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Abstract

Globalization has brought opportunities to modern societies, yet at the same time there is a diversity of
challenges that impose a growing set of skills, knowledge, values and attitudes required from contemporary
citizens, and global competence is one of them. While existing literature focuses on creating more defined
conceptual construction of the term and assessing proficiency of global competence among students of different
age groups, it remains unclear how school-level factors could further nurture global competence among
younger generation. ldentifying how such relevant for the 21st century skill could be developed through
educational institutions carries practical value, particularly in the context of Kazakhstan, due to its unique
geopolitical role in Eurasia, as well its diverse environment.

With the purpose of identifying factors that impact Kazakhstani students’ global competence, this study
uses PISA 2018 data to analyze students’ performance in Global Competence assessment in relation to student-
and school-level factors through two-level regression. Findings reveal that both student-and school-level factors
significantly affect student’s global competence. At the school level, school’s achievement in global
competence test could be explained by its location, type, and teachers' attitudes towards some cultural groups.

Keywords: global competence, PISA-2018, secondary analysis of PISA-2018 data, non-cognitive skills,
international large-scale assessments, PISA innovative domains
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KA3BAKCTAHJBIK BIJTIM AJTYIIBIJIAPABIH PISA 2018 ZKAhAHIBIK
KY3IPETTEPIHIH KAJIBIIITACYBIHA 9CEP ETETIH
D®AKTOPJIAPIBI BEPTTEY

Anoamna

JKahannany koram YIIiH jXKaHa MYMKIHIIKTEPMEH KaTap Kas3ipri aszamaTraplaH ecil Kejie j»KaTKaH
JaFabplIaplblH, OUTiMAEpAiH, KYHABUIBIKTAD MEH Ke3KapacTap/AblH >XHUBIHTBIFBIH Tajlall €TETIH KelTereH
MIHIETTEeP/iH Maiia OoMybIHa OKeli koHe KahaHABIK KY3bIpeTTep — 0JapabIH 0ipi. AFBIMIarel 3epTrey-
Jep TEpMHHHIH HEFYpPJIbIM AaHBIKTAIFaH KOHIENTYalabl KYPBUIBIMBIH JKacayFa »oHE OpTYpii Kac
TONTAPBIHAFBl OLTIM amylIbUIapAblH skahaHIBIK KY3BIpETTepiH Oaranayra OaFbITTaIFaHBIMEH, OUTiM Oepy
YiBIMBL JIeHTeHiHmeri GakTopaapAplH OUTIM amyIpUIapabiH JkahaHABIK KY3BIPETTEPiH OJaH opi JaMBITyFa
Kaai ocep eTeTiHi TyCiHikci3 Ooubin Kana Oepeni. Ka3zakcraH KOHTEKCTICIHE, acipece OHBIH KOpIIaFraH OpTachl
MeH Eypazusiarbl reocascu pestiHe OainanbicThl XXI Fachipra colikec IarapuIapibl OUTiM Oepy OpTachl
apKbUIbI Kajlail JaMbITyFa OOJaThIHBIH aHBIKTAY NPaKTUKAIBIK TYPFBIAAH KYHBUIBIKKA HE.

Kazakcranaplk OiniM amymbuiapAbiH KahaHABIK KY3bIpETTepiHEe ocep eTeTiH (akTopiapibl aHBIKTAY
MaKcaThlHIa OyJl 3epTTey €Ki JIeHreisi perpeccusi apKpuIbl OUTiM anmymibuiap MeH OuriM Oepy yHbIMIapbl
neHreingeri ¢akropiap OoiibiHIIa kahaHABIK Ky3bIpeTTep OOMBIHIIA TECTUIey HOTIKEIEpiH Tajljay YIUiH
PISA 2018 nepexrepin naiigananansl. Tangay HoTHKesepi OLTIM anmymibuiap >koHe OiniM Oepy yHbIMAApbI
JeHrerinaeri (GakropiapabiH skahaHIbIK KY3BIPETTEp MEHIePY OCEpiHIH CTATHCTHKAJIBIK MOHI 0ap eKeHiH
kepcereni. bimim Oepy YHBIMBIHBIH JIeHrerinae OuniM amymrsuiap/blH skahaHIbIK KY3bIPETTep HOTHKENEpiH
OinimM Oepy YHBIMBIHBIH OpPHAJIACKAH KEPIMEH, OHBIH TYPIMEH >KOHE OHIAFbl MyFaJiMIEpHiH KeHOip MoaeHn
TONTapra KaThICThl KO3KapaChIMEH TYCIHIIpyTe 00JIa bl

