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ABSTRACT

Students’ life in the modern globalized world gives them many new possibilities and at the 
same time also creates new serious challenges putting forward also new requirements. 
Students’ understanding of the global problems (climate changes and global warming, 
global health (including pandemics), migration, international conflicts, famine or insufficient 
food, the causes of poverty, etc.) become more and more important. The aim of the study 
is to analyze the results of Latvia’s fifteen years old students in the OECD PISA 2018 in 
the aspect of the global competence paying a more detailed attention to the students’ 
understanding of the global problems and their readiness to take action for collective well-
being. The research questions are follows: 1) What is Latvian students’ global competence in 
the international comparison and what is its relation to the characteristics of students, their 
families and school; 2) What is Latvian students’ understanding of the global problems and 
readiness to get involved in their solution? The descriptive statistical analysis employs the 
data from surveys/questionnaires (66 countries) and tests (27 countries) included in PISA 
2018 international data basis. Latvian students’ performance in the cognitive test of the 
global competence is considerably higher than the average of the participating countries, 
and as regards the OECD countries we are on the average level. In Latvia, students of capital 
Riga schools have the highest level of global understanding, it is lower in other cities and 
even lower in rural schools. Latvian students have a slightly lower readiness to get involved 
in solving the global phenomena and participation in concrete activities than the average in 
OECD countries. 

Keywords: global competence, intercultural interaction, OECD PISA, students` performance, sus-
tainable development.

Introduction

Globalization means an ever faster and more intensive flow of people, 
capital, goods, ideas and technologies among countries and regions. These 
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globalization processes will influence more and more the economics and 
culture of the countries and the environment in the whole world. Therefore 
it is crucial to understand what our young people should know and be 
able to do so that they are better prepared for the life in the globalized 
world (Sahlberg & Brown, 2017). Theoretical approaches and definitions 
are developed, the respective themes and teaching/learning methods are 
updated in the curriculum so that then to assess to what extent the global 
competence is developed in students and then give recommendations. 
OECD PISA 2018 study had developed and applied the innovative assess-
ment module of students’ global competence. 

The aim of the study is to explore the global competence of Latvia’s 
fifteen years old students in the PISA 2018 comparison paying special 
attention to the students’ understanding of the global problems and their 
readiness to get involved in solving them. The young people need to be 
informed, they must have the understanding of the global problems that 
influence significantly the life of current and future generations in the 
whole world so that they could form their life, which means also engaging 
in promoting the development of the society and sustainable environment. 

Theoretical background and previous research

The OECD PISA 2018 study measures the fifteen years old students’ 
understanding of the global problems and their readiness to get involved in 
solving them as part of the global competence. The global competence in 
PISA 2018 study 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 world views of others; 
3) engage in open, appropriate and effective interactions across cultures; 
and 4) take action for collective well-being and sustainable development 
(Organisation for Economic Co-operation and Development (OECD), 2019; 
OECD, 2020). In turn, the definition developed by the Council of Chief 
State School Officers of the United States and Asia Society in the project 
about the acquisition of the global competence at school underlines, in par-
ticular, the competence to understand and solve problems of global impor-
tance, “Global competence is the capacity and disposition to understand 
and act on issues of global significance” (Boix-Mansilla & Jackson, 2011); 
however, a bit later both the mentioned definitions are combined (OECD/
Asia Society, 2018). Global Competence Associates consider that the global 
competence implies the ability to interact positively and effectively with 
anyone in the world; it has also developed the global competence model 
according to the definition “Having flexible, respectful attitudes, including 
self-perspective, and applying knowledge of the historical, geographic, and 
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societal factors that influence cultures in order to effectively interact and 
build relationships with people around the world” (Hunter et  al., 2006; 
Hunter, 2004). The mentioned authors have also developed a tool to meas-
ure the global competence based on the surveys – The Global Competence 
Aptitude Assessment (GCAA®), which is Web-administered and accessible 
from any location in the world. However, the authors consider that it can 
be used only for people older than fifteen therefore the studies and their 
results are applied in upper secondary schools, higher education institu-
tions, enterprises and offices. This definition of global competence does 
not directly include such global issues as the environment, world hunger 
and famine, the spread of HIV/AIDS, the availability of clean water, social 
justices etc. (https://globallycompetent.com/assessment/), which, in prin-
ciple, were incorporated in the two approaches previously looked upon. 

