
Brazil 0.05 -0.23 -0.16 0.15
Brunei Darussalam 0.06 0.03 0.01 0.13
Bulgaria 0.19 0.13 -0.03 0.16
Costa Rica 0.09 0.05 0.04 0.15
Croatia 0.12 -0.01 0.05 0.13
Dominican Republic -0.01 -0.01 -0.05 0.12
Hong Kong (China) 0.08 0.07 0.00 0.07
Indonesia 0.10 -0.10 -0.04 0.10
Jordan 0.07 0.05 -0.03 0.09
Kazakhstan 0.11 0.09 0.01 0.12
Kosovo 0.13 0.01 -0.09 0.14
Lebanon m -0.04 -0.03 0.12
Macao (China) 0.07 0.01 0.04 0.15
Malaysia 0.02 -0.01 m 0.12
Malta 0.20 0.17 0.08 0.20
Moldova 0.15 0.06 0.00 0.16
Montenegro 0.14 0.00 0.04 0.15
Morocco 0.01 -0.09 -0.11 0.04
North Macedonia 0.13 0.01 -0.07 0.12
Panama 0.13 0.16 0.10 0.12
Peru 0.08 0.04 m 0.11
Philippines -0.01 -0.07 -0.14 0.04
Romania 0.16 0.02 0.00 0.1
Russia 0.17 0.08 0.05 0.14
Saudi Arabia 0.15 0.07 0.06 0.19
Serbia 0.12 0.01 0.00 0.14
Singapore 0.13 0.19 m 0.21
Chinese Taipei 0.21 0.21 0.08 0.25
Thailand 0.1 0.12 0.04 0.13
Ukraine 0.07 -0.08 -0.02 0.08
United Arab Emirates m 0.12 m 0.14
Uruguay 0.14 0.09 0.01 0.16
Viet Nam 0.08 0.01 0.04 0.16

1. Students were asked the following question: “Do you have contact with people from other countries at school?”

2. All associations are presented after accounting for students’ gender and students’ and schools’ socio-economic profile. The socio-economic profile is
measured by the PISA index of economic, social and cultural status (ESCS).

3. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.
Note: Values that are statistically significant are marked in bold.
Source: OECD PISA 2018 Database, Table VI.B1.4.8.
StatLink Si=m™ https://doi.org/10.1787/888934169234
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Table V1.8 121 Global competence learning activities and students’ attitudes’

Change in the index of
self-efficacy regarding
global issues associated

with an increase of one

Change in the index of
awareness of global
issues associated with
an increase of one

Change in the index

of perspective taking

associated with an

increase of one activity

Executive Summary

Change in the index
of interest in learning
about other cultures
associated with an
increase of one activity

Number of learning activity in the number | activity in the number in the number of in the number of
activities of learning activities1 of learning activities learning activities learning activities
OECD average 55 0.06 0.06 0.04 0.07
Australia 5.9 0.07 0.08 0.05 0.08
Austria 5.5 0.06 0.06 0.03 0.07
Canada 6.0 0.06 0.08 0.05 0.07
Chile 5.7 0.06 0.08 0.04 0.07
Colombia 73 0.08 0.08 0.02 0.05
Estonia 5.0 0.05 0.05 0.05 0.07
France 48 0.06 0.06 0.04 0.06
Germany 54 0.05 0.08 0.05 0.07
Greece 5.7 0.05 0.06 0.04 0.06
Hungary 39 0.06 0.05 0.03 0.06
Iceland 5.8 0.05 0.06 0.05 0.07
Ireland 53 0.06 0.07 0.04 0.06
Israel? 5.0 0.06 0.08 0.03 0.05
Italy 5.6 0.07 0.07 0.04 0.08
Korea 5.7 0.04 0.05 0.04 0.06
Latvia 49 0.06 0.06 0.05 0.08
Lithuania 5.8 0.06 0.07 0.04 0.08
Mexico 6.6 0.06 0.07 0.03 0.07
New Zealand 53 0.07 0.08 0.05 0.09
Poland 5.7 0.03 0.04 0.04 0.06
Portugal 5.9 0.05 0.07 0.03 0.06
Scotland (United Kingdom) 49 0.07 0.08 0.05 0.07
Slovak Republic 5.0 0.05 0.06 0.03 0.09
Slovenia 4.0 0.04 0.03 0.02 0.07
Spain 5.6 0.05 0.05 0.04 0.06
Switzerland 5.2 0.04 0.06 0.04 0.06
Turkey 5.8 0.04 0.05 0.06 0.04

1. All associations are presented after accounting for students’ gender and students’ and schools' socio-economic profile. The socio-economic profile is
measured by the PISA index of economic, social and cultural status (ESCS).
2. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.
Note: Values that are statistically significant are marked in bold.

Source: OECD PISA 2018

Database, Table VI.B1.7.11.

StatLink s https://doi.org/10.1787/888934169253
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Table V1.8 1221 Global competence learning activities and students’ attitudes’

Change in the index
Change in the index of | Change in the index of Change in the index of interest in learning

self-efficacy regarding awareness of global of perspective taking about other cultures
global issues associated [ issues associated with associated with an associated with an
with an increase of one an increase of one increase of one activity | increase of one activity

Number of learning activity in the number [ activity in the number in the number of in the number of

activities of learning activities1 of learning activities learning activities learning activities
g Albania 74 0.09 0.10 0.08 0.09
§ Argentina 6.3 0.08 0.09 0.07 0.09
= Baku (Azerbaijan) 7.3 0.08 0.09 0.05 0.07
Belarus 5.4 0.04 0.06 0.05 0.09
Bosnia and Herzegovina 5.7 0.05 0.05 0.03 0.06
Brazil 6.2 0.06 0.06 0.03 0.06
Brunei Darussalam 5.6 0.05 0.06 0.03 0.06
Bulgaria 6.0 0.05 0.05 0.03 0.07
Costa Rica 6.2 0.06 0.08 0.06 0.08
Croatia 5.4 0.04 0.06 0.01 0.05
Dominican Republic 7.9 0.07 0.07 0.05 0.05
Hong Kong (China) 6.7 0.06 0.06 0.04 0.06
Indonesia 7.6 0.06 0.08 0.04 0.06
Jordan 71 0.08 0.08 0.04 0.06
Kazakhstan 6.3 0.07 0.08 0.04 0.07
Kosovo 6.9 0.06 0.05 0.04 0.06

Lebanon 6.4 0.04 0.06 0.06 m
Macao (China) 5.7 0.05 0.06 0.05 0.06
Malaysia 6.1 0.08 0.08 0.06 0.07
Malta 5.6 0.07 0.07 0.03 0.08
Moldova 5.7 0.07 0.08 0.05 0.09
Montenegro 6.3 0.05 0.04 0.03 0.07
Morocco 5.9 0.07 0.06 0.03 0.03
North Macedonia 5.8 0.05 0.04 0.04 0.07
Panama 6.7 0.06 0.07 0.04 0.04
Peru 71 0.05 0.07 0.05 0.07
Philippines 8.0 0.07 0.12 0.05 0.09
Romania 5.3 0.04 0.03 0.01 0.06
Russia 5.0 0.07 0.06 0.03 0.09
Saudi Arabia 6.2 0.08 0.05 0.06 0.08
Serbia 5.2 0.05 0.05 0.03 0.07
Singapore 7.8 0.07 0.08 0.05 0.08
Chinese Taipei 6.3 0.08 0.08 0.05 0.08
Thailand 7.5 0.05 0.05 0.03 0.05
Ukraine 5.1 0.07 0.08 0.04 0.08
United Arab Emirates m m m m m

Uruguay 5.9 0.05 0.06 0.03 0.06
Viet Nam 6.3 0.09 0.09 0.08 0.10

1. All associations are presented after accounting for students’ gender and students’ and schools' socio-economic profile. The socio-economic profile is
measured by the PISA index of economic, social and cultural status (ESCS).

2. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.

Note: Values that are statistically significant are marked in bold.

Source: OECD PISA 2018 Database, Table VI.B1.7.11.

StatLink Sz https://doi.org/10.1787/888934169253
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Executive Summary

Table VI.911/21 Global competence learning activities and students’ attitudes

Change in the

OECD

Change in the index index of awareness
of respect for people Change in the index of intercultural Change in the index of [ Change in the index
from other cultures of attitudes towards communication cognitive adaptability of agency regarding
associated with an immigrants associated associated with an associated with an global issues associated
increase of one activity | with an increase of one | increase of one activity | increase of one activity | with an increase of one
in the number of activity in the number in the number of in the number of activity in the number
learning activities’ of learning activities learning activities learning activities of learning activities
OECD average 0.03 0.02 0.03 0.05 0.06
Australia 0.04 0.03 0.04 0.06 0.08
Austria 0.04 0.02 0.05 0.05 0.06
Canada 0.02 0.01 0.03 0.06 0.06
Chile 0.03 0.01 0.03 0.07 0.05
Colombia 0.04 0.02 0.05 0.06 0.07
Estonia 0.03 0.02 0.04 0.05 0.07
France 0.01 m 0.03 0.04 0.07
Germany 0.03 0.03 0.03 0.06 0.06
Greece 0.04 0.02 0.04 0.06 0.06
Hungary 0.02 0.03 0.02 0.04 0.05
Iceland 0.03 0.00 0.04 0.05 0.05
Ireland 0.04 0.02 0.03 0.06 0.06
Israel? m m 0.03 0.05 m
Italy 0.05 0.04 0.03 0.06 0.06
Korea 0.02 0.02 0.03 0.06 0.07
Latvia 0.04 0.02 0.04 0.06 0.04
Lithuania 0.03 0.02 0.05 0.04 0.08
Mexico 0.02 0.00 0.03 0.06 0.05
New Zealand 0.04 0.03 0.04 0.07 0.08
Poland 0.03 0.01 0.02 0.06 0.05
Portugal 0.02 0.01 0.02 0.05 0.05
Scotland (United Kingdom) 0.03 0.03 0.03 0.05 0.06
Slovak Republic 0.05 0.02 0.03 0.05 0.06
Slovenia 0.01 0.01 0.01 0.03 0.03
Spain 0.01 0.01 0.02 0.05 0.05
Switzerland 0.02 0.01 0.03 0.03 0.04
Turkey 0.04 0.04 0.03 0.07 0.05

1. All associations are presented after accounting for students’ gender and students’ and schools' socio-economic profile. The socio-economic profile is
measured by the PISA index of economic, social and cultural status (ESCS).

2. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.

Note: Values that are statistically significant are marked in bold.

Source: OECD PISA 2018 Database, Table VI.B1.7.11.

StatLink SiZ™ https://doi.org/10.1787/888934169272
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Table VI.91221 Global competence learning activities and students’ attitudes

Change in the index

of respect for people

from other cultures

associated with an
increase of one activity | with an increase of one

in the number of
learning activities’

Change in the index
of attitudes towards
immigrants associated

activity in the number
of learning activities

Change in the
index of awareness
of intercultural
communication
associated with an

increase of one activity

in the number of
learning activities

Change in the index of
cognitive adaptability
associated with an

in the number of
learning activities

Change in the index
of agency regarding
global issues associated
increase of one activity | with an increase of one
activity in the number
of learning activities

g Albania 0.07 0.05 0.07 0.10 0.12

£ Argentina 0.04 0.02 0.04 0.09 0.07

= Baku (Azerbaijan) 0.06 0.04 0.03 0.07 0.06
Belarus 0.06 0.04 0.04 0.07 0.07
Bosnia and Herzegovina 0.02 0.02 0.02 0.04 0.05
Brazil 0.01 0.01 0.03 0.06 0.05
Brunei Darussalam 0.04 0.00 0.03 0.06 0.05
Bulgaria 0.06 0.02 0.02 0.06 0.04
Costa Rica 0.03 0.02 0.03 0.09 0.07
Croatia 0.00 0.01 0.03 0.03 0.06
Dominican Republic 0.06 0.02 0.06 0.09 0.06
Hong Kong (China) 0.03 0.01 0.03 0.06 0.07
Indonesia 0.05 0.03 0.04 0.07 0.06
Jordan 0.07 0.05 0.05 0.08 0.08
Kazakhstan 0.05 0.04 0.05 0.07 0.07
Kosovo 0.04 0.01 0.02 0.06 0.05
Lebanon 0.04 0.03 0.01 0.05 0.05
Macao (China) 0.04 0.03 0.04 0.07 0.07
Malaysia 0.07 m 0.06 0.09 0.07
Malta 0.04 0.03 0.03 0.05 0.07
Moldova 0.05 0.04 0.05 0.07 0.08
Montenegro 0.02 0.01 0.03 0.04 0.05
Morocco 0.01 0.01 0.04 0.04 0.05
North Macedonia 0.03 0.01 m 0.06 0.02
Panama 0.02 0.04 0.03 0.06 0.05
Peru 0.04 m 0.03 0.06 0.04
Philippines 0.08 0.05 0.07 0.07 0.08
Romania 0.01 0.01 0.01 0.04 0.06
Russia 0.05 0.03 0.03 0.07 0.07
Saudi Arabia 0.05 0.02 0.02 0.09 0.08
Serbia 0.03 0.02 0.02 0.04 0.05
Singapore 0.03 m 0.04 0.07 0.08
Chinese Taipei 0.04 0.01 0.03 0.09 0.08
Thailand 0.04 0.03 0.04 0.05 0.06
Ukraine 0.04 0.03 0.04 0.06 0.07
United Arab Emirates m m m m m
Uruguay 0.03 0.00 0.03 0.06 0.05
Viet Nam 0.09 0.04 0.06 0.1 0.09

1. All associations are presented after accounting for students’ gender and students’ and schools’ socio-economic profile. The socio-economic profile is
measured by the PISA index of economic, social and cultural status (ESCS).

2. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.

See PISA 2018 Technical Report (OECD, forthcoming) for details.
Note: Values that are statistically significant are marked in bold.

Source: OECD PISA 2018 Database, Table VI.B1.7.11.

StatLink Sz https://doi.org/10.1787/888934169272
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Executive Summary

Table VI.1011721 School climate and students’ attitudes

Change in the index Change in the index
Change in the index of of students' respect of students' attitudes
students' perspective for people from other towards immigrants
taking associated with a | cultures associated with associated with a
one-unit increase in the | aone-unitincrease in | one-unit increase in the School principal's
Perception of index of perception of | the index of perception | index of perception of view on teachers'
discrimination discrimination of discrimination discrimination multicultural and
at school at school’ at school at school egalitarian beliefs
Mean Index if. if. if. Mean Index
S OECD average -0.01 -0.09 -0.18 -0.08 -0.05
S Australia -0.11 -0.12 -0.19 -0.13 0.02
Austria m m m m m
Canada m m m m 0.07
Chile -0.10 -0.16 -0.20 -0.12 -0.05
Colombia 0.10 -0.10 -0.17 -0.08 -0.08
Estonia 0.02 -0.08 -0.20 -0.06 -0.24
France m m m m m
Germany -0.04 -0.01 -0.19 -0.10 0.03
Greece 0.34 -0.06 -0.1 -0.03 0.19
Hungary 0.13 -0.04 -0.12 0.05 -0.43
Iceland -0.26 -0.11 -0.26 -0.12 0.21
Ireland -0.30 -0.05 -0.16 -0.15 0.47
Israel? m m m m -0.19
Italy -0.12 -0.07 -0.20 -0.09 0.11
Korea -0.54 -0.12 -0.18 -0.09 -0.67
Latvia 0.04 -0.10 -0.18 -0.05 -0.32
Lithuania 0.15 -0.11 -0.19 -0.11 -0.18
Mexico 0.09 -0.14 -0.19 -0.09 -0.19
New Zealand -0.01 -0.05 -0.15 -0.12 0.06
Poland 0.09 -0.12 -0.18 -0.03 0.25
Portugal -0.19 -0.10 -0.20 -0.14 -0.10
Scotland (United Kingdom) -0.29 -0.05 -0.21 -0.14 0.31
Slovak Republic 0.31 -0.10 -0.22 -0.02 -0.19
Slovenia 0.25 -0.07 -0.18 -0.07 -0.31
Spain -0.11 -0.10 -0.20 -0.12 0.27
Switzerland 0.01 -0.08 -0.21 -0.15 -0.09
Turkey 0.36 -0.05 -0.07 0.04 -0.18

1. All associations are presented after accounting for students’ gender and students’ and schools' socio-economic profile. The socio-economic profile is
measured by the PISA index of economic, social and cultural status (ESCS).

2. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.

Note: Values that are statistically significant are marked in bold.

Source: OECD PISA 2018 Database, Tables VI.B1.8.11, VI.B1.8.13 and VI.B1.8.14.

StatLink SiZ™ https://doi.org/10.1787/888934169291
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Table VI.10 721 School climate and students’ attitudes

Perception of
discrimination

Change in the index of
students' perspective

index of perception of
discrimination

Change in the index
of students' respect

for people from other
taking associated with a | cultures associated with
one-unit increase in the | aone-unit increase in

the index of perception

of discrimination

Change in the index

of students' attitudes

towards immigrants
associated with a

one-unit increase in the
index of perception of

discrimination

School principal's
view on teachers'
multicultural and

at school at school’ at school at school egalitarian beliefs
Mean Index Mean Index
g Albania -0.10 -0.16 -0.17 -0.12 -0.22
£ Argentina 0.09 -0.06 -0.17 -0.10 -0.01
= Baku (Azerbaijan) 0.72 -0.21 -0.19 0.07 -0.69
Belarus -0.13 -0.14 -0.17 -0.06 0.42
Bosnia and Herzegovina 0.21 -0.16 -0.21 -0.03 0.16
Brazil 0.1 -0.17 -0.25 -0.09 0.16
Brunei Darussalam 0.26 -0.04 -0.10 -0.07 -0.43
Bulgaria 0.36 -0.20 -0.22 0.03 -0.16
Costa Rica -0.27 -0.13 -0.18 -0.11 -0.18
Croatia 0.02 -0.12 -0.24 -0.11 0.05
Dominican Republic 0.45 -0.17 -0.20 0.07 0.06
Hong Kong (China) -0.03 -0.10 -0.14 -0.04 -0.83
Indonesia 0.24 -0.07 -0.09 -0.01 -0.14
Jordan 0.39 -0.10 -0.19 -0.03 -0.63
Kazakhstan 0.12 -0.12 -0.18 -0.05 -0.42
Kosovo 0.22 -0.22 -0.18 -0.12 -0.19
Lebanon m m m m -0.55
Macao (China) -0.14 -0.02 -0.13 -0.07 -0.15
Malaysia 0.25 -0.06 -0.12 m 0.11
Malta 0.29 -0.11 -0.18 -0.05 -0.42
Moldova 0.04 -0.09 -0.14 -0.06 -0.21
Montenegro 0.15 -0.20 -0.24 -0.09 0.05
Morocco 0.59 -0.11 -0.19 -0.02 -0.69
North Macedonia 0.14 -0.10 -0.10 -0.05 m
Panama 0.29 -0.08 -0.18 0.00 0.01
Peru 0.04 -0.15 -0.20 m -0.59
Philippines 0.59 -0.08 -0.09 -0.04 0.19
Romania 0.08 -0.12 -0.19 -0.07 0.00
Russia 0.08 -0.22 -0.23 -0.06 0.25
Saudi Arabia 0.60 -0.02 -0.02 0.14 -0.73
Serbia 0.13 -0.18 -0.23 -0.02 0.12
Singapore m m m m 0.48
Chinese Taipei 0.17 -0.07 -0.11 -0.04 -0.45
Thailand 0.46 -0.09 -0.09 0.00 -0.12
Ukraine -0.02 -0.13 -0.20 -0.10 0.36
United Arab Emirates m m m m 033
Uruguay 0.05 -0.12 -0.19 -0.09 -0.04
Viet Nam -0.31 -0.10 -0.13 -0.06 -0.91

1. All associations are presented after accounting for students’ gender and students’ and schools’ socio-economic profile. The socio-economic profile is

measured by the PISA index of economic, social and cultural status (ESCS).

2. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.

See PISA 2018 Technical Report (OECD, forthcoming) for details.
Note: Values that are statistically significant are marked in bold.
Source: OECD PISA 2018 Database, Tables VI.B1.8.11, V1.B1.8.13 and V1.B1.8.14.
StatLink Sz https://doi.org/10.1787/888934169291
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Thriving in an interconnected world

In our interconnected world the ability to live and work together with other people,

who may think differently or have a different background to us, is vital for success.

Many students want to learn about other cultures and people who are different to them

In response to the statement “I respect

Girls reported greater respect
people from other cultures as equal
h beinas” for people from other cultures
uman beings than boys -
as did advantaged

u 82% students compared to

their disadvantaged peers
agreed

& 18%

disagreed

Around Many students reported

4in5
1 or more students
were in schools
whose curriculum covered
global issues, such as climate

change and epidemics

Students who had
positive attitudes
and dispositions
reported more global
and intercultural learning at school

Schools, teachers and parents can
help students develop the skills and

attitudes needed to thrive in our
interconnected world

All data are OECD average, unless otherwise indicated, and were collected in 2018; PISA students are 15 years old

supporting sustainability
and intercultural
understanding

However, this is mostly done through
simple actions requiring neither

fime nor money

71%

reduced their <
encray o
consumption p&

64%

followed world

events on social
media






Reader's Guide

Data underlying the figures

The data referred to in this volume are presented in Annex B and, in greater detail, including additional tables, on the PISA website
(www.oecd.org/pisa).

Five symbols are used to denote missing data:
a The category does not apply in the country or economy concerned; data are therefore missing.

¢ There were too few observations to provide reliable estimates (i.e. there were fewer than 30 students or fewer than 5 schools
with valid data).

m Data are not available. There was no observation in the sample; these data were not collected by the country or economy; or
these data were collected but subsequently removed from the publication for technical reasons.

w  Results were withdrawn at the request of the country or economy concerned.

x  Data included in another category or column of the table (e.g. x(2) means that data are included in Column 2 of the table).

Coverage

This publication features data from 66 countries and economies. Students in 27 countries and economies both sat the global
competence test and completed the global competence module in the student questionnaire. Students in a further 39 countries
and economies completed the global competence module in the questionnaire only.

The countries/economies that took the global competence cognitive test and the corresponding student’s questionnaire
are: Albania, Brunei Darussalam, Canada, Chile, Colombia, Costa Rica, Croatia, Greece, Hong Kong (China), Indonesia, Israel,
Kazakhstan, Korea, Latvia, Lithuania, Malta, Morocco, Panama, Philippines, The Russian Federation, Scotland (United Kingdom),
Serbia, Singapore, The Slovak Republic, Spain, Chinese Taipei and Thailand.

The countries/economies that took the student’s global competence questionnaire only are: Albania, Argentina, Australia,
Austria, Baku (Azerbaijan), Belarus, Bosnia and Herzegovina, Brazil, Brunei Darussalam, Bulgaria, Canada, Chile, Colombia, Costa
Rica, Croatia, Cyprus, Dominican Republic, Estonia, France, Germany, Greece, Hong Kong (China), Hungary, Iceland, Indonesia,
Ireland, Israel, Italy, Jordan, Kazakhstan, Korea, Kosovo, Latvia, Lebanon, Lithuania, Macao (China), Malaysia, Malta, Mexico,
Montenegro, Morocco, New Zealand, North Macedonia, Panama, Peru, Philippines, Poland, Portugal, The Republic of Moldova,
Romania, The Russian Federation, Saudi Arabia, Scotland (United Kingdom), Serbia, Singapore, The Slovak Republic, Slovenia,
Spain, Switzerland, Chinese Taipei, Thailand, Turkey, Ukraine, The United Arab Emirates, Uruguay and Viet Nam.

The statistical data for Israel are supplied by and under the responsibility of the relevant Israeli authorities. The use of such data
by the OECD is without prejudice to the status of the Golan Heights, East Jerusalem and Israeli settlements in the West Bank
under the terms of international law.

The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally
representative. See PISA 2018 Technical Report (OECD, forthcomingyy;) for details.

Notes on Cyprus:

® Note by Turkey: The information in this document with reference to “Cyprus” relates to the southern part of the Island.
There is no single authority representing both Turkish and Greek Cypriot people on the Island. Turkey recognises the Turkish
Republic of Northern Cyprus (TRNC). Until a lasting and equitable solution is found within the context of the United Nations,
Turkey shall preserve its position concerning the “Cyprus issue”.

® Note by all the European Union Member States of the OECD and the European Union: The Republic of Cyprus is
recognised by all members of the United Nations with the exception of Turkey. The information in this document relates to
the area under the effective control of the Government of the Republic of Cyprus.
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Reader’s Guide

B-S--Z (China) refers to the four PISA-participating provinces/municipalities of the People’s Republic of China (hereafter “China”):
Beijing, Shanghai, Jiangsu and Zhejiang.

Data for Viet Nam are included in most tables in Annex B, but not included in tables, figures and texts that report comparisons
of performance with other countries and economies or over time, because full international comparability of results could not be
assured at the time this report was published (see Annexes A4 and A6 from Volume I).

International averages

The OECD average corresponds to the arithmetic mean of the respective country estimates. It was calculated for most
questionnaire indicators presented in this report.

On 28 April 2020, Colombia became a Member. Colombia is included in the OECD averages in this publication.

The overall average corresponds to the arithmetic mean of the respective country/economy estimates. It was calculated for some
indicators presented in this report.

In this publication, the OECD average and the overall average are generally used when the focus is on comparing performance
across education systems. In the case of some countries/economies, data may not be available for specific indicators, or specific
categories may not apply. Readers should, therefore, keep in mind that the terms “OECD average” and “overall average” refer to
countries and economies included in the respective comparisons. In cases where data are not available or do not apply for all
sub-categories of a given population or indicator, the “OECD average” and the “overall average” are not necessarily computed on
a consistent set of countries/economies across all columns of a table.

Rounding figures

Because of rounding, some figures in tables may not add up exactly to the totals. Totals, differences and averages are always
calculated on the basis of exact numbers and are rounded only after calculation.

All standard errors in this publication have been rounded to one or two decimal places. Where the value 0.0 or 0.00 is shown, this
does not imply that the standard error is zero, but that it is smaller than 0.05 or 0.005, respectively.

Reporting student data

The report uses "“15-year-olds” as shorthand for the PISA target population. PISA covers students who are aged between 15
years 3 months and 16 years 2 months at the time of assessment and who are enrolled in school and have completed at least
6 years of formal schooling, regardless of the type of institution in which they are enrolled, and whether they are in full-time or
part-time education, whether they attend academic or vocational programmes, and whether they attend public or private schools
or foreign schools within the country.

Reporting school data

The principals of the schools in which students were assessed provided information on their schools’ characteristics by completing
a school questionnaire. Where responses from school principals are presented in this publication, they are weighted so that they
are proportionate to the number of 15-year-olds enrolled in the school.

Focusing on statistically significant differences

This volume discusses only statistically significant differences or changes. These are denoted in darker colours in figures and in
bold font in tables. Unless otherwise specified, the significance level is set to 5%. See Annex A3 for further information.
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Abbreviations used in this report

ESCS PISA index of economic, social and cultural status
GDP Gross domestic product
ICT Information and communications technology
ISCED International Standard Classification of Education
ISCO International Standard Classification of Occupations
PPP Purchasing power parity
Score dif. Score-point difference
S.D. Standard deviation
S.E. Standard error
STEM Science, technology, engineering and mathematics

% dif. Percentage-point difference

Further documentation
For further information on the PISA assessment instruments and the methods used in PISA, see the PISA 2018 Technical Report
(OECD, forthcomingpy).

StatLink S
This report has StatLinks at the bottom of tables and graphs. To download the matching Excel® spreadsheet, just type the link
into your Internet browser, starting with the https://doi.org prefix, or click on the link from the e-book version.

Reference

OECD (forthcoming), PISA 2018 Technical Report, OECD Publishing, Paris. (11
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What is PISA?

PISA is a triennial survey of 15-year-old students around the world that assesses the extent to which they have acquired key
knowledge and skills essential for full participation in social and economic life. PISA assessments do not just ascertain whether
students near the end of their compulsory education can reproduce what they have learned; they also examine how well students
can extrapolate from what they have learned and apply their knowledge in unfamiliar settings, both in and outside of school.

WHAT IS UNIQUE ABOUT PISA?

PISA is unique because of its:

Map of PISA countries and economies

policy orientation, which links data on student learning outcomes with data on students’ backgrounds and attitudes towards
learning, and with key factors that shape their learning, in and outside of school; by doing so, PISA can highlight differences
in performance and identify the characteristics of students, schools and education systems that perform well

innovative concept of “literacy”, which refers to students’ capacity to apply their knowledge and skills in key areas, and to
analyse, reason and communicate effectively as they identify, interpret and solve problems in a variety of situations

relevance to lifelong learning, as PISA asks students to report on their motivation to learn, their beliefs about themselves,
and their learning strategies

regularity, which enables countries to monitor their progress in meeting key learning objectives

breadth of coverage, which, in PISA 2018, encompassed all 37 OECD countries and 42 partner countries and economies.

O

P&x
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:

. OECD member countries

: Australia Lithuania

: Austria Luxembourg
: Belgium Mexico

: Canada Netherlands

: Chile New Zealand
: Colombia Norway

: Czech Republic Poland

: Denmark Portugal

: Estonia Slovak Republic
* Finland Slovenia

: France Spain

: Germany Sweden

: Greece Switzerland

: Hungary Turkey

* Iceland United Kingdom
: Ireland United States™
: Israel

: Italy

: Japan

: Korea

: Latvia

=

%

Partner countries and economies in PISA 2018

: Albania

: Argentina

: Baku (Azerbaijan)
: Belarus

: Bosnia and Herzegovina
* Brazil

* Brunei Darussalam
i B-SJ-Z (China)**

: Bulgaria

: Costa Rica

: Croatia

: Cyprus

: Dominican Republic
: Georgia

Hong Kong (China)
¢ Indonesia

Jordan

: Kazakhstan

: Kosovo

: Lebanon
 Macao (China)

Malaysia

Malta

Republic of Moldova
Montenegro
Morocco

Republic of North Macedonia
Panama

Peru

Philippines

Qatar

Romania

Russian Federation
Saudi Arabia

Serbia

Singapore

Chinese Taipei
Thailand

Ukraine

United Arab Emirates
Uruguay

Viet Nam

. Partner countries and economies in previous cycles
: Algeria

: Azerbaijan

: Guangdong (China)

* Himachal Pradesh (India)
: Kyrgyzstan

* Liechtenstein

* Mauritius

: Miranda (Venezuela)

* Tamil Nadu (India)

: Trinidad and Tobago

: Tunisia

* Puerto Rico participated in the PISA 2015 assessment (as an unincorporated territory of the United States).

** B-S-J-Z (China) refers to four PISA 2018 participating Chinese provinces/municipalities: Beijing, Shanghai, Jiangsu and Zhejiang. In PISA 2015, the four PISA

participating Chinese provinces/municipalities were: Beijing, Shanghai, Jiangsu and Guangdong.
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WHICH COUNTRIES AND ECONOMIES PARTICIPATE IN PISA?

PISA is used as an assessment tool in many regions around the world. It was implemented in 43 countries and economies in
the first assessment (32 in 2000 and 11 in 2002), 41 in the second assessment (2003), 57 in the third assessment (2006), 75 in
the fourth assessment (65 in 2009 and 10 in 2010), 65 in the fifth assessment (2012) and 72 in the sixth assessment (2015).
In 2018, 79 countries and economies participated in PISA.

WHAT DOES THE TEST MEASURE?

In each round of PISA, one subject is tested in detail, taking up nearly half of the total testing time. The main subject in 2018 was
reading, as it was in 2000 and 2009. Mathematics was the main subject in 2003 and 2012, while science was the main subject in
2006 and 2015. With this alternating schedule, a thorough analysis of achievement in each of the three core subjects is presented
every nine years; an analysis of trends is offered every three years. In 2018, global competence was assessed as an innovative
domain.

The PISA 2018 Assessment and Analytical Framework (OECD, 2019y) presents definitions and more detailed descriptions of the
subjects assessed in PISA 2018:

® Reading literacy is defined as students’ capacity to understand, use, evaluate, reflect on and engage with texts in order to
achieve one's goals, develop one's knowledge and potential, and participate in society.

® Mathematics literacy is defined as students’ capacity to formulate, employ and interpret mathematics in a variety of contexts.
It includes reasoning mathematically and using mathematical concepts, procedures, facts and tools to describe, explain and
predict phenomena.

® Science literacy is defined as the ability to engage with science-related issues, and with the ideas of science, as a reflective
citizen. A scientifically literate person is willing to engage in reasoned discourse about science and technology, which requires
the competencies to explain phenomena scientifically, evaluate and design scientific enquiry, and interpret data and evidence
scientifically.

® Global competence is defined as a multidimensional capacity that encompasses the ability to: examine issues of local, global
and cultural significance; understand and appreciate the perspectives and worldviews of others; engage in open, appropriate
and effective interactions across cultures; and take action for collective well-being and sustainable development.

Box A Key features of PISA 2018
The content

® The PISA 2018 survey focused on reading, with mathematics, science and global competence as minor areas
of assessment. PISA 2018 also included an assessment of young people’s financial literacy, which was optional for
countries and economies.

The students

® Some 600 000 students completed the assessment in 2018, representing about 32 million 15-year-olds in the schools
of the 79 participating countries and economies.

The assessment

® Computer-based tests were used in most countries, with assessments lasting a total of two hours. In reading, a multi-stage
adaptive approach was applied in computer-based tests whereby students were assigned a block of test items based on
their performance in preceding blocks.

® Test items were a mixture of multiple-choice questions and questions requiring students to construct their own
responses. The items were organised into groups based on a passage of text describing a real-life situation. More than
15 hours of test items for reading, mathematics, science and global competence were covered, with different students
taking different combinations of test items.

® Students also answered a background questionnaire, which took about 35 minutes to complete. The questionnaire
sought information about the students themselves, their attitudes, dispositions and beliefs, their homes, and their
school and learning experiences. School principals completed a questionnaire that covered school management and
organisation, and the learning environment.
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® Some countries/economies also distributed additional questionnaires to elicit more information. These included: in
19 countries/economies, a questionnaire for teachers asking about themselves and their teaching practices; and in
17 countries/economies, a questionnaire for parents asking them to provide information about their perceptions of and
involvement in their child’s school and learning.

® Countries/economies could also choose to distribute three other optional questionnaires for students: 52 countries
and economies distributed a questionnaire about students’ familiarity with computers; 32 countries/economies
distributed a questionnaire about students’ expectations for further education; and 9 countries/economies distributed
a questionnaire, developed for PISA 2018, about students’ well-being.

HOW IS THE ASSESSMENT CONDUCTED?

As was done in 2015, PISA 2018 delivered the assessment of all subjects via computer. Paper-based assessments were provided
for countries that were not able to test their students by computer, but the paper-based assessment was limited to reading,
mathematics and science trend items, which were originally developed for previous PISA assessments. Since 2015, new items
were developed for the computer-based assessment only.

The 2018 computer-based assessment was designed as a two-hour test. Each test form allocated to students comprised
four 30-minute clusters of test material. For the main subject of reading, material equivalent to 15 30-minute clusters was
developed. This material was organised into blocks instead of clusters, as the PISA 2018 reading assessment took a multi-stage
adaptive approach. The reading assessment was composed of a core stage followed by stage 1 and stage 2. In stages 1 and 2,
students were assigned blocks of items of either greater or lesser difficulty, depending on their performance in earlier stages
(see Chapter 1 in this volume, for more detailed information on the multi-stage adaptive approach). To measure trends in the
subjects of mathematics and science, six clusters were included in each subject. In addition, four clusters of global competence
items were developed. There were 72 different test forms. Students spent one hour on the reading assessment plus one hour on
one or two other subjects - mathematics, science or global competence.

Countries that used paper-based delivery for the main survey measured student performance with 30 pencil-and-paper forms
containing trend items in the three core PISA subjects. The reading items in these paper-based forms were based on the 2009
reading literacy framework and did not include any items based on the new 2018 reading literacy framework.

The assessment of financial literacy was offered as an option in PISA 2018. It was based on the same framework as that developed
for PISA 2012, which was also used in PISA 2015. The financial literacy assessment lasted one hour (in addition to the regular
PISA assessment) and comprised two clusters distributed to a subsample of students in combination with the reading and
mathematics assessments.