Tyiiin ce3aep: xxahanneik Ky3eiperrep, PISA 2018, PISA 2018 nepextepine KaiTaiama Tanjiay, KOTHH-
THUBTI €MeC JafblIap, XaJIbIKapalblK KeH ayKbIMAbI 3epTTeyiep, PISA nHHOBaUMSIIBIK OaFbITTaphl
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N3YYEHUE ®AKTOPOB, BJIUAIOIMX HA JOCTUXKEHUSA KAZAXCTAHCKHUX
OBYYAIOIIIMXCHI 1O I''TOBAJIBHBIM KOMITIETEHIIUAM B PISA 2018

Annomayus

I'moGanm3anys OTKpbUIa HOBBIE BO3MOXKHOCTH IJIsI COBPEMEHHOTO OOIIECTBa, HO B TO JK€ BpeMs
MOSIBUJIOCH ¥ MHOKECTBO HCIBITAHUM, TPEOYIOIIMX OT COBPEMEHHBIX TpaKJaH PacTyIero Habopa HaBHIKOB,
3HaHMHP, LEHHOCTEH M B3MVIANOB, M INOOAIbHBIE KOMIIETEHIMH — HE MCKIIOYeHue. B To Bpems Kak
CYILECTBYIOLIAs JIUTEpPAaTypa COCPENOTOYEHAa Ha CO3JaHUM Oojiee OINPEAETICHHOM KOHLENTYyaJlbHOH
KOHCTPYKLUH TEPMUHA 1 OLIEHKE TTI00aTbHBIX KOMIIETEHIIUH Cpeid 00y4aloMXcsl pa3HbIX BO3PACTHBIX TPYIIIL,
OCTaeTcs HESICHBIM, KakK (DaKTOphl IIKOJLHOTO YPOBHSI MOTYT CIIOCOOCTBOBaTh JAANbHEHUIIEMY Pa3BUTHIO
TII00ATFHBIX KOMITETEHIIMH CPEIr MOJOAOTO MOKONeHHs. BrlsicHeHme Toro, Kak akTyansHble it XXI Beka
HaBBIKM MOTYT OBITH Pa3BHUTHI MOCPEACTBOM OOpa30BaTENbHOM Cpelbl, UIMEET MPAaKTHUECKYIO IIEHHOCTh, B
YaCTHOCTH, B KOHTEKCTe Ka3zaxcraHa, B CBSI3U C €r0 YHUKAIIBHOM I'eOMOIUTHYECKOM poiibio B EBpasum, a taxke
€r0 Pa3sHOOOpa3HON OKPYIKAOIIEH CpeoH.

C 1enbto BhIsIBIEHHS (HaKTOPOB, BIMAIOIIMX HA ITI00aIbHbIE KOMIIETEHIMN Ka3aXCTaHCKUX O0Y4YaroIuXCsl,
B 3TOM HCCJIEIOBaHUM HCIHONB3ytoTcs AaHHble PISA 2018 ans aHanu3a pe3ynbTaToB ydyalluXcs B OLIEHKE
rII00aTbHOW KOMITETEHTHOCTH B pa3pe3e (pakTOpoB Ha ypOBHE OOYHAIOIIMXCS W OpraHM3allii 00pa3OBaHUS
MOCPEACTBOM JABYXYPOBHEBOW perpeccud. Mrorm asHanm3a NOKa3bpIBAlOT, YTO (AKTOphl Kak H Ha
WHAWBUAYAJIbHOM, TaK U HAa HIKOJBbHOM YPOBHAX CYHICCTBCHHO BJIMAKOT Ha YPOBCHL BJIaJICHHUSA FJ'IO6EIJ'IBHI)IX
KOMHGTCHHI/Iﬁ ydauuxcs. Ha mxonpHOM YPOBHE PE3YJbTAaTbl YYallIUXCS II0 OLCHUBAHWIO T HO63HI>HLIX
KOMIIETEHIIUH MOXXHO OOBSICHUTH MECTOIOJIOKEHHEM OpraHu3ali 0Opa30BaHMs, €€ THIIOM U OTHOLIEHHEM
YUUTENEH K HEKOTOPBIM K OIIPEJECICHHBIM KYJIBTYPaM.

