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INTRODUCTION
The International Civic and Citizenship Education Study (ICCS) studied the ways in which
countries prepare their young people to undertake their roles as citizens. It investigated student
knowledge and understanding of civics and citizenship as well as student attitudes, perceptions,
and activities related to civics and citizenship.
The term civic and citizenship education is used to emphasize a broadening of the concept,
processes, and practices that have occurred in this area. Civic education focuses on knowledge and
understanding of formal institutions and processes of civic life (such as voting in elections).
Citizenship education focuses on knowledge and understanding and on opportunities for
participation and engagement in both civic and civil society. It is concerned with the wider range
of ways through which citizens interact with and shape their communities (including schools) and
societies.

Participating countries and Population
Malta is one of the thirty-eight countries that participated in ICCS. Five countries were from Asia,
26 from Europe, six from Latin America and one from Australasia.
The ICCS student population was students in Grade 8 (students approximately 14 years of age),
provided that the average age of students in this grade was 13.5 years or above at the time of the
assessment. The average age of the Maltese students was 13.9 years.
The population for the ICCS teacher survey was defined as all teachers teaching regular school
subjects to the students in the target grade (generally Grade 8) at each sampled school. Teachers
from both civic-related and non-civic-related subjects were surveyed.
The participation rates required for each country were 85 percent of the selected schools and 85
percent of the selected students within the participating schools, or a weighted overall participation
rate of 75 percent.
The ICCS assessment framework
The assessment framework consisted of two parts:
• The civics and citizenship framework
• The contextual framework
The ICCS assessment framework was organized around three dimensions as shown in Table 1
• A content dimension
• An affective-behavioural dimension
• A cognitive dimension
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Content Domain
Civic society
& systems

Civic
principles

Civic
participation

Civic
identities

Total

Knowing

15

3

1

0

19

Analysing and reasoning

17

22

17

5

61

32
Civic society
& systems

25
Civic
principles

18
Civic
participation

5
Civic
identities

80
Total

Value beliefs

12

12

0

0

24

Attitudes

12

18

18

14

62

Cognitive domains

Total
Affective-behavioural domains

Behavioural intentions

21

21

Behaviours

14

14

Total

24

30

53

14

121

Table 1: Coverage of cognitive or affective-behavioural and content domains in the ICCS student survey

The four content domains in the ICCS assessment framework were:
• Civic society and systems
• Civic principles
• Civic participation
• Civic identities.
Each of these was made up of a set of sub-domains that incorporated elements referred to as
“aspects” and “key concepts.”
The assessment framework identified the different types of student perceptions and behaviours
relevant to civics and citizenship. Four affective-behavioural domains were identified:
• Value beliefs
• Attitudes
• Behavioural intentions
• Behaviours.
The two cognitive processes in the ICCS framework were:
• Knowing
• Reasoning and analyzing.
Data collection and ICCS Instruments
The main survey data collection took place in the 38 participating countries between October 2008
and June 2009. In Malta it was administered between 21 and 30 April 2009.
Several instruments were administered as part of ICCS.
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The following instruments were concerned with students:
• The international student cognitive test: this consisted of 80 items measuring civic and
citizenship knowledge, analysis, and reasoning.
• A 40-minute international student questionnaire: this was used to obtain student perceptions
about civics and citizenship as well as information about each student’s background.
• A set of regional instruments: these took between 15 and 30 minutes to complete and focused
on particular issues associated with civics and citizenship in three regions – Asia, Europe and
Latin America.
Another set of instruments was designed to gather information from and about teachers, schools,
and education systems. The set consisted of the following:
•
•

A 30-minute teacher questionnaire: this asked respondents’ to give their perceptions of civic
and citizenship education in their schools and to provide information about their schools’
organization and culture as well as their teaching assignments and backgrounds.
A 30-minute school questionnaire: here, principals provided information about school
characteristics, school culture and climate as well as the provision of civic and citizenship
education in their schools.

National research coordinators (NRCs) coordinated information gained from national experts in
response to an online national contexts survey. This information concerned the structure of the
education system, civic and citizenship education in the national curricula, and recent
developments in civic and citizenship education.
The countries participating in the regional modules received an additional instrument specific to
their region. The European regional instrument consisted of a 12-minute region-specific cognitive
test and a 17-minute region-specific questionnaire (29 minutes total).
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THE CONTEXTS FOR CIVIC AND CITIZENSHIP EDUCATION
The contextual framework for ICCS recognized four overlapping levels of influence:
• Context of the wider community
• Context of schools and classrooms
• Context of home environments
• Context of the individual.
ICCS used the school, teacher, and student questionnaires to collect information about the contexts
of schools, classrooms, home environments, and the individual. The national contexts survey was
used to collect data about the context of the wider community, and more specifically the national
and community contexts.