To gather contextual information, PISA 2018 asked students and the principal of their school to respond to questionnaires. The
student questionnaire took about 35 minutes to complete; the questionnaire for principals took about 45 minutes to complete.
The responses to the questionnaires were analysed with the assessment results to provide both a broader and more nuanced
picture of student, school and system performance. The PISA 2018 Assessment and Analytical Framework (OECD, 2019y) describes
the genesis of the questionnaires in detail. The questionnaires from all assessments since PISAs inception are available on the
PISA website: www.oecd.org/pisa.

The questionnaires seek information about:
® students and their family backgrounds, including their economic, social and cultural capital
® aspects of students’ lives, such as their attitudes towards learning, their habits and life in and outside of school, and their
family environment

® aspects of schools, such as the quality of the schools’ human and material resources, public and private management and
funding, decision-making processes, staffing practices, the school's curricular emphasis and the extracurricular activities it
offers

® the context of instruction, including institutional structures and types, class size, classroom and school climate, and reading
activities in class

® aspects of learning, including students' interest, motivation and engagement.
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In PISA 2018, five additional questionnaires were offered as options:

* computer familiarity questionnaire, focusing on the availability and use of information and communications technologies
(ICT), and on students’ ability to carry out tasks on computers and their attitudes towards using computers

* well-being questionnaire, (new to PISA 2018) on students’ perceptions of their health, life satisfaction, social connections
and activities in and outside of school

® educational career questionnaire, which collects additional information on interruptions in schooling, preparation for
students' future career, and support with language learning

® parent questionnaire, focusing on parents’ perceptions of and involvement in their child’s school, their support for learning
at home, school choice, their child's career expectations, and their background (immigrant/non-immigrant)

® teacher questionnaire, which asks about teachers’ initial training and professional development, their beliefs and attitudes,
and their teaching practices. Separate questionnaires were developed for teachers of the test language and for other teachers
in the school.

The contextual information collected through the student, school and optional questionnaires is complemented by system-level
data. Indicators describing the general structure of each education system, such as expenditure on education, stratification,
assessments and examinations, appraisals of teachers and school leaders, instruction time, teachers’ salaries, actual teaching
time and teacher training are routinely developed and analysed by the OECD. These data are extracted from the annual OECD
publication, Education at a Glance: OECD Indicators, for the countries that participate in the annual OECD data collection
administered through the OECD Indicators of Education Systems (INES) Network. For other countries and economies, a special
system-level data collection was conducted in collaboration with PISA Governing Board members and National Project Managers.

WHO ARE THE PISA STUDENTS?

Differences between countries in the nature and extent of pre-primary education and care, the age at entry into formal schooling,
the structure of the education system, and the prevalence of grade repetition mean that school grade levels are often not good
indicators of where students are in their cognitive development. To better compare student performance internationally, PISA
targets students of a specific age. PISA students are aged between 15 years 3 months and 16 years 2 months at the time of
the assessment, and they have completed at least 6 years of formal schooling. They can be enrolled in any type of institution,
participate in full-time or part-time education, in academic or vocational programmes, and attend public or private schools or
foreign schools within the country. (For an operational definition of this target population, see Annex A2.) Using this age across
countries and over time allows PISA to consistently compare the knowledge and skills of individuals born in the same year who
are still in school at age 15, despite the diversity of their education histories in and outside of school.

The population of PISA-participating students is defined by strict technical standards, as are the students who are excluded
from participating (see Annex A2). The overall exclusion rate within a country is required to be below 5% to ensure that, under
reasonable assumptions, any distortions in national mean scores would remain within plus or minus 5 score points, i.e. typically
within the order of magnitude of 2 standard errors of sampling. Exclusion could take place either through the schools that
participated or the students who participated within schools (see Annex A2).

There are several reasons why a school or a student could be excluded from PISA. Schools might be excluded because they are
situated in remote regions and are inaccessible, because they are very small, or because of organisational or operational factors
that precluded participation. Students might be excluded because of intellectual disability or limited proficiency in the language
of the assessment. In 31 of the 79 countries and economies that participated in PISA 2018, the percentage of school-level
exclusions amounted to less than 1%; it was 4% or less in all except five countries. When the exclusion of students who met the
internationally established exclusion criteria is also taken into account, the exclusion rates increase slightly. However, in 2018, the
overall exclusion rate remained below 2% in 28 participating countries and economies, below 5% in 63 participating countries
and economies, and below 7% in all countries except Sweden (11.1%), Israel (10.2%)°, Luxembourg and Norway (both 7.9%). For
more detailed information about school and student exclusion from PISA 2018, see Annex A2.

WHERE CAN YOU FIND THE RESULTS?

The initial PISA 2018 results are released in six volumes:

® Volume I: What Students Know and Can Do (OECD, 2019, provides a detailed examination of student performance in
reading, mathematics and science, and describes how performance has changed over time.

® Volume II: Where All Students Can Succeed (OECD, 20195)) examines gender differences in student performance, the link
between students’ socio-economic status and immigrant background, on the one hand, and their performance and other
outcomes, on the other, and the relationship between all of these variables and students’ well-being. Trends in these indicators
over time are examined when comparable data are available.

PISA 2018 Results (Volume VI): Are Students Ready to Thrive in an Interconnected World? » © OECD 2020

49



50

What is PISA?

® Volume III: What School Life Means for Students’ Lives (OECD, 20194)) focuses on the physical and emotional health of
students, the role of teachers and parents in shaping the school climate, and the social life at school. The volume also
examines indicators of student well-being, and how these are related to school climate.

® Volume 1V: Are Students Smart about Money? (OECD, 2020;s)) examines 15-year-old students' understanding about money
matters in the 21 countries and economies that participated in this optional assessment. The volume explores how the
financial literacy of 15-year-old students is associated with their competencies in reading and mathematics, with their
socio-economic status, and with their previous experiences with money. It also offers an overview of financial education
in schools in the participating countries and economies, and provides case studies.

® Volume V: Effective Policies, Successful Schools (OECD, 2020;5)) analyses schools and school systems and their relationship
with education outcomes more generally. The volume covers school governance, selecting and grouping students, and the
human, financial, educational and time resources allocated to teaching and learning. Trends in these indicators are examined
when comparable data are available.

® Volume VI: Are Students Ready to Thrive in Global Societies? (OECD, forthcoming;;) examines students’ ability to consider
local, global and intercultural issues, understand and appreciate different perspectives and world views, interact respectfully
with others, and take responsible action towards sustainability and collective well-being. It does so through both an assessment
completed by students and questionnaires completed by students and school principals.®

Volumes I, I and III were published in December 2019; Volume IV was published in May 2020; Volume V was published in
September 2020 and Volume VI is published in October 2020.

The frameworks for assessing reading, mathematics, science, financial literacy and global competence in 2018 are described in the
PISA 2018 Assessment and Analytical Framework (OECD, 2019).

Technical annexes at the end of this volume describe how questionnaire indices were constructed and discuss sampling issues,
quality-assurance procedures and the process followed for developing the assessment instruments. Many of the issues covered
in the technical annexes are elaborated in greater detail in the PISA 2018 Technical Report (OECD, forthcomingg)).

A selection of key tables referred to in the analyses are included at the end of the respective volume in Annex B1, and a set of
additional data tablesis available online (www.oecd.org/pisa). A Reader’s Guide is also provided in each volume to aid in interpreting
the tables and figures that accompany the report. Data from regions within the participating countries are included in Annex B2.
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. The paper-based form was used in nine countries: Argentina, Jordan, Lebanon, the Republic of Moldova, the Republic of North Macedonia,
Romania, Saudi Arabia, Ukraine and Viet Nam.

. The global competence assessment was not available in the countries/economies that conducted the PISA 2018 assessment on paper. It was
conducted in Albania, Brunei Darussalam, Canada, Chile, Colombia, Costa Rica, Croatia, Greece, Hong Kong (China), Indonesia, Israel, Kazakhstan,
Korea, Latvia, Lithuania, Malta, Morocco, Panama, the Philippines, the Russian Federation, Serbia, Singapore, the Slovak Republic, Spain, Chinese
Taipei, Thailand and Scotland (United Kingdom). However, the global competence module was included in the student questionnaire, which was
distributed in 66 of the countries/economies that took part in PISA 2018.

. Thirty-six test forms were prepared for countries that did not participate in the global competence assessment. The number of distinct test
forms is much higher when the many possible combinations of reading questions are also considered.

. The financial literacy assessment was conducted in Australia, Brazil, Bulgaria, Canada, Chile, Estonia, Finland, Georgia, Indonesia, Italy, Latvia,
Lithuania, the Netherlands, Peru, Poland, Portugal, the Russian Federation, Serbia, the Slovak Republic, Spain and the United States.

. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See
PISA 2018 Technical Report (OECD, forthcomingg)) for details.

. The global competence assessment was conducted in 27 countries and economies, while the global competence module was included in

questionnaires distributed in 66 countries/economies and economies.
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Learning to live together

This chapter defines the knowledge, skills
and attitudes that constitute the four
dimensions of global competence that
are needed to thrive in an interconnected
world. It explores the methods used to
measure them and highlights topics of
policy relevance explored in detail in
subsequent chapters.
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Learning to live together

Twenty-first century students live in an interconnected, diverse and rapidly changing world. Economic, social, cultural, digital,
demographic, environmental and epidemiological forces are shaping young people’s lives. This complex environment presents
both opportunities and challenges.

As we moved from 2019 into 2020, the world was swept with a global pandemic the like of which had not been seen for more
than a century. The disruption created by the pandemic was unprecedented, as were reactions to it. Global efforts to counter
the spread of the virus ensued, as well as creative solutions to respond to its consequences.

It was a time of contradictions. The virus moved along the routes of international trade and travel, challenging the essence
of the interconnected world we live in. Travel stopped, trade was disrupted, and schools were closed as students, parents
and teachers were on lockdown. As countries grappled with the consequences of the pandemic, questions arose on what the
future would hold. Would there be more global collaboration to tackle the aftermath of the crisis, or would it lead to increased
isolation and the decline of global connections?

The two scenarios are not mutually exclusive. As we build highly integrated global networks, we become vulnerable to risks
such as global pandemics and economic crises. Since the financial crisis of 2008, the world has witnessed growing scepticism
about interconnectedness, with protectionism back on the agenda in some countries. The current pandemic only added to this
phenomenon, with countries closing their borders to avoid further spread of the virus and the world economy slowing down
as a result. However, the decline of global links in one sphere could give rise to new connections in another.

In 2008 and the years that followed, countries mobilised their resources to counter the consequences of the financial
crisis, with the largest concerted monetary policy action in world history. Currently, in response to the COVID-19 pandemic,
co-ordinated efforts are being made to establish new norms and standards of response. Teams of scientists around the world
are working on finding a vaccine for the virus. If their efforts are successful, it would be the most rapidly developed vaccine in
human history.

Public health is not the only pressing issue on the global stage. In the last two decades, the world faced a different challenge:
extremism and radicalisation with concerted worldwide efforts being mobilised to counter this threat. More recently, in May
2020 and the months that followed, the world was swept with protests challenging racial discrimination and the misuse of
power. Two years earlier, the #MeToo movement put sexual harassment and abuse in the spotlight. One issue focused on racial
equality, the other on gender equality, but both had justice, empowerment and breaking the silence at their heart, and both
relied on the willingness of people to show solidarity and to take action for collective well-being.

In education, although the process of global collaboration is still in its infancy, global events highlighted the potential for
countries to learn from each other's experience. So far, if there is one thing that the different crises have shown, it is that
international collaboration is needed more than ever.

In 2018, the OECD Programme for International Student Assessment (PISA) conducted its first evaluation of students’ capacity
to live in an interconnected world. The assessment focused on students’ knowledge of issues of local and global significance,
including public health, economic and environmental issues, and on their intercultural knowledge, skills and attitudes. It
explored how schools foster those skills through learning. The survey also covered the inclusion of global and intercultural
learning in the curriculum and teacher preparedness to integrate those topics in their lessons.

Even though the PISA 2018 global competence assessment did not specifically cover the COVID-19 crisis or the other recent
global events, it focused on many themes of global relevance such as: gender equality, environmental sustainability, poverty,
hunger and malnutrition, economic crises, migration and cultural diversity. More importantly, the cognitive assessment covered
skills that are valuable beyond the scope of topics included in the assessment such as critical thinking, ability to examine issues
of global and local significance, ability to understand the perspectives of others and to evaluate actions and consequences.

Education systems that embrace the need for such competences are likely to be the ones that equip students to live in an
interconnected and diverse world and to benefit from it. In the spirit of the United Nations Sustainable Development Goals, the
ultimate objective is to allow learners to acquire the knowledge and skills needed to promote human rights, gender equality,
sustainable lifestyles, a culture of peace and non-violence, global citizenship, and an appreciation of cultural diversity and of
culture’s contribution to sustainable development.

The rest of this chapter presents the concept of global competence, its dimensions and how it was assessed in PISA 2018.
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WHAT IS GLOBAL COMPETENCE?

In its 2018 cycle of data collection among 15-year-old students, PISA assessed the global competences needed to live in an
interconnected and changing world. Global competence is defined as a multidimensional capacity that encompasses the ability
to: 1) examine issues of local, global and cultural significance; 2) understand and appreciate the perspectives and worldviews
of others; 3) engage in open, appropriate and effective interactions across cultures; and 4) take action for collective well-being
and sustainable development (OECD, 2019(,). Students in 27 countries and economies both sat the global competence test
and completed the global competence module in the student questionnaire. Students in a further 39 countries and economies
completed the global competence module in the questionnaire only. The list of participating countries and economies is
provided in Table VI.A2.16 in annex A2.

WHY DO STUDENTS NEED SPECIFIC INTERCULTURAL AND GLOBAL SKILLS?

To live harmoniously in multicultural societies

Multicultural societies are a reality almost everywhere. In recent decades, the cost of human mobility has declined, and
the number of people moving in search of education and employment has dramatically increased. Moreover, the end of
the cold war ushered in a significant rise in ethno-cultural conflicts that are challenging governments’ ability to maintain
peace and harmony between diverse communities living side by side (Brubaker and Laitin, 1998,;; Kymlicka, 1995(3)). Such
conflicts highlight the interconnectedness of our world. A conflict in one region can result in an influx of refugees in countries
thousands of miles away. In 2015 alone, an estimated 4.8 million migrants arrived in OECD countries, a wave that reinforced a
long and steady upward trend in migration (OECD, 20194)).

With the movement of people between countries, communities have redefined their identity and local culture. Complex forms
of citizenship have emerged at multiple levels (national, regional, municipal and local), as have new forms of belonging. Against
this backdrop, individuals must interact with distant regions, people and ideas while also deepening their understanding of their
local environment and the diversity within their own communities. By appreciating the cultural diversity of the communities
to which they belong, young people can learn to live together as global citizens (UNESCO, 2014s;; UNESCO, 2015). While
education cannot bear the sole responsibility for ending racism and discrimination, it can teach young people the importance
of challenging cultural biases and stereotypes in multicultural societies.

To thrive in a changing labour market

Workplaces around the world are becoming more diverse and interconnected. Professional success in the 21st century requires
skills that go beyond disciplinary knowledge. In today's world, it is essential to operationalise knowledge across disciplines,
to understand different perspectives and to communicate with others who may not share the same worldview or speak the
same language. Effective communication and appropriate behaviour within multicultural teams are the key to success and will
remain so, even as some skills are partially or completely automated. Employers increasingly seek to attract learners who adapt
easily and are able to apply and transfer their skills and knowledge to new contexts. They value employees who are capable of
navigating the complex dynamics of globalisation, who are open to people from different cultural backgrounds, who can build
trust in diverse teams and who demonstrate respect for others (British Council, 2013)).

To use media platforms effectively and responsibly

In the past two decades, radical transformations of information and communication technologies have changed our lives
and shaped young people’s outlook on the world, their interactions with others and their perceptions of their surrounding
environment. Social media, online networks and interactive technologies connect young people to their friends, family members
and people well beyond these circles. They also deliver an unprecedented amount of information and online content to young
people. Such networks are giving rise to new forms of learning, where the source of knowledge is decentralised and learners
have ever-increasing autonomy in how they learn.

However, these new media and technologies also pose some risks to young people, including exposure to harmful or
inappropriate content, lack of awareness about how online behaviour can affect others and a dependence on the Internet
or social networking that could lead to disconnection from the real world. Moreover, while technology helps people connect
easily with others, online behaviour suggests that young people tend to “flock together”, favouring interactions with a small
set of people with whom they have much in common (Graf and Aday, 20085, Tewksbury and Riles, 2015q)). Likewise, access to
an unlimited amount of information is often paired with insufficient media literacy, to the extent that young people are easily
influenced by partisan, biased or "fake” news. In this context, cultivating students’ skills in intercultural communication can help
them to capitalise on digital spaces, better understand the world they live in and responsibly express their opinions on line.
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To support the UN Sustainable Development Goals

Education for living in an interconnected world should ultimately contribute to forming new generations of citizens who care
about global issues and who are able to take action for sustainability and collective well-being. As stated in the Sustainable
Development Goal for education, by 2030, all learners should acquire the knowledge and skills needed to promote sustainable
development, including through education for sustainable development and sustainable lifestyles, human rights, gender
equality, promotion of a culture of peace and non-violence, global citizenship, and appreciation of cultural diversity and of
culture’s contribution to sustainable development (Education 2030, Incheon Declaration and Framework for Action).

ASSESSING GLOBAL COMPETENCE

Many education systems have introduced learning activities related to global citizenship as schools try to prepare their students
to live in an increasingly diverse and interconnected environment. As these programmes become more widespread, new learning
objectives and different types of assessments need to be developed. In this context, PISA aims to provide a comprehensive
overview of the efforts of education systems to create learning environments that invite young people to understand the world
beyond their immediate surroundings, interact with others while respecting their rights and dignity and take action towards
building sustainable and thriving communities. A fundamental goal of this work is to support evidence-based decisions on how
to improve curricula, teaching, assessments and schools' responses to cultural diversity and global challenges in order to prepare
young people to become active citizens in an interconnected world.

THE CONCEPT OF GLOBAL COMPETENCE AND ITS FOUR DIMENSIONS

Education for living in an interconnected world builds on the ideas of different models of education, such as intercultural
education, global citizenship education and education for democratic citizenship (UNESCO, 2014s;; Council of Europe, 2016(1)).
Despite differences in their focus and scope, these models share a common goal: to promote students’ understanding of the
world and empower them to express their views and participate in society.

PISA contributes by proposing a new perspective on the definition and assessment of the knowledge, skills, attitudes and
values needed to achieve the goals encompassed by these models. These conceptual foundations and assessment guidelines
will help policy makers and school leaders create learning resources and curricula that regard global competence as a
multifaceted cognitive, socio-emotional and civic learning goal (Boix Mansilla, 2016(44;). They will also facilitate governments’
ability to monitor progress and ensure systematic long-term support.

Global competence is not a specific skill, but rather a combination of knowledge, skills, attitudes and values successfully applied
both in face-to-face, virtual or mediated encounters with people who are perceived to be from a different cultural background
and in individuals’ engagement with global issues (i.e. situations that require an individual to reflect upon problems that know
no national borders and that have deep implications for current and future generations). Acquiring the necessary knowledge,
skills, attitudes and values is a life-long process; there is no single point at which an individual becomes completely competent
in this domain. PISA assesses where 15-year-old students are situated in this process and whether their schools are effective
in helping them to develop the necessary knowledge, skills and dispositions.

As defined in PISA 2018, global competence is composed of four highly interdependent dimensions:

® the capacity to examine issues and situations of local, global and cultural significance (e.g. poverty, economic interdependence,
migration, inequality, environmental risks, conflicts, cultural differences and stereotypes)

® the capacity to understand and appreciate different perspectives and worldviews

® the ability to establish positive interactions with people of different national, ethnic, religious, social or cultural backgrounds
or gender

® the capacity and disposition to take constructive action towards sustainable development and collective well-being.

© OECD 2020 » PISA 2018 Results (Volume VI): Are Students Ready to Thrive in an Interconnected World?



Learning to live together

Box V1.1.1. Defining culture

Culture is difficult to define because cultural groups are always internally heterogeneous and contain individuals who
adhere to a range of diverse beliefs and practices. Furthermore, the core cultural beliefs and practices that are most
typically associated with any given group are also constantly changing and evolving over time. However, distinctions
may be drawn between the material, social and subjective aspects of culture, that is, between the material artefacts that
are commonly used by the members of a cultural group (e.g. tools, foods, clothing), the social institutions of the group
(e.g. language, communicative conventions, folklore, religion), and the beliefs, values, discourses and practices that group
members commonly use as a frame of reference for thinking about and relating to the world. Culture is a composite of all
three of these aspects, consisting of a network of material, social and subjective resources. The full set of cultural resources
is distributed across the entire group, but each individual member of the group only uses a subset of all of the cultural
resources that are potentially available to them (Barrett et al., 2014, ,;; Council of Europe, 2016(;)).

Defining culture in this way means that any kind of social group can have its own distinctive culture: national groups,
ethnic groups, faith groups, linguistic groups, occupational groups, generational groups, family groups, etc. . The definition
also implies that all individuals belong to multiple groups and therefore have multiple cultural affiliations and identities
(e.g. national, religious, linguistic, generational, familial). Although all people belong to multiple cultures, each person
participates in a different constellation of cultures, and the way in which a person relates to any one culture depends, at
least in part, on perspectives that are shaped by the other cultures to which he or she also belongs. In other words, cultural
affiliations intersect, and each individual has a unique cultural positioning.

A person'’s cultural affiliations are dynamic and fluid. What individuals think defines them culturally fluctuates as they move
from one situation to another. These fluctuations depend on the extent to which a social context focuses on a particular
identity and on an individual's needs, motivations, interests and expectations within that situation (Council of Europe,
2016010y

Figure VI.1.1 shows how global competence is defined as the combination of the four dimensions and how each dimension builds
on specific knowledge, skills, attitudes and values.

Figure VI.1.1 The dimensions of global competence
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global and
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Dimension 1: Examine issues of local, global and cultural significance

People with the skills and attitudes needed to live in an interconnected world are able to combine knowledge about the
world and critical reasoning whenever they form their own opinion about a global issue. They use higher-order thinking skills,
such as selecting and weighing appropriate evidence, to reason about global developments. Such students can draw on and
combine the disciplinary knowledge and modes of thinking acquired in school to ask questions, analyse data and arguments,
explain phenomena and develop a position concerning a local, global or cultural issue (Boix Mansilla and Jackson, 2011(;3).
Development in this dimension also requires media literacy, defined as the ability to access, analyse and critically evaluate
media messages (Buckingham, 200714, Kellner and Share, 2005 5)).

Dimension 2: Understand and appreciate the perspectives and worldviews of others

People with the skills and attitudes needed to thrive in an interconnected world are capable of considering global problems
and other people’s perspectives and behaviours from multiple viewpoints. As individuals acquire knowledge about the history,
values, communication styles, beliefs and practices of other cultures, they acquire the means to recognise that their own
perspectives and behaviours are shaped by multiple influences, that they are not always fully aware of these influences and
that others have views of the world that are profoundly different from their own (Hanvey, 19824)).

Engaging with different perspectives and worldviews requires individuals to examine the origins and implications of others
and their own assumptions. This in turn implies a profound respect for and interest in others, their concept of reality and their
emotions. Individuals with this competence also account for and appreciate the connections (e.g. basic human rights and
needs and common experiences) that enable them to bridge differences and find common ground. They retain their cultural
identity but are simultaneously aware of the cultural values and beliefs of the people around them. Recognising another’s
position or belief does not necessarily mean accepting that position or belief. However, the ability to see through another
cultural filter provides opportunities to question and deepen one’s own perspectives and thus make more mature decisions
when dealing with others (Fennes and Hapgood, 19977)).

Dimension 3: Engage in open, appropriate and effective interactions across cultures

People who have the skills and attitudes needed to thrive in an interconnected world are able to understand the cultural norms,
interactive styles and degrees of formality of intercultural contexts, and they can adapt their behaviour and communication
accordingly. This dimension encompasses appreciation for respectful dialogue, the desire to understand others and efforts
to include marginalised groups. It emphasises individuals' capacity to interact with others across differences in ways that are
open, appropriate and effective. Open interactions are those in which all participants demonstrate sensitivity towards, curiosity
about and willingness to engage with others and their perspectives. “Appropriate” refers to interactions that respect the
expected cultural norms of both parties. In effective communication, all participants are able to make themselves understood
and to understand the others (Barrett et al., 20145)).

Dimension 4: Take action for collective well-being and sustainable development

This dimension focuses on young people’s role as active and responsible members of society. It refers to individuals' readiness
to respond to a given local, global or intercultural issue or situation. People who can thrive in interconnected and multicultural
societies are able to create opportunities to take informed, reflective action and have their voices heard. Taking action may imply
standing up for a schoolmate whose dignity is being threatened, initiating a global media campaign at school or disseminating
a personal viewpoint on the refugee crisis via social media. These people are engaged to improve living conditions in their own
communities and to build a more just, peaceful, inclusive and environmentally sustainable world.

Box V1.1.2. The universal roots of global competence

Which concepts are universal, and which are the product of particular times and places with no resonance outside of those
contexts?

The modern literature on global competence emerges predominantly in the Western, Euro-American context. However,
global competence has older, more universal roots. Many philosophical traditions and cultures have an equivalent concept
for global competence that falls under the broader categories of humanism and humanness. They all share certain ethical
principles, such as connectedness, respect, openness, tolerance, empathy, compassion, knowledge of the other, self-
awareness and an ideal of universal kinship.

In Confucianism, Ren (Chinese: 1), the good feeling a person experiences by being altruistic, is considered to be the
outward expression of Confucian ideals. Confucius's social philosophy depended on the cultivation of Ren by every person
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in a community. In the Analects, or the collected sayings of Confucius, Ren is mentioned about 60 times with no clear
definition. Throughout the Analects, Confucius's students request a definition of Ren. Confucius instead responds by giving
examples of behaviours that embody the concept and illustrate how it can be achieved. According to Confucius, a person
with a developed sense of Ren is kind, respectful, tolerant, diligent and trustworthy (Analects 17.6). He or she speaks
carefully and with modesty (Analects 12.3), and shows empathy towards and understanding of others (Analects 12.22).

%ﬁFﬂﬁ{:o¥Elo E}\o
Fan Chi asked about the meaning of Ren. The Master said, «It is to love all Men.» He asked about knowledge. The Master
said, «It is to know all Men.»

The Analects of Confucius (12.22)

In the Indian subcontinent, the term Ahimsa (Sanskrit: 318 refers to a key virtue of doing no harm. This concept is a major
tenet of Hinduism, Jainism and Buddhism and underpins respect for all living beings and avoidance of violence towards
others. An ancient concept, Ahimsa gained political and practical significance in the first half of the 20th century as it formed
the cornerstone of the nonviolent philosophy of Mahatma Gandhi known as Satyagraha (Sanskrit: 9qamzg). In Mahatma
Gandhi's words: “Truth implies love, and firmness engenders force. I thus began to call the Indian movement Satyagraha;
that is to say, the force that is born of truth and love.”

ToeTe eqeT Taffor s aiel| s geqor aeflemmg |

May all beings look at me with a friendly eye, may I do likewise, and may we look at each other with the eyes of a friend.

Yajurveda ISj%ae (36.18)

In Japan, one word, Kokoro (Japanese: /(x) has come to signify Heart, Mind and Spirit. The word is difficult to translate.
Using three distinct words implies division, while in Japanese the concept means the unity of the three aspects forming the
substance of a human being. The word Kokoro originates in Shinto understanding that “kami no kokoro” (Japanese: # M0,
or heart of the deity forms a bond between humans and the spiritual world. With Buddhist influence, the concept of Kokoro
evolved to become an ideal for a way of life. Cultivating one's Kokoro requires one to act with sincerity (Makoto; Japanese:
#l) towards others and the world and in harmony (Chowa; Japanese: #8#0) with nature. This communion between all human
beings and nature is the manifestation of the will of the deity and the tie that binds all together.

fEDkz
FRDMAIE
BHDITFD
In the city fields
Contemplating cherry trees
Strangers are like friends
Japanese Haiku, Kobayashi Issa 7\ —% (1763 -1828)

Philanthropy (philanthrépia; Greek: ®\avBpwria) is the love of humanity, a word that made its first appearance in the
classical age of Greece. Although the word as used by Aristophanes, Plato, Xenophon and others had theological and
philosophical meanings, over time the meaning of philanthropy evolved to include an innate affection towards human
beings and the possession of certain social graces, such as courtesy, kindness, friendliness and gregariousness, combined
with good deeds. The concept of philanthropy came to be associated with the Christian virtue of charity. In modern times,
philanthropy denotes private initiatives for the public good as distinct from business (private initiative for the private good)
and government (public initiative for the public good).

The affection of parents for offspring and of offspring for parents seems to be a natural instinct, not only in man but
also in birds and in most animals, as also is friendship between members of the same species. This is especially strong
in the human race, for which reason we praise those who love their fellow men (philanthrépous [p\avBpwriog] is used in
the ancient Greek text). And in our travels we can observe that a natural affinity and friendship exists between humans
universally.

(Aristotle, Nicomachean Ethics, Book 8, 1155a)

In South Africa, the tradition of Ubuntu emphasises the importance of connectedness, compassion, empathy, common
humanity and humility, as the Zulu proverb, Umuntu Ngumuntu Ngabantu ("a person is a person because of others”),
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implies. Ubuntu is a social philosophy that stresses the place of the human being within the community. It consists of a
code of ethics embedded in African cultures that seeks to honour the dignity of each person while having the communal
good at its heart. In Archbishop Desmond Tutu's words: “One of the sayings in our country is Ubuntu - the essence of being
human. Ubuntu speaks particularly about the fact that you cannot exist as a human being in isolation. It speaks about our
interconnectedness. We think of ourselves far too frequently as just individuals, separated from one another, whereas you
are connected and what you do affects the whole world. When you do well, it spreads out; it is for the whole of humanity.”

Your pain is my pain,
My wealth is your wealth,
Your salvation is my salvation.

Ubuntu saying

In Judaism and Islam, compassion is amongst the highest virtues. The word compassion shares the same root in both
Arabic and Hebrew. Rachamim in Hebrew (1nn'D) and Rahmah in Arabic (ds>)) originate from the same word, meaning
womb (Rehem; 1ND; ). The word implies sibling love or the bond between those born from the same womb. In both
religious traditions, compassion is one of the divine attributes of God that should be reflected in the norms of human
behaviour.

Echoing Aristotle, Moses Maimonides (12 nwin 11 n'i), 1135-1204), the great Jewish scholar, discussed the existence of an
emotion - compassion - most prominent in the relationship between parents and their offspring. In his words: “There is no
difference between the pain of man and the pain of other living beings, since the love and tenderness of the mother for her
young is not produced by reasoning, but by imagination, and this faculty exists not only in man but in most living things.
As such, if the law provides that grief should not be caused to cattle or birds, how much more careful must we be that we
should not cause grief to our fellowmen (The Guide for the Perplexed, nnin 12100 3:48)".

In Arabic, the term denotes the tenderness that stimulates an urge to show empathy towards others. It covers qualities
such as love, benevolence, kindness and generosity. As such, “Rahmah”, a divine attribute of the creator, is reflected in the
ethical conduct of his creation. Ibn Arabi, a medieval Muslim scholar and poet, describes the relationship between God and
human beings as an object reflected in a countless number of mirrors. God is the object and human beings are the mirrors.
In this sense, the divine attributes are reflected and magnified infinitely by humanity.
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My heart can take on many forms:
A meadow for gazelles,
A cloister for monks,
For the idols, sacred ground,
Ka'ba for the circling pilgrim,
The tables of the Torah,
The scrolls of the Quran.

My creed is Love;
Wherever its caravan turns along the way,
That is my belief and my faith.
Arabic poetry, Ibn Arabi e (9 Ay >0 (1165 -1240)
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THE CORE COMPONENTS OF GLOBAL COMPETENCE: KNOWLEDGE, SKILLS, ATTITUDES AND VALUES

The four dimensions are underpinned by four inseparable components: knowledge, skills, attitudes and values. For example,
examining a global issue such as climate change requires a good knowledge of that particular topic, the skill to transform this
awareness into deeper understanding, the ability to reflect on this issue from multiple cultural perspectives and the willingness
to take action for sustainability and collective well-being.

Effective education for living in an interconnected world helps students mobilise their knowledge, skills, attitudes and
values while reflecting on and exchanging ideas on topics of global or local significance both in and outside of school, or
while interacting with people from other cultures. This section provides a conceptual description of the knowledge areas,
skills, attitudes and values students need to thrive in an interconnected world. This description is not exhaustive, as other
perspectives on this area of education might emphasise certain elements more than others.

Knowledge about the world and other cultures

Knowledge about issues of global and local significance and about similarities, differences and relations between cultures
helps young people to engage critically in everyday situations, challenge disinformation and stereotypes about other cultures
and counter oversimplified views of the world.

Global issues are those that affect all individuals, regardless of their nation or social group. They include trade, poverty, human
rights, geopolitics and the environment. Global issues reveal how different regions around the world are interconnected, as they
shed light on the diversity and commonality of their experiences (Boix Mansilla and Jackson, 20113)). For example, pollution
in one place affects the ozone layer somewhere else, and floods in agricultural areas not only ruin the local environment and
economy, but also affect markets worldwide and drive waves of migration. Global issues are, therefore, also local issues. They
are global in their reach, but local communities experience them in different ways.

As global issues emerge when ecological and socio-economic interests cross borders, intercultural issues arise from the
interaction of people from different cultural backgrounds. In this interaction, each party’s ways of thinking, believing, feeling
and acting are interpreted by the other. These interactions can be enjoyable and rewarding if differences between cultures are
not too large, and/or if individuals are open to learning about and accepting those differences. But intercultural interactions
can also be marked by miscommunication and misunderstanding. In the worst cases, misunderstandings can degenerate into
negative stereotypes, discrimination and even violent conflict.

The ability to thrive in an interconnected world requires engaging with controversial issues. Schools can provide a space in
which students can explore complex and controversial global or intercultural issues that they encounter through the media
and in their own experiences.

The list of relevant global or intercultural issues that can be introduced to children and adolescents in school is long. There have
been recent attempts to systematise these issues and their components into a coherent sequence of lessons and learning
materials at all curriculum levels (OXFAM, 2015pg; Fernando M. Reimers, 2017y5)). An effective curriculum addresses four
knowledge domains: culture and intercultural relations; socio-economic development and interdependence; environmental
sustainability; and global institutions, conflicts and human rights. When teaching these four domains, differences in opinions
and perspectives should be highlighted, and facts and evidence should be scrutinised.

Culture and intercultural relations are related to the manifold expressions of languages, arts, knowledge, traditions and
norms. Acquiring knowledge in this domain can help young people become more aware of their own cultural identity, help
them understand differences and similarities among and within cultures and encourage them to value the importance of
protecting cultural differences and diversity. As they learn about other cultures and individual differences, students start to
recognise multiple, complex identities and avoid categorising people through single markers of identity (e.g. black, white,
woman, poor). Students can acquire knowledge in this domain by reflecting on their own cultural identity and that of their
peers, by analysing common stereotypes towards people in their community or by studying illustrative cases of conflict or
successful integration between cultural groups.

The domain of socio-economic development and interdependence refers to the study of development patterns in different
regions of the world, with a focus on the links between societies and economies. Students can analyse, at different levels
of complexity, the many forms of globalisation, such as international migration, transnational production, global brands
and technologies. By doing so, they can start to make sense of how local, national and global processes jointly shape the
development of countries and the inequalities in opportunities available to individuals.
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Students need a solid foundation in environmental issues to promote and support sustainability. For example, learning activities
in the domain of environmental sustainability help them understand the complex systems and policies surrounding the
demand for and use of natural resources.

The fourth knowledge domain focuses on formal and informal institutions that support peaceful relationships between
people and the respect of fundamental human rights. Students can learn how international institutions, such as the United
Nations, were established. They can reflect on the contested nature of global governance in a world with highly unbalanced
power relationships and review the causes of and solutions for current and historical conflicts between countries, or ethnic
or social groups. Acquiring deep knowledge in this domain is instrumental in helping young people to develop attitudes of
tolerance and respect and values such as peace, non-discrimination, equality, justice and non-violence.