KiroueBnbie ciaoBa: riodanehbie komneteHuud, PISA—2018, Bropuunbiii ananu3 maHueix PISA-2018,
HEKOTHUTUBHBIE HABBIKH, MEXIyHapOJHbIE KPYIHOMAacIITaOHbIE WCCIENOBAHMS, WHHOBALMOHHBIE JOMEHBI
PISA

Asmopul  evipadcaiom 6arazooapnocmv  Komumemy nayku Munucmepcmea obpasosanus u HayKu
Pecnyonuxu Kasaxcman 3a ¢punancuposanue (llpoepammno—yenesoe gunancuposanue NeOR11465485).

Introduction. With changes brought to modern world by globalization, society’s understanding of key
skills, necessary for one’s functioning in social life and labor market, has been evolving and expanding in par
with emerging opportunities, as well as challenges. There is a “skills revolution” that resulted in the
development of increasingly competent individuals, who are capable of assessing number of problems and
generating options for their resolution [1]. As a result, modern conceptions on relevant for the 21* century set
of skills, knowledge and values start to go beyond traditional views and interpretations, focusing on transversal
skills as well, and global competence is not an exception.

While existing literature focuses on creating more defined conceptual construction of the term and
assessing proficiency of global competence among students of different age groups [2,3,4], it remains unclear
how school-level factors could further nurture global competence among younger generation, particularly in
the context of Kazakhstan. ldentifying how such relevant for the 21st century skill could be developed through
educational institutions in Kazakhstan carries practical value, due to the country’s unique geopolitical role in
Eurasia, as well its diverse environment.

With the purpose of identifying student- and school-level factors that impact Kazakhstani students’ global
competence, this study uses data from Programme for International Student Assessment (PISA) 2018 to
analyze Kazakhstani students’ performance in global competence cognitive assessment through multilevel
regression. Findings reveal that both student- and school-level factors significantly affect student’s global
competence. At the individual level, student’s gender, socio-economic status, exposure to the Internet, self-
efficacy regarding global issues, as well as awareness of global issues and intercultural communication could
significantly affect their performance in global competence assessment. At the school level, school’s
achievement in global competence test could be explained by its location, type and teachers' attitudes towards
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some cultural groups. To be more specific, school’s location and its type exhibit greater effect size on students’
acquisition of global competence.

This study would first review the concept of “global competence” used in educational research and policy
making and discuss the existing literature on student- and school-level factors that are reported to affect the
formation of global competence among students. Then, it would proceed to the overview of data and
methodology applied to conduct the analysis and discuss findings of three models.

Literature review. Defining the concept of “global competence”. Although the construct of “global
competence” has only recently become a subject of discussion in research academia and policy making, there is
a diversity of terms that have been utilized with similar or partially overlapping meaning: transhational
competence [5], global citizenship [6], intercultural competence [7], global consciousness [8]. Early literature
suggests that these terms came into use as a result of emerging challenges globalization has brought. To be
more specific, Adler and Bartholomew [5] argue that transformation of domestic firms into transnational ones
necessitated the development of transnational competencies among managers to support transnational business
strategies. Fantini [7] also contributes to the discussion of skills “global citizens” need to develop for effective
interaction with a great diversity of ethnic, religious and cultural backgrounds, yet in comparison with Adler
and Bartholomew [5], who focused primarily on human resource systems, Fantini’s model is rather unified and
applicable at all levels — starting from elementary level till the adult education.