The Council of Europe has adopted the “Maastricht Global Education 
Declaration” “Reference Framework of competences for Democratic Culture: 
Policy context, content and impact” and has developed a set of policy doc-
uments of different other levels as well as a full set of tools for introduc-
ing global education in different stages of education. These documents and 
materials provide the following definition “Global Education is education 
that opens people’s eyes and minds to the realities of the world, and awak-
ens them to bring about a world of greater justice, equity and human rights 
for all” a conceptual model of democratic and intercultural competence, 
which, all in all, consists of 20 elements (skills, knowledge and critical 
understanding, attitudes and values) is also offered (Barrett, 2020; Council 
of Europe, 2018; Huber & Reynolds, 2014; O’Loughlin & Wegimont, 2002). 
The Council of Europe materials note that Global Education incorporates 
many global dimensions of the Education for Citizenship (Intercultural 
Education, Human Right Education, Education for Peace and Conflict 
Prevention, Education for Sustainability, Development Education).

UNESCO, too, develops documents and guidelines in this field, mainly, 
using the concept “global citizenship education” the conceptual dimen-
sions of which are, for instance, “to acquire knowledge, understanding 
and critical thinking about global issues, to act effectively and responsibly 
for a more peaceful and sustainable world” (United Nations Educational, 
Scientific and Cultural Organization (UNESCO), 2015a) that coincides with 
several global education dimensions discussed above. Global citizenship 
education and education for sustainable development are mentioned also as 
the foundation for measuring concrete indicators. This is also topical in the 
program of the United Nations 2030 Sustainable Development Goals (SDGs) 
(for example, percentage of students by age group (or education level) 
showing adequate understanding of issues relating to global citizenship 
and sustainability, Target 4.7. Indicators Framework) (UNESCO, 2015 b).

https://globallycompetent.com/assessment/
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The term global competence is relatively new but many related fields 
have been developed in even longer period of time (Hunter et  al., 2006; 
Buckner & Russell, 2013). There are still discussions going on; there is not 
a common theoretical approach to the concepts of global competence and 
global citizenship, and the respective framework and constructs for meas-
urement (Gardinier, 2021; Dill, 2018; Sälzer & Roczen, 2018; Engel et al., 
2016; Torres, 2015; Davies et al., 2005; Kymlicka, 2003). Studies continue 
about the current situation in the field of global competence, global citi-
zenship and related fields as well as improving it in schools (Biseth et al., 
2021; Nguyen, 2018; Chou et al., 2015; Buckner & Russell, 2013), in higher 
education (Liu et al., 2020; Menga et al., 2017; Torney-Purta et al., 2015) 
and, especially, in teacher education (Bordeianu, 2019). Researchers from 
the University of Tel Aviv (Goren & Yemini, 2017) have performed the 
comparative analysis of many empirical studies in the field of global citi-
zenship in schools.

The International Association for the Evaluation of Educational 
Achievement (IEA) together with more than 60 countries of the world 
implements already the fifth cycle of citizenship education study, namely, 
International Civic and Citizenship Education Study (ICCS 2022) (https://
www.iea.nl/ ). Since 1997, Latvia has participated already in four of these 
cycles – CIVED, ICCS 2009, ICCS 2016, ICCS 2022 (Kangro, 2003; Čekse 
et  al., 2010 a; Čekse et  al., 2010 b; Čekse et  al., 2017). The content of 
ICCS 2016 includes civic society and systems, principles, participation and 
identities (Schulz et  al., 2016). When participating in the study, students 
fill in the test and a questionnaire; their teachers and school directors, too, 
fill in the questionnaires. The performance of Latvian students in ICCS 
tests is lower than the average of the participating countries. The results 
of the global competence module of ICCS and PISA 2018 cannot be com-
pared directly because the framework of studies, the composition of the 
participating countries, to a certain extent, are different. The participants 
of the ICSS are Grade 8 students but the participants of the PISA study are, 
mainly, Grade 9 students.