National approaches to civic and citizenship education
Three main approaches to civic and citizenship education was provided:
• Civic and citizenship education as a specific, stand-alone subject (either compulsory or
optional)
• Civic and citizenship education integrated into other subjects; and
• Civic and citizenship education as a cross-curricular theme.
Table 2 outlines the approach that the countries participating in ICCS take to civic and citizenship
education in their curricula for the lower levels of secondary school (which include the specific
target grade for ICCS, typically Grade 8). The table also shows the type and variety of approaches
that countries use when implementing civic and citizenship education in their curricula at this
level.
Twenty-one of the 38 countries provide a specific subject or course in civic and citizenship
education that is compulsory in general education (or both general education and vocational
education) in Grade 8.
Thirty-two of the participating countries provide civic and citizenship education by
integrating it into several subjects. Twenty-nine countries provide civic and citizenship education
through a cross-curricular approach. Most of the countries including Malta that provide civic and
citizenship education through integration in other subjects also provide civic and citizenship
education through a cross-curricular approach.
Malta, like a large number of countries, provides civic and citizenship education by way of:
• assemblies and special events (28 countries),
• the classroom experience and ethos (29 countries), or
• extra-curricular activities (28 countries).
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Country
Austria
Belgium (Flemish) ¹
Bulgaria
Chile
Chinese Taipei
Colombia ¹
Cyprus
Czech Republic
Denmark ²
Dominican Republic
England
Estonia
Finland
Greece ¹ ³
Guatemala
Hong Kong SAR
Indonesia
Ireland
Italy
Korea Rep. of
Latvia
Liechtenstein
Lithuania
Luxembourg
Malta
Mexico
Netherlands
New Zealand ⁴
Norway
Paraguay
Poland
Russian Federation
Slovak Republic
Slovenia
Spain
Sweden
Switzerland ⁵
Thailand
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subject
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Table 2: Approaches to CCE in the curriculum for the lower secondary education in ICCS countries
Symbols
 For all study programs and school types
 For some study programs
 CCE not in curriculum
1
2
3
4
5

The data relate to the< target grade> because there are differences in approach between grades within the lower
secondary phase
There is no formal national curriculum but a series of Ministry guidelines that form a ‘common curriculum’ that
includes CCE
CCE is not taught in the <target grade> and there is no intended integration. But CCE topics can come up in a
number of subjects.
CCE is a major part of the social studies curriculum
There are considerable differences in approach between the Swiss cantons. In some cantons CCE is a curriculum
subject, while in others it is integrated in several subjects.
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Knowledge and understanding of civics
and citizenship

Country
Austria
Belgium
Bulgaria
Chile
Chinese Taipei
Colombia
Cyprus
Czech Republic
Denmark
Dominican Rep
England
Estonia
Finland
Greece ¹
Guatemala
Hong Kong SAR
Indonesia
Ireland
Italy
Korea Rep. of
Latvia
Liechtenstein ¹
Lithuania
Luxembourg
Malta
Mexico
Netherlands
New Zealand
Norway
Paraguay
Poland
Russian Fed
Slovak Republic
Slovenia
Spain
Sweden
Switzerland
Thailand
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Table 3: Emphasis given to civic processes in the curriculum for students at the country's ICCS target grade8
Emphasis on processes:

 no emphasis

 some emphasis

 major emphasis

1 Though CCE is not a subject in the curriculum at <target grade> CCE processes can be addressed through other subjects
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Emphasis on civic processes and topics in national curricula
All of the 38 ICCS countries view civic and citizenship education as encompassing a variety of
processes. It is designed to develop knowledge and understanding as well as skills of
communication, analysis, observation and reflection, while providing opportunities for active
student involvement in and beyond school. Tied up with this is the notion of developing positive
attitudes toward national identity and promoting future participation in civic and civil society.
According to Table 3 all 38 participating countries place some or a major emphasis on the
processes underpinning knowledge and understanding of civics and citizenship. Malta places a
major emphasis on this process.
Malta is among the most countries that pay heed to the process of developing positive attitudes
among students via the following means:
• Participation and engagement in civic and civil society (37 countries);
• Communicating through discussion and debate (37 countries);
• Developing a sense of national identity and allegiance (35 countries); and
• Projects and written work (33 countries).
Malta is also among the fewer countries that emphasize these means:
• Creating opportunities for student involvement in decision-making in school (31 countries);
• Creating opportunities for student involvement in decision-making through community-based
activities (30 countries);
• Analyzing and observing change processes in the community (29 countries):
• Reflecting on and analyzing participation and engagement opportunities (28 countries);
• Analyzing and observing change processes in the school (22 countries).
Table 4 focuses on the civic and citizenship topics that ICCS countries cover in the curriculum at
the target grade (typically Grade 8). It also addresses the degree of emphasis given to those topics.
Many countries place a major emphasis on human rights, government systems, voting and
elections. There are also signs of the introduction of newer topics, such as the environment and
understanding different cultures and ethnic groups, and of the growing emphasis given to them.
Although the pattern is not consistent across countries, there is evidence in the table that civic and
citizenship education addresses not only the political but also the economic, social, and cultural
dimensions of society, including conflict resolution.
Civic and citizenship education topics also reflect the spread and reach of modernization and
globalization, with many countries giving emphasis to the topics of communications studies
(including the media) as well as global/international organizations and regional institutions and
organizations (such as the European Union).
The topics that the ICCS countries most frequently nominated as a major emphasis in civic and
citizenship education were human rights (25 countries), understanding different cultures and ethnic
groups (23 countries), the environment (23 countries), parliamentary and governmental systems
(22 countries), and voting and elections (20 countries).
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Country
Austria
Belgium
Bulgaria
Chile
Chinese Taipei
Colombia
Cyprus
Czech Republic
Denmark
Dominican Rep
England
Estonia
Finland
Greece ¹
Guatemala
Hong Kong
Indonesia
Ireland
Italy
Korea Rep. of
Latvia
Liechtenstein ¹
Lithuania
Luxembourg
Malta
Mexico
Netherlands
New Zealand
Norway
Paraguay
Poland
Russian Fed.
Slovak Republic
Slovenia
Spain
Sweden
Switzerland
Thailand
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Table 4: Emphasis given to CCE topics in the curriculum for students at country's ICCS target grade
Emphasis on processes:

 no emphasis

 some emphasis

 major emphasis

1 Though CCE is not a subject in the curriculum at <target grade> CCE topics can be addressed through other subjects
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Malta places major emphasis on the environment and parliamentary and governmental systems. Some
emphasis is placed on human rights, understanding cultures and ethnic groups and voting and
elections.
Malta places also major emphasis on other topics which were less frequently nominated namely:
communications studies (14 countries), legal systems and courts (13 countries), the economy and
economics (12 countries), regional institutions and organizations (12 countries), and resolving conflict
(11 countries). Malta is one of the five countries that nominated voluntary groups as a major emphasis.

Students’ Civic Knowledge
Civic knowledge refers to the application of civic and citizenship cognitive processes to the civic and
citizenship content. It is a key outcome of civic and citizenship education programs and is fundamental
to effective civic participation. Civic knowledge is a broad term that denotes understanding and
reasoning and is applicable to all four content domains in the assessment framework.
The ICCS civic knowledge test comprised 79 items. Seventy-three items were multiple-choice and six
were constructed response. The latter required students to provide responses between one and four
sentences in length.
The ICCS assessment framework included four content and two cognitive domains. The proportions of
items across the four content domains were:
• Civic society and systems, 40 percent;
• Civic principles, 30 percent;
• Civic participation, 20 percent;
• Civic identities, 10 percent.
The proportions across the two cognitive domains were:
• Knowing, 25 percent; and
• Reasoning and analyzing, 75 percent.
The test items were grouped into seven clusters. Six of these contained 10 or 11 items, including one
constructed-response item per cluster. Each student completed one test booklet comprising three
clusters. In total, there were seven different test booklets, and each cluster appeared in three different
booklets— once in each of the first, second, and third positions. This balanced rotation of items meant
that a larger amount of assessment content was included in the instrument than could be completed by
any individual student. This approach was necessary to ensure broad coverage of the contents of the
ICCS assessment framework.
The ICCS research team used the Rasch model (Rasch, 1960) to derive the cognitive scale from the 79
test items. The scale broadly reflects development encompassing the concrete, familiar, and
mechanistic elements of civics and citizenship through to the wider policy and institutional processes
that determine the shape of our civic communities.
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Level 3: (563 score points and above)