Skills to understand the world, communicate with others and take action

Skills are defined as the capacity to carry out a complex and well-organised pattern of thinking (in the case of a cognitive
skill) or behaviour (in the case of a socio-emotional skill) in order to achieve a particular goal. Living in interconnected and
multicultural societies requires numerous skills, including reasoning, communication in intercultural contexts, perspective
taking, conflict resolution and adaptability.

Students who can reason with information from different sources (textbooks, peers, influential people, and traditional
and digital media) can autonomously identify their information needs and select sources purposefully on the basis of their
relevance and reliability. These students use a logical, systematic and sequential approach to examine information in a text
or any other form of media, analysing connections and discrepancies. They can evaluate the worth, validity and reliability
of any material on the basis of its internal consistency and its consistency with evidence and with their own knowledge and
experience. Competent students question and reflect on an author’s motives, purposes and points of view, the techniques
used to attract attention, the use of image, sound and language to convey meaning and the range of different interpretations.

Students who are skilled in intercultural communication are able to communicate effectively and respectfully with people
who are perceived to be from different cultural backgrounds. Effective communication requires being able to express oneself
clearly, confidently and politely, even when expressing a fundamental disagreement. Respectful communication requires
understanding the expectations and perspectives of diverse interlocutors and applying that understanding to meet the
interlocutors’ needs. Respectful communicators also check and clarify the meanings of words and phrases when they engage
in an intercultural dialogue. Speaking more than one language is a clear asset for effective intercultural communication.
Effective communication in intercultural contexts is also facilitated by active listening. This means not only listening to what is
being said, but also how it is being said, through the use of voice and accompanying body language. Competent students are
capable speakers who can use their body language and voice effectively when they discuss and debate global issues, express
and justify a personal opinion or seek to persuade others to pursue a particular course of action.

Perspective taking refers to the cognitive and social skills individuals need to understand how other people think and feel.
It is the capacity to identify and temporarily adopt a different point of view, “stepping into someone else’s shoes”. Perspective
taking does not only involve imagining another person’s point of view, it also entails understanding how various perspectives
are related to one another. Understanding others’ perspectives facilitates more mature and tolerant interpretations of
differences among groups.

Students who can thrive in an interconnected world approach conflicts in a constructive manner, recognising that conflict
is a process to be managed, not something to be denied or ignored. Taking an active part in conflict management and
resolution requires listening and seeking common solutions. Possible ways to address conflict include: 1) analysing key issues,
needs and interests (e.g. power, recognition of merit, division of work, equity); 2) identifying the origins of the conflict and the
perspectives of those involved, recognising that the parties might differ in status or power; 3) identifying areas of agreement
and disagreement; 4) reframing the conflict; 5) managing and regulating emotions (interpreting changes in one’s own and
others’ underlying emotions and motivation and dealing with stress, anxiety and insecurity, both in oneself and in others);
and 6) prioritising needs and goals, deciding on possible compromises and the circumstances under which to reach them
(Rychen and Salganik, 2003,q)). However, approaches to managing and resolving conflict may vary, depending on the societies
involved.

Adaptability refers to the ability to adapt one’s thinking and behaviours to the prevailing cultural environment or to novel
situations and contexts that might present new demands or challenges. Individuals who acquire this skill are able to handle
feelings of culture shock, such as frustration, stress and alienation in ambiguous situations in different environments. Adaptable
learners can more easily develop long-term interpersonal relationships with people from other cultures and remain resilient
in changing circumstances.
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Attitudes of openness, respect for people from different cultural backgrounds and agency regarding global
issues

The ability to thrive in multicultural settings is both composed of and propelled by key dispositions or attitudes. Attitudes
refer to the mindset that an individual adopts towards a person, a group, an institution, an issue, a behaviour or a symbol.
This mindset integrates beliefs, evaluations, feelings and tendencies to behave in a particular way. Living with others requires
an attitude of openness towards people from other cultural backgrounds, an attitude of respect for cultural differences
and agency regarding global issues (i.e. that one is a citizen of the world with commitments and obligations towards the
planet and others, irrespective of their particular cultural or national background). Such attitudes can be fostered explicitly,
through participatory and learner-centred teaching, and implicitly, through a curriculum characterised by fair practices and a
welcoming school climate for all students.

Openness towards people from other cultural backgrounds involves sensitivity towards, curiosity about and willingness to
engage with other people and other perspectives (Byram, 2008,;; Council of Europe, 20160y). It requires a willingness to
seek out and embrace opportunities to engage with people from other cultural backgrounds, to discover and learn about their
perspectives and how they interpret familiar and unfamiliar phenomena, and to learn about their linguistic and behavioural
conventions. Another important characteristic of open learners is their willingness to suspend their own cultural values, beliefs
and judgement when interacting with others and not assume that their own values, beliefs and behaviours are the only correct
ones. The attitude of openness towards cultural otherness needs to be distinguished from only being interested in collecting
exotic experiences merely for one’s own personal enjoyment or benefit. Rather, intercultural openness is demonstrated
through a willingness to engage, co-operate and interact with those who are perceived to have cultural affiliations that differ
from one's own, on an equal footing.

Respect consists of positive regard and esteem for someone or something based on the judgement that they have intrinsic
worth. In this framework, respect assumes the dignity of all human beings and their inalienable right to choose their own
affiliations, beliefs, opinions or practices. Being respectful of cultural differences does not require minimising or ignoring
significant and profound differences that might exist between oneself and others, nor does it require agreeing with, adopting
or converting to others' beliefs. Respect for others also has certain limits that are set by the principle of human dignity.
For example, respect should not be accorded to the contents of beliefs and opinions or to lifestyles and practices that
undermine or violate the dignity of others (Council of Europe, 20160y).

The concept of respect should be distinguished from the concept of tolerance. Tolerance may, in some contexts, simply mean
enduring difference. Respect is a less ambiguous and more positive concept. It is based on recognition of the dignity, rights
and freedoms of the other in a relationship of equality.

Agency regarding global issues is defined as a worldview in which one sees oneself as connected to the world community
and feels a sense of responsibility for its members. A person who exhibits agency regarding global issues has concerns for
other people in other parts of the world, as well as feelings of moral responsibility to try to improve others’ living conditions
irrespective of distance and cultural differences (Boix Mansilla, 2016(44;). People who exhibit agency regarding global issues
care about future generations and so act to preserve the environmental integrity of the planet. They exercise agency and
voice with a critical awareness of the fact that other people may have a different vision of what humanity needs and are open
to reflecting on and changing their vision as they learn about these different perspectives. Rather than believing that all
differences can be eliminated, they strive to create space for different ways of living with dignity.

Valuing human dignity and diversity

Values go beyond attitudes and transcend specific objects or situations. They are more general beliefs about the desirable
goals that individuals strive for in life, reflecting modes of conduct or states of being that an individual finds preferable to all
other alternatives. In this way, values serve as standards and criteria that people use both consciously and unconsciously in
their judgements. They have a normative prescriptive quality about what ought to be done or thought in different situations.
Values therefore motivate certain behaviours and attitudes. For example, people for whom independence is an important
value are alarmed if their independence is threatened, feel despair when they are helpless to protect it and are happy when
they can enjoy it (Schwartz, 20123).

Valuing human dignity and cultural diversity helps people live together because both are critical filters through which
individuals process information about other cultures and decide how to engage with others and the world. Individuals who
cultivate these values become more aware of themselves and their surroundings and are strongly motivated to fight against
exclusion, ignorance, violence, oppression and war.
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Education has a deep influence on the values of individuals. During their time at school, young people form habits of mind,
beliefs and principles that will stay with them throughout their lives. This is why it is crucial to reflect on the type of education
that best "cultivates humanity” (Nussbaum, 1997,3;). An education that encourages valuing dignity, human rights and diversity
emphasises the commonalities that unite people around the world, rather than the issues that divide them.

Respecting human beings’ core rights and dignity is, in most cases, compatible with respecting and valuing cultural diversity.
Students should not only have a positive attitude towards cultural diversity, they should also value cultural diversity as an asset
for societies and a desirable goal for the future. However, valuing cultural diversity has certain limits that are determined by the
inviolability of human dignity (UNESCO, 2001 ,4;; UNESCO, 2006,5)). The possible tension between valuing cultural diversity and
valuing human rights can be resolved by establishing a normative hierarchy between the two: in cases where the two values
are in conflict with each other, valuing core human rights is more important than valuing cultural diversity.

Evaluating how much students care about the values of human dignity and cultural diversity is complex and calls for a broad
repertoire of assessment strategies, ranging from interviews or conversations to observation of students in more and less
structured situations. While assessing such values was beyond the scope of the PISA 2018 assessment of global competence,
the discussion about values is intended to stimulate a productive debate on how education can shape the development of
adolescents’ ethical decision making.

THE PISA ASSESSMENT OF GLOBAL COMPETENCE

The PISA assessment strategy

Assessing global competence in all of its complexity requires a multi-method, multi-perspective approach. The PISA 2018
assessment of global competence went some way in this direction, although clear challenges and limitations remain. The
biggest challenge for the PISA assessment is accounting for the large variety of geographic and cultural contexts represented
in participating countries/economies in a single instrument. For example, students who perform well on a question assessing
their reasoning about a global issue are likely to have some prior knowledge of the issue, and the types of knowledge about
global issues that students have already acquired may be influenced by their experiences within their unique social context.
On the one hand, cultural diversity in the tested population requires that the test material cannot be too biased towards a
particular perspective (e.g. the perspective of a student in a developed country who thinks about a problem in a developing
country). On the other hand, leaning too much towards cultural neutrality in the design of scenarios and questions reduces the
authenticity and relevance of the tasks. Finally, the test units should focus on issues that are relevant for 15-year-old students
in all countries/economies. The test design is further limited by the time constraints of the PISA assessment and the challenges
in measuring the behavioural elements of global competence.

Accounting for these limitations and challenges, the PISA 2018 global competence assessment developed two instruments:

® 3 cognitive test focused on the cognitive aspects, including knowledge and cognitive skills of three dimensions of global
competence: examining issues of local, global and cultural significance; understanding and appreciating the perspectives and
worldviews of others; and taking action for collective well-being and sustainable development.

® 3 set of questionnaire items collecting self-reported information on students’ awareness of global issues and cultures, skills
(both cognitive and social) and attitudes, plus information from schools, teachers and parents on activities to promote global
competence. The student questionnaire covered all four dimensions of global competence.

It is important to note that the cognitive test only covers the cognitive aspects of global competence. Those include knowledge
and cognitive skills. Answers to the test items were used to create a unidimensional scale of those cognitive aspects (i.e.
plausible values). However, the concept of global competence itself is multidimensional and includes cognitive aspects in
addition to non-cognitive skills, attitudes and values.

Figure VI.1.2 (next page) shows the PISA assessment strategy and what the cognitive test and questionnaires covered.

The PISA global competence cognitive test

The global competence test was taken by 27 countries and economies and was fully integrated into the assessment design,
together with the core domains of reading, mathematical and scientific literacy.’ The global competence assessment consisted
of 69 test items organised in 18 units and in 4 clusters.?2 Under the fully integrated design, all sampled students responded
to 60 minutes of reading items, 41% responded to mathematics items, 41% responded to science items and 30% responded
to global competence items.3 As such, all students did the reading test in addition to one or more other tests. Further
information on the development of the global competence test is provided in Chapter 2 of the PISA 2018 Technical Report
(OECD, forthcominge)).
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Figure VI.1.2 The PISA strategy for assessing global competence

Global competence

Social skills
Knowledge Cognitive skills

and attitudes

Pisa 2018 ASSESSED IN THE COGNITIVE TEST Beyond the scope of the

assessment ' PISA 2018 assessment
ASSESSED IN THE STUDENT QUESTIONNAIRE

As discussed earlier, the global competence framework identifies four cognitive processes covering knowledge and skills
associated with the four dimensions of global competence. They form the foundation of a student’s ability to understand
global and intercultural issues and situations. Only three of the four cognitive processes were assessed in the 2018 main
survey. The cognitive process covering the third dimension of “engage in open, appropriate and effective communication
across cultures” was not assessed, because assessing communication skills is difficult, if not impossible, using a written test.

The cognitive aspects of the first dimension of examining local, global and intercultural issues was tested using 37 test items
covering cognitive sub-processes such as selecting sources, weighing sources’ reliability and relevance, employing sources
as a form of reasoning with evidence, and describing and explaining complex situations or problems. The cognitive aspects
of the second dimension of understanding and appreciating the perspectives and worldviews of others was assessed using
18 test items covering cognitive sub-processes such as recognising perspectives and world views and identifying connections.
The cognitive aspects of the fourth dimension of taking action for collective well-being and sustainable development was
assessed using 14 test items covering cognitive sub-processes such as considering actions and assessing consequences and
implications.

Each test unit in the assessment had a primary focus on a particular global or intercultural issue. Some units had a secondary
focus. The framework specified four major knowledge domains that were deemed relevant to students regardless of their
specific socio-cultural background. The scenarios were developed to cover one of those domains with the objective of
achieving the widest coverage across the test units. The major knowledge domains were 1) culture and intercultural relations;
2) socio-economic development and interdependence; 3) environmental sustainability; and 4) institutions, conflicts and human
rights.

The five released test units (i.e. published online on the PISA website) are labelled single story, refugee Olympians, ethical
clothing, language policy and rising sea levels. They cover the cognitive processes associated with the three dimensions of
global competence and five levels of proficiency. Single story deals with culture and intercultural relations, with a focus on
cognitive skills such as perspective taking and the ability to identify stereotypes, discrimination and intolerance. Refugee
Olympians focuses on institutions, conflicts, human rights and local traditions and on recognising perspectives. Ethical
clothing covers policies, practices and behaviours for environmental sustainability, in addition to socio-economic development,
economic interactions and interdependence, and considering actions and implications. Language policy focuses on culture
and intercultural relations, recognising perspectives, stereotypes, discrimination and intolerance. Rising sea levels covers
socio-economic development and economic interactions and interdependence, in addition to environmental sustainability,
natural resources, environmental risks, reasoning with evidence and considering actions and implications. Table VI.1.1 presents
the number of released test items for each of the five units by global competence dimension (relevant cognitive processes) and
proficiency levels. The test units and items are presented in detail and discussed in Annex C.
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Table VI.1.2 Number of test items per released unit

Test units

Refugee
Single story Olympians Language policy | Ethical clothing | Rising sea levels
4 0 0 2

. . Dimension 1 )
oo™ [omersinz ; : 0 1 1
Dimension 4 0 0 . ; .

1 0 0 0 1

2 1 1 . )

0 2 1 1 1

0 1 2 ) 1

2 1 0 0 )

5 5 4 . ;

1. Table 16 in Annex A2 provides a list of countries/economies that participated in the global competence test and in the different questionnaires
(Table VI.A2.16).

2. The global competence item pool included 18 units with 86 test items in the field trial, from which 21 items were scored by people.

3. Under the fully integrated design, students could do multiple tests. In other words, a student might do the reading test in addition to mathematics
and global competence, depending on how the tests were assigned.
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Examining local, global and intercultural issues

This chapter explores students’ ability to
examine issues of local, global and cultural
significance. In particular, it examines
students’ self-efficacy regarding and
awareness of global issues, as well as their
performance on the global competence
test related to this first dimension, while
highlighting differences among students
related to their socio-economic background
and circumstances.
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What the data tell us

= When it comes to students' awareness of global issues, students in Albania, Greece, Lithuania, Malta, Portugal and the
United Arab Emirates scored substantially higher than the OECD average, while students in Argentina, Brunei Darussalam,
Indonesia, Malaysia, Romania, Saudi Arabia and Viet Nam scored substantially lower than the OECD average.

= Students in Albania, the Dominican Republic, Germany, Peru and the United Arab Emirates reported the highest level
of self-efficacy regarding global issues, scoring substantially higher than the OECD average. By contrast, students in
Indonesia, Kosovo, Morocco, the Republic of North Macedonia, Romania, Saudi Arabia, the Slovak Republic and Viet Nam
scored lower than the OECD average.

- The largest proportions of correct answers in the cognitive test examining local, global and intercultural issues were observed
in Canada, Croatia, Hong Kong (China), Israel’, Korea, Latvia, Scotland (United Kingdom), Singapore, the Slovak Republic,
Spain and Chinese Taipei. In all of these countries and economies, the proportion of correct answers exceeded the overall
average of 38%.

The first dimension of global competence focuses on students’ ability to combine knowledge about the world and critical
understanding whenever they form opinions about a local or global issue. In the European Reference Framework of
Competencies for Democratic Culture, knowledge is defined as “the body of information that is possessed by a person, while
understanding is the comprehension and appreciation of meanings. The term “critical understanding” is used to emphasise
the need for the comprehension and appreciation of meanings in the context of democratic processes and intercultural
dialogue to involve active reflection on and critical evaluation of that which is being understood and interpreted (as opposed
to automatic, habitual and unreflective interpretation)” (Council of Europe, 2018y). Similarly, in the OECD global competence
framework (OECD, 2018,y), students who are proficient in this dimension are able to combine their knowledge of global and
intercultural issues with critical reasoning to form an informed opinion about a particular issue. People who acquire a mature
level of development in this dimension use higher-order thinking skills, such as selecting and weighing appropriate evidence
to reason about global developments. They can also draw on the disciplinary knowledge and modes of thinking they have
acquired in school and beyond to ask questions, select and analyse evidence, explain phenomena and develop a position on
local and global issues. Proficiency in this dimension also requires media literacy, as students should be able to identify, access,
analyse and critically evaluate the validity of media content from different sources (Buckingham, 20073;; Kellner and Share,
20054).

Knowledge and critical understanding cover a number of issues.

Knowledge and critical understanding of economics, the environment and long-term sustainability include understanding
poverty, economic development and how it affects the natural environment, and the relationship between employment,
production, working conditions, profits, migration and how they are related to globalisation (Imoto, 2015;s)).

Knowledge and critical understanding of culture cover understanding how people’s cultural affiliation shapes their worldviews,
identity, perceptions, beliefs, practices and behaviours. It also encompasses the understanding that, within a cultural
group, people come from diverse backgrounds and are constantly evolving and changing. Such knowledge allows students
to understand how cultural stereotypes, power structures, discriminatory practices and institutional barriers between and
within groups have the potential to disempower individuals (Huber et al., 2014¢;; UNESCO, 20067, Boix Mansilla, V & Jackson,
A.2011(g)).

Knowledge and critical understanding of history include understanding the history of different groups, countries and regions
and how interpretations of the past vary across groups and over time. They also involve understanding the process of historical
investigation and how facts are selected and used, as well as the need to access alternative sources of information because the
narrative of marginalised groups is often overlooked (Nordgren, 2017g)).

Knowledge and critical understanding of the media focus on knowing and understanding the process through which the
mass media select, edit and interpret information, in addition to knowledge of the mass media as commodities that involve
producers and consumers and how relations between them are shaped by various motives, intentions and purposes. They also
cover understanding the accuracy of information and how inaccurate information, propaganda and hate speech are produced
and can be identified (Kellner and Share, 200543, Buckingham, 2007 3)).
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As mentioned in Chapter 1, in PISA 2018 the first dimension of global competence was assessed using the cognitive test and
questions in the student questionnaire that focused on awareness of and self-efficacy regarding global issues. This chapter
examines results from 37 test items focusing on this dimension and 2 questions from the student questionnaire.

STUDENTS' AWARENESS OF GLOBAL ISSUES

Students’ awareness of global issues? was assessed using one question in the PISA 2018 student questionnaire. Students were asked
to report the extent to which they are aware of global issues. Answers were given on a four-point scale: "I have never heard of this”;
"I have heard about this but I would not be able to explain what it is really about”; “T know something about this and could explain the
general issue”; and “I am familiar with this and I would be able to explain this well”. They responded to statements about seven issues:
climate change and global warning; global health; migration; international conflicts; hunger or malnutrition in different parts of the
world; causes of poverty; and equality between men and women in different parts of the world. Answers were used to construct the
index of awareness of global issues. Positive values in this index mean that the student expressed a greater awareness about global
issues than the average student across OECD countries.

Figure VI.2.1 presents the average of the index of student awareness of global issues. The findings show wide variations between
countries/economies in terms of their students’ awareness of global issues. Students in Albania, Greece, Lithuania, Malta, Portugal
and the United Arab Emirates scored substantially higher than the OECD average, while those in Argentina, Brunei Darussalam,
Indonesia, Malaysia, Romania, Saudi Arabia and Viet Nam scored substantially lower than the OECD average. Large variations in
awareness of global issues were also observed within countries/economies (Table VI.B1.2.1), with Albania, Baku (Azerbaijan), Bulgaria,
the Dominican Republic, Jordan, Kazakhstan, Kosovo, Montenegro, the Philippines and the United Arab Emirates showing the greatest
dispersion in the index among their students. Such variations could be related to the socio-economic profile of students, but also to
their exposure to activities aimed to help them develop the knowledge and skills needed to thrive in an interconnected world. Those
associations will be explored in more detail throughout this volume.

Most of the variation in the index of awareness of global issues was observed within schools (Table VI.B1.2.1). In most countries
and economies, less than 10% of the variation in the index was observed between schools. However, in Austria, Brunei Darussalam,
Kosovo, Lebanon, the Republic of North Macedonia (hereafter “North Macedonia”), Saudi Arabia and the United Arab Emirates,
between 10% and 18% of the variation in the index was observed between schools. In Baku (Azerbaijan), Ireland, New Zealand and
Chinese Taipei, only small between-school variations (less than 2%) were found.

Findings also show some significant differences in awareness of global issues related to students’ socio-demographic profiles.
In 45 of 65 countries and economies that took the questionnaire, girls showed significantly greater awareness of global
issues than boys. This gender gap was largest in Albania, Jordan, Kazakhstan, Kosovo, Montenegro, North Macedonia and
Saudi Arabia, while it was non-significant in 19 countries and economies, including Hong Kong (China), Iceland, Israel, Scotland
(United Kingdom), Singapore and Chinese Taipei. The only country where boys exhibited greater awareness of global issues than
girls was Korea. Moreover, in all countries and economies, students from advantaged backgrounds (those in the top quarter of the
PISA index of economic, social and cultural status) showed greater awareness of global issues than students from disadvantaged
backgrounds (those in the bottom quarter of the index). These differences were markedly large in Australia, Austria, Belarus, Brazil,
Brunei Darussalam, Bulgaria, Iceland, Jordan, Korea, Lebanon, Lithuania, Malta, the Republic of Moldova (hereafter “Moldova”),
New Zealand, North Macedonia, Panama, the Philippines, Saudi Arabia, the Slovak Republic, Ukraine and the United Arab Emirates.
Such differences in awareness related to socio-economic status might be the result of unequal access to opportunities at school
to learn about global issues, resulting from measures that separate or sort students, such as grade repetition and early selection.

Differences in awareness of global issues were also observed between immigrant and native-born students, even after accounting
for students’ and schools’ socio-economic profile. Positive differences in favour of immigrants were observed in 17 of the
34 countries and economies where more than 5% of all students had an immigrant background. The reverse was observed only
in Lebanon. The largest differences in awareness of global issues in favour of immigrant students were in Brunei Darussalam,
Ireland, Saudi Arabia, Scotland (United Kingdom) and the United Arab Emirates.

When looking at individual questionnaire items, on average across OECD countries, students reported that they are most
familiar with issues related to gender equality: 83% of students reported that they know about the topic or are very familiar
with it (Figure VI1.2.2). Students are also familiar with migration, climate change, causes of poverty and hunger and malnutrition
in different parts of the world: about 78% reported being familiar with those topics. The two topics with which students were
the least familiar were global health issues, such as pandemics, and international conflicts. Some 65% of students reported
being familiar with each of these two issues
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Figure VL.2.1 Students’ awareness of global issues
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1. After accounting for students' and schools’ socio-economic profile. The socio-economic profile is measured by the PISA index of economic, social and cultural

status (ESCS).

2. Differences between immigrant and non-immigrant students are only presented for countries and economies where more than 5% of students have an
immigrant background. The values for countries/economies with smaller proportions of immigrant students are reported as missing.
3. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018

Technical Report (OECD, forthcoming) for details.

Countries and economies are ranked in descending order of the index of students’ awareness of global issues.
Source: OECD, PISA 2018 Database, Tables VL.B1.2.1 and VL.B1.2.3.
StatLink Sz https://doi.org/10.1787/888934169310
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Figure V1.2.2 Students’ awareness of global issues, by topic
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Source: OECD, PISA 2018 Database, Table VI.B1.2.1.
StatLink Sz https://doi.org/10.1787/888934169329

Box VL2 1. Who is an immigrant student?
In PISA 2018, students were classified into several categories based on their immigrant background and that of their
parents. This chapter is concerned with two categories of students:

Non-immigrant students: Students whose mother or father (or both) was/were born in the country/economy where the
student sat the PISA test, regardless of whether the student himself/herself was born in that country or economy.

Immigrant students: Students whose mother and father were both born in a country/economy other than that where
the student sat the PISA test. Among immigrant students, a distinction was made between first- and second-generation
students, based on whether the student was born in or outside the country/economy of assessment.

*® First-generation immigrant students are foreign-born students whose parents are both foreign-born.

® Second-generation immigrant students are students born in the country/economy of assessment whose parents
are both foreign-born.

When it comes to awareness of public health issues such as pandemics, students in Albania, France, Greece, Hong Kong (China),
Lithuania, Portugal, the Russian Federation (hereafter “Russia”), Chinese Taipei and Ukraine were the most aware of those
issues, while students in Argentina, Austria, Brunei Darussalam, Indonesia, Korea, Lebanon, Saudi Arabia and the Slovak Republic
were the least aware (Figure VI1.2.3).

One area of concern for policy makers and educators is the polarisation of students’ attitudes, beliefs and knowledge. One
key issue of contention is climate change. In spite of the well-established body of scientific knowledge on the topic, climate
change is still disputed (Corner, Whitmarsh and Xenias, 20121¢)). The topic itself is complex, as it covers an extensive body of
multi-disciplinary evidence interwoven with social and human issues in addition to scientific and technical issues. People disagree
about the reality, seriousness and consequences of climate change because it means different things to different people.
Such understanding depends on an awareness of the issues at stake and reflects differences in personal values and political
ideologies (Powell et al., 2007};47). The impact of arguments and evidence on people’s attitudes is influenced by the perceived
reliability of the source of information (Hahn, Harris and Corner, 20095, the level of personal involvement an individual has
with a particular issue, personal traits (such as the degree of openness to new ideas) and previously held attitudes about
a topic (Kruglanski, Webster and Klem, 1993},3)). Such predispositions have the tendency to reinforce and polarise attitudes
and even knowledge. The polarisation of attitudes is not unique to climate change. It extends to many other topics of global
significance, such as migration, poverty and international conflicts, and it could even affect knowledge about those topics.
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Figure VI.2.4 shows the average of the index of awareness of global issues by quarter of the index itself. Wider dispersions
indicate greater polarisation of awareness among students. Polarisation could be identified in two scenarios:

® aslarge gaps between the second and third quarters, combined with smaller gaps between the first and second quarters and
between the third and fourth quarters

® as small gaps between the second and third quarters, combined with large gaps between the first and second quarters and
between the third and fourth quarters.

The findings show that, in most countries, there was a certain level of polarisation in line with the second scenario, where the
average index for the top and bottom quarters was substantially distant from the average for the two middle quarters. In other
words, students in the bottom quarter tended to be substantially less aware of global issues than those in the second quarter,
and those in the top quarter were substantially more aware than those in the third quarter. In contrast, students in the second
and third quarters tended to be more similar in their levels of awareness. In Baku (Azerbaijan), Bosnia and Herzegovina, Bulgaria,
the Dominican Republic, Jordan, Kazakhstan, Montenegro, the Philippines, Russia and Serbia, differences were particularly large
between students in the bottom and second quarters and between those in the third and top quarters.

Figure VI.2.3 Students’ awareness of public health issues such as pandemics

Based on students’ reports
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1. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.

Source: OECD, PISA 2018 Database, Table VI.B1.2.1.

StatLink Si=™ https://doi.org/10.1787/888934169348
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Figure VL.2.4 Polarisation of students’ awareness of global issues

Average of the index of students’ awareness of global issues, by quarter of the index
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1. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.

Countries and economies are ranked in descending order of difference between the top and bottom quarters on the index of students’ awareness of global issues.
Source; OECD, PISA 2018 Database, Table VI.B1.2.3.
StatLink Siz™ https://doi.org/10.1787/888934169367

Box V1.2 2. Parents’ awareness of global issues and how it is related to
their children’s awareness

The transmission of attitudes and interests between parents and children works through two processes, socialisation
and enculturation. Socialisation involves shaping individuals to become adapted to their social environment and includes
practices such as parenting. Enculturation consists of an explicit and deliberate learning process that helps people adopt
the identity, language, rituals and values that will enable them to become full members of a certain culture. Through both
mechanisms, whether formal or informal, children are likely to be influenced by the attitudes and practices of their parents.

While there is abundant literature on social mobility focusing on the intergenerational transmission of social status, wealth
and human capital (Black, Devereux and Salvanes, 200514)), there is a lack of evidence on the transmission of certain
attitudes and behaviours, especially those related to global or intercultural issues. This box examines students’ awareness
of global issues in light of their parents’ awareness of the same issues.
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In 14 countries, parents were asked to fill out a questionnaire. One of the questions enquired about parents’ awareness
of global issues, using the same questions that were asked of their children. Parents had to respond to statements about
seven issues: climate change and global warning; global health; migration; international conflicts; hunger or malnutrition in
different parts of the world; causes of poverty; and gender equality. Answers were given on a four-point scale: "I have never
heard of this”; “I have heard about this but I would not be able to explain what it is really about”; “I know something about
this and I could explain the general issue”; and "I am familiar with this and I would be able to explain this well”. Answers
to these statements were combined to construct the index of parents’ awareness of global issues. Positive values in the

index indicate that parents expressed a greater sense of awareness of global issues than the average parent across OECD
countries.

The findings show that the parents of students in Croatia, Germany, Ireland and Italy were more aware of global issues
than the parents of students in Brazil, Chile, Hong Kong (China), Korea, Macao (China), Mexico and Panama (Table VI.B1.2.9).
Students’ awareness of global issues was also found to be positively associated with levels of awareness of global issues
among parents across all participating countries and economies, even after accounting for students' and schools' socio-economic
profile (Figure V1.2.5). These findings indicate some intergenerational transmission of attitudes that go beyond the direct
effect of socio-economic status. In other words, regardless of their socio-economic background, parents may impart certain
interests and knowledge to their children and, arguably, may reinforce attitudes that their children develop though their
learning activities and experiences at school. The strongest associations were observed in Brazil, Chile, the Dominican
Republic, Korea, Mexico and Portugal.

Figure VI.2.5 Students’ and parents’ awareness of global issues

Change in students’ awareness of global issues associated with a one-unit increase in the index of parents’ awareness of
global issues.
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Note: 1. The socio-demographic profile is measured by the PISA index of economic, social and cultural status (ESCS).

Countries and economies are ranked in descending order of the change in the index of students’ awareness of global issues associated with a one-unit increase
in the index of parents’ awareness of global issues, after accounting for gender, immigrant background, and students’ and schools’ socio-economic profile.
Source: OECD, PISA 2018 Database, Table VI.B1.2.9.

StatLink Si=™ https://doi.org/10.1787/888934169386

76 © OECD 2020 » PISA 2018 Results (Volume VI): Are Students Ready to Thrive in an Interconnected World?




Examining local, global and intercultural issues

SELF-EFFICACY REGARDING GLOBAL ISSUES

Self-efficacy as defined in PISA describes students’ confidence in their ability to achieve the desired results through their actions
(Bandura, 19785)). PISA has traditionally asked students to judge their capabilities in specific content areas, such as mathematics
or science. In 2018, PISA asked students about their general sense of efficacy regarding particular global competence tasks.
Students are more likely to set challenging goals, exert effort and persist in the face of failure and adversity when they are confident
they can succeed (Ozer and Bandura, 1990p4)). Conversely, students who lack self-efficacy are likely to believe that putting more
effort into performing a task is a waste of time. This, in turn, undermines incentives to persevere and makes success less likely
(Bandura, 1999, Wigfield and Eccles, 2000y, Bandura et al., 20011, OECD, 2013 ;).

Students in PISA 2018 were asked to report the extent to which they could do certain global competence-related tasks
on their own. Answers were given on a four-point scale: “I could not do this”; “I would struggle to do this on my own”;
“I could do this with a bit of effort”; and "I could do this easily”. Students responded to the following prompts: “Explain how
carbon-dioxide emissions affect global climate change”; “Establish a connection between prices of textiles and working conditions
in the countries of production”; “Discuss the different reasons why people become refugees”; “Explain why some countries suffer
from more global climate change than others”; “Explain how economic crises in single countries affect the global economy”;
and “Discuss the consequences of economic development on the environment”. Answers were combined to create the index of
self-efficacy regarding global competence. Positive values in this index mean that the student expressed greater self-efficacy than
the average student across OECD countries.

The students who sat the PISA 2018 test expressed confidence in their ability to deal with global competence tasks covering a
wide range of issues, such as climate change, migration and working conditions in developing countries. Students in Albania,
the Dominican Republic, Germany, Peru and the United Arab Emirates reported the highest level of self-efficacy regarding global
issues, scoring substantially higher than the OECD average. By contrast, students in Indonesia, Kosovo, Morocco, North Macedonia,
Romania, Saudi Arabia, the Slovak Republic and Viet Nam scored lower than the average (Figure V1.2.6). Large variations in
students’ self-efficacy regarding global issues were also observed within countries/economies. The largest variations between
students were found in Baku (Azerbaijan), Bosnia and Herzegovina, the Dominican Republic, Jordan, Kazakhstan and Montenegro;
the smallest were observed in Brunei Darussalam, Malaysia, Mexico, Peru and Viet Nam, indicating more homogeneity in the
distribution of those attitudes among students (Table VI.B1.2.4).

As with the index of awareness of global issues, variations between schools largely exceed variations within schools on the index
of students’ self-efficacy regarding global issues (Table VI.B1.2.4). On average across OECD countries, 4.5% of the total variation
was observed between schools. Brazil, Germany, Malaysia, North Macedonia, the Slovak Republic, Ukraine and Viet Nam showed
the largest between-school variations, ranging between 7% and 9% of the total variation.3

In 22 of 65 countries and economies that distributed the global competence questionnaire, girls showed greater self-efficacy
regarding global issues than boys; the reverse was true in 17 countries. The largest differences in favour of girls were observed
in Albania, Jordan, Saudi Arabia and Turkey; the largest differences in favour of boys were observed in Hungary, Malta,
New Zealand and Scotland (United Kingdom). When considering students’ socio-economic status, the findings show that students
in the top quarter of the PISA index of economic, social and cultural status showed greater self-efficacy regarding global issues
than students in the bottom quarter of that index. The largest differences were observed in Austria, Germany, Iceland, Korea,
New Zealand and Scotland (United Kingdom); the smallest were observed in Chile, Colombia, the Dominican Republic, Italy,
Mexico, Thailand, Uruguay and Viet Nam (Table VI.B1.2.6).

Immigrant students in 15 of 34 countries and economies with more than 5% immigrant students enrolled in their schools
exhibited greater self-efficacy regarding global issues than non-immigrant students, even after accounting for students' and
schools’ socio-economic profile. The reverse was observed only in Iceland. Countries and economies with the largest differences
in reported self-efficacy regarding global issues in favour of immigrant students are Australia, Canada, France, Ireland, Malta,
Scotland (United Kingdom) and the United Arab Emirates.