The explored approaches and studies include ideas that the global com-
petence has to be developed in the context of lifelong education as it is 
vital both in the modern labor market and in ensuring sustainable develop-
ment of the society. Certainly, it is exactly the school education stage that 
plays a huge role in the formation of the global competence. Global com-
petence in schools is developed both as transversal skills (civic participa-
tion, cooperation, critical thinking etc.), and in the social and civic, natural 
sciences, languages and others fields of studies (Boix-Mansilla & Jackson, 
2011; Council of Europe, 2018; Chou et al., 2015; Regulations Regarding the 
State Basic Education Standard and Model Basic Education Programmes, 2018; 

https://www.iea.nl/
https://www.iea.nl/


214 Human, Technologies and Quality of Education, 2021

Recommendations on placing development/global education on school agenda, 
2015). Of course, also many out-of-school extracurricular factors impact 
profoundly students’ global competence, namely, the opinions of the peers, 
family members as well as opinions expressed in the society, etc. (Schulz 
et al., 2008).

It has been discussed that different definitions of the global competence 
include both the understanding and attitude to the topical modern prob-
lems in ensuring sustainable development of the society and environment 
and the issues of intercultural interaction (OECD, 2019), although the dif-
ferent approaches have emphasized either one or the other of these aspects. 

Methodology

In order to explore the Latvian fifteen years old students’ understanding 
of the global competence, its separate aspects and relation with different 
factors in view of the PISA 2018 study, the following research questions 
were put forward: 1) What is Latvian students’ global competence in the 
international comparison and what is its relation to the characteristics of 
students, their families and school; 2) What is Latvian students’ understand-
ing of the global problems (climate change, global health (e.  g. epidem-
ics), migration, international conflicts, hunger, causes of poverty, equality 
between men and women) and readiness to get involved in their solution? 
The methods used in the study are the literature analysis for defining the 
theoretical approaches to global competence, for identifying its nature and 
previous studies in this field, the procuring of specific results for Latvia 
based on the analysis of students’ performance in the PISA 2018 cognitive 
test and the opinions expressed in students’ and school directors’ question-
naires applying the descriptive statistical methods and the PISA 2018 inter-
national data basis (https://www.oecd.org/pisa/data/2018database/). 

The participants from Latvia in the main study of PISA 2018 were 5985 
students from 308 schools, who resulting from the statistical sampling 
represented 16107 fifteen years old (born in 2002) students who attend 
different educational institutions of Latvia (except special education insti-
tutions) no lower than Grade 7. PISA participants are mainly students of 
Grade 9  (86%). The PISA 2018 global competence module test was com-
pleted by students from 27 countries of the world (including 11 OECD 
countries), the respective students’ questionnaire, in turn, was filled in by 
students from 66 countries. 

The approach used in the PISA 2018 study for assessing the four dimen-
sions of the global competence mentioned above is presented in Figure 1 
(OECD, 2019). The cognitive test has been developed to assess students’ 
understanding of the global problems. According to the definition developed 
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in the PISA 2018 study (OECD, 2019) the construct “global understanding” 
includes both the knowledge about global and intercultural problems and 
4 groups of cognitive skills that the student needs to fulfil successfully the 
test items. These groups of cognitive skills include the capacity to: 1) eval-
uate information, formulate arguments and explain complex situations and 
problems, 2) identify and analyze multiple perspectives and world views, 
3) understand differences in communication in diverse cultural contexts, 
4) evaluate actions towards sustainable development (OECD, 2019).

Figure 1. The PISA 2018 approach to assessing global competence (OECD, 
2019)

As always in PISA tests, each test unit is based on the scenario after 
reading which the student answers the test items. Each of the scenarios of 
18 units of the cognitive test corresponds to one of the content domains: 
1) Culture and intercultural relations, 2) Socio-economic development and 
interdependence, 3) Environmental sustainability, 4) Institutions, conflicts 
and human rights (OECD, 2019). The test is computerized, 5 test units are 
available for on-line completion in different languages (also Latvian and 
Russian) in the OECD PISA home page (https://www.oecd.org/pisa/test/
other-languages/pisa-2018-global-competence-test-questions.htm), and the 
rest of items of the global competence module of the PISA 2018 basic study 
are confidential. Latvian students completed the test items either in Latvian 
or in Russian depending on the language of instruction in school. Regarding 
the response format, the tasks contain both simple multiple choice items, 
complex multiple choice items, and open-response items.