When it comes to educational research and policy, “global competence” has entered discussions among
researchers and policy analysts as early as in 1990s, yet there is no uniform definition for the concept, because
it is still evolving [2]. While few studies provide their own definition of the term [3,9], majority of works
adhere to the conceptual framework designed by Organisation for Economic Co-operation and Development,
which is considered as an authoritative source for educational policy analysts [2]. OECD refers to “global
competence” as a set of skills, knowledge, values and attitudes, successfully applicable in intercultural
situations, as well as global issues. OECD’s framework for “global competence”, which was developed for
assessment as an innovative domain in PISA 2018, covers student’s capacity to:

1) examine local, global and intercultural issues;

2) engage in open, appropriate and effective interactions with people from different cultures;

3) take action for collective well-being and sustainable development;

4) understand and appreciate the perspectives and world views of others [10].

Factors affecting students’ global competence. Several studies show that certain individual background—
related factors could shape one’s level of global competence acquisition [10,11,12,13], which is why the
inclusion of student—level factors needs to be thoroughly examined. What is more, studies by Hu and Hu [13],
Kang [12] and Siaya and Hayward [16] highlight the roles of schools in shaping student’s skills, attitudes and
knowledge on global issues and intercultural communication. Thus, the inclusion of school-level factors into
the discussion could play significant role in risk identification and treatment assignment through educational
setting.

Student-level factors affecting students’ global competence. Student’s global competence is reported to
be affected by family-related factors, such as family’s socio-economic status. According to OECD’s report on
PISA-2018 results [10], advantaged students tend to have access to more resources/opportunities for
developing global competence than their disadvantaged peers. Which is why, it expected to observe the effect
of student’s socio-economic status on their performance in global competence assessment.

Apart from family background, student’s proficiency in foreign languages has also shown to influence
global competence. Semaan and Yamazaki [11], to be more specific, has conducted study among 137 students
from two US universities, studying intensive program in Arabic, Persian, Chinese, Japanese and Korean
languages, found positive relationship between student’s global competence and second language learning
motivation. Similarly, research conducted by Kang et al. [12] found that language barrier is one of the
challenges that hinders intercultural communication and students’ consequent global competence acquisition
through cross/intercultural projects. Therefore, it is possible to expect that students, who are proficient in
foreign language, perform better in global competence assessment.

Student’s life experiences related to exposure to other cultures in various ways could also enhance their
global competence. Kang et.al. [12] and Hu and Hu [13] in their study argue that exposure to mass media,
migration and contact with foreigners on daily basis could transform individuals’ understanding of foreign
cultures and attitudes towards certain global issues. Certain problems, as Hu and Hu argue, may not have
reached the consensus in regard to their solution, which is why related approaches, policies and experiences of
different nations may contribute to a greater familiarity among students, and as a result, cultivate their global
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competence [13]. Meanwhile, analysis of students from apparel programs at US and Korean universities, who
participated in a series of fashion-related cross/intercultural projects, show that global mass media has exerted
the strongest influence on students’ global competence acquisition.

In addition to that, Hu and Hu [13] has found that student’s skills, knowledge and values are also of great
significance in explaining their performance in global competence assessment. To be more precise, their
analysis of PISA 2018 data of 25 countries/economies via decision tree and random forest models has shown
that students, who have highly evaluated their knowledge on global issues and skills to perform certain related
tasks, tend to display better results in the global competence assessment. Similar outcome is observed among
students with stronger sense of intercultural communication — they tend to score higher in global competence
test. Therefore, it is expected that student’s self-evaluation of knowledge and ability to do certain global
competence-related tasks might affect their performance in global competence assessment.

School-level factors affecting students’ global competence. Schools are considered as primary source of
educating global competence. They facilitate both social and political engagement of students from different
cultural, ethnic and religious backgrounds, allowing students to adopt, select, imitate certain norms, values and
attitudes that the student would bring to the community [14]. Which is why, certain educational practices could
play significant role in shaping student’s global competence.