Of the six questions about self-efficacy regarding global issues, students responded that they are the most confident in discussing
the different reasons why people become refugees. Some 77% of students across OECD countries reported that they can do
this task easily or with some effort, as opposed to not being able or struggling to do it. Some 72% of students reported feeling
confident when explaining why some countries suffer more from climate change than others. Some 63% of students reported
feeling confident when explaining how carbon-dioxide emissions affect global climate change. Students were less confident
when it came to explaining how economic crises in single countries affect the global economy (61% of students reported that
they could do this easily or with some effort) and were less confident in establishing a connection between prices of textiles and
working conditions in the countries of production (58% of students so reported). One possible reason for these differences is that
students may be more familiar with topics covered extensively in the media, such as the refugee crisis and global warming, than
with topics requiring more specific technical knowledge (Figure VI1.2.7).

PISA 2018 Results (Volume VI): Are Students Ready to Thrive in an Interconnected World? » © OECD 2020

77



Examining local, global and intercultural issues

Figure VI.2.6 Students’ self-efficacy regarding global issues
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Technical Report (OECD, forthcoming) for details.
Countries and economies are ranked in descending order of the index of students’ awareness of global issues.

Source: OECD, PISA 2018 Database, Tables VI.B1.2.4 and VI.B1.2.6.
StatLink <M https://doi.org/10.1787/888934169405
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Figure V1.2.7 Students’ self-efficacy regarding global issues, by task
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Figure V1.2.8 Polarisation of students’ self-efficacy regarding global issues
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1. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.

Countries and economies are ranked in descending order of difference between top and bottom quarters on the index of students’ self-efficacy regarding global
issues.

Source: OECD, PISA 2018 Database, Table VI.B1.2.6.

StatLink Si=™ https://doi.org/10.1787/888934169443
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As with the index of awareness of global issues, some polarisation was observed among students when considering their
self-efficacy regarding global issues (Figure VI.2.8). Results show that students in the bottom quarter of the index tended to
report less self-efficacy regarding global issues than those in the second quarter, and those in the third quarter also tended to
report substantially less self-efficacy than those in the top quarter. In other words, students in the top and bottom quarters of
the index tended to report substantially different levels of awareness than those in the two middle quarters (Table VI.B1.2.6).
In Baku (Azerbaijan), Bosnia and Herzegovina, Brazil, the Dominican Republic, Iceland, Korea, Montenegro and Saudi Arabia,
differences were particularly large between the bottom and second quarters and between the third and top quarters.

HOW STUDENTS DEVELOP AWARENESS OF AND SELF-EFFICACY REGARDING GLOBAL ISSUES

One of a number of possible factors positively associated with awareness of global issues is interest in and enjoyment of reading
(other factors, such as learning activities, are explored in detail in Chapter 7). Students who read are likely to acquire knowledge
about topics of interest to them and be exposed to different sources of content.* Figure V1.2.9 shows the association between
enjoyment of reading and awareness of global issues before and after accounting for students’ and schools’ socio-economic profile.
The findings show a positive association between the two indices in all countries and economies. On average across OECD countries,
a one-unit increase in the index of students’ enjoyment of reading was associated with an increase of 0.14 of a unit in the index of
students’ awareness of global issues, after accounting for students’ and schools’ socio-economic profile. The strongest associations
were observed in Albania, Baku (Azerbaijan), Indonesia, Jordan, Kazakhstan, Kosovo, Malaysia and the Philippines.

Figure VI.2.9 Students’ awareness of global issues and their enjoyment of reading

Change in students’ awareness of global issues associated with a one-unit increase in enjoyment of reading
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1. The socio-economic profile is measured by the PISA index of economic, social and cultural status (ESCS).

2. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.

Countries and economies are ranked in descending order of the change in the index of students’ awareness of global issues associated with a one-unit increase in the
index of enjoyment of reading, after accounting for gender, immigrant background, and students’ and schools’ socio-economic profile.

Source: OECD, PISA 2018 Database, Table VI.B1.2.8.

StatLink Si=P https://doi.org/10.1787/888934169462
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How can students be confident when dealing with global issues if they have limited awareness of them? In this sense, awareness of
global issues could be a prerequisite for a number of attitudes, including self-efficacy regarding those issues. Figure V1.2.10 examines
the association between the two indices. The findings show a strong positive association between them in all participating countries
and economies, even after accounting for students’ and schools’ socio-economic profile. On average across OECD countries, an
increase of one unit in the index of awareness of global issues was associated with an increase of 0.51 of a unit in the index of
self-efficacy regarding global issues. The association was strong in all countries, exceeding 0.3 of a unit.

Figure VI.2.10 Students’ self-efficacy regarding global issues and their awareness of global issues

Change in students’ self-efficacy regarding global issues associated with a one-unit increase in their awareness of global issues
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1. The socio-economic profile is measured by the PISA index of economic, social and cultural status (ESCS).

2. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.

Countries and economies are ranked in descending order of the change in the index of students’ awareness of global issues associated with a one-unit increase in the
index of enjoyment of reading, after accounting for gender, immigrant background, and students’ and schools’ socio-economic profile.

Source: OECD, PISA 2018 Database, Table VI.B1.2.8.

StatLink Sz https://doi.org/10.1787/888934169481

Box VI1.2.3. To what extent do teachers include global topics in their lessons?

Literature on school effectiveness highlights the importance of teachers in the learning process. However, the question
of what makes a teacher successful in improving students’ outcomes has not been settled yet (Aaronson, Barrow and
Sander, 2007p,4)). Existing evidence focuses on a range of teacher-related characteristics, such as teachers’ qualifications
(Kane, Rockoff and Staiger, 2008,,)). But these observable and easily measured variables are rarely found to be correlated
with student achievement and, when they are, they explain a modest fraction of the variation in performance (Rivkin,
Hanushek and Kain, 2005(,3). This has led to a growing interest in what teachers actually do in the classroom, as opposed
to their background (Mostafa, Echazarra and Guillou, 20184).
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In 18 countries, teachers were asked to answer a number of questions on a questionnaire addressed specifically to them.
Given that reading was the main subject assessed in 2018, teachers were sampled as part of one of two populations:
language teachers and non-language teachers. Moreover, students and teachers in PISA 2018 were sampled randomly
and independently within each school. In other words, it was not possible to determine whether an individual teacher was
teaching a particular student. In order to analyse student and teacher data jointly, teacher-reported data were aggregated
at the school level. Therefore, any teacher-level variable should be interpreted as a school average of what the teachers
within each school reported. For a detailed description of the sampling procedures and the aggregation procedure,
see (Mostafa and Pal, 2018,5)).

Non-language teachers answered a number of questions related to teaching in an interconnected world. One question
enquired about whether teachers include certain global topics in their lessons. Those topics were the same as those covered
in the student and parent questionnaires: climate change and global warming; global health; migration; international
conflicts; hunger or malnutrition in different parts of the world; causes of poverty; and equality between men and women
in different parts of the world.

This box explores the extent to which teachers include such activities in their lessons and the associations between teaching
global topics and students’ awareness of those topics.

The results show that the most common global issues covered by teachers are climate change and global warming (72% of
students have teachers who reported that this topic is included in their lessons Figure V1.2.11). Climate change is followed
by equality between men and women (68%), global health (65%), hunger and malnutrition (60%), causes of poverty (60%),
migration (56%) and international conflicts (54%). However, these averages mask considerable variations between countries,
as shown in Table VI.B1.2.10.

The countries where climate change and global warming are commonly covered by teachers are Albania, the Dominican
Republic, Peru and Malaysia, with more than 80% of students reporting that teachers do so (Table VI.B1.2.10). Global health
issues are commonly covered by teachers in Albania, Brazil, the Dominican Republic, Malaysia and Peru (more than 75%
of students report that teachers do so), while migration is commonly covered in the Dominican Republic (82%). Moreover,
hunger and malnutrition are commonly covered by teachers in the Dominican Republic, Malaysia and Peru (more than
75%), and causes of poverty in the Dominican Republic, Malaysia, Panama and Peru (more than 75%). Gender equality
is commonly covered in Albania, Brazil, Chile, the Dominican Republic, Panama, Peru and Spain (more than 75%) and
international conflicts in the Dominican Republic (78%).

Figure VI.2.11 Students exposed to global issues in their school lessons
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Source: OECD, PISA 2018 Database, Table VI.B1.2.10.
StatLink Sis™ https: //doi .org/lO .1787/888934169500

The results also show that, in a few countries/economies, the proportion of students exposed to global issues in their school
lessons was larger among those who reported that they know about those issues or are familiar with them (compared to
those who reported that they never heard of or do not know much about the issues). This indicates that greater exposure
to global issues is positively associated with awareness of those issues in some countries (Table VI.B1.2.11). Three countries
stood out. In the United Arab Emirates, the association was positive and significant for all seven global issues. In Albania, the
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association was positive for four issues (climate change, global health, international conflicts, and hunger and malnutrition)
and, in Morocco, the association was also positive for four issues (global health, migration, international conflicts and
gender equality).
For the remaining 15 countries, the associations were non-significant and in some cases negative. Possible explanations of
these results include the following:
® Exposure to global issues in school lessons is not necessarily effective in improving awareness of those issues if
exposure occurs sporadically and if teaching practices are not well adapted to such lessons. The positive results in the
United Arab Emirates could be an indication that global issues are well integrated into lessons and teachers are well
prepared to teach those topics.

® Students and teachers in PISA 2018 were sampled randomly and independently within each school. In other words, it
is not possible to determine whether an individual teacher is teaching a particular student. As such, exposure to global
issues reported by teachers could only be analysed at the school level without knowing whether every student in the
school sample is exposed to global issues in his or her lessons.

EXAMINING ISSUES OF LOCAL, GLOBAL AND INTERCULTURAL SIGNIFICANCE: PERFORMANCE ON THE
COGNITIVE TEST

Students who sat the global competence test in the 27 participating countries and economies answered 37 test items covering their
experience in examining local and global issues. Figure V1.2.12 presents the average proportion of correct answers on those test
items. As explained in Chapter 1, answers were scored as either full credit, partial credit or no credit. For the purpose of this analysis,
partial credit was coded as no credit.

The findings show that the largest proportions of correct answers on these test items were found in Canada, Croatia,
Hong Kong (China), Israel, Korea, Latvia, Scotland (United Kingdom), Singapore, the Slovak Republic, Spain and Chinese Taipei.
In all of these countries and economies, the proportion of correct answers exceeded the overall average of 38%. Singapore showed
the largest proportion of correct answers. By contrast, the smallest proportions were observed in Albania, Indonesia, Kazakhstan,
Morocco, Panama, the Philippines and Thailand, where they did not exceed 30%.

Figure VI.2.12 Percentage of correct answers: Examining issues of local and global significance
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1. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.

Notes: Examining issues of local and global significance was assessed using 37 items in the cognitive test.

Only the 27 countries and economies that conducted the cognitive test are shown.

Countries and economies are ranked in descending order of the percentage of correct answers on the cognitive test.

Source: OECD, PISA 2018 Database, Table VI.B1.2.7.

StatLink Si=™ https://doi.org/10.1787/888934169519
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Eight released test items covered students’ capacity to examine global, local and intercultural issues originating from three test units:
a single story, refugee Olympians and rising sea levels. Those test items ranged in difficulty from proficiency Level 1 (lowest) to
proficiency Level 5 (highest).

Asingle story: Item 4

The test item with the highest proportion of students answering it correctly among the released test items for dimension 1 was item 4
in the “single story” unit. In this test item, a short text is presented about a woman, Alice, in a market who observes a young man in torn
clothes who grabs a fruit from a stand in the market and calls to a friend in a language she does not understand. It then describes
how Alice perceives him. Two independently coded open-ended items follow the text. In the first item, labelled number 4, students
are asked to read the text and simply describe, in their own words, one assumption that Alice has about the young man. In the coding
guide, five possible assumptions were identified that could be considered correct based on the information provided in the brief text.
Full credit was given if students provided one of the assumptions about the young man listed below.

1. The young man is a foreigner.

2. The young man is poor or cannot pay for his food.
3. The young man has no job.

4. The young man is stealing.

5. The young man has (or foreigners have) no respect for the rules of society.
Examples of answers given by students include
= She thinks he's foreign. [1]

= She thinks he's poor. [2]

= He can't pay for his food. [2]

= She thinks he doesn't have a job. [3]

= He has not paid for the fruit. [4]

= She thinks he has no respect for the rules.[5]
= He wasn't raised well. [5]

This test item covered students’ ability to evaluate information, formulate arguments, describe and explain complex issues and
situations. It was classified as proficiency Level 1, which is the proficiency level needed to answer the easiest questions on the
cognitive test. Proficiency levels are described in detail in Chapter 6.

On average across all 27 countries and economies taking the cognitive test, 62% of students provided a correct answer.
The largest proportion of correct answers (exceeding 80%) was found in Canada, Scotland (United Kingdom) and Singapore

(Table VI.B1.2.7).
pisazots | HNNEER € (7 I < ) >

A single Story
Question 4/ 4

Type your answer to the question.

Alice sees a young man in tom clothes grabbing fruit from a stand in the market and
calling to a friend in a language she does not understand. Alice exclaims in disgust
that foreigners have no respect for the rules of society and should get jobs so they
can pay for their own food

What is one assumption Alice is making about the young man based on what she
observed?

Explain why this assumption might be incorrect.
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Assingle story: Item 5

After identifying an assumption that Alice makes in the brief text, the student is then asked to explain why that assumption might
be incorrect. To get full credit for this item, the student can provide a more narrow response that is a direct explanation for the
assumption he/she provided in the previous item. For example, if “The young man is stealing” is identified as an assumption, the
explanation could be “He might have already paid for the fruit.” Alternatively, the student can get full credit by providing a broader,
more general response that addresses the problem with making assumptions, such as “She is making a judgment without enough
information”. Both types of responses were given full credit. This test item covers the same cognitive process as the previous one
(evaluate information, formulate arguments, describe and explain complex issues and situations), but it has a proficiency Level of 2,
which makes it slightly more difficult to answer. For this item, students had to reflect on why an assumption about this man might
be incorrect and were required to show an understanding of possible stereotypes and prejudice. On average across all countries
and economies, 45% of students answered this item correctly, with the largest proportions (exceeding 70%) found in Canada,
Hong Kong (China), Singapore and Chinese Taipei (Table VI.B1.2.7).

Full credit was given if students provided an explanation that is specific to the assumption provided in the previous question and were
able to describe why that assumption might be incorrect. The explanation may provide another interpretation for the behaviour Alice
observed or refute Alice’s assumptions. Possible answers include:

1. Assumption: The young man is a foreigner. Explanation must focus on the language he was using.

2. Assumption: The young man is poor or cannot pay for his food. Explanation must focus on his torn clothes or that he was
grabbing the fruit.

3. Assumption: The young man has no job. Explanation must focus on his torn clothes or that he was grabbing the fruit.
4. Assumption: The young man is stealing. Explanation must focus on the observation that he was grabbing the fruit.

5. Assumption: The young man has (or foreigners have) no respect for the rules of society. Explanation must focus on the
observation that he was grabbing the fruit.

= Just because he is speaking another language does not mean he is a foreigner. [1]

He might speak more than one language. [1]

He might have been born in this country but speaks a different language. [1]

Maybe it's the style for young people to wear torn clothes. [2]

He might work at the fruit stand. [2]

He might have permission to take the fruit from the owner of the fruit stand. [2]

He might be asking his friend to help him pay for the fruit. [2]

He could be wearing torn clothes because of the work he does. [3]

= Just because he is grabbing the fruit doesn't mean he isn't working. [3]

= He could have a very low-paying job and not be able to afford the food he needs. [4]
= He might know the owner of the fruit stand and is allowed to take fruit. [4 or 5]

= His family might own the fruit stand. [4 or 5]

Asingle story: Item 3

The test item with the lowest proportion of correct answers among released test items for dimension 1 was item 3 in the unit “single
story”. In this test item, students must think broadly about stereotypes or single stories and consider how the media may support
the creation of this misinformation. Four examples of media forms and content are described, and the student had to evaluate how
each one may or may not support the formation of stereotypes. To receive full credit, the student needed to select both B and D.
Partial credit was assigned if only B or only D were selected. Both B and D could lead to the creation of stereotypes about particular
countries or about gender differences. If any other options were selected, no credit was assigned. By selecting the correct answers,
the student demonstrates the ability to identify examples that address the complex issue of stereotype formation. This test item was
assigned the highest proficiency, Level 5, which reflects its difficulty. On average across all countries and economies taking the test,
13% of students answered this question correctly. The highest proportions (ranging between 20% and 30%) were in Canada, Korea,
Singapore and Chinese Taipei (Table VI.B1.2.7).
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A Single Story
Question 3 / 4

Click on one or more boxes to answer the question.

Which of the following examples best show how the power of the media might lead to
a single story about a group of people?

+ Remember o seiect one or more boxes.

O Awebsite the of a native people when
discussing their colonisation by a foreign power.

O A magazine article highlights a foreign city with photos of children roaming
the streets begging for money.

[J A popular television show tells the stories of male and female characters
of different ethnicities and with different careers.

[0 A news article states that female business executives are better managers
because women are more empathetic than men.

Rising sea levels: Item 1

Another test unit focusing on global rather than intercultural issues is “rising sea levels”. This unit begins with a brief introduction that
describes the effects of rising temperatures on sea levels. The introduction sets the stage for the items within the unit, which explores
the effects of rising sea levels on individuals who live in areas of low elevation, such as islands and coastal areas. The unit focuses
on a fictional place where sea levels have risen and displaced the inhabitants of the islands, making them climate refugees. The
content domain of this unit was categorised as «Socio-economic development and interdependence” with a subdomain of «<Economic
interactions and interdependence”.

The first test item of this unit presents a brief text about a fictional film, “Travina: A Paradise Lost". The documentary focuses on a
fictional island nation, Travina, that has been affected by rising sea levels. Hundreds of Travinians have had to move to higher ground
to escape the changes to the low-lying areas of the islands. The text also states that unless environmental conditions improve,
most of Travina will be underwater by the year 2075. With this background, the item introduces the filmmaker's goal in creating the
documentary: “to persuade audiences that rising global temperatures are a threat by presenting the impact on people’s lives”. The
item then presents four reasons that might explain why the filmmaker focused on Travina. To answer each part of the item correctly,
the student must consider the filmmaker's goal and evaluate whether each statement could be a reason why Travina would present
a persuasive case. In the table, the second and third statements describe reasons that support the filmmaker's goal. In both cases,
the statements describe why the situation on Travina could have a broader impact on viewers, even those who live far from Travina
or who do not live near the ocean. By contrast, the first and last statements do not describe why the filmmaker would use Travina
as an example. These statements describe a narrow viewership and one that is likely already persuaded about the effects of rising
global temperatures. Thus, to receive full credit for this item, students had to respond No, Yes, Yes, No. This test item was assigned
proficiency Level 4 which reflects its difficulty.

On average across all countries and economies taking the test, 23% of students answered this question correctly. The highest
proportions (ranging between 30% and 41%) were in Canada, Greece, Israel, Hong Kong (China), Scotland (United Kingdom), Serbia
and Singapore (Table VI.B1.2.7 ).
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PISA 2018

Rising Sea Levels
Question 1/5

Refer to “Rising Sea Levels” on the right. Giick on the choices in the
table to answer the question.

According to the filmmaker, the goal of the documentary was “to
persuade audiences that rising global temperaiures are a threat by RISING SEA LEVELS
presenting the impact on people’s Iives.”

Given this goal, do the reasons in the table below explain the fiilmmaker's The film Travina: A Paradise Lost is a popular documentary
decision to focus specifically on Travina? Click on either Yes or No for that examines the impacts of rising sea levels on Travina, &
small island nation that includes 12 low-lying islands and is
home to about 20 000 inhabitants. The country's main
industries are tourism, fishing and agriculture. Over the last
decade, rising sea levels have forced hundreds of Travinians
to move to higher ground. Scientists estimate that unless
world-wide carbon dioxide emissions are drastically reduced,
much of Travina will be underwater by 2075.

each reason.

Is this a reason that explains why focusing on

Travina might persuade audiences that rising global | Yes | No
temperatures are a threat?

Viewers who know people in Travina will appreciate the olo
goal of the documentary.

Climate change has already affected the people of olo
Travina in ways that can be clearly documented.

Travina is an example of how rising sea levels might affect olo
other locations worldwide.

The government in Travina wants its citizens to learn all olo
they can about carbon dioxide production.
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1. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.

2. The comparability of scaled indices across countries and economies is examined in Annex A5. The annex presents the findings of in-depth
measurement invariance analyses for every index used in PISA 2018, Volume VI.

3. The larger between-school variations in Germany and in other countries reflect the differentiated nature of school programmes and tracks that
take into account students’ prior academic performance.

4. Afull description of students’ index of enjoyment of reading is provided in Appendix A1.
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Understanding and appreciating the perspectives
and worldviews of others

This chapter explores students’
understanding and appreciation of the
perspectives and worldviews of others. In
particular, it examines students’ ability to
adapt to new situations, their interest in
learning about other cultures and their
attitudes towards people from other cultures
and towards immigrants. All factors are
explored through the prism of students’
socio-demographic backgrounds. Moreover,
the chapter explores students’ performance
on the cognitive test items corresponding to
this second dimension of global competence.
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What the data tell us

- Students in Albania, Bosnia and Herzegovina, Korea, Kosovo, Lebanon, the Republic of North Macedonia, Romania
and Turkey exhibited the greatest capacity for perspective taking, while those in Colombia, France, Italy, Lithuania and
the Slovak Republic showed the least.

= Of the 63 countries and economies that had valid data on the index of students’ interest in learning about other cultures,
students in Albania, Bosnia and Herzegovina, Costa Rica, the Dominican Republic, Jordan, Kosovo, Montenegro, Panama,
the Philippines and Turkey showed the greatest interest.

- Students in Albania, Australia, Canada, Ireland, Korea, New Zealand, Scotland (United Kingdom), Spain and Chinese Taipei
reported the most positive attitudes towards immigrants, with values in the index that were significantly higher than
the OECD average. The least positive attitudes, with values significantly lower than the OECD average, were observed in
Bulgaria, Hungary, Latvia, Poland, Saudi Arabia, the Slovak Republic and Turkey.

= The association between students’ attitudes towards immigrants and the proportion of immigrant students at school was
positive and significant in Australia, Austria, Canada, Germany, Ireland, Jordan, Latvia and Saudi Arabia.

= The largest proportion of correct answers on the cognitive test related to students’ ability to understand and appreciate
the perspectives of others was observed in Canada, Croatia, Hong Kong (China), Korea, Scotland (United Kingdom),
Singapore, Spain and Chinese Taipei. The smallest proportion of correct answers was observed in Albania, Brunei
Darussalam, Indonesia, Kazakhstan, Morocco, Panama, the Philippines and Thailand.

The second dimension of global competence focuses on students’ ability to understand and appreciate the perspectives
and worldviews of others. As individuals acquire knowledge about other cultures’ histories, values, communication styles,
beliefs and practices, they acquire the means to recognise that their own perspectives and behaviours are shaped by multiple
influences, that they are not always fully aware of these influences and that others have views of the world that are profoundly
different from their own (Hanvey, 1982)).

Engaging and understanding different perspectives requires certain knowledge, skills, attitudes and dispositions, such as
respect towards others and interest in who they are, their emotions and their concept of reality. Individuals who are proficient
in this dimension are able to express sensitivity towards cultural diversity and towards worldviews and values that are different
from their own (Council of Europe, 2018,)). Competencies in this area include: 1) curiosity and interest in discovering and
learning about other cultures, worldviews, beliefs, values and practices; 2) adaptability to new situations; 3) willingness to
suspend judgement of other people’s beliefs and values and willingness to question the universal validity of one’s own beliefs;
and 4) emotional readiness to relate to other people and willingness to seek the opportunity to engage and co-operate with
others, even though they might have different views, beliefs and cultural backgrounds (Fennes and Hapgood, 19973)).

The ability to understand and appreciate others' worldviews was assessed in PISA 2018 using 18 items in the cognitive test and
5 questions in the student questionnaire. The questions focus on perspective taking, interest in learning about other cultures,
respect for people from other cultures, cognitive adaptability and attitudes towards immigrants.

STUDENTS' ABILITY TO UNDERSTAND THE PERSPECTIVES OF OTHERS

The ability to see the world from the perspective of others! who might differ in their cultural backgrounds, beliefs, attitudes and
practices depends on self-awareness and understanding of one's own perspective, as well as those of others. It depends on knowing
and understanding the assumptions that underlie one's own perspective, understanding how one's worldview is shaped by one's
own cultural affiliation and experiences and, in turn, how these affect one’s judgements and reactions to other people. In addition,
self-awareness requires awareness of one's own motives, feelings and emotions and a clear understanding of the limits of one's
own competence and expertise (Council of Europe, 2016,; Council of Europe, 2018,)). Perspective taking also relies on the ability
to operationalise cultural knowledge and appraise cultural situations involving multiple perspectives (Gehlbach, 20115, LaRusso
et al, 2016)). Critical thinking and analytical skills are also essential as individuals assess information and situations and make sense
of their surroundings (Garside, 19967, OECD, 2018g)).
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PISA 2018 asked students to report on their ability to understand different perspectives by responding to five statements: "I try to look
at everybody's side of a disagreement before I make a decision”; I believe that there are two sides to every question and try to look at
them both”; “I sometimes try to understand my friends better by imagining how things look from their perspective”; “Before criticising
somebody, I try to imagine how I would feel if I were in their place”; and “When I'm upset at someone, I try to take the perspective
of that person for a while”. Responses were given on a five-point scale (“very much like me” “mostly like me”, “somewhat like me”,
“not much like me”, and “not at all like me”) and were combined into an index of students’ ability to understand the perspectives of
others. Positive values in this index indicate a greater ability to understand and take different perspectives than the average student
across OECD countries.

Large variations in the average of the index of students' ability to understand the perspectives of others were observed across the
65 countries and economies that took the questionnaire (Figure V1.3.1). Students in Albania, Bosnia and Herzegovina, Korea, Kosovo,
Lebanon, the Republic of North Macedonia (hereafter “North Macedonia”), Romania and Turkey, reported the greatest capacity for
perspective taking, while those in Colombia, France, Italy, Lithuania and the Slovak Republic showed the least. Of the five statements
related to perspective taking, on average across OECD countries, 64% of students reported a capacity to understand their friends
better by imagining how things look from their own perspective (i.e. the students responded “very much like me” and “mostly like
me"). Similarly, 63% of students reported that they believe that there are two sides to every question and that they try to look at them
both, and 59% reported that they try to look at everybody's side of a disagreement before taking a decision. However, fewer students
reported that they try to imagine how they would feel if they were in the place of someone before criticising them (55%) and that
they try to take someone else’s perspective when they are upset at them (40%). These results are not surprising: understanding the
perspective of others becomes more challenging in the context of conflict (Table VI.B1.3.1).

Large differences within countries were observed in Baku (Azerbaijan), Bulgaria, the Dominican Republic and the United Arab Emirates,
while students in Brunei Darussalam, Indonesia, Italy, Macao (China), Malaysia, Romania and Viet Nam reported relatively similar
capacity for perspective taking. As with other indices derived from student-reported data, most of the variations were observed
within schools. Between-school variance as a proportion of total variance never exceeded 9% and was the greatest (exceeding 5%)
only in Lebanon, Thailand and the United Arab Emirates. Between-school variations were the smallest in Greece, Iceland, Kazakhstan,
Saudi Arabia and Scotland (United Kingdom) (Table VI.B1.3.1).

The index of students’ ability to understand the perspectives of others varied according to students’ socio-demographic characteristics.
In all countries and economies except the Dominican Republic, girls reported a greater capacity than boys to take others’ perspective.
Differences in favour of girls were the largest in Albania, Bulgaria, Croatia, Ireland, Kosovo, Serbia and the United Arab Emirates.
In all but six countries and economies with available data, socio-economically advantaged students (those in the top quarter of
the PISA index of economic, social and cultural status) reported a greater capacity to understand the perspectives of others than
disadvantaged students (Table VI.B1.3.3). Such large differences related to socio-economic status could reflect differential access to
related learning activities across socio-economic groups, resulting from policies to select or sort students, such as tracking, ability
grouping and school segregation based on residence. They could also reflect differences in home resources and parenting styles.
Some of these possible influences are examined in Chapter 8.

Differences in the capacity to understand the perspectives of others were observed between immigrant and native-born students
in ten countries. In Australia, Austria, Canada, Hong Kong (China), Ireland, Macao (China), New Zealand, Scotland (United Kingdom)
and the United Arab Emirates, immigrant students reported a greater capacity to understand different perspectives. The reverse was
observed only in Montenegro. One possible explanation is that immigrants have to deal with at least two cultural perspectives in their
daily lives, that of their country of immigration and that of their country of origin. This capacity could also act as a protective factor,
compensating for their relative socio-economic disadvantage in some countries.

Figure VI.3.2 shows some patterns of polarisation in the index of students' capacity to understand different perspectives. Findings
show that students in the bottom quarter tended to have markedly less capacity to understand different perspectives than students
in the second quarter. The same pattern was observed when comparing the third and fourth quarters. Students in the second and
third quarters, on the other hand, tended to be closer to each other on this measure. Differences between the top and bottom
quarters of this index were the largest in Baku (Azerbaijan), Bulgaria, the Dominican Republic, the Russian Federation (hereafter
“Russia”) and the United Arab Emirates.
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Figure VI.3.1 Students’ ability to understand the perspectives of others
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1. After accounting for students' and schools’ socio-economic profile. The socio-economic profile is measured by the PISA index of economic, social and cultural

status (ESCS).
2. Differences between immigrant and non-immigrant students are only presented for countries and economies where more than 5% of students have an

immigrant background. The values for countries/economies with smaller proportions of immigrant students are reported as missing.
3. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018

Technical Report (OECD, forthcoming) for details.
Countries and economies are ranked in descending order of the index of students’ perspective taking.

Source: OECD, PISA 2018 Database, Tables VI.B1.3.1 and VI.B1.3.3.
StatLink Sz https://doi.org/10.1787/888934169538
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Figure VI.3.2 Polarisation of students’ ability to understand the perspectives of others

Average of the index of students’ ability to understand the perspectives of others, by quarter of the index
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Technical Report (OECD, forthcoming) for details.

Note: All differences between top and bottom quarters are statistically significant.

Countries and economies are ranked in descending order of difference between the top and bottom quarters of the index of students’ perspective taking.

Source: OECD, PISA 2018 Database, Table VI.B1.3.3.

StatLink Sz https://doi.org/10.1787/888934169557

STUDENTS' INTEREST IN LEARNING ABOUT OTHER CULTURES

Interest in people from other cultures is likely to be related to knowledge and critical understanding of culture, as described in
Chapter 1. Interest focuses on the willingness to engage with cultures, beliefs and worldviews other than a person's own. It relies
on attitudes like curiosity and willingness to learn about new cultures and on sensitivity towards people from different backgrounds
(Huber et al., 2014, Clark and Seider, 2017[,¢)). It also requires an ability to refrain from making judgements about people’s beliefs or
questioning the “naturalness” of their values and practices, in addition to an ability to relate to them. Interest in other people’s cultures
expresses itself in the willingness to be exposed to different cultural influences and to engage and interact with people perceived to
have cultural affiliations other than one’s own (Council of Europe, 2018;y).

PISA 2018 asked students about their interest in learning about other cultures. An index of students’ interest in learning about
other cultures was derived from responses to the following four statements: “I want to learn how people live in different countries”;
“Iwant to learn more about the religions of the world”; “T am interested in how people from various cultures see the world”; and ‘T am
interested in finding out about the traditions of other cultures”. The five response categories were: “very much like me”, “mostly like
me”, "somewhat like me”, “not much like me”, and "not at all like me”. Positive values in the index indicate that the student exhibits a

greater interest in learning about other cultures.

Of the 63 countries and economies that had non-missing data on the index of students’ interest in learning about other cultures,
students in Albania, Bosnia and Herzegovina, Costa Rica, the Dominican Republic, Jordan, Kosovo, Montenegro, Panama,
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the Philippines and Turkey showed the greatest interest (Figure VI1.3.3). On average across OECD countries, 59% of students reported
that they want to learn about how people live in other countries (very much or mostly like them), 55% reported that they are interested
in how people from various cultures see the world, and 54% reported that they are interested in finding out about traditions of other
cultures. By contrast, only 40% of students reported that they are interested in learning about the religions of the world. Those
findings show a distinction in students’ understanding of the two concepts - culture and religion - with the latter representing a more

complex or sensitive notion.

Figure VI.3.3 Students' interest in learning about other cultures

Average, dispersion and variations, by students’ socio-demographic profile
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1. After accounting for students' and schools’ socio-economic profile. The socio-economic profile is measured by the PISA index of economic, social and cultural

status (ESCS).
2. Differences between immigrant and non-immigrant students are only presented for countries and economies where more than 5% of students have an

immigrant background. The values for countries/economies with smaller proportions of immigrant students are reported as missing.
3. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018

Technical Report (OECD, forthcoming) for details.
Countries and economies are ranked in descending order of the index of students’ interest in learning about other cultures.

Source: OECD, PISA 2018 Database, Tables VI.B1.3.4 and VI.B1.3.6.
StatLink Si=™ https://doi.org/10.1787/888934169576
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As in previous findings, girls and socio-economically advantaged students showed greater interest in other cultures than boys and
disadvantaged students. Differences in favour of girls were statistically significant in all countries and economies except Korea, while
the differences between students in the top quarter and those in the bottom quarter of socio-economic status were significant in all
countries and economies except the Dominican Republic and Panama. The largest gender gaps were observed in Australia, Canada,
Estonia, Germany, Iceland, Lithuania, New Zealand, Slovenia and Switzerland, and the largest gaps related to socio-economic status
were found in Bulgaria, France, Hungary, Iceland, Ireland, Lithuania, Mexico and Poland. Moreover, in 20 out of 32 countries and
economies with more than 5% immigrant students, students with an immigrant background reported higher interest in learning
about other cultures than their native-born peers.

Box VI3.1. Parents’ and children’s interest in learning about other cultures

As discussed in Chapter 1, parents play a key role in developing and shaping their children’s interests (Schonpflug, 2001 4)).
Parents who are interested in learning about other cultures are likely to transmit this sense of curiosity to their children.
This happens through a long, incremental and informal process in which a child is exposed to various cultural experiences
and influences. Ultimately, this process will shape the adult this child will become and will define his/her perspectives and
attitudes. This box examines students’ interest in learning about other cultures in light of their parents’ interest in doing so.

In 14 countries/economies, parents were asked to respond to the same four statements as their children about their
interestin learning about other cultures. The five response categories were: “very much like me”, “mostly like me”, “somewhat
like me”, "not much like me”, and "not at all like me”. The index of parents’ interest in learning about other cultures was
constructed by combining responses to those four statements using item response theory scaling. A positive value in this

index indicates that parents have a greater interest in learning about other cultures.

Parents in Croatia, the Dominican Republic and Germany reported the greatest interest in learning about other cultures,
while parents in Hong Kong (China), Italy and Macao (China) reported the least interest (Figure VI.3.4). In all countries except
Panama, students’ interest in learning about other cultures was positively associated with their parents’ interest in doing
so. On average across the 14 countries and economies, a one-unit increase in the index of parents’ interest in learning
about other cultures was associated with an increase of 0.12 of a unit in the index of students’ interest, after accounting
for students’ and schools’ socio-economic profile. Associations were positive and significant in 13 countries/economies and
were attenuated after accounting for students’ and schools’ socio-economic profile. The strongest associations were in
Brazil, Germany, Hong Kong (China), Ireland, Malta and Portugal.

Figure VI.3.4 Students’ and parents’ interest in learning about other cultures

Change in students’ interest in learning about other cultures associated with a one-unit increase in the index of parents’
interest in learning about other cultures
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1. The socio-demographic profile is measured by the PISA index of economic, social and cultural status (ESCS).
Note: Statistically significant values are shown in darker tone.

Countries and economies are ranked in descending order of the change in the index of students’ interest in learning about other cultures associated with a

one-unit increase in the index of their parents’interest in learning about other cultures, after accounting for gender, immigrant background, and students’
and schools’ socio-economic profile.