Including a new PISA study content domain for the first time, a scale is 
developed for assessing student performance where the mean value of stu-
dent performance of OECD countries is 500 points and standard deviation 
is 100 points, and the average performance of participating countries is 
compared with this average indicator. However, as the cognitive test of the 
global competence module was done only by students of 27 countries and 
only 11 of them were OECD countries, then the mean value of student per-
formance in all participating countries, which is 474 points and standard 
deviation – 91 points, is used for the international comparison.
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Results and discussion

The performance of Latvian students in the cognitive test of the global 
competence (497 points, standard deviation 84) is considerably higher 
than the average level (474 points) and considering all 27 countries par-
ticipating in the test we take the 9th place. The top performing students 
are in Singapore, Canada and Hong Kong (China). In turn, in relation to 
the 11 OECD countries that participate in the test, we actually are on the 
average level. 42% of Latvian students, in turn, have given correct answers 
to those 37 test items, which correspond to the first dimension of the OECD 
global competence definition – students` ability to examine local, global 
and intercultural issues. The percentage of correct answers given by stu-
dents of OECD countries to these test items is also 42%, but the result of all 
countries participating in the test is lower – 38% (OECD, 2020). 

Although results of the IEA civic education study (IEA ICCS 2016) and 
PISA 2018 global competence module are not directly comparable, among 
10 countries that participated in both studies Latvia is the only country in 
which the student performance in ICCS 2016 is significantly lower than 
the average indicator of the participating countries (Schulz et  al., 2018), 
but in PISA 2018 global competence module – significantly higher than the 
average of participating countries. The explanation of this fact can be that 
participants of ICCS are Grade 8 students while in PISA – mainly (86% of 
all participants) Grade 9 students, and topics of civic education are mainly 
incorporated in the Grade 9 curriculum.

There is a high, statistically significant correlation (see Table 1) among 
the student performance in all PISA 2018 content domains, both on aver-
age in all participating countries and Latvia. The global competence perfor-
mance of Latvian students has the highest correlation with the performance 
in reading (higher than the average of OECD countries). For our students 
a one-unit increase in the index of students’ enjoyment of reading is associ-
ated with an increase of 25 points in the global competence performance. 
The high correlation of the global competence performance with the read-
ing performance could be explained also by the considerable difference 
(32 points) between girls’ (512 points) and boys’ (480 points) mean perfor-
mance in the global competence test, in reading the girls’ performance is 
by 33 points higher than the boys’ performance.

Similar to other PISA content domains student performance in the 
global competence test, too, depends on the social economic status (ESCS) 
of the student’s family in all countries participating in the study. In Latvia, 
the performance of students from families in the bottom quarter of ESCS 
on average is 465 points, in the top quarter – 529 points, the average in all 
participating countries is 440 points un 516 points, respectively. 



217A. Kangro, R. Kiselova. Latvian Students’ Understanding of Global Problems and ..

Table 1. Correlation of students’ performance in global competence and in 
other PISA subjects

Correlation between performance in …

Mathematics Reading Science … and performance in …

0.73 0.84 0.79 Global competence

  0.79 0.78 Mathematics

    0.85 Reading

Correlation between performance in …

Mathematics Reading Science … and performance in …

0.75 0.86 0.80 Global competence

  0.78 0.77 Mathematics

    0.83 Reading

Thus, in Latvia the impact of ESCS on student performance is slightly 
lower than in the countries participating in the study on average (the per-
formance of students with high ESCS is, respectively, higher by 64 points in 
Latvia and by 76 points on average in participating countries). The relation 
of performance to ESCS of students’ families influences also the distribution 
of Latvian student performance by the location of the school (see Fig. 2). 
In Figure 2, the average ESCS of school groups is expressed in z-scale with 
Latvian mean value 0 and standard deviation 1. The student performance 
of Riga schools is significantly higher in all content domains (subjects) than 
the student performance in rural schools. It should be noted that in global 
competence the student performance of rural schools is the highest in com-
parison with other subjects. The difference in performance between Riga 
and rural students, in turn, is explicitly higher exactly in reading.

Figure 2. The average mathematics, science, reading and global competence 
performance distribution of Latvian students according to school 
location, PISA 2018
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Analyzing Latvian students’ awareness about their knowledge regarding 
global issues, it is evident that our students feel less informed about the 
given issues than students of OECD countries on average (see Fig. 3). 