The quality of global competence taught at school depends on the level of global competence of teachers.
As the results of analysis conducted by Hu and Hu [13] show, negative attitude towards certain cultural groups
in the educational setting exhibited by teachers is reported to have the strongest impact on student’s global
competence. As such, it is expected that students would exhibit higher level of global competence in schools,
where teachers do not display discriminatory attitude towards groups of diverse cultural background.

In addition to teacher-related factors, school curriculum on global competence could also enhance student
acquisition of skills, knowledge and values related to it. According to several studies [9,15], taking courses with
global/international focus positively affects student’s understanding of varying cultural beliefs, thus,
influencing their global competence. Siaya and Hayward [16] also contribute to the discussion, arguing that
internationalization of curriculum provides opportunities for students to enhance their global skills.
Conclusively, schools with curriculums that include global competence-related topics and practices could
influence global competence acquisition for its students.

Multicultural educational practices could also boost student’s values, skills and knowledge related to
global issues and intercultural situations. For instance, research by Kang [12] shows that participation in cross-
finter—cultural projects positively impacts students’ knowledge of other cultures and skills in intercultural
communication. Hu and Hu [13] also argue that studying abroad provides direct experiences for students to get
exposed to the cultural, religious and ethnic diversity. Such environment provides enough opportunities for
students to practice their intercultural communication skills and knowledge of different cultures, thus assisting
them in acquiring global competence.

Apart from educational practices and school’s attention to global competence-related topics in their
curriculum, certain school characteristics could assist in predicting proficiency in global competence. Rural
schools, as Hu and Hu [13] argue, tend to have fewer resources and opportunities to enhance student
performance, than urban schools. As a result, one could expect that student’s performance in global compe-
tence assessment could be explained with school location. What is more, type of educational program
(secondary, vocational) provided in the educational institution is important in predicting student performance
[17], since educational programs do vary according to their learning outcomes and destinations, for which
programs were designed to prepare students for. Consequently, it is possible to observe difference in global
competence performance between vocational training and education organizations and secondary schools.

Materials and Methods. Data. PISA 2018 is the 5" cycle of PISA, international large-scale assessment
conducted by OECD, which focuses on evaluating 15-year—old students’ readiness to fully participate in social
and economic world. While it assesses student’s performance in reading, mathematics and science, PISA
expands the understanding of “literacy”, focusing on relevant for the 21* century competencies, as well.
Starting from 2012, OECD introduced innovative domains, evaluating transversal skills of 15-year-old students
on a country—level. In PISA 2018, participating countries and economies had an opportunity to observe
students’ performance in global competence assessment.

Apart from cognitive test, OECD designs questionnaires for students, parents, teachers, and schools to
provide researchers and policy analysists with rich data on contextual information of participating schools and
students [10]. Which is why, in order to analyze student- and school-level factors that affect Kazakhstani
students’ global competence performance, this study would utilize PISA 2018 database.
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Kazakhstan participates in PISA since 2009. PISA 2018 is the first cycle for the country that was delivered
via computer systems. Overall, 19 507 students from 616 educational institutions took part in PISA 2018 test
and questionnaire in Kazakhstan. Apart from students, the administration of sampled schools competed the
school questionnaire.

Methodology. Considering hierarchical structure of PISA data, this study uses two-level regression to
analyze both student- and school-level factors. PISA is a large-scale assessment that draws inferences for a
whole population of participating countries based on two-stage sample. The first stage includes systematic
probability proportional to size (PPS) sampling, where schools are sampled according to their measure of size.
In the second stage, students are selected within sampled schools. Under this sampling approach data
observations from the same group, i.e. students from one school, might exhibit more similarity to each other
than other observations from different groups [11]. This could violate the assumption of independence of all
observations, which is why cluster membership needs to be taken into consideration in the choice of model.
Using multi—level model, in this case, is an appropriate statistical approach in analyzing nested data, because it
creates a ‘sub—model’ for each level in the structure (in case of this study, student- and school-level) and
expresses relationship between variables of interest within specified level. As a result, usage of multilevel
modelling allows to observe how school-level factors influence certain processes at the student-level [18].