Source: OECD, PISA 2018 Database, Table VI.B1.3.16.
StatLink SizM™ https://doi.org/10.1787/888934169595
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RESPECT FOR PEOPLE FROM OTHER CULTURES

Respect for others is an attitude where the subject of respect is judged to have importance, worth and value that warrants positive
regard and esteem (Council of Europe, 20164, Council of Europe, 2018,7). One important form of respect in the context of cultural
diversity is the respect shown to people who are perceived to have different cultural affiliations or different opinions and beliefs. Such
respect assumes that all human beings have the same intrinsic dignity and enjoy an inalienable right to choose their own affiliation,
beliefs, practices and opinions. This type of respect does not require agreement with the other person’s beliefs or a minimisation of
the differences between those beliefs and one’s own views (Leask, 2009;)).

PISA 2018 asked students the extent to which they respect people from other countries. The five response categories were: “very
much like me”, “mostly like me”, “somewhat like me”, “not much like me”, and "not at all like me”. The index of respect for people
from other cultures was derived from responses to the following statements: “I respect people from other cultures as equal human
beings”; "I treat all people with respect regardless of their cultural background”; “I give space to people from other cultures to express
themselves”; "I respect the values of people from different cultures”; and “I value the opinions of people from different cultures”.
Positive values in this index indicate that students reported greater respect for people from other cultures than the average student

across OECD countries.

Students’ responses to the five statements about respect for people from other cultures varied substantially across countries.
The highest averages in the index were observed in Albania, Canada, Costa Rica, Ireland, Korea, Mexico, North Macedonia,
Scotland (United Kingdom) and Spain. The lowest were observed in Baku (Azerbaijan), Bulgaria, Colombia, Hungary, Indonesia, Italy,
the Slovak Republic, Thailand and Viet Nam (Figure VI.3.5). On average across OECD countries, about 82% of students reported
that they respect people from other cultures as equal human beings (i.e. the students responded “very much like me” and “mostly
like me”), while 81% reported that they treat all people with respect regardless of their cultural background. Slightly fewer students
reported that they respect the values of people from different cultures (79%), that they give space to people from other cultures to
express themselves (78%) and that they value the opinions of people from different cultures (78%).

The largest variations in the index were observed in Baku (Azerbaijan), Bulgaria, Croatia, the Dominican Republic, Russia and
the Slovak Republic. Most of those variations were observed within schools, rather than between schools. However, the between-school
variation was relatively more prevalent for this index than for other indices. It exceeded 10% in Germany, Hungary, Lebanon, Morocco,
Slovenia, Thailand and the United Arab Emirates. This could indicate that system- or school-level practices or policies may be shaping
students’ attitudes towards other cultures (Table VI.B1.3.9).

In all countries and economies, girls reported greater respect for people from other cultures than boys. The largest gender gaps in
favour of girls were observed in Croatia, Estonia, Greece, Lithuania and Poland; the smallest were observed in Colombia, Indonesia
and Viet Nam. Advantaged students (those in the top quarter of the PISA index of economic, social and cultural status) were also
more likely than their disadvantaged peers (those in the bottom quarter of that index) to report greater respect for people from other
cultures. This difference was statistically significant in all countries and economies.

In 20 countries/economies, students with an immigrant background reported greater respect for people from other cultures than
their native-born peers. The opposite was observed only in Estonia and Montenegro. The largest gaps in favour of immigrant students
were observed in Austria, France, Malta, Slovenia, Switzerland and the United Arab Emirates. This finding might reflect the fact that
immigrants themselves might have a hybrid culture, encompassing aspects of the culture of their country of immigration and that of
their country of origin.

Respect for people from other cultures and students’ interest in learning about other cultures

How can students show respect for other cultures if they have no interest in knowing about them? One of the key drivers of respect
for other cultures could be knowledge and interest in learning about them. Figure V1.3.6 presents average levels of the index of
respect for people from other cultures by quarter of the index of interest in learning about other cultures. The findings show large
differences in respect for other cultures in favour of students in the top quarter of the index of interest in learning about other
cultures (compared to students in the bottom quarter of that index). The largest differences were observed in Baku (Azerbaijan),
Bulgaria, the Dominican Republic, Kazakhstan, Morocco and Peru.

Moreover, on average across OECD countries, a one-unit increase in the index of interest in learning about other cultures was
associated with a 0.39 of a unit rise in the index of respect for people from other cultures, after accounting for students’ and schools’
socio-economic profile (Table VI.B1.3.21). This association was positive and strong in all countries and economies. It is worth noting
that the reverse causation is also possible. Students who have respect for people from other cultures are also likely to show interest
in learning about them.
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Figure VI.3.5 Students' respect for people from other cultures
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1. After accounting for students’ and schools’ socio-economic profile. The socio-economic profile is measured by the PISA index of economic, social and cultural

status (ESCS).
2. Differences between immigrant and non-immigrant students are only presented for countries and economies where more than 5% of students have an

immigrant background. The values for countries/economies with smaller proportions of immigrant students are reported as missing.
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Technical Report (OECD, forthcoming) for details.
Countries and economies are ranked in descending order of the index of respect for people from other cultures.

Source: OECD, PISA 2018 Database, Table VI.B1.3.7 and Table VI.B1.3.9.
StatLink Si=f™ https://doi.org/10.1787/888934169614
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Figure V1.3.6 Students’ respect for people from other cultures, by students’ interest in learning about other cultures
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StatLink Sz https://doi.org/10.1787/888934169633

COGNITIVE ADAPTABILITY

Cognitive adaptability refers to the ability to adapt one's thinking and behaviour to the prevailing cultural environment or to novel
situations and contexts that might present new demands or challenges. Individuals who acquire this skill are able to handle the
feelings of “culture shock”, such as frustration, stress and alienation in ambiguous situations in new environments (Levin, 2015p3).
Adaptable learners can more easily develop long-term interpersonal relationships with people from other cultures, and remain
resilient in changing circumstances (Lepine, Colquitt and Erez, 2000y 4)).

Cognitive adaptability is likely to be associated with various student academic and non-academic outcomes (Martin et al., 20135)).
Students go through many changes throughout their childhood, including starting school, making new friends, interacting with
teachers, adjusting to school subjects and overcoming both academic and social difficulties. Such changes can disrupt routines
and create uncertainty in their lives. How students deal with uncertainty and novelty can play a key role in their success (Tomasik,
Silbereisen and Heckhausen, 2010;:¢)).
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PISA 2018 asked students about their ability to adapt to new situations. Students were asked to respond to six statements: “I'can
deal with unusual situations”; “I can change my behaviour to meet the needs of new situations”; “I can adapt to different situations
even when under stress or pressure”; "I can adapt easily to a new culture”; “When encountering difficult situations with people, I can
think of a way to resolve the situation”; and “I am capable of overcoming my difficulties in interacting with people from other cultures”.
Responses were given on a five-point scale: “very much like me”, "mostly like me”, “somewhat like me”, “not much like me”, and "not at
all like me”. Positive values in the index indicate that students have a greater ability to adapt than the average student across OECD

countries.

Figure VI.3.7 presents the average of the index of students’ cognitive adaptability and cross-tabulations of the index by students'
socio-demographic characteristics. Among the 65 participating countries and economies that distributed the PISA 2018 global
competence questionnaire, the highest levels of cognitive adaptability reported by students were observed in Bosnia and Herzegovina,
Canada, Mexico, North Macedonia, Spain and Turkey; the lowest were observed in Brunei Darussalam, Greece, Hong Kong (China),
Italy, Macao (China), Malaysia, the Slovak Republic, Thailand and Viet Nam.

In 28 out of the 65 countries/economies that took the questionnaire, boys reported greater cognitive adaptability than girls. The
largest gaps in favour of boys were observed in Costa Rica, France, Greece, Iceland, Korea and Scotland (United Kingdom). Girls
reported greater cognitive adaptability than boys in only six countries/economies: Baku (Azerbaijan), Bosnia and Herzegovina,
Bulgaria, Jordan, Lithuania and the United Arab Emirates. The gender differences in this index were mostly the inverse of what was
observed for the two indices of interest in learning about other cultures and ability to understand different perspectives. However,
average differences can mask large disparities within each group. Those differences should not be regarded as definitive descriptions
of what boys and girls can and cannot do.

Students in the top quarter of the PISA index of economic, social and cultural status reported greater cognitive adaptability than those
in the bottom quarter. Those differences were found to be statistically significant in all countries and economies except Indonesia.
The largest gaps in the index of cognitive adaptability related to socio-economic status were observed in Australia, Bulgaria, Iceland,
Korea, Lithuania, New Zealand and Scotland (United Kingdom). In addition, in 13 countries/economies (Australia, Austria, Brunei
Darussalam, France, Germany, Hong Kong [China], Ireland, Macao [China], Scotland [United Kingdom], Singapore, Slovenia, Spain
and the United Arab Emirates), students with an immigrant background reported higher levels of cognitive adaptability than native-
born students. This finding provides evidence that, in some countries, the multicultural background of immigrant students may act
as a factor promoting intercultural skills such as adaptability.

Students were particularly confident in their ability to change their behaviour to meet the needs of new situations (about 67% of
students across OECD countries reported “very much like me” or “mostly like me”). Moreover, about 59% of students reported that
they can deal with unusual situations, think of ways to resolve difficult situations and overcome difficulties in interacting with people
from other cultures. However, they were less confident in their ability to adapt to different situations when under stress or pressure
(57%) or to adapt to a new culture (49%).

The largest dispersions in the index of cognitive adaptability were observed in Baku (Azerbaijan), Bulgaria, the Dominican Republic
and the United Arab Emirates. Most variations in the index were observed within schools, with limited between-school differences.
The only country where the between-school variation as a proportion of total variation exceeded 5% was Lebanon. The patterns of
differences between quartiles were slightly different for this index, as differences between the first and second quarters were relatively
similar to those between the second and the third quarters. Only students in the top quarter of the index showed substantially
greater cognitive adaptability compared to those in the third quarter (Table VI.B1.3.12).

Cognitive adaptability and how it is related to perspective taking and resilience

Cognitive adaptability could be at the root of various attitudes, such as the ability to understand multiple perspectives and the
ability to overcome adverse circumstances. Both resilience and understanding perspectives require a certain degree of cognitive
adaptability, as students have to deal with novel and uncertain situations (Levin, 2015(3)). The following section investigates the
association between cognitive adaptability and students' resilience and capacity to take others' perspective.

Figure VI.3.8 shows the association between the index of cognitive adaptability and the index of students’ capacity to understand
different perspectives, before and after accounting for for students’ and schools’ socio-economic profile. The findings show a positive
relationship across all countries and economies that remains strong after accounting for students’ and schools' socio-economic
profile. On average across OECD countries, a one-unit increase in the index of cognitive adaptability was associated with a rise of
0.45 of a unit in the index of perspective taking. The associations were the strongest (exceeding 0.55 of a unit increase in the index
of perspective taking) in Bulgaria, the Dominican Republic, Hong Kong (China), Mexico, Peru, the Philippines, Chinese Taipei and
Thailand.
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Figure VL.3.7 Students’ cognitive adaptability

Average, dispersion and variations, by students’ socio-demographic profile
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1. After accounting for students’ and schools’ socio-economic profile. The socio-economic profile is measured by the PISA index of economic, social and cultural

status (ESCS).

2. Differences between immigrant and non-immigrant students are only presented for countries and economies where more than 5% of students have an
immigrant background. The values for countries/economies with smaller proportions of immigrant students are reported as missing.
3. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.
Countries and economies are ranked in descending order of the index of students’ cognitive adaptability.
Source: OECD, PISA 2018 Database, Table VI.B1.3.10 and Table VI.B1.3.12.
StatLink SisP™ https://doi.org/10.1787/888934169652
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Figure V1.3.8 Students’ cognitive adaptability and their capacity to understand different perspectives

Change in students’ capacity to understand different perspectives associated with a one-unit increase in the index of students'’
cognitive adaptability
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1. The socio-demographic profile is measured by the PISA index of economic, social and cultural status (ESCS).

2. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.

Countries and economies are ranked in descending order of the change in the index of students’ perspective taking associated with a one-unit increase in the index
of cognitive adaptability, after accounting for gender, immigrant background, and students’ and schools’ socio-economic profile.

Source: OECD, PISA 2018 Database, Table VI.B1.3.19.
StatLink Sz https://doi.org/10.1787/888934169671

Resilience, or self-reported capacity to overcome adversity, was assessed by asking students to report the extent to which they agree
(“strongly disagree”, “disagree, “agree”, “strongly agree”) with the following statements about themselves: “I usually manage one way
or another”; " feel proud that I have accomplished things”; “I feel that I can handle many things at a time”; “My belief in myself gets
me through hard times”; and “When I'm in a difficult situation, I can usually find my way out of it". These statements were combined
to create the index of resilience. Positive values in this index mean that the student reported a greater capacity to deal with adversity
than the average student across OECD countries. This index should not be confused with measures of student resilience published in

Volume II of PISA 2018, which are based on students’ reading proficiency and socio-economic profile (OECD, 2019,7).

Positive associations between the index of cognitive adaptability and the index of student resilience were observed across all countries
and economies. On average across OECD countries, an increase of one unit in the index of cognitive adaptability was associated with
arise of 0.4 of a unit in the index of resilience, after accounting for students’ and schools' socio-economic profile. Associations were
particularly strong (exceeding 0.45 of a unit increase in the index of resilience) in Chile, Iceland, Korea, Macao (China), Portugal,
Singapore and Turkey (Figure VI.3.9).

PISA 2018 Results (Volume VI): Are Students Ready to Thrive in an Interconnected World? » © OECD 2020

103



104

Understanding and appreciating the perspectives and worldviews of others

Figure VI.3.9 Students’ cognitive adaptability and their resilience to adversity

Change in students' resilience to adversity associated with a one-unit increase in the index of students’ cognitive adaptability
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1. The socio-demographic profile is measured by the PISA index of economic, social and cultural status (ESCS).

2. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.

Countries and economies are ranked in descending order of the change in the index of students’ resilience associated with a one-unit increase in the index of cognitive
adaptability, after accounting for gender, immigrant background, and students’ and schools’ socio-economic profile.

Source: OECD, PISA 2018 Database, Table VI.B1.3.20.
StatLink Sism™ https://doi.org/10.1787/888934169690

The findings in Figures V1.3.8 and VI1.3.9 clearly indicate that cognitive adaptability among adolescents could be a way of fostering
resilience, capacity to cope with uncertainty and ability to understand different perspectives. These life skills enable students not only
to overcome adverse circumstances but also to rise to the challenges when facing unfamiliar situations. Cognitive adaptability will
help students understand the diversity of the world they are living in, appreciate the worldviews of others and enjoy encounters with
the unfamiliar.

STUDENTS' ATTITUDES TOWARDS IMMIGRANTS

Many countries around the world witnessed a sharp rise in the size of their immigrant populations in recent years. In 2015 alone, an
estimated 4.8 million immigrants arrived in OECD countries, reinforcing a long-term upward trend in migration (OECD/European Union,
201815)). As societies become increasingly diverse, the question arises of how welcoming host countries are. If native populations
adopt exclusionary attitudes towards immigrants, integration will be severely compromised (Janmaat, 2014,q; Hainmueller and
Hopkins, 2014,0;). How schools and education systems respond to these challenges can be a decisive factor in shaping relations
between native-born and immigrant populations and in creating cohesive and harmonious societies (Charette and Kalubi, 2018515,
Bilgili, 201922)).
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A number of hypotheses have been advanced on what influences opinions about immigrants. These range from economic interests
of the native-born population to cultural concerns about integration and identity. The first focuses on economic arguments, under
which immigrants are seen as competitors for scarce jobs and resources (Mayda, 2006,3)). For instance, high-skilled native-born
workers might oppose high-skilled immigrants but not low-skilled immigrants. A variant of the same argument highlights the impact
of immigration on public finances and spending (Facchini and Mayda, 2009 4)).

Another theory focuses on immigrants’ ability to integrate or assimilate into their host societies and on how such processes affect
native identity (Burns and Gimpel, 2000p,5)). The extent to which these hypotheses are influential in a society depends on many factors,
including the cultural differences between immigrants and host societies and the attitudes, values and skills of both immigrant and
host populations. Such attitudes might include any of those mentioned earlier, such as openness, interest in and respect for other
cultures, the ability to understand different perspectives, and knowledge and understanding of other cultures. This section focuses
on students’ attitudes towards immigrants and tries to identify some of the key factors associated with them, namely diversity at
school, and other attitudes, such as openness and respect.

PISA 2018 asked students to report their overall attitude towards immigrants. An index of attitudes towards immigrants was derived
from responses to the following statements: “Immigrant children should have the same opportunities for education that other
children in the country have”; “Immigrants who live in a country for several years should have the opportunity to vote in elections”;
“Immigrants should have the opportunity to continue their own customs and lifestyle”; and “Immigrants should have all the same
rights that everyone else in the country has”. Responses were provided on a four-point scale: “strongly disagree”, “disagree”, “agree”,
and “strongly agree”. A positive value in this index indicates that students have more positive attitudes towards immigrants than the

average student across OECD countries.

Figure VI1.3.10 shows that students in Albania, Australia, Canada, Ireland, Korea, New Zealand, Portugal, Scotland (United Kingdom),
Spain and Chinese Taipei reported the most positive attitudes towards immigrants, with values in the index that were significantly
higher than the OECD average. The opposite was observed in Bulgaria, Hungary, Latvia, Poland, Saudi Arabia, the Slovak Republic
and Turkey, where students’ attitudes towards immigrants tended to be negative and below the OECD average. In all countries
and economies except Hong Kong (China), Macao (China) and Viet Nam, girls showed more positive attitudes towards immigrants
than boys. These gender differences were particularly large in Australia, Iceland, Ireland, Lithuania, New Zealand, North Macedonia
and Scotland (United Kingdom). Socio-economically advantaged students (those in the top quarter of the PISA index of economic,
social and cultural status) also reported more positive attitudes towards immigrants than their disadvantaged peers (those in the
bottom quarter) in all countries and economies except Hong Kong (China), Italy and Turkey. The largest differences in this index
related to students’ socio-economic status were observed in Australia, Brazil, Brunei Darussalam, Germany, Iceland, Ireland, Mexico,
the Philippines, Romania and Scotland (United Kingdom) (Table VI.B1.3.13).

Students with an immigrant background had more positive attitudes towards immigrants than native-born students. This was true in
21 of the 30 countries and economies with more than 5% immigrant students, with the exception of Estonia where the difference was
negative. This finding was particularly marked in Australia, Austria, Costa Rica, Germany, Greece, Ireland, Italy, Jordan, Malta, Panama,
Saudi Arabia, Scotland (United Kingdom), Slovenia, Spain and Switzerland.

On average across OECD countries, 85% of students agreed or strongly agreed that immigrant children should have the same
opportunities for education that other children in the country have; 80% agreed that immigrants should have all the same rights
that everyone else in the country has; 76% agreed that immigrants should have the opportunity to continue their own customs and
lifestyle; and 72% agreed that immigrants who live in a country for several years should have the opportunity to vote in elections.
These results show that students tended to be more positive when it comes to universal rights, such as the right to education, but less
positive when the question touched on issues related to identity or political rights, such as voting (Table VI.B1.3.13).

The index of attitudes towards immigrants varied to some extent within countries, with the widest dispersions observed in Argentina,
Baku (Azerbaijan), Chile, Iceland, Lithuania and Uruguay, and the narrowest in Belarus, Hong Kong (China), Indonesia, Macao (China),
the Republic of Moldova (hereafter “Moldova”), Thailand and Viet Nam. As with other indices, most of the variations were observed
within schools, as opposed to between schools. The ratio of between-school variation to total variation exceeded 5% in 16 countries
and exceeded 10% only in Lebanon (Table VI.B1.3.13).

In most countries, students in the middle two quarters of the index of attitudes towards immigrants were clustered close to each
other. By contrast, students in the top quarter had considerably more positive attitudes than those in the third quarter (Figure V1.3.11).
This shows some clear patterns of polarisation for this index.
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Figure VL.3.10 Students’ attitudes towards immigrants

Average, dispersion and variations, by students’ socio-demographic profile
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1. After accounting for students' and schools' socio-economic profile. The socio-economic profile is measured by the PISA index of economic, social and cultural

status (ESCS).

2. Differences between immigrant and non-immigrant students are only presented for countries and economies where more than 5% of students have an
immigrant background. The values for countries/economies with smaller proportions of immigrant students are reported as missing.
Note: The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.
Countries and economies are ranked in descending order of the index of students’ attitudes towards immigrants.
Source: OECD, PISA 2018 Database, Tables VI.B1.3.13 and VI.B1.3.15.
StatLink =P https://doi.org/10.1787/888934169709
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Figure VL.3.11 Polarisation of students’ attitudes towards immigrants

Average of the index of students’ attitudes towards immigrants, by quarter of the index
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Note: All differences between the top and bottom quarters are statistically significant.

Countries and economies are ranked in descending order of difference between the top and bottom quarters of the index of students’ attitudes towards immigrants.
Source: OECD, PISA 2018 Database, Table VI.B1.3.15.

StatLink Si=M™ https://doi.org/10.1787/888934169728

STUDENTS' ATTITUDES TOWARDS IMMIGRANTS AND DIVERSITY AT SCHOOL

A number of important questions remain. Does diversity in itself create better attitudes towards immigrants? Would exposure to
students from different backgrounds facilitate understanding of others and foster tolerance? What factors are correlated with positive
attitudes towards immigrants?

Existing evidence suggests that in 90% of 700 studies drawn from a wide range of national contexts, interethnic contact is positively
related to attitudes towards those with a different background (Pettigrew and Tropp, 2006,¢)). However, most evidence is based on
single-country analyses. PISA has the unique advantage of providing a comprehensive picture across a large number of countries and
economies. If such positive associations are found, then mixing students from different backgrounds by reducing segregation in the
education system could be the way forward.

Figure VI.3.12 shows the association between the proportion of immigrant students in school and students’ attitudes towards
immigrants, before and after accounting for students’ and schools’ socio-economic profile. In eight countries, the findings show a
positive but weak association between attending a school where more than 10% of students have an immigrant background and
students’ attitudes towards immigrants. The associations were significant in Australia, Austria, Canada, Germany, Ireland, Jordan,
Latvia and Saudi Arabia. In seven of those eight countries, more than 35% of students attended schools where more than 10% of
students have an immigrant background. By contrast, the associations were negative in Chile, the Dominican Republic, Estonia, Italy,
Lebanon and Moldova.
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Interestingly, countries where the associations were positive are either longstanding immigrant destinations or high-income
countries. This could indicate that a positive association between attitudes towards immigrants and the proportion of immigrant
students in school is conditional on successful integration policies and the availability of resources to fund quality education for all.

Figure VI.3.12 Students’ attitudes towards immigrants and the proportion of immigrants in school

Change in students’ attitudes towards immigrants associated with attending schools where more than 10% of students have an
immigrant background
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1. The socio-demographic profile is measured by the PISA index of economic, social and cultural status (ESCS).
Note: Statistically significant values are shown in darker tones.

Countries and economies are ranked in descending order of the change in the index of students’ attitudes towards immigrants associated with attending a school
where more than 10% of students have an immigrant background, after accounting for gender, immigrant background, and students’ and schools’ socio-economic
profile.

Source: OECD, PISA 2018 Database, Table VI.B1.3.22.
StatLink Si=™ https://doi.org/10.1787/888934169747

STUDENTS’ AND PARENTS' ATTITUDES TOWARDS IMMIGRANTS

Another factor that may influence students’ attitudes towards immigrants is their parents’ attitudes towards immigrants. Parents’
attitudes were assessed through the parent questionnaire, using responses to the same statements as those used in the student
questionnaire. A similar index was constructed. Figure VI1.3.13 shows the association between the two indices before and after
accounting for students’ and schools’ socio-economic profile. The findings show a positive association in all 14 countries/economies
that collected data from the parents' questionnaire. On average across all countries and economies, a one-unit increase in the index
of parents’ attitudes towards immigrants was associated with a rise of 0.17 of a point in the index of students’ attitudes towards
immigrants. Associations were the strongest in Brazil, Germany, Ireland, Italy and Malta.

While most indices related to living together in an interconnected world tended to be positively associated, some might be more
strongly correlated than others. Figure V1.3.14 presents the average correlation coefficient between pairs of the five indices discussed
above. On average across OECD countries, the strongest correlations were between the index of perspective taking and the indices of
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cognitive adaptability (correlation coefficient of 0.45). The weakest correlations were observed between attitudes towards immigrants,
on the one hand, and cognitive adaptability and perspective taking, on the other. Attitudes towards immigrants were found to be
correlated with respect for people from other cultures (0.38). While there were some variations across countries, most countries and
economies clustered around the average (Table VI.B1.3.18).

Figure VI.3.13 Students’ and parents’ attitudes towards immigrants

Change in students’ attitudes towards immigrants associated with a one-unit increase in the index of parents’ attitudes towards
immigrants.

I Before accounting for students' and schools' socio-economic profile’
@ After accounting for students' and schools' socio-economic profile

5 Index change

Index of parents’
attitudes towards
immigrants

Italy -0.43

Germany -0.33
Malta -0.74
Ireland 0.08

Brazil
Croatia -0.46
Overall average -0.19
Portugal 0.33
Chile  0.01
Hong Kong (China) -0.22
Jominican Republic -0.53
Macao (China) -0.11
Korea -0.13
Mexico 0.27

Panama

1. The socio-demographic profile is measured by the PISA index of economic, social and cultural status (ESCS).
Note: All associations are statistically significant.

Countries and economies are ranked in descending order of the change in the index of students’ attitudes towards immigrants associated with a one-unit increase in
the index of parents’ attitudes towards immigrants, after accounting for gender, immigrant background, and students’ and schools’ socio-economic profile.
Source: OECD, PISA 2018 Database, Table VI.B1.3.23.

StatLink Si=™ https://doi.org/10.1787/888934169766

Figure VL.3.14 Correlations between students’ intercultural attitudes and dispositions

Based on students’ reports, OECD average.

Correlation coefficient between 0.4 and 0.45
Correlation coefficient between 0.3 and 0.4
Correlation coefficient below 0.3
Perspective taking

EollVAN

Interest in learning
about other cultures

Respect for people
0.18 from other cultures

Cognitive [0.13] Attitudes towards
adaptability immigrants

Source: OECD, PISA 2018 Database, Table VI.B1.3.18.
StatLink Si=™ https://doi.org/10.1787/888934169785
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UNDERSTANDING THE PERSPECTIVES OF OTHERS: PERFORMANCE ON THE COGNITIVE TEST

Students who sat the global competence testin the 27 participating countries and economies answered 18 test items that focused
on understanding and appreciating others’ worldviews. Answers to those questions were scored as either full credit, partial credit
or no credit. For the purpose of this analysis, partial credit was coded as no credit. Figure V1.3.15 shows the average proportion
of correct answers on those test items. The largest proportions were observed in Canada, Croatia, Hong Kong (China), Korea,
Scotland (United Kingdom), Singapore, Spain and Chinese Taipei; the smallest were observed in Albania, Brunei Darussalam,
Indonesia, Kazakhstan, Morocco, Panama, the Philippines and Thailand. On average across the 27 countries and economies,
students answered 38% of the test items correctly.

Six released test items covered students' capacity to understand and appreciate the worldviews of others. The test items
originated from four test units: Refugee Olympians, ethical clothing, a single story and rising sea levels. Those test items ranged
in difficulty from proficiency Level 1 to proficiency Level 4.

Figure VI.3.15 Percentage of correct answers: Understanding the perspectives of others

%

60
O B N N N
A0 I
RS B B B B B GEE BN G e B S B B B B A B B B B B
PIRES B B BN B B B BN B B B B B B BN B O B B B B B B B B B e
(IS B B B B B B B B B B B B B B B B B B B B O B B B B
0
= kel £ o © [} =1 = = O ] = = = ‘B S ‘B = (] ‘B = c © ] 3]
S s s 2 < S 0w S 5 ] ] s O A 2 & 2 T 3z =« 8 £ S s & S c
Q c 5§ ® = C] o & 3 [ = c s > S = T E O © c T B = & o =4
] S > - (@] < = c 2 — o & 1) wn S T %] S < = < < S a
oD O 2 O = () < o o} S S 3 %) = < < = ] =
c = n o 5 23 o o 2 o = N = =
= < =4 o = = =
n 4 c ~ = o © — T =
° £ S [<] © [a <
Q = X > = =
£ U o ° [ (]
c c %) > c
=l S © 2
- - @
c
<
=
©
O
A

1, The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.

Notes: Understanding the perspectives of others was assessed using 18 items in the cognitive test.

Only the 27 countries and economies that conducted the cognitive test are shown.

Countries and economies are ranked in descending order of the percentage of correct answers in the cognitive test.

Source: OECD, PISA 2018 Database, Table VI.B1.3.17.

StatLink SiZ™ https://doi.org/10.1787/888934169804

Rising sea levels: Item 4

The test item with the highest proportion of students answering correctly came from the rising sea levels test unit. This unit
begins with a brief introduction that describes the effects of rising temperatures on sea levels, as described in Chapter 2.

The fourth item on this test unit asks students to provide one challenge that climate refugees would face when moving to
a new place. This item was one of the easiest items in the cognitive test's item pool. While the item is focused on a climate
refugee, all refugees face a similar set of challenges when leaving their home and moving somewhere else. While the majority
of PISA students were not refugees, the challenges of moving to a new place are ones that many students can imagine or have
experienced themselves. Thus, students could apply their prior knowledge to this context in order to recognise the challenges
that affect climate refugees. Four broad categories of challenges relevant for climate refugees are: communication; financial or
economic; difficulties adjusting to life in new places; and difficulties associated with leaving or losing the community or home
and/or finding a new place to live. If students provided a response that fell within one of those categories, they received full credit.
The item corresponded to proficiency Level 1.

On average, across the 27 countries and economies that took the cognitive test, 65% of the students answered this question
correctly (Table VI.B1.3.17). The countries/economies with the largest proportion (exceeding 80%) of students answering the
question correctly were Canada, Hong Kong (China), Korea, Scotland (United Kingdom), Singapore and Chinese Taipei, while
the lowest proportion (lower than 50%) were observed in Brunei Darussalam, Morocco, the Philippines, the Slovak Republic and
Thailand.
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Rising Sea Levels
Question 4/ &5

Type your answer to the question.

In cases such as the one in Travina, citizens may be forced to become “climate refugees”. Climate
refugees are people who are forced to leave their communities or countries because of
environmental disasters.

What is one challenge that climate refugees would be likely to face when moving to & new place?

Refugee Olympians

This unit focused on the experience of team of refugees who participated in the 2016 Olympic games in Rio de Janeiro. The unit
contained an introduction that explains the context of the Refugee Olympic Team. Background information was provided so
that all students would start with a similar level of knowledge of the topic. The rest of the unit focused on a fictional character’s
participation on the Refugee Olympic Team. The stimulus for this unit introduces Felix, an athlete who fled his homeland and
has been living as a refugee in another country. He was an athlete who trained in his home country before fleeing and has been
training in his new country of residence. In the stimulus, the student learns that Felix participated as a member of the Refugee
Olympic Team and won a medal. The stimulus then presents an interview with Felix about his feelings on accepting the medal for
the Refugee Olympic Team rather than his homeland or his current country of residence. Finally, the student learns that a debate
took place on social media about his decision. The content domain of this unit is institutions, conflicts and human rights, with a
focus on universal human rights and local traditions.

Item2

This item requires the student to consider the perspective of some residents of the country of Latoona who feel the medal should
have been awarded to their country, where Felix has refugee status and asks students to select the statements which would
best support this claim. The correct answer is C because this statement provides the best support for this claim: Latoona made
a commitment by supporting Felix's training, and therefore the medal should be awarded to Latoona. The other answers are
either not relevant to the specific scenario described in the stimulus or they fall short of recognising the perspective of the people
described in the item. The item corresponded to proficiency Level 3.

On average across the 27 participating countries and economies, 47% of the students answered this item correctly
(Table VI.B1.3.17). The proportion of correct answers exceeded 60% in Croatia, Singapore and the Slovak Republic and was below
30% in Panama and Thailand.
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Refugee Olympians

PSS REFUGEE OLYMPIANS
Refer to “Refugee Olympians™on the right. Click on a choice Felix is a frack and field athlete who was unable to compete in his home
to answer the question. country of Gondaland. After escaping from war and persecution in Gondaland,

he resettled as a refugee in the country of Latoona, where he has lived and
trained for the past three years. He competed and won a medal in his sport as
Some people in Felix's host country of Latoona claim that the a member of the Refugee Olympic Team.

medal should have been awarded to their country.
Returning to Latoona after the Olympics, Felix appeared on a national

Which of the following statements would best support their television program to discuss his experience competing in the Games. This is
claim? an excerpt from his interview:

O Latoona has never won a medal in track and field, so it

Interviewer: “If you could have chosen to represent Latoona or
should get Felix's medal even though he is not a citizen.

Gondaland, which would you have chosen?”

O Latoona granted Felix refugee status when he escaped
from Gondaland. thereby qualifying him to compete on
the Refugee Olympic team.

O Latoona supported Felix by providing the training

facilities, funding, and opportunity to compete in the
Olympics.

Felix: “l would have been torn about which country to represent. As a

child, | dreamt of representing Gondaland at the Olympics, but without
Latoona's support | might not have lived to see the 2016 Olympics let

alone compete in them.”

Interviewer: “So don't you think that this medal should be awarded to
the country you live in now as a way to say thank you for all you have
received?”

O Latoona's example could encourage other countries to
take in refugees because doing so would increase the
chances for those countries to get a medal.

Felix: I have chosen to accept this medal for the Refugee Olympic

Team. But | share it with those in Latoona and with everyone back in

Gondaland in recognition of all the support | have received from both

countries.”

o Do Do ho

After Felir's interview was televised, a debate arose on social media over
Felix's decision. Some people argued that the medal should have been
awarded to his host country, Latoona, while others argued that it should have
been awarded to his home country, Gondaland.

Item5

The item with the lowest proportion of students answering correctly was item 5 in the test unit Refugee Olympians. In the fifth
item of the unit, the student must consider Felix's perspective based on what is provided in the stimulus, go beyond what is
explicitly written in the text and provide a reason for why Felix thought it was appropriate to accept the medal for the Refugee
Olympic Team. Felix never directly states why he made the decision or why he thought it was the appropriate decision to make.
The coding guide for this item specified ways to receive both full credit and partial credit. The partial credit description represents
a more literal or fact-based way to answer the question which only references the fact that Felix is a refugee. Such responses like
this are technically correct but, unlike the full-credit responses, they don't fully demonstrate an attempt to take Felix's perspective
and construct an answer that reflects why he may have felt his decision was the most appropriate one. The item corresponded
to proficiency Level 4 and was coded as follows:

Full credit
Code 2: Refers to one of the following reasons why Felix may have wanted to accept the medal for the Refugee Olympic Team.

1. It helped resolve his conflict about which country to represent. (Note: This reason refers to an internal conflict within Felix,
not a conflict between Latoona and Gondaland).

2.1t reflects the financial, emotional and/or training support of the Refugee Olympic Team. (Note: This information is not
provided in the interview, but it is factually correct that the Refugee Olympic team provides support for its athletes. Students
may have outside knowledge of this fact and it is acceptable for them to apply this knowledge.)

3. 1t provides inspiration for other refugees.

= There was no good way for him to decide between Latoona and Gondaland.

He could call two countries home.

= He wanted to share it between both countries.

He didn't want to offend either country.

It was difficult for him to decide.
= It was Felix’s training with the Refugee Olympic Team that directly supported him to win the gold model.
= He probably felt supported by the people going through the same thing he was.

= Felix should have accepted the medal for the team because it will encourage the refugees.
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Partial credit
Code 1: Refers to Felix’s status as a refugee or that he competed as a member of the Refugee Olympian Team.

- Felix is a refugee so the Refugee Olympic Team best represents his situation.
= He was competing for the Refugee Olympic Team.

= He was a refugee.

On average across the 27 countries and economies taking the cognitive test, 33% of students answered this correctly (full credit
only). The largest proportions of correct answers (exceeding 40%) were observed in Canada, Colombia, Greece, Indonesia, Israel?,
Scotland (United Kingdom), Singapore, Spain and Chinese Taipei, while the smallest (below 20%) were observed in Albania,
Brunei Darussalam, Kazakhstan, Latvia and the Philippines (Table VI.B1.3.17).