Figure 3. Students’ awareness of global issues, by topic (Students who reported 
knowing about or being very familiar with the following topics)

Latvian students admit that they are the least informed about the 
currently due to the pandemic most topical issue – global health (e.  g. 
epidemics), but the greatest difference in comparison with the average 
of the OECD countries appears in our students’ awareness of the equality 
between men and women in different parts of the world (the difference 
is 17 percentage points). In the school survey, school principals in Latvia 
(90% and more), in turn, more frequently than school principals of OECD 
countries on average have answered that these topics are included in the 
school curricula. In Latvia, as well as in Estonia, Lithuania and 13 other 
OECD countries, there are no statistically significant differences in stu-
dents’ awareness of the given global topics in relation to the inclusion of 
these topics in the school curriculum (OECD, 2020). Thus, the opinion 
of Latvian school principals in this question is too optimistic, the men-
tioned results prove that both in Latvia and many other countries the 
opinions of school principals and students about the teaching/learning 
content that is planned and acquired differs. Consequently, not all topics 
are paid enough attention to in the teaching/learning process at school, 
most likely Latvian students have learnt the information about some of 
these topics outside the school. For instance, the sample programme of 
Latvian Social science subject (https://www.visc.gov.lv/lv/media/2695/
download), according to which PISA 2018 participants learnt, in Grade 
9 only four lessons are envisaged for the topic “Care about the envi-
ronment” and only two lessons for developing the understanding of the 
global process and forms of its expression in Latvia and in the world. In 
turn, the new sample programme of Social science for Grade 9 envisages 
9 lessons for acquiring the topic “How to use sustainably the advantages 
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of globalization and diminish its threats?” (https://mape.skola2030.lv/
resources/200). Problems connected with teaching the globalization-re-
lated topics at school were established already in PISA 2015 study where 
answering the question on how interesting it was to learn about ecosys-
tems and sustainability in science lessons at school, only 37% of Latvian 
students answered that it was interesting or very interesting (Geske et al., 
2020).

Latvian students’ awareness of globalization-related topics is very 
closely linked (correlation 0.55) with students’ conviction about their 
self-efficacy to perform certain tasks of the global competence (see Fig. 4). 
Latvian students as well as students of OECD countries (80% and 77%, 
respectively) consider that it is best to discuss different reasons why people 
decide to become refugees, and the least convinced (in Latvia 52%, on 
average in OECD countries 58% students) that they can establish a connec-
tion between prices of textiles and working conditions. Both in Latvia and 
on average in OECD countries, only approximately 60% of students could 
explain and discuss the consequences of the economic development on the 
surrounding environment and the influence of the carbon dioxide emission 
on climate changes in the world. This means that 40% of our students lack 
sufficient knowledge and understanding of these topics that are included in 
the content of science subjects. 

Figure 4. Students’ self-efficacy regarding global issues, by task (Students who 
reported doing these tasks easily or with some effort)

Also the distribution of the number of students’ responses “yes” and 
“no” by task, whether you acquire the further listed at school, shows that 
relatively seldom world events are discussed or analyzed at school during 
the lessons; students rarely are invited/encouraged to express their opinion 
or participate in discussions (see Fig. 5). In comparison with the average of 
OECD countries, Latvian students are less frequently invited or participate 
in these activities.

https://mape.skola2030.lv/resources/200
https://mape.skola2030.lv/resources/200
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Figure 5. Students who reported learning the following at school

Students’ questionnaire inquires not only about their knowledge and 
understanding of different problems related to globalization and sustaina-
bility but also their willingness, readiness and real engagement in solving 
these problems. 71% of Latvian students and 76% students on average in 
OECD countries consider themselves citizens of the world and admit that 
it is important to look after the global environment (see Fig. 6). In turn, 
less than a half of Latvian students (43–45%) consider that they are able to 
do something to diminish the problems of the world and that their behav-
ior can impact people in other countries. Students of OECD countries are 
more certain about their capacity to influence global problems (56–57%). 
Probably, the relatively lower number of positive answers to these ques-
tions in Latvia and OECD countries can be explained by the age of the 
students, they do not yet feel mature enough to influence the world’s prob-
lems and people. Although the example of Swedish environmental activist, 
school girl Greta Thunberg, proves the opposite. 