Since PISA uses plausible values, sampling weights and replicate weights to draw inferences on student
performance for a whole population, it is important to integrate them into model, as well. To do so,
BIFIEsurvey package in R is used. The package is primarily designed for statistical analysis of large—scale
assessment datasets with replication design and allows researchers to use plausible values and survey weights
to conduct two—level regressions [19].

According to Hox et.al [20], statistical significance of multilevel models could be achieved by applying
¢50/20 rule’, which requires at least 50 level-2 units (schools) and at least 20 observations on level-1 (students).
As a result, the number of PISA 2018 participants from Kazakhstan, analyzed through the multilevel model,
decreased. 181 schools (1 562 students in total) with less than 20 participants in PISA-2018 were identified and
removed from the database for the final analysis. As a result, total of 17 945 students from 435 schools were
selected for conducting the multi—level modelling.

Certain student- and school-level variables were transformed to conduct the analysis (Table 1). Variables
forming SC158, SC165 and SC167 were recoded (0 — “No”, 1 — “Yes”) and sum was computed for final
variables. ST223 variable responses were relabeled according to their value scale — “To none or almost none of
them” was recoded as 0, “To some of them” was recoded as 1, “To most of them” was recoded as 2, and “To
all or almost all of them” was recoded as 3. Sum of student responses to these questions were used for final
variable, ST223. ST177Q01HA was also recoded according to their value labels (1 — “One”, 2 — “Two”, 3 —
“Three”, 4 — “Four or more”). Dummy variable was created for TFGender (0-Male, 1-Female), SCHTYPE (0 —
ISCED 3B, 1 - ISCED 2A) and LOCATION (0 —rural, 1 — urban).

This study would apply three steps for two-level modelling procedure. First, it would analyze the null
model or “intercept-only” model (Model 0) to see if clustering between groups of students is present and the
use of multi-level model is appropriate. The second model (Model 1) would introduce student-level variables
(no school-level factors included) to examine how certain student characteristics affect their performance in
global competence assessment. School variables are added to the model at the third step (Model 2) to see how
school-level factors influence the relationship between student characteristics and performance in global
competence assessment.

Table 1. An overview of student— and school—level variables

Variable | Description | Formation
Student-level
Gender Student’s gender TFGender
ESCS Student’s economic, social and cultural status ESCS
ST177Q01 (I:Ittrjlgwrts)er of languages spoken by student sufficiently to talk with ST177Q01HA
1C006Q01 Internet usage outside of school during a typical weekday ICO06QO01TA
GCSELFEFF | Index of self-efficacy regarding global competence GCSELFEFF
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GCAWARE

Index of awareness of global issues

GCAWARE

AWACOM

Index of awareness of intercultural communication

AWACOM

School-level

SCHTYPE

Type of organization (according to ISCED level)

SCHTYPE

LOCATION

School location (urban/rural)

LOCATION

ST223

Teacher’s discriminatory behavior towards certain cultural groups

ST223Q02HA
ST223Q04HA
ST223Q05HA
ST223Q08HA

+

SC158

Attention to global issues in formal curriculum

SC158Q01HA
SC158Q02HA
SC158Q04HA
SC158Q07HA

+

SC158Q08HA
SC158Q09HA
SC158Q12HA

+ +

SC165

Multicultural/intercultural educational practices

SC165Q01HA
SC165Q02HA
SC165Q03HA
SC165Q04HA
SC165Q05HA
SC165Q06HA
SC165Q07HA
SC165Q08HA
SC165Q09HA
SC165Q10HA

+ + + + 4+ + + +

SC167

Attention to global competence-related skills in school curriculum

SC167Q01IHA
SC167Q02HA
SC167Q03HA
SC167Q04HA
SC167Q05HA
SC167Q06HA

+ + + + +

Results and discussion. Table 2 shows summary of three models. According to the null model (Model 0),
the intercept equals to 409.67, meaning that the average performance of Kazakhstani students in PISA 2018
global competence assessment equals to 409.67 points. Intraclass Correlation (ICC) of the intercept-only model
is 0.27. This implies that 27% of overall variation in student’s performance in global competence assessment is
explained by clustering. ICC indicates substantial variability between the groups, in our case, schools.
Therefore, the conduct of multilevel regression is prompted to explain the variation in student’s performance in
global competence assessment.