Pisazo1s | NEEEN [@ B 00

Refugee Olympians

Question 5/ 5 REFUGEE OLYMPIANS

Refer to “Refugee Olympians”on the right. Type your ansiwer Felix is a track and field athlete who was unable to compete in his home

to the question. country of Gondaland. After escaping from war and persecution in Gondaland,
he resettled as a refugee in the country of Latoona, where he has lived and
trained for the past three years. He competed and won a medal in his sport as

What is one reason why Felix thought it was appropriate for a member of the Refugee Olympic Team.

him to accept the medal for the Refugee Olympic Team rather

than for Latoona or Gondaland? Returning to Latoona after the Olympics, Felix appeared on a national

television program to discuss his experience competing in the Games. This is
an excerpt from his interview:

Interviewer: “If you could have chosen to represent Latoona or
Gondaland. which would you have chosen?”

Felix: “l would have been torn about which country to represent. As a

child, | dreamt of representing Gondaland at the Olympics, but without
Latoona's support | might not have lived to see the 2016 Olympics let
alone compete in them.”

Interviewer: “So don't you think that this medal should be awarded to
the country you live in now as a way to say thank you for all you have
received?”

Felix: “I have chosen to accept this medal for the Refugee Olympic
Team. But | share it with those in Latoona and with everyone back in
Gondaland in recognition of all the support | have received from both
countries.”

Do Do Do he

After Felix's interview was televised, a debate arose on social media over
Felix's decision. Some people argued that the medal should have been
awarded to his host country, Latoona, while others argued that it should have
been awarded to his home country, Gondaland.
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1. The comparability of scaled indices across countries and economies is examined in Annex A5. The annex presents the findings of in-depth
measurement invariance analyses for every index used in PISA 2018, Volume VI.

2. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.
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Ability to engage in open, appropriate and
effective communication across cultures

This chapter examines students’ ability to
engage in open, appropriate and effective
communication across cultures. In particular,
it examines students’ awareness of
intercultural communication, their contact
with people from other cultures and their
mastery of languages other than their own.
All factors are explored considering variations
in students’ socio-economic status and
circumstances.
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What the data tell us

= The proportion of students who reported having contact with people from other countries at school ranged between
70% and 78% in Albania, Germany, Greece, Italy, New Zealand, Panama, Singapore, Switzerland, Chinese Taipei and
the United Arab Emirates, while it ranged between 20% and 30% in Argentina, Brazil, Mexico, Turkey and Viet Nam.

= Significant and positive associations between having contact with people from other countries and students’ attitudes
and dispositions were observed in most countries and economies. The indices that were highly associated with contact
with people from other countries are students’ cognitive adaptability, self-efficacy regarding global issues and interest in
learning about other cultures.

= The largest proportions of students who speak several languages were observed in Croatia, Estonia, Hong Kong (China), Latvia,
Macao (China), Malta and Singapore, where more than 90% of students reported that they speak two or more languages.
The smallest proportions were observed in Australia, Brazil, Chile, Colombia, Korea, Mexico, Scotland (United Kingdom) and
Viet Nam. Language-learning opportunities are widely available.

= On average across OECD countries, only 12% of students reported that they do not learn any foreign language at school,
while 38% reported that they learn one foreign language and 50% reported that they learn two or more.

= Speaking multiple languages and learning one or more foreign languages at school were positively associated with
students’ dispositions and attitudes in a large number of countries and economies.

A third dimension of knowledge, skills and attitudes required to thrive in an interconnected world is the ability to engage in
effective communication across cultures (Chen and Starosta, 1996;; Deardorff, 2009(;)). Students who are proficient in this
competence understand cultural norms, interactive styles and degrees of formality in intercultural contexts and can adapt
their behaviour and communication to suit every situation. They appreciate the importance of respectful dialogue, strive to
understand others and make an effort to include marginalised groups. Effective communication requires being able to express
oneself clearly, confidently and without anger, even when expressing a fundamental disagreement (Wiseman, Hammer and
Nishida, 19893 Collier, 20154)). Respectful communication involves understanding the expectations and perspectives of diverse
audiences and applying that understanding to meet the audience’s needs. In effective communication, all participants are able to
make themselves understood and to understand the others (Huber et al., 2014s)).

Speaking more than one language is a clear asset for effective intercultural communication (Bialystok, 2016). Effective
communication in intercultural contexts is also facilitated through active listening. This means listening not only to what is being
said, but also to how it is being said, through both voice and accompanying body language. Competent students are capable
speakers who can use their body language and voice effectively when they discuss and debate global issues. They can express
and justify a personal opinion and persuade others to pursue a particular course of action.

This chapter examines students’ awareness of intercultural communication, their contact with people from other cultures
and their mastery of languages other than their own. All of these factors are explored considering variations in students’
socio-economic status and circumstances and in association with other attitudes, such as interest in and respect for other
cultures, perspective taking, and knowledge and understanding of other cultures.

AWARENESS OF INTERCULTURAL COMMUNICATION

The student questionnaire in PISA focused on two aspects of intercultural communication: awareness of intercultural
communication’ and multilingualism. The construct of awareness of intercultural communication focuses on students’ ability
to communicate clearly in a range of situations, even if they are speaking a language that is not their mother tongue or with
people speaking a language different from their own (Svalberg, 20127, Corcoll, 2013 g;; P. M. Ribeiro, 2016(g)). Students should
be able to recognise the different forms of expression, the subtleties of cross-cultural communication and the ways of expressing
disagreement. They should be able to listen for understanding and manage breakdowns in communication. They should be able
to adjust and modify their behaviour in order to effectively communicate with others (OECD, 20184¢;; Council of Europe, 2018 1y).

PISA 2018 asked students to describe their awareness of intercultural communication. They were asked to respond to seven
statements related to the following hypothetical scenario: “Imagine you are talking in your native language to people whose
native language is different from yours.” The statements were: “I carefully observe their reactions”; "I frequently check that we are
understanding each other correctly”; “1 listen carefully to what they say”; “I choose my words carefully”; “I give concrete examples
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to explain my ideas”; "I explain things very carefully”; and “If there is a problem with communication I find ways around it”. Answers
were given on a four-point scale (“strongly disagree”, “disagree”, “agree”, “strongly agree”) and were combined into the index of
awareness of intercultural communication. A positive value in this index indicates that students have a greater awareness of

intercultural communication than the average student across OECD countries.

Students in Albania, Korea, Kosovo, Portugal, Singapore and Chinese Taipei reported the greatest awareness of intercultural
communication, while those in Baku (Azerbaijan), Bulgaria, Kazakhstan, Latvia, Morocco, the Russian Federation, the Slovak Republic,
Slovenia, Thailand and Ukraine reported the lowest values in this index (Figure VI.4.1). Across all countries and economies, girls
reported greater awareness of intercultural communication than boys. The largest gaps in favour of girls were observed in
Albania, Jordan, Lithuania, Saudi Arabia and Turkey, while the smallest were found in Colombia and Indonesia. Large differences
were also observed between advantaged and disadvantaged students. Advantaged students (those in the top quarter of the PISA
index of economic and cultural status) in all countries and economies reported greater awareness of intercultural communication
than disadvantaged students. The largest differences were found in Bulgaria, France, Israel?, New Zealand, the Philippines and
Romania.

Across the 35 countries and economies with more than 5% immigrant students, differences in awareness of intercultural
communication in favour of immigrant students were observed in 9 countries/economies: Australia, Canada, Ireland,
Macao (China), Saudi Arabia, Scotland (United Kingdom), Slovenia, Switzerland and the United Arab Emirates, after accounting
for students’ and schools' socio-economic profile. The reverse was observed only in Estonia, Italy, Lebanon and Montenegro
(Table VI.B1.4.3).

Figure VI.4.111/31 Students’ awareness of intercultural communication

Average, dispersion and variations, by students’ socio-demographic profile
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1. After accounting for students' and schools' socio-economic profile. The socio-economic profile is measured by the PISA index of economic, social and cultural
status (ESCS).

2. Differences between immigrant and non-immigrant students are only presented for countries and economies where more than 5% of students have an
immigrant background. The values for countries/economies with smaller proportions of immigrant students are reported as missing.

3. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details

Countries and economies Countries and economies are ranked in descending order of the index of students’ awareness of intercultural communication.

Source: OECD, PISA 2018 Database, Table VI.B1.4.1 and Table VI.B1.4.3.

StatLink Si=M https://doi.org/10.1787/888934169823
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Figure VL.4.11231 Students’ awareness of intercultural communication

Average, dispersion and variations, by students’ socio-demographic profile
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1. After accounting for students’ and schools' socio-economic profile. The socio-economic profile is measured by the PISA index of economic, social and cultural
status (ESCS).

2. Differences between immigrant and non-immigrant students are only presented for countries and economies where more than 5% of students have an
immigrant background. The values for countries/economies with smaller proportions of immigrant students are reported as missing.

3. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details

Countries and economies Countries and economies are ranked in descending order of the index of students’ awareness of intercultural communication.

Source: OECD, PISA 2018 Database, Table VI.B1.4.1 and Table VI.B1.4.3.

StatLink Sis™ https://doi.org/10.1787/888934169823
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Figure VL.4.113/31 Students’ awareness of intercultural communication

Average, dispersion and variations, by students’ socio-demographic profile
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1. After accounting for students' and schools' socio-economic profile. The socio-economic profile is measured by the PISA index of economic, social and cultural
status (ESCS).

2. Differences between immigrant and non-immigrant students are only presented for countries and economies where more than 5% of students have an
immigrant background. The values for countries/economies with smaller proportions of immigrant students are reported as missing.

3. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details

Countries and economies Countries and economies are ranked in descending order of the index of students’ awareness of intercultural communication.

Source: OECD, PISA 2018 Database, Table VI.B1.4.1 and Table VI.B1.4.3.

StatLink Sz https://doi.org/10.1787/888934169823

A large majority of students agreed or strongly agreed with each of the seven statements (Figure V1.4.2). Some 88% agreed or
strongly agreed that they listen to what others say; 85% agreed or strongly agreed that they can find a way around problems with
communications; 84% agreed or strongly agreed that they check to be sure that people understand each other correctly; 82%
agreed or strongly agreed that they observe others' reactions; 81% agreed or strongly agreed that they give concrete examples
to explain ideas; 80% agreed or strongly agreed that they choose their words carefully; and 78% agreed or strongly agreed that
they explain things very carefully (Table VI.B1.4.1). These results highlight that nine out of ten students report that listening for
understanding is a key element of communication. This is supported by several frameworks on intercultural communication
(OECD, 2018105, Council of Europe, 201841y).

Larger dispersions in the index of awareness of intercultural communication were observed in Austria, Baku (Azerbaijan),
Bulgaria, the Dominican Republic, Israel, Jordan, Lebanon, Saudi Arabia and the United Arab Emirates. Most of the variations
were observed within schools. Only 10% of the variation or less was observed between schools, except in Lebanon, where 18%
of the variation was observed between schools. Large dispersions indicate greater inequalities in the distribution of this attitude,
while large variations between schools are a sign of greater stratification on this measure. Polarisation was observed in many
countries, as students in the two middle quarters of the distribution show similar average levels of awareness of intercultural
communication. By contrast, students in the bottom quarter of the index reported markedly less awareness about intercultural
communication than those in the second quarter, while students in the top quarter reported significantly greater awareness than
those in the third quarter (Table VI.B1.4.1 and Table VI.B1.4.3).

Awareness of intercultural communication is likely to be associated with other attitudes required for living together. For instance,
students who are interested in learning about other cultures or have greater respect for people from other cultures are likely
to develop stronger cultural sensitivity, which is reflected in their behaviour. Figure V1.4.3 presents the correlation coefficients
between the index of awareness of intercultural communication and the seven indices explored in Chapters 2 and 3.

On average across OECD countries, the correlations were positive but modest. The strongest correlations were between
awareness of intercultural communication and respect for people from other cultures (correlation coefficient of 0.3) and
students’ awareness of global issues (correlation coefficient of 0.29). The weakest correlation was with students’ index of cognitive
adaptability (correlation coefficient of 0.25). This finding shows that students who have positive attitudes, such as respect towards
people from other cultures, who are able to understand the perspectives of others and who exhibit higher levels of awareness
and self-efficacy regarding global issues tend to have greater awareness of the nuances of intercultural communication.
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The strength of the correlation between the index of awareness of intercultural communication and the index of respect for
people from other cultures varied between 0.38 and 0.4 in Brunei Darussalam, Korea, Kosovo and Romania and between 0.14 and
0.2 in Baku (Azerbaijan), Bulgaria and the Dominican Republic. The associations with awareness of global issues ranged between
0.2 in Scotland (United Kingdom) and 0.47 in Jordan. When considering the correlation between the index of awareness of
intercultural communication and students'’ attitudes towards immigrants, none of the correlations exceeded the threshold of 0.5 of
a unitin any country/economy.

Figure VI.4.2 Components of students’ awareness of intercultural communication

OECD and overall averages

mmm OECD average

mmm Overall average Students who agreed or strongly agreed that they do the following
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to what they say problem with that we are observe their examples to words carefully very carefully
communication, understanding reactions explain
I find ways each other my ideas
around it correctly

Source: OECD, PISA 2018 Database, Table VI.B1.4.1.
StatLink Si=™ https://doi.org/10.1787/888934169842

Figure VI.4.3 Correlations between awareness of intercultural communication and other indices
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Source: OECD, PISA 2018 Database, Table VI.B1.4.4.
StatLink SiZ™ https://doi.org/10.1787/888934169861
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CONTACT WITH PEOPLE FROM OTHER COUNTRIES

Contact with people from different cultures, in itself, has the potential to stir curiosity, open minds and create understanding
(Brown and Zagefka, 201112 Aronson and Brown, 2013y,3)). By contrast, ignorance is a source of fear, closed-mindedness and
indifference (Rosenthal and Levy, 201014, Bernardo, Rosenthal and Levy, 2013|45)). The concept of connectedness is linked to
cognitive change, in the sense that, if certain conditions are met, contact among different groups of people will enhance mutual
understanding, reduce prejudice and improve relations (Allport, 1954¢;; de Oliveira Andreotti, Biesta and Ahenakew, 2014;7).

Connectedness challenges arguments that contact between people of different cultural backgrounds would inevitably lead to
prejudice and conflict. Such arguments were prevalent in the rhetoric about a clash of civilisations, but they have been criticised
as demonstrating a lack of understanding about diversity within cultures and interdependence between cultures. Opposing
paradigms have emerged focusing on dialogue between civilisations and different faiths. Those paradigms acknowledge that all
major world traditions have evolved through contact and in dialogue with each other.

This section focuses on students’ contact with people from other countries and how it is related to their attitudes and dispositions,
such as interest in and respect for other cultures, attitudes towards immigrants, ability to understand different perspectives, and
intercultural communication. Students were asked a yes-or-no question about whether they have contact with people from
other countries at school, in their family, in their neighbourhood and in their circle of friends. Figure V1.4.4 shows the proportion
of students who reported that they have contact with people from other countries. On average across all OECD countries,
53% of students reported having contact with people from other countries in their school, 54% in their family, 38% in their
neighbourhood and 63% in their circle of friends. Those four categories overlap, as schoolmates and family members may also
be friends or neighbours.

Figure VI.4.4 Students who reported having contact with people from other countries

OECD average

In their circle of friends In their family At school In their neighbourhood

Source: OECD, PISA 2018 Database, Table VI.B1.4.5.
StatLink Sis™ https://doi.org/10.1787/888934169880

There were substantial variations in those proportions between countries. The proportion of students who reported having contact
with people from other countries at school ranged between 70% and 78% in Albania, Germany, Greece, Italy, New Zealand, Panama,
Singapore, Switzerland, Chinese Taipei and the United Arab Emirates, while it ranged between 20% and 30% in Argentina, Brazil,
Mexico, Turkey and Viet Nam. These results may reflect several factors, such as the proportion of first-generation immigrants
in a country/economy, student mobility and the degree of interconnectedness between that country and the rest of the world
(Figure V1.4.5).

Boys were more likely than girls to report having contact with people from other countries at school in 24 countries and economies,
while the reverse was true in 11 (Table VI.B1.4.6). Advantaged students were more likely than disadvantaged students to report
having contact with people from other countries at school in 44 countries and economies, with the largest differences observed
in Macao (China), Scotland (the United Kingdom), Singapore, Thailand and the United Arab Emirates. The reverse was true in
Greece, Malaysia, Romania and the Philippines. Immigrant students were more likely to report having contact with people from
other countries at school in 29 countries and economies of the 35 with more than 5% immigrant students. This could reflect the
fact that due to stratification, immigrants are more likely to attend schools with other immigrants than their native-born peers.

Students also had contact with people from other countries in their families. This was most common (80% to 92% of students so
reported) in Albania, the Dominican Republic, Kosovo, Lebanon, the Republic of Moldova, Montenegro, Morocco, New Zealand,
the Philippines and Serbia. Conversely, much smaller proportions of students (between 10% and 30%) reported contact with
people from other countries in their families. This was the case in Hong Kong (China), Italy, Korea and Thailand.
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Figure V1.4.5 Students who reported having contact with people from other countries at school
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1. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details

Countries and economies are ranked in descending order of the percentage of students who reported having contact with people from other countries at school.
Source: OECD, PISA 2018 Database, Table VI.B1.4.5.
StatLink SisM™ https://doi.org/10.1787/888934169899

Some 60% to 78% of students in Albania, Bosnia and Herzegovina, the Dominican Republic and Kosovo reported having contact
with people from other countries in their neighbourhood, while only 22% to 25% of students in Brazil, Macao (China), Poland,
Portugal and Viet Nam so reported. On average, larger proportions of students reported having contact with people from
other countries in their circle of friends. The proportions ranged between 81% and 86% in Albania, the Dominican Republic,
Kosovo, Montenegro, Switzerland and the United Arab Emirates. By contrast, less than 20% of students in Thailand so reported
(Table VI.B1.4.5).

Contact with people from different countries or cultures boosts knowledge about those countries and can help create an
understanding of their customs and traditions. Ultimately, students might acquire certain abilities and attitudes, such as curiosity,
respect for others, the ability to understand different perspectives, adaptability in unfamiliar situations and awareness of different
communication styles. In this section, variations in students’ attitudes are examined by the degree of contact with people from
other countries at school. The discussion in this section mainly focuses on the school context because of its policy relevance
and because it could be influenced by school and teaching practices. However, results for the other three settings (family,
neighbourhood and circle of friends) are provided in Annex B1.

In general, having contact with people from other countries at school (and in the family, neighbourhood and circle of friends)
is positively associated with students’ skills in and attitudes towards living with others. However, the associations tended to
be only weak to moderate after accounting for students’ and schools' socio-economic background. This could indicate that
socio-economic background acts as a mediator of those relationships.

In 42 countries and economies, students who reported that they have contact with people from other countries at school exhibited
greater awareness about global issues. The strongest associations, after accounting for students' and schools' socio-economic
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profile, were observed in Iceland, New Zealand and Switzerland. Associations were negative only in Brazil, Jordan, Malaysia and
the Philippines. In all other countries, the associations were non-significant (Figure VI1.4.6).

Figure VI.4.6 Contact with people from other countries, and attitudes towards global issues

Differences in indices between students who reported that they have contact with people from other countries and those who
reported that they do not have such contact
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2. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.

Note: Statistically significant values are shown in a darker tone.

Countries and economies are ranked in ascending order of the difference in the index of awareness of global issues
Source: OECD, PISA 2018 Database, Table VI.B1.4.8.
StatLink SiZM™ https://doi.org/10.1787/888934169918
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Students who reported that they have contact with people from other countries at school showed greater confidence when
dealing with global and intercultural issues. The associations were positive and significant in 49 countries and economies and
non-significant in all others. They ranged between 0.05 and 0.26 of a pointincrease in the index of students’ self-efficacy regarding
global issues. Associations were the strongest in Australia, Canada, Scotland (United Kingdom) and Switzerland.

Associations between contact with people from other countries at school and the index of cognitive adaptability were positive
and significant in all countries and economies except Lithuania and Morocco, after accounting for students’ and schools’
socio-demographic profile. On average across OECD countries, having contact with people from other countries was associated
with a rise of 0.15 of a unit in the index of cognitive adaptability. Associations were strongest in Australia, Iceland, Korea, Malta,
New Zealand, Singapore and Chinese Taipei.

Having contact with people from other countries at school is positively associated with students’ interest in learning about
other cultures. Associations with the index of interest in learning about other cultures were positive in all but nine countries and
economies and were strongest in Australia, Canada, Germany, Iceland, New Zealand and Scotland (United Kingdom). On average
across OECD countries, having contact with people from other countries was associated with a rise of 0.17 of a point in the index
of interest in learning about other cultures (Figure V1.4.7).

Similar findings were observed for the index of respect for people from other cultures. Associations were positive in 35 countries
and economies and negative in 6 (Brazil, Indonesia, Lithuania, Morocco, the Philippines and Ukraine). Associations exceeded
0.3 points increase in the index only in Switzerland.

Associations with attitudes towards immigrants were positive, but mostly weak, in 19 countries and economies, while they were
negative in 7 countries/economies. On average across OECD countries, having contact with people from other countries at
school was associated with a rise of only 0.07 of a point in the index of attitudes towards immigrants.

Box VI.4.1. Study-abroad programmes

Study-abroad programmes have emerged as an alternative to intercultural contact in the classroom. These programmes
allow students to interact directly with people from other countries and have the advantage of offering an immersive
experience of another culture. Several studies (Berg, 2009,5)) have shown that studying abroad does not automatically
result in improved attitudes and dispositions; in some cases it could be a stressful experience for the student. However,
when students are appropriately prepared, the experience can lead to gains in intercultural competence (Barrett, 2018;)).

This finding emerges from research done on exchange programmes organised by AFS (formerly known as American Field
Service). In AFS programmes, high-school students spend ten months studying and living with host families in a foreign
country. This experience is highly structured and aims to prepare participants to engage with other cultures. Students get
to learn first-hand about the impact of culture on values and on the decisions people make. They gain the ability to see
themselves through the eyes of others, challenge assumptions and broaden their views on cultural stereotypes and global
issues. They begin to understand the perspectives of others and how to change their own perspectives effectively.

AFS relies on a number of principles in designing student exchange programmes. The approach involves a goal-based
curriculum focused on the needs of students as future leaders. It combines immersive experiences and complements
structured classroom learning with experiential and lifelong learning. Its objectives include building values and skills and
developing intercultural knowledge, sensitivity and global awareness.

Evaluation studies (AFS, 2012,0;; Hammer, 2004,4;; Hansel, 2008,,;; Hansel, 2008,3;) show that high school students who
have participated in the AFS programme have higher levels of intercultural competence, experience less anxiety when
interacting with people from other cultures and have more friendships with people from other cultures. They also have
greater knowledge of the host country and greater fluency in the language of the host country. More important, students
maintain these advantages into their adulthood.

In 32 countries and economies, contact with people from other countries at school was positively associated with students’ ability
to understand different perspectives (Figure VI.4.8). Associations were negative only in Brazil and the Philippines. The strength of
the association varied greatly, but was mostly weak, except in Chinese Taipei where it was moderate.

Associations with the index of awareness of intercultural communication were positive in 24 countries and economies and
negative in 8, but the associations were mostly weak. On average across OECD countries, having contact with people from other
countries at school was associated with a rise of 0.08 of a unit in the index of awareness of intercultural communication.
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Figure V1.4.7 Contact with people from other cultures and differences in attitudes towards other cultures

Differences in indices between students who reported that they have contact with people from other cultures and those who
reported that they do not have such contact
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2. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.

Note: Statistically significant values are shown in a darker tone.

Countries and economies are ranked in ascending order of the differences in the index of interest in learning about other cultures.
Source: OECD, PISA 2018 Database, Table VI.B1.4.8.

StatLink Sz https://doi.org/10.1787/888934169937
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Figure VI.4.8 Contact with people from other cultures and understanding others

Difference in indices between students who reported that they have contact with people from other cultures and those who
reported that they do not have such contact
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Technical Report (OECD, forthcoming) for details.
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StatLink Siz™ https://doi.org/10.1787/888934169956
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In summary, the positive association between contact with people from other countries in the different settings specified in
the questionnaire and students’ intercultural and global knowledge, skills and attitudes indicates that contact could foster
understanding and mitigate prejudice, even though such associations vary in magnitude between countries. These findings add
to the mounting evidence challenging the hypothesis that misunderstanding and conflict could result when people of different
backgrounds interact. If anything, the findings tell us that creating opportunities for contact at school and beyond, virtual or in
person, could be an effective way of fostering positive intercultural dispositions. However, the negative associations in some
countries and economies warrant further analysis about the possible reasons.

LANGUAGES SPOKEN AND LEARNED BY STUDENTS

Speaking one language is a basic tool for communicating, but speaking two or more could be a valuable asset in an increasingly
diverse and interconnected world (Vertovec, 2007,4). The ability to speak several languages is a key skill that improves people’s
employment prospects and broadens their horizons (Gross and Dewaele, 2017,5)). Learning multiple languages has the potential
of developing a range of skills that extend beyond the realm of language proficiency (Byers-Heinlein and Garcia, 2014 )).
Multilingualism can promote social cohesion and intercultural dialogue. It equips immigrants with the opportunity to learn
the language of the host country while cultivating their own native languages (Romaine, 2013,7)). For native-born students,
multilingualism opens a window onto the world and grants them access to all sorts of materials, ranging from literature to
cinema. Languages allow young people to access international media and open the channels of intercultural dialogue. Supporting
multilingualism through policy has become a major objective for many education systems around the world (Krzyzanowski and
Wodak, 2071 12g)).

The prevalence of multilingualism was assessed in PISA 2018 using a number of questions about the languages students and
their parents speak well enough to converse (including the language they speak at home) and the language students learn at
school. The following section explores the proportion of students who speak and learn multiple languages and the association
between the mastery of multiple languages and certain student attitudes.

The largest proportions of students who speak several languages were observed in Croatia, Estonia, Hong Kong (China), Latvia,
Macao (China), Malta and Singapore, where more than 90% of students reported that they speak two or more languages. Those
countries and economies are mostly small but well-connected to the rest of the world, and some are economic hubs in their
region. This group of countries was followed by Austria, Brunei Darussalam, Germany, Lithuania, the Slovak Republic, Slovenia
and Switzerland, where 85% to 90% of students reported speaking two or more languages. Some of those countries have
large populations of immigrant students with diverse linguistic and cultural backgrounds. By contrast, in Australia, Brazil, Chile,
Colombia, Korea, Mexico, Scotland (United Kingdom) and Viet Nam, less than 40% of students reported that they speak two or
more languages. Students in English-speaking countries may not have much incentive to learn a second language, given that
English has become the lingua franca of the world; but in other countries, if multilingualism is rare, it may be because of a lack
of learning opportunities at school. On average across OECD countries, 68% of students reported that they are multilingual
(Figure V1.4.9).

The findings also show that girls were more likely to speak several languages than boys in 30 countries and economies, while the
reverse was only true in eight. In Albania, Brunei Darussalam and Ireland, as much as 10% more girls than boys reported that they
speak two or more languages. By contrast, in Chile, Colombia, Israel and Korea, more than 5% more boys than girls reported that
they speak two or more languages (Table VI.B1.4.11). Large differences were observed between socio-economically advantaged
and disadvantaged students, with more advantaged students reporting that they speak two or more languages. The largest
differences were observed in Argentina, Brazil, Chile, Colombia, Costa Rica, Jordan, Romania and Uruguay, while the smallest were
in Hong Kong (China), Israel, Latvia and Macao (China). Immigrant students were more likely to speak two or more languages than
their native-born peers. This was the case in 21 countries and economies with more than 5% immigrant students, with the largest
differences observed in Australia, New Zealand and Scotland (United Kingdom), where more than 40% more immigrants than
native-born students spoke two or more languages. The reverse was true only in Costa Rica, Malta and Spain. This finding reflects
the fact that immigrants are likely to speak the language of their country of immigration in addition to their heritage language.

When comparing the multilingual skills of students with those of their mothers and fathers, two patterns emerged. Students who
reported that they speak two or more languages tended to have multilingual parents. However, in most countries, the proportion
of multilingual parents was smaller than that of multilingual students. This shows some intergenerational transmission of
multilingual skills from parents to children, but also a clear trend of rising multilingualism over time that goes beyond simple
intergenerational transmission. This could be explained by the growing need for multilingual skills in the 21st century, the spread
of the Internet and mass media, and the expansion of language learning and global student mobility (Table VI.B1.4.11).
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Figure VI.4.9 Students who speak two or more languages
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1. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.

Countries and economies are ranked in descending order of the percentage of students who speak two or more languages.
Source: OECD, PISA 2018 Database, Table VI.B1.4.11.
StatLink Siz™ https://doi.org/10.1787/888934169975

Language-learning opportunities seem to be widely available across countries and economies that participated in PISA 2018.
On average across OECD countries, only 12% of students reported that they do not learn any foreign language at school, while
38% reported that they learn one foreign language and 50% reported that they learn two or more. The largest proportion
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of students (more than 20%) who reported that they do not learn any foreign language were observed in Australia, Brunei
Darussalam, Canada, Hong Kong (China), Malaysia, New Zealand, the Philippines, Saudi Arabia and Scotland (United Kingdom).
In three English-speaking countries (Australia, New Zealand and Scotland [United Kingdom]), 60% of students so reported. By
contrast, in 42 countries and economies, more than 90% of students reported that they learn at least one foreign language
at school. The proportion exceeds 99% in Belarus, Bosnia and Herzegovina, Bulgaria, Croatia, Estonia, Hungary, Italy, Latvia,
Lithuania, Montenegro, Poland, Romania, Serbia, the Slovak Republic, Slovenia and Ukraine (Figure V1.4.10). It is worth noting that,
in Hong Kong (China), English is an official language and not considered as a foreign one. Therefore, all students in Hong Kong
(China) learn English and Chinese. This explains the relatively high proportion of students (21%) reporting that they do not learn
any foreign languages while in reality most of them are bilingual. This could also be the case in Canada where both French and
English are official languages taught to students.

Figure VI.4.10 Students who learn multiple foreign languages at school
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1. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.

Countries and economies are ranked in ascending order of the percentage of students who do not learn a foreign language at school.

Source: OECD, PISA 2018 Database, Table VI.B1.4.11.

StatLink Sz https://doi.org/10.1787/888934169994

How is multilingualism related to students’ attitudes?

An analysis explored the association between speaking two or more languages and eight student indices: awareness of global
issues, self-efficacy regarding global issues, interest in learning about other cultures, respect for people from other cultures,
perspective taking, attitudes towards immigrants, cognitive adaptability and awareness of intercultural communication
(Table VI.B1.4.12). Associations were positive and statistically significant in almost all countries. Given that speaking
multiple languages is positively associated with socio-economic advantage, associations were slightly attenuated once the
socio-economic profile of students and schools was accounted for. This shows that the associations between multilingualism and
positive attitudes were not uniquely driven by socio-economic status, as the strength of the associations was mostly preserved
after accounting for socio-economic status.
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In 28 countries/economies, speaking two or more languages was strongly associated with awareness of global issues, exceeding
a 0.3 of a point increase in the index (Figure V1.4.11). The strongest associations were observed in Baku (Azerbaijan), Bosnia
and Herzegovina, Brunei Darussalam, Israel, Jordan, Malta, Montenegro, the Philippines and the United Arab Emirates, after
accounting for students’ and schools' socio-economic profile. On average across OECD countries, speaking two or more languages
was associated with a rise of 0.28 of a unit in the index of awareness of global issues.

Figure VI.4.11 Speaking two or more languages and attitudes towards global issues

Differences in indices between students who speak two or more languages and those who do not
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Multilingualism is also associated with self-efficacy regarding global issues. In 21 countries and economies, including
Baku (Azerbaijan), Hong Kong (China), Israel and Montenegro, associations exceeded a 0.3 of a point increase in this index while,
on average across OECD countries, speaking two or more languages was associated with a rise of 0.26 of a unit in the index of
self-efficacy regarding global issues.

Associations with cognitive adaptability were moderate in most countries and exceeded a 0.3 of a point increase in the index
only in Hong Kong (China) and Chinese Taipei; they were non-significant in only six countries. On average across OECD countries,
speaking two or more languages was associated with a rise of 0.18 of a unit in the index of cognitive adaptability.

In Australia, Austria, Canada, New Zealand and Switzerland, the index of students’ interest in learning about other cultures was
strongly associated with speaking two or more languages (Figure V1.4.12). In most countries, the associations were modest; they
were non-significant in only six countries. On average across OECD countries, speaking two or more languages was associated
with a rise of 0.24 of a unit in the index of interest in learning about other cultures.

Similarly, students who reported that they speak two or more languages exhibited greater respect for people from other cultures.
The associations were strong and exceeded 0.3 points increase in the index of respect for people from other cultures in Austria,
Estonia, Germany, Hong Kong (China), Latvia, Malta and Switzerland. Associations were positive and significant in all but five
countries and economies (the Dominican Republic, Korea, Panama and Singapore).

Attitudes towards immigrants were more positive among students who speak two or more languages. On average across OECD
countries, speaking two or more languages was associated with an increase of 0.19 of a unit in the index of positive attitudes
towards immigrants. The associations were strongest in Austria, Brunei Darussalam, Germany, Slovenia and Switzerland; they
were non-significant in only three countries (the Dominican Republic, Hungary and Viet Nam).

In all countries and economies except the Dominican Republic and Panama, students who speak two or more languages exhibited
greater awareness of intercultural communication. This association was the strongest in Estonia, Israel, Jordan and Malta. On
average across OECD countries, speaking two or more languages was associated with a rise of 0.23 of a unit in the index of
awareness of intercultural communication (Figure V1.4.13).

Multilingualism was also positively associated with students' ability to understand perspectives other than their own. However,
the associations were moderate to weak. On average across OECD countries, speaking two or more languages was associated
with a rise of 0.11 of a unit in the index of students’ ability to understand different perspectives. The strongest associations were
observed in Greece, Malta, New Zealand and Chinese Taipei.

Associations between speaking multiple languages and demonstrating the skills and attitudes needed to interact with people
from different cultures could be reciprocal. In other words, students who have positive attitudes towards learning about and
interacting with other cultures may also be motivated to study languages other than their own. Hence, such positive attitudes
and proficiency in foreign languages could feed into each other through a virtuous cycle.

In summary, the findings show that language teaching and learning have become common around the world and are a priority
in many education systems. Moreover, the positive association between speaking multiple languages and the eight student
attitudes and dispositions towards intercultural communication and relations is a clear indication that expanding multilingual
education could help students thrive in an interconnected world.

Is learning multiple languages at school positively related to students’ attitudes?

The positive associations between speaking multiple languages and students’ attitudes and dispositions are mirrored by positive
associations between learning multiple languages at school and the same attitudes and dispositions (Table VI.B1.4.13). Those
associations are strong and positive across a majority of countries and economies and on average across OECD countries. They
are attenuated when students’ and schools' socio-demographic profiles are accounted for.

On average across OECD countries, learning one or more foreign languages (as opposed to learning none) is associated with a
rise of 0.21 of a unit in the index of respect for people from other cultures and a rise of 0.19 of a unit in the indices of students’
awareness of intercultural communication and students’ self-efficacy regarding global issues. It is also positively associated with
the indices of students’ awareness of global issues and students’ attitudes towards immigrants (a rise of 0.18 of a unit in both
indices), students’ interest in learning about other cultures (a rise of 0.14 of a unit), students’ perspective taking (a rise of 0.11 of
a unit) and students’ cognitive adaptability (a rise of 0.08 of a unit).
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Figure VL.4.12 Speaking two or more languages and attitudes towards other cultures
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1. The socio-demographic profile is measured by the PISA index of economic, social and cultural status (ESCS).

2, The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.

Note: Statistically significant values are shown in a darker tone.

Countries and economies are ranked in ascending order of the differences in the index of interest in learning about other cultures, after accounting for gender, and
students’ and schools’ socio-economic profile.

Source: OECD, PISA 2018 Database, Table VI.B1.4.12.
StatLink S https://doi.org/10.1787/888934170032
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Figure VL.4.13 Speaking two or more languages and understanding others
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2. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.

Note: Statistically significant values are shown in a darker tone.