Figure 6. Students’ agency regarding global issues, by attitudes towards those 
issues (Students who agreed or strongly agreed with the following 
statements)
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Regarding activities included in the survey, in which students could 
engage to promote sustainable development and common well-being (see 
Fig. 7), Latvian students as well as students of OECD countries have men-
tioned that they most frequently reduce the energy consumption (56% and 
71%, respectively). Most seldom, only one fifth of our students participate 
in activities that promote equality between men and women and/or boy-
cott goods or producers, there are more such students in OECD countries 
(33% and 27%, respectively). The equality between men and women is also 
a topic which our students consider to be less informed about (see Fig. 3).

Figure 7. Students’ capacity to take actions for common well-being and 
sustainable development

Both students of OECD countries in general and Latvian students more 
frequently have indicated that they follow different events in the world in 
Twitter and Facebook, but they read less the information in the internet 
sites, thus the awareness and knowledge of our students about globaliza-
tion processes, probably, is more based on the opinions of their peers and 
the society than the objective information. 

Conclusions

• Research sources surveyed in the study, including theoretical approaches 
and study materials developed by important international organiza-
tions, as well as the OECD PISA 2018 addressing the development of 
an innovative module for assessing students’ global competence and 
using it in the study, show that education of today’s young people for 
a full-fledged life in the global world is continuously in the focus of 
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attention of researchers, developers of the teaching/learning content 
and teachers, and many research works and everyday pedagogical work 
is devoted to this.

• The average performance of Latvian 15-year-old students in the OECD 
PISA 2018 global competence cognitive test is generally quite similar to 
their performance in mathematics, science and reading tests – we are 
at the OECD average (significantly above the average of all countries 
participating in study). In Latvia, the highest performance of students is 
in the capital Riga, followed by other cities and towns, but the lowest is 
for students in rural areas.

• The OECD PISA study always shows a high correlation between stu-
dents’ performance in different content areas. The highest correlation 
with the results of the global competence cognitive test is directly with 
the results of the reading test (0.86 for Latvian students), also the index 
of students’ enjoyment of reading is positively associated with global 
competence performance. As with reading, girls perform better than 
boys in the global competency test. 

• Principals of Latvian schools more often than on average in OECD 
express the opinion about including different global issues in the school 
curricula (respectively, 98–90% and 88–78%, depending on the con-
crete theme); however, it has to be mentioned that in Latvia and other 
13 OECD countries (including Estonia and Lithuania) students’ answers 
are not statistically significantly connected with that. Thus, the opinion 
of Latvian school principals in this question is too optimistic; the given 
results prove that both in Latvia and many other countries the opinions 
of school principals and students about the planned and implemented, 
and the acquired study curriculum differ. 

• 56% to 73% of Latvian students consider that they now or are very 
familiar with many global issues (climate change, global health (e.  g. 
epidemics), migration, international conflicts, hunger, causes of poverty, 
equality between men and women). The respective average indicators 
in OECD countries are higher; however, the Latvian students’ self-ef-
ficacy regarding their ability to perform concrete tasks in relation to 
global problems (e. g., to explain concrete phenomena, to discuss their 
causes, etc.) is very close to the average indicators of OECD countries – 
50–80% of students are convinced that they will be able to do this. The 
compliance between Latvian students’ opinions about their awareness 
of different global issues and the self- efficacy about their abilities to 
explain them in more detail is good (correlation is 0.55). 

• Approximately 40% to 70 % of Latvian students confirm their under-
standing of global issues and at the same time express their readiness to 
get involved in their solution. The greatest majority of students (71%) 
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express support to the care for the global environment, less than a half 
(43–45%) – to the conviction about their capacity to diminish the prob-
lems of the world and with their behavior to influence people in other 
countries. The number of positive answers given by our students is only 
by 3–13 percentage points (depending on the concrete item) lower that 
the average of OECD countries. 

• 20–55% of Latvian 15-year – old students engage in different activi-
ties to promote sustainable development and common wellbeing, which 
in general is slightly below the average in OECD countries. The most, 
Latvian students reduce the energy consumption at home to protect the 
environment, the least – they boycott products or companies for politi-
cal, ethical or environmental reasons or participate in activities promot-
ing equality between men and women. 

• The analysis of the data of PISA 2018 global competence module 
demonstrates that Latvian students display greater understanding and 
engagement exactly in relation to issues and activities of preserving the 
environment, lower – in relation to intercultural issues and problems 
that could be the direction of further research. The preliminary analysis 
shows that global competence topics are more represented in the new 
teaching/learning content, yet the implementation of the new teaching/
learning content – the teachers’ work – will define the outcome. 
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