Introducing student-level variables (excluding school-level factors) displays how individual factors
influence student performance in global competence. The intercept has decreased — under this model, the
average performance of a Kazakhstani student in PISA 2018 global competence test is 391.13 points. Among
all variables used in student-level only model, student’s proficiency in foreign languages (ST177Q01) is not
statistically significant in explaining student’s performance in global competence assessment.
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Table 1. Summary of models

Model 0 Model 1 Model 2
(intercept-only model) (Student-level only) (Full model)
Coef. s.e. t p Coef. s.e. t p Coef. s.e. t p
(Intercept) 41067 257 159.63 0.000 39340 461 8541  0.000 35003 1351 2658  0.000
Student-level factors
Gender 1688 246  6.85 0.000 1278 246 519 0000
ESCS 6.56 154 426 0000 4.60 141 327 0002
ST177Q01 019 136 -014 0889 0.04 139 003 0976
1C006Q01 6.68 070 947  0.00 5.98 075 800  0.000
GCSELFEFF 721 104 695 0000 7.99 101 794 0000
GCAWARE 4.62 123 376  0.002 418 125 333 0.004
AWACOM 713 157 454 0000 7.07 156 454  0.000
School-level factors
SCHTYPE 2691 679 397  0.000
LOCATION 2755 573 481  0.000
SC165 1.66 101 163 0104
SC167 05 129 -043 0.668
SC158 0.05 103 005 0960
ST223 414 046  -892 0.000
Residual variance
Between schools 1527.61 1087.68 843.10
Within schools 4182.39 3802.44 3676.60
ICC 0.27 0.20 0.22

Summary of Model 1 suggests that female students are expected to score 16.42 points higher in global
competence assessment than male students, when all other variables are held constant. The same trend is
observed in students’ ESCS — students with higher economic, social and cultural status perform better in global
competence assessment than male students and students, whose socio-economic status is lower. The usage of
internet by students outside of school (IC006Q01) is also positively associated with their global competence.
When it comes to students’ self-evaluation of their knowledge and skills on global issues and intercultural
situations, their self-efficacy regarding global competence (GCSELFEFF), awareness of global issues
(GCAWARE) and intercultural communication (AWACOM) tend to contribute to a higher performance in
global competence test, as well. Overall, the decreased value of between-school and within-school variation
signify that variables covered Model 1 seem to explain the residual variance present in Model 0.

With the addition of school-level variables in Model 2, it is possible to observe how school-level factors
explain the relationship between student characteristics and their global competence. As Table 2 shows, the
effect size of student-level factors has slightly decreased, with the exception of students’ self-efficacy regarding
global competence (GCSELFEFF). Yet, even after including school-level variables in the model, students’
gender, ESCS, the usage of internet, self-efficacy regarding global competence and awareness of global issues
and intercultural communication are still statistically significant predictors of their performance in global
competence assessment. According to Model 2, female students score 12.78 points higher than male students in
global competence assessment. When it comes to student’s socio-economic background, with 1 unit (standard
deviation from the OECD average) increase in student’s ESCS 4.6 point increase in performance is also
expected. Student’s self-efficacy on global competence, the way they perceive their knowledge on global
issues and skills on intercultural communication further enhances their global competence. Overall, one could
see that the effect of student characteristics after accounting for school-level factors remains similar to Model 1.

Considering school-level factors, school location (LOCATION) seems to be the most significant predictor
of student’s performance in global competence test. As results of the model show, urban school tend to perform
27.55 points higher in global competence assessment than rural schools. Such findings might indicate the
substantial gap in resources allocated to rural schools that hinder their students’ global competence.

The program of education offered to students (SCHTYPE) is also important for students’ global
competence. A statistically significant relationship between two variables is observed — there is 26.91-point
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advantage of ISCED 2 schools (secondary schools) over ISCED 3 ones (vocational education and training
institutions).