Countries and economies are ranked in ascending order of the differences in the index of awareness of intercultural communication, after accounting for gender,
and students’ and schools’ socio-economic profile.

Source: OECD, PISA 2018 Database, Table VI.B1.4.12.
StatLink Si=™ https://doi.org/10.1787/888934170051
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The associations are positive for the following indices: 1) students’ awareness of intercultural communication (in 37 of the
57 countries/economies with non-missing results); 2) students’ self-efficacy regarding global issues (32 countries/economies);
3) students’ awareness of global issues (41 countries/economies); 4) perspective taking (19 countries/economies); 5) students’
interest in learning about other cultures (28 countries/economies); 6) students’ respect for people from other cultures
(34 countries/economies); 7) students’ attitudes towards immigrants (32 countries/economies); and 8) students' cognitive
adaptability (23 countries/economies).

One important question remains: Do monolingual students (those who speak just one language) have more positive attitudes
and dispositions when they learn one or more foreign languages at school?

On average across OECD countries, 83% of students who speak only one language with others learn at least one foreign language
at school. The proportions are relatively large and exceed 95% in 24 countries and economies. This shows that foreign-language
learning opportunities are widespread, even among monolingual students. The largest proportions are observed in
Bosnia and Herzegovina, Bulgaria, Estonia, Italy, Latvia, Lithuania, Poland, Romania, Serbia and Viet Nam (Table VI.B1.4.14).

In general, learning one or more foreign languages at school while being monolingual is positively associated with students’
knowledge, skills, attitudes and dispositions (compared to monolingual students who do not learn foreign languages at school).
However, these associations are moderate to weak, on average across OECD countries, and are attenuated once students' and
schools’ socio-demographic profiles are accounted for.

The associations are positive for the following indices:
1) students' awareness of intercultural communication (in 17 of the 44 countries/economies with valid results);
2) students’ self-efficacy regarding global issues (17 countries/economies);
3) students’ awareness of global issues (20 countries/economies);

4) perspective taking (5 countries/economies);

6) students' respect for people from other cultures (19 countries and economies);

)
)
)
5) students’ interest in learning about other cultures (9 countries/economies);
)
7) students’ attitudes towards immigrants (16 countries/economies); and

)

8) students’ cognitive adaptability (5 countries/economies).
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1. The comparability of scaled indices across countries and economies is examined in Annex A5. The annex presents the findings of in-depth
measurement invariance analyses for every index used in PISA 2018, Volume VI.

2. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.
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Taking action for collective well-being
and sustainable development

This chapter examines students’ ability to
take action for collective well-being and
sustainable development. This fourth
dimension of global competence builds on
the three other dimensions and highlights
the action-oriented and practical nature
of these skills. The chapter explores
students’ sense of agency regarding
global issues and their capacity to take
action and highlights differences related
to their socio-economic background.

It also explores students' performance

on the cognitive test items covering this
dimension.
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What the data tell us

= Students in Albania, Baku (Azerbaijan), Costa Rica, Jordan, Korea, Kosovo, Malta, Portugal, Singapore, Spain, Chinese Taipei
and Turkey reported the highest levels of agency regarding global issues. The lowest levels were observed in Austria,
Germany, Hungary, Latvia, the Russian Federation and the Slovak Republic.

= Students were most likely to report that they take action concerning energy consumption: some 71% of students across
OECD countries reported that they do so. The second most common activity was following world events via Facebook and
Twitter (64% of students reported that they do so).

= Students who exhibited more positive intercultural attitudes were more likely to report that they take action than those
who exhibited less positive attitudes. This positive association held in almost all countries/economies and for all indices.
Large differences in the number of actions taken were observed between students in the top and bottom quarters of the
indices of students’ interest in learning about other cultures and of agency regarding global issues.

= The largest proportions of correct answers in the part of the assessment covering taking action for sustainability
and collective well-being were observed in Canada, Hong Kong (China), Korea, Scotland (United Kingdom), Spain and
Chinese Taipei. In all of those countries and economies, students answered more than 40% of the items correctly.

The fourth dimension of global competence explores students' ability and willingness to take action for collective well-being
and sustainable development (Boix Mansilla, V & Jackson, A., 20113 UNESCO, 2014 ). This dimension focuses on young
people’s role as active and responsible members of society and refers to their readiness to respond to a given local, global or
intercultural issue or situation. Students proficient in this dimension are willing and able to take informed, reflective action. This
might involve standing up for a schoolmate whose human dignity is being threatened, initiating a media campaign at school
about environmental issues, disseminating a personal viewpoint on the refugee crisis via social media or taking considered
actions to avoid spreading a life-threatening virus. Students who are willing to take action are engaged in improving living
conditions in their own communities and in building a more just, peaceful, inclusive and environmentally sustainable world
(OECD, 20183;; Council of Europe, 20184).

In recent years, the concept of global citizenship has emerged as a response to the growing need for people who are actively
engaged in the development of sustainable societies. Since many of the challenges that the world is facing are global, responses
to them should be too. However, individuals cannot be citizens of the world in the same way that they are citizens of a country
(Davies, 2006y;3)). This apparent paradox raises a question about the nature of global citizenship: How does it work?

Citizenship implies playing an active role that goes beyond having positive attitudes or emotions. It has implications for rights,
responsibilities, duties and entitlements. Three components have emerged as key aspects of global citizenship: 1) social justice;
2) rights; and 3) culture and global links. Social justice means understanding the global implications of social and economic
policy and being able to influence decision-making processes at the global level, as well as in other people’s lives (Wringe,
199914). Rights, on the other hand, focus on the ethical side of citizenship, in the sense that global citizenship transcends
national boundaries. Global citizens regard planet Earth as our common home. As such, the identity that unites human beings
is not cultural, social, national or political, but rather ethical (Griffiths, 1998, 5,). This notion emphasises human rights and social
responsibility (Lynch, 1992¢)). Culture and global links highlight the complex notion of “us” and “them” in a world marked by
migration and hybrid identities (Yamashita, 2006,7;). Culture is not only about the origins of people, but also about the links
between them and the outside world, whether social, cultural or economic. Global citizens are expected to understand the
implication of actions for themselves and for others, and they should ultimately translate this understanding into actions for
collective well-being and sustainable development.

Taking action is the ultimate goal of the three dimensions explored in previous chapters. Students who are able to examine
local and global issues, who understand the perspectives of others and who are able to communicate effectively across
different cultures should be capable of taking action for collective well-being and sustainable development. In PISA 2018, the
capacity to take action was assessed using 2 questions in the student questionnaire and 14 test items in the cognitive test.
One of the challenges in measuring this skill is that real actions are not directly observed. In this case, one has to explore the
factors that enable effective action taking, such as understanding actions and their consequences, a sense of agency regarding
global issues and self-reported information on activities in which students are involved.
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A SENSE OF AGENCY REGARDING GLOBAL ISSUES

Agency regarding global issues’ is defined as a worldview in which one sees oneself as connected to the world community and
feels a sense of responsibility for its members. An engaged person, one with a sense of agency, has concerns for people in other
parts of the world, as well as feelings of moral responsibility to try to improve others’ conditions, irrespective of distance and
cultural differences (Veronica Boix Mansilla, 2016s)). People who have a sense of agency regarding global issues care about future
generations and so act to preserve the environmental integrity of the planet. They exercise agency with critical awareness of the
fact that other people might have a different vision of what humanity needs, and they are open to reflecting on and changing their
vision as they learn about those different perspectives. Rather than believing that all differences can be eliminated, they strive to
create space for different ways of living with dignity (Engberg and Hurtado, 2011).

In recent years, the formation of a wider outlook on the world has gained importance with the rise of notions like global
citizenship and global engagement (Andreotti, 2009;;; Paige et al., 2009g;; Mannion et al., 20119}, de Oliveira Andreotti, Biesta
and Ahenakew, 2014yq)). Global agency is seen as a learning task through which adolescents learn about people and ideas to
gain a better understanding of them. Such contact with people and ideas can dispel prejudice and ultimately stimulate a desire
to take action for improving collective well-being and sustainable development (Allport, 1954,4;). Students who feel a sense of
agency regarding global issues are those who perceive themselves as global citizens who have certain responsibilities towards
others and the world.

PISA 2018 asked students the extent to which they agree (“strongly disagree”, “disagree”, “agree”, “strongly agree”) with the
following six statements: “I think of myself as a citizen of the world”; “When I see the poor conditions that some people live under,
[ feel a responsibility to do something about it”; “I think my behaviour can impact people in other countries”; “It is right to boycott
companies that are known to provide poor workplace conditions for their employees”; “I can do something about the problems
of the world"; and “Looking after the global environment is important to me". Responses to these statements were combined to
create the index of agency regarding global issues. Positive values in this index indicate that students have a greater sense of
global-mindedness than the average student across OECD countries.

The results show that students in Albania, Baku (Azerbaijan), Costa Rica, Jordan, Korea, Kosovo, Malta, Portugal, Singapore,
Spain, Chinese Taipei and Turkey reported the highest level of agency regarding global issues. The lowest levels of agency
were observed in Austria, Germany, Hungary, Latvia, the Russian Federation (hereafter “Russia”) and the Slovak Republic
(Figure VI.5.1). In 53 of 63 countries and economies that took the student global competence questionnaire, girls reported
greater agency regarding global issues than boys. The largest gender gaps in favour of girls were observed in Australia, Ireland,
Jordan, Lithuania and New Zealand. By contrast, no difference between boys and girls was observed in Baku (Azerbaijan),
Belarus, Bosnia and Herzegovina, Hong Kong (China), Kosovo, Montenegro, Panama, Russia, Thailand and Viet Nam. Moreover, in
all countries/economies, advantaged students (those in the top quarter of the PISA index of economic, social and cultural status)
reported greater agency regarding global issues. The socio-economic differences in this index were widest in Australia, Austria,
France, Germany, Iceland, Ireland, Korea, Kosovo and Scotland (United Kingdom) and narrowest in Peru, Russia and Turkey.

Few differences in agency regarding global issues were observed between immigrant and native-born students. In seven countries
and economies (Australia, Canada, France, Hong Kong [China], Ireland, Saudi Arabia and New Zealand), immigrant students exhibited
greater agency regarding global issues; the reverse was true only in Kazakhstan and Lebanon (Table VI.B1.5.3).

The index of agency regarding global issues varied between students within each participating country and economy. The
widest dispersions were found in Baku (Azerbaijan), the Dominican Republic and Jordan, while students in Brunei Darussalam,
Macao (China), Malaysia, the Republic of Moldova (hereafter “Moldova”), Thailand and Viet Nam tended to respond in similar ways.
Between-school variations in this index were also small. Between-school variation exceeded 10% of all variation only in Lebanon
and exceeded 5% only in Germany (Table VI.B1.5.1). Large dispersions indicate greater inequalities in the distribution of this
attitude, while large variations between schools are a sign of greater stratification on this measure. Patterns of polarisation were
found to be similar to those of other indices. Students in the middle two quarters of the index of agency regarding global issues
had similar mean indices, while those in the top quarter showed much higher values in the index than those in the third quarter,
and those in the bottom quarter showed much lower values than those in the second quarter (Table VI.B1.5.3).

Some 78% of students, on average across OECD countries, agreed or strongly agreed that looking after the global environment
is important to them (Figure VI.5.2). Some 76% of students agreed or strongly agreed that they think of themselves as citizens of
the world; 67% agreed or strongly agreed that when they see the poor conditions that some people in the world live under, they
feel a responsibility to do something about it; 66% agreed or strongly agreed that it is right to boycott companies that are known
to provide poor workplace conditions for their employees; 58% agreed or strongly agreed that they can do something about the
problems of the world; and 56% agreed or strongly agreed that they think their behaviour can impact people in other countries.
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Students were more likely to agree with statements that did not involve an active role (i.e. the first two statements) than with
statements that imply that they need to take action. This could indicate some degree of pessimism about whether students can
make a difference. In other words, students may well be aware of a global issue and have positive attitudes about it, but remain
reluctant to take action or may not see themselves as responsible for solving that issue (Table VI.B1.5.1).

Figure VL.5.1 Students’ agency regarding global issues
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1. After accounting for students' and schools’ socio-economic profile. The socio-economic profile is measured by the PISA index of economic, social and cultural

status (ESCS).

2. Differences between immigrant and non-immigrant students are only presented for countries and economies where more than 5% of students have an

immigrant background. The values for countries/economies with smaller proportions of immigrant students are reported as missing.

Note: The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018

Technical Report (OECD, forthcoming) for details.

Countries and economies are ranked in descending order of the index of students’ agency regarding global issues.

Source: OECD, PISA 2018 Database, Tables VI.B1.5.1 and VI.B1.5.3.

StatLink Sz https://doi.org/10.1787/888934170070
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HOW AGENCY REGARDING GLOBAL ISSUES IS RELATED TO STUDENTS' ATTITUDES

Having a sense of agency regarding global issues is likely to be associated with knowledge about and self-efficacy regarding those
issues and positive attitudes towards other cultures. These associations highlight the conditional nature of the fourth dimension
of global competence. One cannot feel a sense of agency regarding global issues, and ultimately be willing to take action, without
being interested in those issues, without respecting others, and while lacking the confidence required for an active role. The
following sections explore the associations between agency regarding global issues and key attitudes.

Associations between the index of agency regarding global issues and the eight indices explored in previous chapters were
positive, albeit modest in strength. The strongest associations were with attitudes towards immigrants (correlation coefficient
of 0.36), followed by awareness of intercultural communication (correlation coefficient of 0.31) and students’ interest in learning
about other cultures (correlation coefficient of 0.3). Correlation coefficients with the indices of knowledge of global issues,
self-efficacy regarding global issues, perspective taking, respect for people from other cultures and cognitive adaptability were
slightly weaker and ranged in strength between 0.18 and 0.26 (Figure VI.5.3). Minor variations in the strength of the associations
were observed between countries/economies, and few correlation coefficients exceeded the threshold of 0.5.

The positive sign of those associations confirms the hypothesis that students’ agency regarding global issues is a product (and a
producer) of those positive attitudes and dispositions. However, the weakness of those associations indicates that the different
indices are distinct enough from each other and measure different constructs. In other words, the nine attitudes and dispositions
form the complementary ingredients that enable students to live in an interconnected world.

CAPACITY TO TAKE ACTION

The capacity to take action is seen as the culmination of the knowledge, skills and attitudes acquired by students. Students who
have knowledge of global and intercultural issues, who are able to understand the perspectives of others and who have interest
in other cultures should also be able to translate such positive attributes into actions that benefit their local communities and the
world in which they live (Milfont and Sibley, 2012,)).

PISA 2018 assessed students’ willingness to take action using a series of eight statements requiring a yes-or-no answer, covering
topics related to environmental protection, gender equality, and staying informed about international and social issues, such
as poverty and human rights. The eight statements were: “I reduce the energy I use at home to protect the environment”;
“I choose certain products for ethical or environmental reasons, even if they are a bit more expensive”; “I sign environmental or
social petitions online”; "I keep myself informed about world events via Twitter or Facebook”; “T boycott products or companies for
political, ethical or environmental reasons”; “I participate in activities promoting equality between men and women”; “I participate
in activities in favour of environmental protection”; and “I regularly read websites on international social issues (e.g. poverty,
human rights)”.
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Figure VL.5.3 Engagement with global issues and other student attitudes
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Students were most likely to report that they take action concerning energy consumption. Some 71% of students across OECD
countries reported that they reduce the energy they consume at home by turning the heating or air-conditioning down in order
to protect the environment (Figure V1.5.4). The second most common activity was following world events via Facebook and Twitter
(64% of student reported that they do so). Some 46% of students reported that they read websites on international social issues,
and around 45% reported that they choose certain products for ethical or environmental reasons even if they are more expensive.
The least common actions among students were participating in activities in favour of environmental protection (39% of students
reported that they do so), participating in activities promoting gender equality (33%), boycotting products or companies for
political, ethical or environmental reasons (27%), and signing environmental or social petitions online (25%).

These findings show that students are more likely to engage with simple actions that do not require time or financial commitments.
Reducing energy consumption is the easiest and most common action. Following global issues via social media and the Internet,
which are commonly used and readily available to adolescents, is the second most commonly exhibited form of agency. The least
common actions are those that require active participation or involve forms of active citizenship that adolescents may not be
familiar with or that require time and effort, such as signing petitions.

However, there were substantial variations between countries. For instance, more than 80% of students in Albania, Colombia,
Costa Rica, the Dominican Republic, Indonesia, Jordan, Kosovo, Macao (China), Peru, the Philippines, Singapore, Chinese Taipei,
Thailand, Turkey and the United Arab Emirates reported that they reduce energy consumption, while less than 65% of students in
Belarus, Bulgaria, Germany, Italy, Latvia, Montenegro, Russia, Scotland (United Kingdom), Serbia, the Slovak Republic, Switzerland
and Ukraine so reported. In contrast, signing environmental or social petitions was relatively more common than the OECD
average (more than 50% of students reported doing so) in Baku (Azerbaijan), Jordan and Turkey, while it was uncommon in
Australia, Canada, Croatia, France, Germany, Ireland, Italy, Macao (China) and Portugal (less than 20% of students reported that
they sign petitions).

Participation in activities to promote equality between men and women was common, with more than 50% of students
reporting engagement in this type of action in Baku (Azerbaijan), the Dominican Republic, Iceland, Indonesia, Jordan, Morocco,
the Philippines, Chinese Taipei, Thailand, Turkey, the United Arab Emirates and Viet Nam. Student participation in these activities
was least common in Belarus, Estonia, France, Germany, Hungary, Italy, Latvia, Scotland (United Kingdom), Switzerland and
Ukraine.

More than 75% of students in Belarus, Hong Kong (China), Lithuania, Malta, Moldova, the Philippines, Portugal, Russia,
Scotland (United Kingdom), Chinese Taipei, Thailand, the United Arab Emirates, Ukraine and Viet Nam reported that they follow
global events via social media, while less than 55% of students in Austria, Brunei Darussalam, Germany, Kazakhstan, Panama and
Switzerland so reported.
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Figure V1.5.4 Students’ capacity to take action
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Source: OECD, PISA 2018 Database, Table VI.B1.5.8.
StatLink SizM™ https://doi.org/10.1787/888934170127

Students’ knowledge, skills and attitudes and capacity to take action

This subsection explores students’ capacity to take action as reflected in their sense of self-efficacy regarding global issues;
1) awareness of global issues; 1) capacity to understand different perspectives; 3) interest in learning about other cultures;
4) respect for people from other cultures; 5) attitudes towards immigrants; 6) awareness of intercultural communication;
7) cognitive adaptability; and 8) agency regarding global issues. Tables VI.B1.5.9 to VI.B1.5.16 present the proportion of students
who reported taking action by quarters of those indices. In general, students with higher values in these indices were more likely
to report that they take actions for collective well-being and sustainable development. The differences between the top and
bottom quarters of the indices were positive and significant across most countries/economies and for all types of actions.

Table VI.B1.5.17 presents the total number of actions for collective well-being and sustainable development that each student
reported that he or she takes. This consists of a summative index of the eight activities the questionnaire asked students about.
The index has a minimum of 0 and a maximum of 8. This index has an average of 3.5 across OECD countries and a standard
deviation of 2. Students in Indonesia, Jordan, Morocco, the Philippines, Thailand, Turkey and Viet Nam reported taking more
than five actions, on average, while those in France, Germany, Ireland, Italy and Switzerland reported taking fewer than three
(Figure VI.5.5).

In 26 countries and economies, boys reported a greater number of actions taken for sustainability and collective well-being. The
largest gender differences in favour of boys were observed in Baku (Azerbaijan), the Dominican Republic, Kazakhstan, Kosovo
and Serbia. The reverse was true in 17 countries and economies, with the largest differences in favour of girls observed in
Canada, Iceland, Ireland and New Zealand (Table VI.B1.5.19). In 47 countries and economies out of the 64 that took the global
competence student questionnaire, students from an advantaged background reported a greater number of actions taken for
sustainability and collective well-being. The largest socio-economic differences are found in Canada, Macao (China), Morocco,
New Zealand, Scotland (United Kingdom) and Viet Nam. Minor differences were observed between immigrant and non-immigrant
students. Among countries and economies with more than 5% immigrant students, immigrants reported taking more actions for
sustainability and collective well-being in seven countries/economies while the reverse was true only in five.

Figure VI.5.6 shows the average number of actions taken by students across OECD countries by quarters of the indices of
students'’ self-reported knowledge, skills, attitudes and dispositions. Students who exhibited more positive attitudes (those in the
top quarter of the nine indices) were more likely to report that they take action than those who exhibited less positive attitudes
(those in the bottom quarters of the indices). This positive association held in all countries/economies that took the questionnaire
and for almost all indices. Large differences in the number of actions taken (greater than 0.5 of a standard deviation) between
students in the top and bottom quarters of indices were observed for the indices of students’ interest in learning about other
cultures and agency regarding global issues. It logically follows that students are more likely to take action if they believe that they
can make a difference and feel a moral obligation towards others in the world.
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Figure VL.5.5 Number of actions taken by students for collective well-being and sustainable development
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Source: OECD, PISA 2018 Database, Table VI.B1.5.17.
StatLink Sz https://doi.org/10.1787/888934170146

Figure VL.5.6 Number of actions taken, by students’ attitudes
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These positive associations held in most countries, even after accounting for students’ and schools’ socio-economic profile.
Figure VI1.5.7 shows the rise in the number of actions students take associated with an increase of one unit in each of the indices.
The strongest associations were with the indices of interest in learning about other cultures and agency regarding global issues.

On average across OECD countries, an increase of one unit in the index of interest in learning about other cultures was
associated with a rise of 0.61 in the number of actions taken by students. All associations were positive and significant. The
strongest associations were observed in Australia, Iceland, Ireland, Korea, New Zealand, Scotland (United Kingdom), Slovenia and
Chinese Taipei. Similarly, an increase of one unitin the index of agency regarding global issues was associated with a rise of 0.56 in
the number of actions taken by students. The associations were particularly strong in Australia, Ireland, Macao (China), Moldova,
New Zealand, Romania, Scotland (United Kingdom) and Viet Nam (Table VI1.B1.5.18).

Figure VL.5.7 Change in students’ attitudes and in number of actions taken
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1. The socio-demographic profile is measured by the PISA index of economic, social and cultural status (ESCS). The school socio-economic profile is measure by
average ESCS for the school.
Note: All associations are statistically significant.
Source: OECD, PISA 2018 Database, Table VI.B1.5.18.
StatLink Sz https://doi.org/10.1787/888934170184

Box V151 Students’ and parents’ capacity to take action

Chapter 2 explored the relationships between parents’ and students’ awareness of global issues. Findings show that
parents, regardless of their socio-economic background, may impart certain interests and knowledge to their children and,
arguably, may reinforce certain attitudes. This finding is in line with existing evidence on parents’ role in the lives of their
children (Black, Devereux and Salvanes, 2003g)). This chapter explores the associations between students’ and parents’
capacity to take action. Parents were presented with the same eight statements as their children about actions taken for
collective well-being and sustainable development.

Figure VI.5.8 presents the proportion of parents who reported that they take action for collective well-being and sustainable
development. The findings show that across the 14 countries that distributed the parent questionnaire, 93% of parents
reported that they reduce energy consumption at home. Some 60% of parents reported that they choose certain products
for ethical reasons and 49% of parents reported that they read websites on social issues and follow world events via social
media. The least common actions parents take were: 1) participating in activities in favour of environmental protection (43%
of parents reported that they do this); 2) participating in activities to promote gender equality (30%); 3) signing petitions on
line (26%); and 4) boycotting products for ethical or environmental reasons (25%).
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Figure V1.5.8 Parents who take action for collective well-being and sustainable development

When comparing parents' and students’ responses on these same questions, it is clear that parents were more likely
to report that they reduce energy consumption at home or that they choose certain products for ethical reasons, while
students’ were more likely to report that they follow world events on the Internet or via social media.
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Figure V1.5.9 presents the association between parents’ and students’ capacity to take action. In general, parents who
perform a particular action, such as reducing energy consumption or engaging in a participative activity, are likely to have
children who do the same. Associations between parents taking an action and the likelihood that their children take the same
action were positive and significant, on average, in most countries/economies that distributed the parents’ questionnaire.

The strongest association observed was between parents reducing energy consumption by turning off the lights, heating
or air-conditioning and children doing the same. On average across the 14 countries and economies that distributed the
parent questionnaire, the children of parents who reported that they take this action were 100% more likely to follow suit
than the children of parents who reported that they do not take this action. The other associations were also positive and
significant, with the children of parents who reported that they take those actions being about 50% to 70% more likely to
take the same actions as their parents.

Figure VL.5.9 Students and parents who take action for collective well-being and sustainable development

Overall average
mmm Overall average

Note: All associations are statistically significant.
Source: OECD, PISA 2018 Database, Table VI.B1.5.7.
StatLink SisM™ https://doi.org/10.1787/888934170222
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TAKING ACTION FOR COLLECTIVE WELL-BEING AND SUSTAINABLE DEVELOPMENT: PERFORMANCE ON
THE COGNITIVE TEST

Students who sat the global competence test in the 27 participating countries and economies answered 14 test items covering
students’ capacity to take action for collective well-being and sustainable development. Figure VI.5.10 presents the average
proportion of correct answers on all test items. As explained in Chapter 2, answers were scored as full credit, partial credit or no
credit. For the purpose of this analysis, partial credit was coded as no credit.

The findings show that the largest proportion of correct answers on these test items were observed in Canada, Hong Kong
(China), Korea, Scotland (United Kingdom), Singapore, Spain and Chinese Taipei. In all of these countries and economies, students
answered more than 40% of the items correctly; students in Singapore answered 52% of the items correctly. On average across
all countries and economies, students answered 33% of the test items correctly. The smallest proportions of correct answers (less
than 25%) were observed in Albania, Brunei Darussalam, Indonesia, Kazakhstan, Morocco, Panama, the Philippines and Thailand.

Figure VL.5.10 Percentage of correct answers: Taking action for collective well-being and sustainable development
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Note: Taking action for collective well-being and sustainable development was assessed using 14 items in the cognitive test.
Only the 27 countries and economies that conducted the cognitive test are shown.
Countries and economies are ranked in descending order of the percentage of correct answers on the cognitive test.

Source: OECD, PISA 2018 Database, Table VI.B1.5.6.
StatLink SiZM https://doi.org/10.1787/888934170241

Nine released test items covered students’ capacity to take action for collective well-being and sustainable development. The
test items originated from three test units: “ethical clothing”, “language policy” and “rising sea levels”. Those test items ranged in
difficulty from proficiency Level 2 to proficiency Level 5.

Language policy: Test item 2

The test item with the largest proportion of correct answers among released items was Item 2 in the test unit “language
policy”. The language policy unit is about a fictional country, Armaz, where the fictional language, Ursk, is spoken. A group of
Ursk-speaking lawmakers proposed a policy that would require all public schools to teach all classes except foreign-language
classes in Ursk. There are a number of citizens in Armaz who speak Jutanese, which is a minority language in Armaz but is
spoken widely outside its borders. They are concerned about the effects of this policy. In this unit, PISA students must consider
the impacts of the policy and reason through its possible consequences. The content domain of this unit was categorised as
evaluating actions and consequences, culture and intercultural relations with an emphasis on perspective taking, stereotypes,
discrimination and intolerance.

In the second test item in this unit, students must consider four possible consequences (see figure below) and determine which
one would be the most serious if the Ursk-only policy is enacted. All consequences are possible, but one summarises a serious
potential consequence of the policy. Here, B is the correct answer. In order to understand why this is the correct answer, students
must consider the fact that a special school would remove Jutanese-speaking students from the general population. By isolating
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a group of students like this, the Ursk-speaking students would have fewer personal interactions with them, which could lead to
Ursk-speaking students relying on generalisations and stereotypes rather than interactions with individuals. This could then lead
to widening divisions between Ursk and Jutanese speakers. This test item corresponds to proficiency Level 3.

Across the 27 participating countries and economies, 49% of students answered this test item correctly. At least 60% of students
in Hong Kong (China), Korea, Singapore and Chinese Taipei answered this question correctly (Table VI.B1.5.6).

pisa201s | HENEER @ B OB

Language Policy
Question 2/ 4

Click on a choice to answer the question.

Some school administrators who support the single-language policy have proposed that special
schools be set up for Jutanese-speaking students so that they can learn Ursk. The administrators
claim that doing this will make it easier o teach these students.
If special schools were created, which of the following would be the most serious potential
consequence for students?
O Speakers of other minority languages could be encouraged to request their own

schools.
O Having special schools might reinforce any existing social divisions based on language:
O Special schools could not be opened until the new policy was approved

O Having special schools could decrease the number of students attending regular
schools.

Rising sea levels: Test item 5

The test item with the smallest proportion of correct answers among released items was Item 5 in the unit “rising sea levels”. In
this test item, students were asked to consider a set of proposals and identify which represent a short-term response to rising
sea levels and which a long-term response. The students must recognise which proposals are a response to an immediate need
of the country and which are longer-term responses to more systemic challenges. Here, sea defences, desalination technologies
for drinking water and moving villages are all short-term responses. Each proposed response might require several years to
complete, but they all address short-term problems faced by people who live on an island in the midst of rising sea levels. By
contrast, reducing greenhouse gases and supporting research for new protection strategies are responses that must unfold over
a longer period of time. Each of these solutions could take decades before people feel their effects and before they fully address
the systemic causes of rising sea levels. The correct responses, therefore, were: Short term, Long term, Short term, Short term,
Long term. This test item corresponds to proficiency Level 5, as it requires knowledge about global issues, critical evaluation of
actions and consequences, and response on a complex multiple-choice format.

pisa20is | HENEEN [@] B OB

Rising Sea Levels
Question 5/ 5

Glick on the choices in the table to answer the question.

In order to deal with the threat of rising sea levels, both short-term and long-term responses are needed. Short-term
responses have an immediate impact or provide a solution in a short period of time. Long-term responses require
more time before they have an impact

Identify each of the proposals below as either a short-term or long-term response to rising sea levels. Click on either
Short term or Long term for each propesal

Is this proposal a short-term or long-term response to rising sea

Shortterm  Long term
levels? ©

Building sea defences such as dams and sea walls o) o)

Reducing greenhouse gases that are warming the planet

Installing technologies to produce drinking water by removing salt from
seawater.

Moving villages and cities to higher ground.

o |O| O |O
o |O| O |O

Supporting research to develop new strategies to protect people and
land

Only 12% of students in the 27 participating countries and economies answered this test item correctly. The largest proportions
of students who gave correct answers were observed in Hong Kong (China) (23% of students) and Chinese Taipei (28%).
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Ethical clothing: Test item 1

In another released test unit, “ethical clothing”, students were introduced to the concept of “fast fashion”, which is a trend
whereby clothing is inexpensive, of poorer quality and produced to meet the frequent changes to fashion trends. This clothing
is not intended to be worn by consumers for several seasons; instead, it is likely to be discarded or donated once the style has
become less popular. Students also learn about an alternative concept: durable fashion. Durable clothing is more expensive, of
better quality and is intended to be worn over a longer period. In addition, students are told about three principles of ethical
clothing production: fair wages, minimising environmental waste and minimising water usage. Throughout the unit, students are
asked to consider the consequences of clothing production and make connections with these principles. The content domain of
this unit was categorised as environmental sustainability, with a focus on policies, practices and behaviours for environmental
sustainability.

In the first test item in this unit, a list of four possible consequences of the fast fashion trend is presented (see figure below), and
students need to decide whether each consequence violates one or more of the principles of ethical clothing production. The
first and third consequences violate the principles. The first consequence violates the second principle because more clothing in
landfills adds to environmental waste instead of minimising it. The third consequence violates the first principle because keeping
pay rates low means the company or industry is not working to ensure that workers earn fair wages. The second and fourth
conseqguences do not violate the principles. To receive credit on this item, students had to answer all parts of the item correctly.
The correct answers are: Yes, No, Yes, No. This item corresponds to proficiency Level 4.

On average across all countries and economies that conducted the test, 26% of students gave a correct answer to this item. The
largest proportions of students who answered correctly (more than 40%) were observed in Canada, Hong Kong (China), Korea,
Singapore and Chinese Taipei; the smallest proportions (less than 15%) were observed in Indonesia, Kazakhstan, Morocco,
Panama, the Philippines and Thailand.

Pisazo1s | HENEEN [ B 08

Ethical Clothing ETHICAL CLOTHING
Question 1/4

Alia is working on a report about ethical issues related to clothing production
Refer to “Ethical Clothing™on the right. Click on the choices in and consumption. In her research, she finds the following information on a blog
the table to answer the question. about “Fast Fashion”

Fast Fashion is the production of clothes to meet the rapid changes in
The table below lists possible consequences of the Fast fashion trends. These clothes are typically inexpensive and not made to
Fashion trend. last because consumers usually discard them quickly in order to replace
them with newer styles. Fast Fashion means that more clothing must be
produced each year and that clothing must be made cheaply. This
production often leads to poor working conditions and greater negative
impacts on the environment.

Would the possible consequences listed below go against
one or more of the principles of ethical clothing production?
Click on either Yes or No for each possible consequence.

Would this possible consequence go Durable clothing is an alternative to Fast Fashion. It is more expensive to
against the principles of ethical clothing | Yes | No produce and to buy, but because it is designed to last so much longer,
production? less must be made. We as consumers must resist the Fast Fashion trend
and buy more durable, ethically made clothes.
More clothing ends up in landfills. O |0
o ) Alia also finds that the production of ethical clothing must follow three important
More clothing is donated to charities. o)

principles:

Hourly pay rates remain low to keep clothing

Principles of Ethical Clothing Production
prices low.

New trends require workers to learn new 1. Ensure that workers have fair wages and good working conditions;
sewing techniques. OO 2. Minimise environmental waste and pollution;
3. Minimise water use.
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1. The comparability of scaled indices across countries and economies is examined in Annex A5. The annex presents the findings of in-depth
measurement invariance analyses for every index used in PISA 2018, Volume VI.

2. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative.
See PISA 2018 Technical Report (OECD, forthcoming) for details.
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The links between the knowledge, skills and
attitudes needed to thrive in an interconnected world

This chapter examines the links among
the knowledge, skills and attitudes needed
to thrive in an interconnected world. It
explores students’ performance on the
cognitive global competence test and
analyses how performance is related to
students’ demographics and their global
and intercultural skills, attitudes and
dispositions. The chapter also examines
how certain students’ outcomes are
associated with system-level factors.
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What the data tell us

- On the global competence cognitive test, students in Canada, Croatia, Greece, Hong Kong (China), Israel’, Korea, Latvia,
Lithuania, Scotland (United Kingdom), Singapore, the Slovak Republic, Spain and Chinese Taipei scored significantly higher
than the overall average, while those in Albania, Brunei Darussalam, Chile, Colombia, Costa Rica, Indonesia, Kazakhstan,
Morocco, Panama, the Philippines, Serbia and Thailand scored below the average. Students' performance in Malta and the
Russian Federation was not significantly different from the average.

= The top-performing countries/economies were Canada, Hong Kong (China), Scotland (United Kingdom), Singapore and
Chinese Taipei, with mean performance scores more than 50 points above the overall average.

= The range and variation of relative scores after accounting for performance in mathematics, science and reading were
noticeably smaller than that of raw performance scores. Canada, Colombia, Greece, Israel, Panama, Scotland (United Kingdom),
Singapore and Spain showed the highest relative performance in global competence, while Albania, Brunei Darussalam,
Kazakhstan, Korea and the Russian Federation showed the lowest relative performance.

= Across all countries and economies, positive associations were observed between performance on the cognitive test

and students’ attitudes and dispositions, notably with students’ respect for people from other cultures, attitudes towards
immigrants and self-efficacy regarding global issues.

Professional success in the 21st century requires that students know about global issues and other cultures and have the ability
to interact and communicate effectively with others (British Council, 2013(y;). Such skills are important for individuals, but also
for communities and societies as a whole. This chapter examines the links among the knowledge, skills and attitudes needed to
thrive in an interconnected world. The chapter first explores students’ performance on the cognitive test in global competence. It
then investigates variations in performance related to student characteristics and the association between performance on the
cognitive test and students’ self-reported skills, attitudes and dispositions. The chapter also examines the relationship between
various student outcomes and system-level factors, such as per capita GDP, employment and immigration.