Teacher’s discriminatory behavior towards certain cultural groups (ST223) could also explain student’s
global competence. There is a statistically significant relationship between teacher’s intercultural attitudes and
student’s level of global competence. Negative coefficient in the model summary implies that students in
schools, where teachers tend to exhibit discriminatory attitude and treatment towards certain cultural groups,
score less in global competence test than students, whose teachers do not display such behavior.

Surprisingly, attention to global issues (SC167) and skills (SC158) related to global competence in
school’s curriculum does not have statistically significant effect on student’s global competence, which allows
us to assume that students, studying in schools that pay attention to global competence-related skills and
knowledge, see no gain in performance on global competence than their peers, who study in schools with no
attention to global skills and knowledge in their curriculum. Multicultural/intercultural educational practices
adopted by schools (SC165) has also shown to be statistically non-significant in predicting the global
competence acquisition among students. This means that that students from schools that engage in multi—
fintercultural activities (exchange programs, festivities, historical, social events, etc.) score similar number of
points in global competence test as their peers, whose schools do not offer such activities.

Overall, findings from Model 2 demonstrate that student-level factors explaining their global competence
remain statistically significant even after adjusting for school-level factors, and school type and location, and
teacher’s multicultural attitudes are significant predictors of Kazakhstani students’ proficiency in global
competence. Among all the variables, the effect size of school’s location and its type, as the summary of model
2 shows, seem to be the greatest in the model. Nevertheless, student’s performance in global competence does
not seem to be affected by student’s foreign language proficiency, school’s attention to global competence—
related skills and knowledge, or the multicultural practices adopted by schools. In comparison with intercept—
only and student-level only model, the values of between-school and within-school variation has decreased,
meaning that the inclusion of school-level characteristics allowed to explain the residual variation in former
models.

Conclusion. The study was guided by the main research question of what student- and school-level factors
could explain Kazakhstani students’ performance in global competence assessment. To answer this question,
extensive literature review on the conceptual construct of “global competence”, as well as existing literature on
factors, affecting student’s acquisition of global competence, was conducted. As a result, there are several
student— and school-level variables identified to have an effect on student’s global competence level. Such
variables were included in the two-level regression, presented in this paper.

As findings of the multi-level regression show, on the student-level, male students, along with low-ESCS
students, are expected to score less in global competence assessment than female students and students with
higher ESCS. Student’s self-evaluation on their knowledge and skills related to global competence is also
statistically significant predictor of their performance in global competence.

On the school-level, school’s location and its type are one of the most significant predictors of students’
performance in global competence assessment. As it was discussed earlier, schools in rural regions tend to have
fewer resources and opportunities than urban ones, which as a result, could affect their performance in many
aspects. Students in secondary schools tend to display a higher level of global competence than students,
studying in VET programs. Such findings suggest that the way skills and knowledge on global issues and
intercultural communication are introduced and developed within educational setting needs to be revised and
adapted, taking into account the specific needs of rural population and VET educational institutions.

According to the results of the model, teacher’s intercultural attitudes and could also explain the difference
in student’s level of global competence. Intercultural attitudes of teachers are an indicator of how students
perceive the way teachers treat certain cultural groups, which seems to provide more meaningful responses than
teachers’ self-evaluation. Students, who responded that their teachers display positive attitude towards certain
cultures, score higher in global competence assessment, than peers, who reported negative multicultural attitude
among teachers. Such findings indicate that teachers and attitudes they translate in school environment are
essential components of global competence education among students. Which is why, considering the ways in
which teachers could enhance their cultural awareness and apply it in an educational setting could be of a great
importance.

Still, it is necessary to conduct more detailed analysis that considers differences between secondary
schools and vocational education and training institutions, as well as urban and rural schools, to identify
peculiarities that could be addressed to lessen the achievement gap. What is more, more detailed analysis on the
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reasons, why school’s attention to global issues in formal curriculum, its multicultural educational practices and
attention to global competence-related skills in curriculum showed no statistical significance would hugely
assist in identifying how such data could be further utilized in analysis of student’s learning of global
competence.
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