THE PISA 2018 GLOBAL COMPETENCE COGNITIVE ASSESSMENT

As described in Chapter 1, the global competence cognitive assessment was conducted at the same time as the PISA 2018 test
of reading, mathematics and science. The global competence assessment consisted of 69 test items organised in 18 units and in
4 clusters (OECD, forthcomingp,y). As discussed earlier, the global competence framework identifies four dimensions that together
form the foundation of the multidimensional construct of global competence: 1) examine issues of local, global and cultural
significance; 2) understand and appreciate the perspectives and worldviews of others; 3) engage in open, appropriate and effective
interactions across cultures; and 4) take action for collective well-being and sustainable development. Each of the dimensions is
supported by a combination of knowledge, skills, attitudes and values. The global competence cognitive test in the 2018 main
survey assessed three cognitive processes that support global competence: 1) evaluate information, formulate arguments and
explain issues and situations; 2) identify and analyse multiple perspectives; and 3) evaluate actions and consequences. The
cognitive process relating to the third dimension, “engage in open, appropriate and effective communication across cultures”,
was not assessed in the cognitive test.

The first cognitive process supporting students’ capacity to examine local, global and intercultural issues was tested using
37 test items assessing cognitive sub-processes such as selecting sources, weighing sources’ reliability and relevance, employing
sources as a form of reasoning with evidence, and describing and explaining complex situations or problems. The second
cognitive process, which supports understanding and appreciating the perspectives and worldviews of others, was assessed using
18 testitems covering cognitive sub-processes such as recognising perspectives and worldviews and identifying connections. The
cognitive process supporting the fourth dimension of global competence, taking action for collective well-being and sustainable
development, was assessed using 14 test items covering cognitive sub-processes such as considering actions and assessing
consequences and implications.

Each test unit in the assessment had a primary focus on a particular global or intercultural issue or knowledge area. Some
units had a secondary focus. The framework specified four major knowledge domains that were deemed relevant to students
regardless of their specific socio-cultural background. The four major knowledge domains were: culture and intercultural relations;
socio-economic development and interdependence; environmental sustainability; and institutions, conflicts and human rights.
The scenarios were developed to correspond to one of the four knowledge domains, with the objective of achieving the widest
coverage across the test units.
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Chapters 2, 3,and 5 present results on individual testitems from the five released test units. This chapter analyses the scaled indices
(i.e. plausible values) constructed using students’ answers to all 69 test items in the cognitive test. Results of a dimensionality
analysis based on the PISA 2018 pilot study suggested that the test items can be reported on one unidimensional scale. Those
findings were confirmed by analyses of data from the main survey.2

It is important to note that the cognitive test only covers the cognitive aspects of global competence, which include knowledge
and cognitive skills. Answers to the test items were used to create a unidimensional scale of those cognitive aspects (i.e. plausible
values). However, the concept of global competence itself is multidimensional and includes cognitive aspects in addition to
non-cognitive skills, attitudes and values.

PERFORMANCE IN GLOBAL COMPETENCE

This subsection focuses on students’ average performance on the cognitive test before and after accounting for their proficiency
in other subjects (i.e. reading, mathematics and science), variations in their performance and the proportion of students who
achieved a certain level of performance.

Average level of performance in the global competence cognitive test

Of the 27 countries and economies that participated in the global competence cognitive test, only 11 were OECD countries. For
this reason, all averages presented in this chapter are for all 27 participating countries and economies combined.3

Figure V1.6.1 shows the average performance on the cognitive test for each country and economy and for which pair of countries
and economies the difference is not statistically significant. For each country and economy in the middle column, differences
in performance with the countries/economies listed in the right column are not statistically significant. For instance, Singapore
scored higher than all other 26 countries and economies, while Canada scored higher than all other countries/economies but
lower than Singapore.

The countries and economies in Figure VI.6.1 are divided into three groups: those whose mean scores are statistically around the
overall average (highlighted in white); those whose mean scores are above the overall average (highlighted in blue);, and those
whose mean scores are below the overall average (highlighted in grey). Students in Canada, Croatia, Greece, Hong Kong (China),
Israel, Korea, Latvia, Lithuania, Scotland (United Kingdom), Singapore, the Slovak Republic, Spain and Chinese Taipei scored
significantly higher than the overall average, while those in Albania, Brunei Darussalam, Chile, Colombia, Costa Rica, Indonesia,
Kazakhstan, Morocco, Panama, the Philippines, Serbia and Thailand scored below the average. Students’ performance in Malta
and the Russian Federation (hereafter “Russia”) was not significantly different from the average.

The top-performing countries, in descending order, were: Singapore, Canada, Hong Kong (China), Scotland (United Kingdom) and
Chinese Taipei, with mean performance scores more than 50 points above the overall average (overall average score = 474 points).
By contrast, the countries with the lowest mean performance (50 score points below average) were, in descending order: Thailand,
Panama, Indonesia, Kazakhstan, Morocco and the Philippines.

While differences in average performance across countries and economies were large, the gap that separates the
highest-performing and lowest-performing students within each country was even larger. The standard deviation summarises
the variation in performance among 15-year-old students within each country/economy across the entire distribution. The
average standard deviation in performance in the global competence cognitive assessment was 91 score points. Variations
measured by the standard deviation in performance scores were the largest in Canada, Israel, Malta, Scotland (United Kingdom)
and Singapore (exceeding 100 score points), while the smallest variations in performance were found in Albania, Indonesia,
Kazakhstan, Morocco and Thailand (not exceeding 80 score points) (Table VI.B1.6.1).

Figure VI1.6.2 shows a scatterplot of the mean and standard deviation of the performance scores. Canada, Scotland (United Kingdom)
and Singapore stand out as three countries with the highest mean performance and greatest variations, while Indonesia,
Kazakhstan, Morocco and the Philippines showed lower mean performance and the smallest variations.

Moreover, results of the decomposition of the total variance in performance between schools and within schools revealed
that most variations were observed within schools. However, a relatively large proportion of the variance lies between
schools. In 19 of the 27 countries and economies that participated in the global competence cognitive test, the proportion of
between-school variance to total variance exceeds 30%; in Croatia, Israel, Morocco, Serbia and the Slovak Republic, it exceeds
40% (Table VI.B1.6.1). This is similar to findings from the reading test, where 29% of average variation in reading performance
was observed between schools (OECD, 20193)). Larger between-school dispersions could result from stratification of students
between schools according to their socio-demographic characteristics or their prior academic performance.
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Figure VI.6.1 Comparing countries’ and economies’ performance in the global competence cognitive test

Significantly above the overall average
Not Significantly different from the overall average
Significantly below the overall average

Mean score Comparison country/economy

_ Countries and economies whose mean score is not statistically
significantly different from the comparison country's/economy's score

480 Russia Greece, Malta, Slovak Republic
479 Malta Russia

466 Chile Serbia

463 Serbia Chile, Colombia, Costa Rica
457 Colombia Costa Rica, Serbia

456 Costa Rica Colombia, Serbia

429 Brunei Darussalam Albania, Thailand

427 Albania Brunei Darussalam, Thailand
423 Thailand Albania, Brunei Darussalam
413 Panama Indonesia, Kazakhstan

408 Indonesia Kazakhstan, Morocco, Panama
408 Kazakhstan Indonesia, Morocco, Panama
402 Morocco Indonesia, Kazakhstan

371 Philippines

1. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018

Technical Report (OECD, forthcoming) for details.

Countries and economies are ranked in descending order of the mean global competence score in PISA 2018.

Source: OECD, PISA 2018 Database, Table VI.B1.6.1. and Table VI.B1.6.2.
StatLink SiZM™ https://doi.org/10.1787/888934170260
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Figure V1.6.2 Average performance on the cognitive test and variation in performance

Average performance on the cognitive test
(in score points)

Above-average Above-average

575 performance and ‘Singapbre performance and
below-average variation above-average variation
i Canada
550 Hong Kong (China) P
. .
Chinese1aipei. R?=0.565
525 : Scotland (United Kingdom)
) Korea Spain
co0 Croatia ol e * :
Latvia® ) Lithuania Slo :ak Republic @ Israel
475 Overall average: 474points Russia. o QMalta
. g Greece
Costa R|M Chile ‘Serbia
450 v :
Albania Colombia i
425 Thailand P g - ® Brunei Darussalam
. <
Indones'a<b/l<:zakhstan ®panama @
400 * >
Morocco T Y
= Cc
375 | Below-average ] Below-average
performance and ‘Ph'l' ) g2 performance and
below-average variation llippines on abovg-average variation
350 : ;
60 70 80 90 100 110 120 130
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1. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.

Source: OECD, PISA 2018 Database, Table VI.B1.6.1.

StatLink Sz https://doi.org/10.1787/888934170279

Proficiency in global competence

The previous subsection presented the average performance of students in the global competence cognitive assessment.
However, average scores do not adequately describe variations in performance. This subsection examines students’' performance
according to PISA proficiency levels. Five proficiency levels were identified, covering the whole range of performance on the
cognitive test.# Proficiency scales describe not only student performance, but also the difficulty of the tasks presented to students
in the assessment.

The Global Competence items were developed based on the task characteristics identified in the framework. Then, using the
main survey data, those items were placed along the scale based on their statistical properties. The knowledge and cognitive
skills required to successfully complete those items were reviewed and used to define performance at each level of difficulty. Four
main factors that drove difficulty across the range of items were identified within this assessment of Global Competence. These
four factors are described below, along with the description of proficiency at each level of performance (Figure VI1.6.3). The four
factors are:

Identifying and analysing perspectives

Items that require identification of only one perspective to solve the problem are the easiest among the items that require this
cognitive process. The problem itself may require an explicit identification of one perspective. Other items may not require an
explicit identification, but the student must be able to understand a perspective of an individual or a group of individuals to
complete the problem correctly. More complex items require the ability to identify more than one perspective among several
individuals or groups within a community. Furthermore, these more complex items require the student to analyse one or more
perspectives in relation to the other perspectives of actors in the problem or in relation to a viewpoint or stance described in the
problem. The most complex items require identifying and analysing as many as three to five perspectives.

Reasoning beyond the information given in the problem

Items vary with respect to how much the student must reason beyond the information explicitly provided in the stimulus and
item. Items for which students can reason with the information provided within a problem tend to be easier. In contrast, items
for which students must reason beyond the provided information tend to be harder. For example, in a problem where the actions
of actors are described, it is more challenging for the student to reason about possible consequences of those actions than to
evaluate the actions themselves. Similarly, it is very challenging to evaluate whether a proposed solution would have a short-term
or along-term impact. This kind of evaluation requires the student to reason even further beyond the information provided within
the problem. To successfully complete these evaluations, students need to engage in critical thinking that is domain-general.
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Quantity of information to evaluate

Each Global Competence item contains information such as facts about a situation described in the problem, perspectives
expressed by individuals or groups in a community or actions taken by individuals. When evaluating the information within a
problem, by selecting, weighing or employing sources, the quantity of information that must be evaluated varies across items.
Similarly, the amount of information that must be considered to evaluate actions and consequences varies. In general, easier
items typically contain less information to evaluate, while more difficult items tend to have more information to evaluate to solve
the problem. A unit's scenario can make evaluating larger quantities of information more accessible to students if it provides
background knowledge on the main topic of the unit or assists the student in making connections between ideas.

Describing versus explaining the situation

Several items require the student to describe or explain the situation or aspects of the situation presented in the problem. In
some cases, students must select a description or explanation from a set of provided choices, and in others they must provide
their own description or explanation in an open-ended, constructed-response format. Regardless of the item’s response format,
the item is easier when the scope of the item is more focused on a description of the situation or aspects of the situation than
when it is focused on an explanation. Items that require the student to identify or create an explanation for a situation often draw
upon causal reasoning and a deeper connection between sources of information in the problem.

Even though a student's performance at any moment in time can be located on the performance and proficiency scales, one
should keep in mind that developing global competence is a lifelong learning process. Students who start at a lower proficiency
level could develop their knowledge, skills and attitudes through exposure to the right learning opportunities. Moreover, unlike
mathematics and science, which require a certain level of specialisation in adult life if students choose a particular career
orientation, global competence constitutes a general set of knowledge, skills and attitudes that all people, young and old, need at
all stages of life, regardless of their professional choices. Indeed, students may lose their proficiency in mathematics in adult life if
they specialise in a field that does not require extensive use of their mathematical skills. However, knowledge, skills and attitudes
related to global and intercultural understanding are less likely to erode with time, as they are relevant in nearly all social contexts.

Figure VI1.6.31121 Summary description of the six levels of proficiency in global competence in PISA 2018

Percentage of students
able to perform tasks at

each level or above
(Overall average) Characteristics of tasks

At Level 5, students can identify and analyse multiple perspectives. These students can reason about
ideas and make predictions well beyond the information given in the problem while also effectively
evaluating very large amounts of information. Students at this level can reason with this large
amount of information without additional support provided in the unit's scenario, meaning they can

661 make connections across elements of the problem on their own. Students can effectively explain
5 or 43 situations and aspects of situations that require complex types of thinking such as recognizing
higher unintended consequences, evaluating information to differentiate between biased and unbiased

sources and identifying short- and long-term consequences of actions. Students at Level 5 are
capable of building complex models of the situation described in the stimulus and item in order
to solve the problem. They demonstrate consistency in their ability to explain situations across
multiple activities within a problem.

At Level 4, students can identify and analyse as many as five different perspectives within a
problem. Students at this level demonstrate the ability to reason further beyond the explicit
information provided in the text while evaluating a large amount of information. However, this
evaluation is supported by information such as background knowledge that is provided in the

4 596 13.6 scenario of the unit, which may facilitate connections between pieces of information in the problem.
Students can provide descriptions of situations that are less familiar or require deeper reasoning
such as ones that require causal reasoning. Students can also provide explanations of situations
and aspects of situations. They demonstrate consistency in their ability to assess, describe and/or
explain situations across multiple activities within a problem.

At Level 3, students can identify and analyse two to three different perspectives within a situation.
At this level, a trade-off is observed between students’ ability to reason beyond the explicit
information provided in the problem and the amount of information that must be evaluated.
Students can reason further beyond the information provided in the problem as long as the amount
of information that must be evaluated is more minimal. Conversely, students demonstrate the

3 531 29.8 ability to evaluate greater amounts of information as long as the item does not require reasoning
that extends too much beyond the information provided in the problem. Under these conditions,
students can evaluate a medium to high amount of information within the stimulus and item.
Students at Level 3 can explain the situation or aspects of the situation. They demonstrate
consistency in being able to assess, describe and/or explain situations across multiple activities
within a given problem.

Source: OECD, PISA 2018 Database, Table VI.B1.6.1.
StatLink Si=™ https://doi.org/10.1787/888934170298
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Figure V1.6.31221 Summary description of the six levels of proficiency in global competence in PISA 2018

Percentage of students
able to perform tasks at

each level or above
(Overall average) Characteristics of tasks

At Level 2, students can correctly identify two different perspectives within a situation.

Students can reason beyond the described situation when the quantity of information remains
minimal. When students are asked to reason about information provided in the problem, students
2 466 51 at this level can evaluate minimal to medium amounts of information. Students can describe the
situation or aspects of the situation as well as identify a correct explanation of a situation. When
there is a minimal amount of information to evaluate, they can explain the situation or aspects of
the situation.

At Level 1, students can identify one perspective correctly and use information from that
perspective to complete the item. Students can reason beyond the explicit information

provided in the stimulus or item to understand a novel situation when the context is very

familiar such as having to relocate. The cause of the move can be novel (i.e. climate change), but the
hardships that come from relocating are familiar and the student can easily “put

themselves in someone else’s shoes” by thinking about what it was like or would be like to move. At
this level, students are able to evaluate a minimal amount of information while

completing the item. Students can describe the situation or aspects of the situation.

1 401 73.5

Source: OECD, PISA 2018 Database, Table VI.B1.6.1.
StatLink =M™ https://doi.org/10.1787/888934170298

Proficiency at Level 5

At the highest level of proficiency in global competence, students are able to analyse and understand multiple perspectives.
They are able to examine and evaluate large amounts of information without much support provided in the unit's scenario.
Students can effectively explain situations that require complex thinking and extrapolation and can build models of the situation
described in the stimulus. On average across all countries, 4% of students attained the highest level of proficiency (Level 5) in
global competence (Figure VI1.6.4). The largest proportions of students who scored at this level were found in Singapore (22%),
Canada (15%) and Scotland (United Kingdom) (12%). Less than 2% of students in Albania, Brunei Darussalam, Chile, Colombia,
Costa Rica, Indonesia, Kazakhstan, Morocco, Panama, the Philippines and Thailand attained this level of proficiency. In general,
countries and economies with high average performance on the cognitive test tended to have more students performing at the
highest proficiency levels.

Proficiency at Level 4

At Level 4, students could analyse as many as five different perspectives while demonstrating the ability to reason further
beyond the information that is provided in the scenario. Students can provide explanations of unfamiliar situations that require
deeper reasoning, such as causal inference. However, at this level, explanations provided by the students are facilitated by the
information provided in the test unit's summary. On average across all countries, 9% of students attained proficiency Level 4 in
global competence. The proportions of students who scored at this level were the largest in the top-performing countries. The
largest proportions, ranging between 20% and 24% of students, were observed in Canada, Hong Kong (China) and Singapore,
while the smallest proportions (ranging between 0.6% and 1.7% of students) were observed in Albania, Indonesia, Kazakhstan,
Morocco, Panama, the Philippines and Thailand.

Proficiency at Level 3

Students at Level 3 of proficiency in global competence are able to analyse two to three perspectives. They are able to reason
with the information provided in the scenario of the test unit as long as the amount of information that must be evaluated is
manageable. Students also demonstrate an ability to evaluate greater amounts of information as long as they do not have to
extrapolate too much beyond the information provided to them. On average across all countries, 16% of students attained
proficiency Level 3 in global competence. Between 20% and 27% of students in Canada, Croatia, Greece, Hong Kong (China),
Korea, Latvia, Lithuania, Scotland (United Kingdom), Singapore, Spain and Chinese Taipei scored at this level, while no more than
8% attained Level 3 in Albania, Indonesia, Kazakhstan, Morocco, Panama, the Philippines and Thailand.

Proficiency at Level 2

At this level of proficiency, students can identify two perspectives and can evaluate minimal to medium amounts of information.
They can reason beyond the described situation when the amount of information provided to them remains minimal. On average
across all countries, 21% of students attained Level 2 proficiency in global competence. Between 26% and 29% of students
in Croatia, Latvia and Russia performed at this level, while between 9% and 15% of students in Indonesia, Kazakhstan and
the Philippines did so.
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Proficiency at Level 1

At Level 1, students can identify one perspective correctly and use information from the summary of a scenario to complete
the corresponding question. They can reason beyond the explicit information provided in the stimulus to understand a novel
situation when the context is very familiar. At this level, students are able to evaluate a minimal amount of information and to
describe a situation or aspects of a situation. On average across all countries, 23% of students performed at proficiency Level 1
in global competence. Around 30% of students in Albania, Indonesia, Kazakhstan and Thailand performed at this level, while less
than 15% of students in Canada, Hong Kong (China) and Singapore did so.

Proficiency below Level 1

While none of the items in the Global Competence item pool fell within a “below Level 1" category, it is nevertheless useful to
consider the characteristics of tasks that could be developed to assess skills at that level. Future assessments could focus on
developing items that assess the precursor skills that support a student’s ability to engage in more in-depth problems within this
innovative domain. Items built to assess skills below Level 1 should be more explicit in nature, drawing heavily on the information
provided within the stimulus and item itself. These items should not require the student to reason beyond the information
provided in the text. Students could engage in problems where the primary task is an explicit identification of a perspective. For
example, students could be asked to select the correct perspective of an actor in the problem from a set of choices. This would
be a precursor to Level 1 because, at Level 1, students must already use information derived from identifying a perspective to
complete the problem, not simply identify the perspective. The amount of information the student must evaluate should be
kept to a minimum by limiting the number of perspectives to only one and/or limiting the number of sources of information. For
items below Level 1, the unit's scenario can also be used to provide additional support through background knowledge or by
making connections between perspectives or pieces of information explicit to the student. On average across all countries, 26%
of students did not attain Level 1 proficiency in global competence. More than 40% of students in Brunei Darussalam, Indonesia,
Kazakhstan, Morocco, Panama, the Philippines and Thailand performed below Level 1. By contrast, less than 10% of students in
Canada, Hong Kong (China), Singapore and Chinese Taipei performed at this level.

How performance on the global competence test is related to performance in reading, mathematics and
science

A comparison of country/economy performance in reading, mathematics, science and global competence reveals that students
in Canada, Hong Kong (China), Scotland (United Kingdom), Singapore and Chinese Taipei tended to perform well in all four
subjects. Thus, one may wonder about the extent to which performance on the global competence test may be correlated with
performance in the other subjects.

Scores in the four subjects were indeed highly correlated, as Figure V1.6.5 shows. On average across the 27 countries and
economies that conducted the global competence assessment, performance on this test was correlated at 0.84 with performance
in reading, at 0.79 with performance in science and at 0.73 with performance in mathematics. The correlation between
performance on the global competence test and performance in reading was the same as that between performance in reading
and in science. The strongest correlations between performance on the global competence and reading tests were found in
Brunei Darussalam, Israel, Lithuania, Malta and Chinese Taipei, while the weakest were observed in Costa Rica, Indonesia,
Kazakhstan, Scotland (United Kingdom) and Thailand (Table VI1.B1.6.3).

The strong correlations could indicate that high performance on cognitive tests, regardless of the subject, could be underpinned
by general cognitive skills. For instance, high performance in global competence and science would require students to be able
to read and understand the scenarios provided in the test units and the questions they need to answer. As such, an adequate
level of proficiency in reading is a prerequisite for sitting written tests in other subjects. Moreover, both reading and global
competence require certain skills, such as weighing sources’ reliability and relevance, reasoning with evidence, and describing
and explaining complex situations and problems.

However, reading proficiency does not necessarily account for all variations in performance on the global competence cognitive
test. This indicates that specific cognitive skills in global competence may be needed to perform well on the test. Those skills go
beyond general reading skills.

Given that performance in global competence is closely linked to performance in the three core PISA domains of reading,
mathematics and science, it is possible to isolate the distinctive aspects of global competence by regressing scores in global
competence over scores in the three core domains. Each student’s relative performance - his or her performance in global
competence after accounting for proficiency in reading, mathematics and science - was calculated. This calculation pooled data
from all countries and economies that participated in PISA and thus allowed for the ranking of countries and economies by their
average relative performance.®
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Figure V1.6.4 Students’ proficiency in global competence
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1. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details.

Countries and economies are ranked in descending order of the percentage of students who performed at or above Level 2.

Source: OECD, PISA 2018 Database, Table VI.B1.6.1.

StatLink Sz https://doi.org/10.1787/888934170317
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Figure V1.6.5 Performance in global competence and in other PISA subjects

Correlation between performance in ...
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Source: OECD, PISA 2018 Database, Table VI.B1.6.3.
StatLink Si<M™ https://doi.org/10.1787/888934170336

Figure VI1.6.6 shows the relative performance in global competence of each participating country and economy. The values range
from a high of 20 points for Colombia to a low of -25 points for Korea. Countries and economies are also divided into three broad
groups: 1) those whose mean relative scores are statistically around the overall mean (pale blue bars); 2) those whose mean
relative scores are above the overall mean (dark blue bars); and 3) those whose mean relative scores are below the overall mean
(black bars).

The range and variation of relative scores are noticeably smaller than that of raw performance scores. One way to interpret such
scores is to say that, on average, students in Colombia scored 20 points higher than expected, given their scores in reading,
mathematics and science. Relative performance was significantly higher than the overall average in 11 countries and economies,
while it was not statistically different from the average in 6 countries/economies and was below the average in 10 others. Canada,
Colombia, Greece, Israel, Panama, Scotland (United Kingdom), Singapore and Spain showed the highest relative performance in
global competence, while Albania, Brunei Darussalam, Kazakhstan, Korea and Russia showed the lowest relative performance.

PISA 2018 Results (Volume VI): Are Students Ready to Thrive in an Interconnected World? » © OECD 2020

161



162

The links between the knowledge, skills and

There are notable differences between country comparisons of raw and relative scores in global competence. For instance, while
Indonesia was significantly below the overall average raw performance, it was not significantly different from the relative average
performance. Moreover, Malta's and Russia’s raw performance was not significantly different from the overall average, while
Malta’s relative performance was three score points above the relative performance average, and Russia’s relative performance
was 20 score points below the mean. These differences may be explained by students in these countries being stronger/weaker
in the unique aspects of global competence, after accounting for their performance in reading, mathematics and science.

HOW DOES PERFORMANCE ON THE COGNITIVE TEST VARY ACCORDING TO STUDENTS'
CHARACTERISTICS?

How is performance in global competence related to gender, socio-economic status and immigrant background? This subsection
examines students’ performance on the global competence test considering students’ socio-demographic characteristics.

Students’ economic, social and cultural status

In line with differences in performance in reading, mathematics and science related to socio-economic status, students from
advantaged backgrounds (those in the top quarter of the PISA index of economic, social and cultural status) tended to outperform
their disadvantaged peers (those in the bottom quarter of the PISA index of economic, social and cultural status) in the cognitive
global competence test. Differences were positive and statistically significant in all countries and economies (Table VI.B1.6.4).

Figure V1.6.6 Countries’ and economies’ relative performance in global competence

Score-point difference between actual and expected performance in global competence

Significantly above the overall average
Not Significantly different from the overall average
Significantly below the overall average

Mean score
Colombia 457
Canada 554
Scotland (United Kingdom) 534
Spain 512
Israel’ 496

Singapore 576
Panama 413

Greece 488

Croatia 506

Costa Rica 456
Morocco 402

Malta 479

Slovak Republic 486
Hong Kong (China) 542
Chinese Taipei 527
Overall average 474
Indonesia 408

Serbia 463
Chile 466
Latvia 497
Philippines 371
Thailand 423
Lithuania 439
Albania 427

Brunei Darussalam 429
Kazakhstan 408

Russia 480
Korea 509

-30 —26 —16 0 1‘0 20 30
1. The global competence sample from Israel does not include students in ultra-Orthodox schools and, thus, is not nationally representative. See PISA 2018
Technical Report (OECD, forthcoming) for details

Countries and economies are ranked in descending order of the relative performance in global competence.

Source: OECD, PISA 2018 Database, Table VI.B1.6.1.

StatLink Si=™ https://doi.org/10.1787/888934170355
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On average across the 27 participating countries and economies, advantaged students outperformed their disadvantaged peers
by 75 score points. The largest differences in favour of advantaged students (more than 80 score points) were observed in Brunei
Darussalam, Chile, Costa Rica, Israel, Lithuania, Malta, the Philippines, Scotland (United Kingdom), Singapore, the Slovak Republic
and Chinese Taipei. The smallest differences (less than 60 score points) were observed in Albania, Hong Kong (China), Indonesia,
Kazakhstan, Morocco and Thailand.

The differences between advantaged and disadvantaged students were largely attenuated when relative performance (after
netting out performance in reading, mathematics and science) on the cognitive test was considered. Differences became statically
non-significant in 17 countries and economies, but remained significant and positive in 10: Brunei Darussalam, Canada, Chile,
Costa Rica, Croatia, Latvia, Lithuania, Russia, Singapore and Spain. On average across all countries and economies, advantaged
students outperformed disadvantaged students by six score points in terms of relative performance (Figure VI1.6.7).

Students’ gender

Differences related to gender were also observed in performance on the global competence test. Girls outperformed boys in all
countries and economies except Scotland (United Kingdom), where the difference was not statistically significant (Figure VI1.6.8).
On average across all countries and economies, girls outperformed boys by 26 score points. The largest gender differences
in favour of girls were observed in Greece, Lithuania, Malta, Serbia and Thailand, while the smallest were observed in Chile,
Colombia, Costa Rica, Panama and Russia. Differences between girls and boys in relative performance on the cognitive test were
non-significant in 7 countries and economies, while girls outperformed boys in the other 20.

Students’ immigrant background

Of the 15 countries and economies where at least 5% of students have an immigrant background, differences in performance in
global competence between immigrant and native-born students were statically non-significant in 7 (Table VI.B1.6.4). Immigrant
students outperformed their native-born peers in Brunei Darussalam, Panama and Singapore, while the reverse was observed in
Costa Rica, Croatia, Greece, Israel and Spain.

Differences in relative performance between immigrant and native-born students were mostly non-significant, with few
exceptions (Figure VI.6.9). Immigrant students outperformed their native-born peers in Brunei Darussalam, Hong Kong (China)
and Singapore, while the reverse was observed in Croatia and Israel. Thus, there is no clear pattern regarding the performance
of immigrant and native-born students when it comes to relative performance on the global competence test.

Comparisons between differences in raw and relative performance on the cognitive test reveal that there were fewer differences
between socio-economically advantaged and disadvantaged students, between girls and boys, and between immigrant and
native-born students in the cognitive skills that are specific to global competence. In other words, a large proportion of
demographic differences in raw performance can be attributed to differentials in performance in reading, mathematics and
science and less so to performance in global competence.

ASSOCIATIONS BETWEEN PERFORMANCE ON THE COGNITIVE TEST AND STUDENTS' ATTITUDES AND
DISPOSITIONS

Positive intercultural attitudes and dispositions combined with knowledge of global issues are likely to translate into greater
cognitive skills and a heightened capacity to take action for collective well-being and sustainable development. Students' attitudes
towards a given task will influence their performance on that task, the effort they put into learning and the level of motivation they
have for developing a particular skill. The reverse is also true, as highly developed global and intercultural understanding could
translate into more positive attitudes and dispositions. This subsection examines the association between students’ self-reported
knowledge, attitudes, skills and dispositions and their performance on the cognitive test.

In general, the findings show positive associations between students’ attitudes and dispositions and their performance on the
cognitive test (Table VI.B1.6.5). This association is attenuated after accounting for students’ and schools’ socio-economic profile,
but it remains positive and significant in almost all countries and economies.

Figure V1.6.10 shows the average change in performance on the cognitive test associated with an increase of one unit in the
nine indices of students’ attitudes and dispositions. Across all countries and economies with valid data, a rise of one unit in the
index of respect for people from other cultures was associated with an improvement of 19 score points on the cognitive test,
after accounting for students’ and schools’ socio-economic profile. A one-unit increase in the index of students’ attitudes towards
immigrants was associated with an improvement of 17 score points, as was a one-unit rise in the index of cognitive adaptability.
An increase of one unit in the index of self-efficacy regarding global issues was associated with an improvement of 16 score points
on the cognitive test; and a one-unit increase in the index of awareness of global issues was associated with an improvement of
12 score points on the test.
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Figure V1.6.7 Differences in relative performance in global competence, by socio-economic status
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Figure V1.6.8 Differences in relative performance in global competence, by gender
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StatLink Sz https://doi.org/10.1787/888934170393

Weaker associations were observed for the remaining indices (perspective taking, interest in learning about other cultures,
awareness of intercultural communication, and agency regarding global issues). On average across the 27 countries and
economies that participated in the global competence test, an increase of one unit in those indices was associated with an
improvement of between 6 and 11 score points on the cognitive test. The positive associations between self-reported knowledge,
skills and attitudes and performance on the cognitive test were also matched by large differences in performance between the
top and bottom quarters on the indices measuring students’ self-reported knowledge, skills, attitudes and dispositions.

The strongest associations were observed between the index of respect for people from other cultures and students’ performance
on the cognitive test. In Canada, Korea, Latvia, Malta, Scotland (United Kingdom) and Spain, a rise of one unit in the index of
respect for people from other cultures was associated with an improvement of 23 to 27 score points on the assessment. The
weakest associations, with performance improvements (ranging between 10 and 15 score points) were observed in Costa Rica,
Indonesia and Kazakhstan (Figure V1.6.11).
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Figure V1.6.9 Differences in relative performance in global competence, by immigrant background
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These findings confirm the expectation that students who express respect towards people from different backgrounds and
who are aware of and feel confident when confronting intercultural and global issues tend to perform better on the global
competence cognitive test. This indicates that positive attitudes, in general, could translate into stronger cognitive abilities.

ATTITUDES, DISPOSITIONS AND SKILLS, AND STUDENTS' SURROUNDING CIRCUMSTANCES

Most social theories addressing the question of social change foresee the fragmentation of societies where traditional institutions
play a small role in holding society together (Green and Janmaat, 2011). Multiple explanations have been advanced about
the erosion of social bonds. One theory focuses on the decline of national identities due to social and cultural diversification
associated with migration and a globalised economy. Those phenomena gave a greater voice to the individual, removed barriers
to global interactions and changed our perception of place (Touraine, 2000;s;; Castells, 2009¢)). As a result, new complex identifies
emerged as individuals ceased to identify with the national collective and embraced supra-national identities or more localised
ones based on ethnicity, region, religion and lifestyle. This phenomenon is compounded by the rise of structural inequalities in
most developed countries. Those inequalities were linked to a multitude of social problems, including higher crime, lower public
health, lower levels of well-being and declining social cohesion (Wilkinson and Pickett, 2009(7)).
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Figure V1.6.10 Students’ attitudes and dispositions, and performance in global competence
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Figure V1.6.11 Students’ respect for people from other cultures and performance in global competence

Score-point difference in performance on the global competence test associated with a one-unit increase in the index of
students’ respect for people from other cultures
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7

In this subsection, students' attitudes and performance on the cognitive test are explored in the light of key system-level
characteristics (Table VI.B1.6.6). Those characteristics include per capita GDP, employment rate, immigrant stock in 2015 (the
proportion of immigrants in a country/economy), and average income Gini coefficient over the period of 2010 to 2018.% The
working assumption is that students living in countries enjoying greater economic prosperity and lower inequalities and where
jobs are abundant are more likely to exhibit positive attitudes and dispositions.
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Findings show a positive albeit weak association between students’ average attitudes towards immigrants at the country or
economy level and a country/economy’s per capita GDP and employment rate (Figure V1.6.12). In other words, students living in
prosperous countries tended to exhibit more positive attitudes towards immigrants. This is not surprising since, in this context,
immigrants are less likely to be seen as competitors for scarce jobs and opportunities, but rather as valuable assets to the
economy. Countries/economies with high per capita GDP where students reported more positive attitudes towards immigrants
include Australia, Iceland and Ireland. Countries/economies with high employment rates and more positive attitudes towards
immigrants include Australia, Iceland and New Zealand.

No associations were observed between attitudes towards immigrants and the proportion of immigrantsin a country or the income
Gini coefficient. Countries/economies with a large proportion of immigrants and more positive attitudes towards immigrants
include Australia, Canada and New Zealand. Countries/economies with less income inequality (i.e. lower Gini coefficient) and
more positive attitudes towards immigrants include Albania, Ireland and Korea. By contrast, countries/economies with higher
income inequality and less positive attitudes towards immigrants include Bulgaria, Indonesia and Turkey.

Figure V1.6.12 Students’ attitudes towards immigrants and their surrounding circumstances
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Students' attitudes towards immigrants
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Source: OECD, PISA 2018 Database, Table VI.B1.6.6.
StatLink Si=™ https://doi.org/10.1787/888934170469

The absence of associations between students’ attitudes and system-level variables reflects the fact that countries/economies on
the opposite sides of the scatterplots are cancelling out each other’s effects.

Figure V1.6.13 shows a positive but weak association between students’ respect for people from other cultures and the GDP
per capita in countries/economies. Countries/economies with high per capita GDP and high student-reported levels of respect
for people from other cultures include Australia, Canada, Ireland and the United Arab Emirates. No associations were observed
between employment rate, proportion of immigrants and income Gini coefficient and respect for people from other cultures.

Countries/economies with higher student-reported levels of respect for people from other cultures and a high employment rate
include Australia, Canada, Korea, New Zealand and Singapore. Those with higher student-reported levels of respect for people
from other cultures and a high proportion of immigrants include Australia, Canada, Ireland and New Zealand. Those with higher
student-reported levels of respect for people from other cultures and low income inequalities include Albania, Germany, Ireland
and Korea.
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Figure V1.6.13 Students’ respect for people from other cultures and their surrounding circumstances
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