Students working at Level 3 make connections between the processes of social and political organisation and influence,
and the legal and institutional mechanisms used to control them. They generate accurate, hypotheses on the benefits,
motivations and likely outcomes of institutional policies and citizens' actions. They integrate, justify and evaluate given
positions, policies or laws based on the principles that underpin them. Students demonstrate familiarity with broad
international economic forces and the strategic nature of active participation.
Students working at Level 3 for example:
• identify likely strategic aims of a program of ethical consumption.
• suggest mechanisms by which open public debate and communication can benefit society.
• suggest related benefits of widespread cognitive intercultural understanding in society.
• justify the separation of powers between the judiciary and the parliament.
• relate the principle of fair and equal governance to laws regarding disclosure of financial donations to
political parties.
• evaluate a policy with respect to equality and inclusiveness.
• identify the main feature of free market economies and multinational company ownership.
Level 2: 479 to 562 score points

Students working at Level 2 demonstrate familiarity with the broad concept of representative democracy as a political
system. They recognise ways in which institutions and laws can be used to protect and promote a
society's values and principles. They recognise the potential role of citizens as voters in a representative democracy, and
generalise principles and values from specific examples of policies and laws (including human rights). Students
demonstrate understanding of the influence that active citizenship can have beyond the local community. They generalise
the role of the individual active citizen to broader civic societies and the world.
Students working at Level 2 for example:
• relate the independence of a statutory authority to maintenance of public trust in decisions made by the
authority.
• generalizes the economic risk to developing countries of globalization from a local context.
• identify that informed citizens are better able to make decisions when voting in elections.
• relate the responsibility to vote with the representativeness of a democracy.
• describe the main role of a legislature/parliament.
• define the main role of a constitution.
• relate the responsibility for environmental protection to individual people.
Level 1: 395 to 478 score points

Students working at Level 1 demonstrate familiarity with equality, social cohesion and freedom as principles of
democracy. They relate these broad principles to everyday examples of situations in which protection of or challenge to the
principles are demonstrated. Students also demonstrate familiarity with fundamental concepts of the individual as an active
citizen: they recognise the necessity for individuals to obey the law; they relate individual courses of action to likely
outcomes; and they relate personal characteristics to the capacity of an individual to effect civic change.
Students working at Level 1 for example:
• relate freedom of the press to the accuracy of information provided to the public by the media.
• justify voluntary voting in the context of freedom of political expression.
• identify that democratic leaders are aware of the needs of the people over whom they have authority.
• justifies voluntary voting in the context of freedom of political expression.
• recognise that the UN Universal Declaration of Human Rights is intended to apply to all people.
• generalize about the value of the internet as a communicative tool in civic participation.
• recognise the civic motivation behind an act of ethical consumerism.
Table 5: List of proficiency levels with text outlining the type of knowledge and understanding at each level
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The scale is hierarchical in the sense that civic knowledge becomes more sophisticated as student
achievement progresses up the scale. However, it is also developmental because of the assumption that
any given student is probably able to demonstrate achievement of the scale content below his or her
measured level of achievement.
Table 5 shows the list of proficiency levels with text outlining the type of knowledge and
understanding at each level.
Level 1 (395 to 478 score points) can be characterized by students’ engagement with the
fundamental principles and broad concepts that underpin civics and citizenship. Students operating at
this level:
• are familiar with the “big ideas” of civics and citizenship;
• are generally able to accurately determine what is “fair” or “unfair” in familiar contexts
• demonstrate some knowledge of the most basic operations of civic and civil institutions
• demonstrate awareness of citizens’ capacity to influence their own local context.
The key factors that differentiate Level 1 achievement from that of higher levels relate to the degree of
specificity of students’ knowledge and the amount of mechanistic rather than relational thinking that
students express in relation to the operations of civic and civil institutions.
Students working at Level 2 (479 to 562 score points):
• typically demonstrate some specific knowledge and understanding of the most pervasive civic and
citizenship institutions, systems, and concepts
• generally understand the interconnectedness of civic and civil institutions, and the processes and
systems through which these operate (rather than only being able to identify their most obvious
characteristics
• are able to demonstrate understanding of the connection between principles or key ideas and how
these operate in policy or practice in everyday, familiar contexts
• can relate some formal civic processes to their everyday experience and
• are aware that the potential sphere of influence (and, by inference, responsibility) of active citizens
lies beyond their own local context.
One key factor differentiating Level 2 from Level 3 is the degree to which students use knowledge and
understanding to evaluate and justify policies and practices.
Students working at Level 3 (563 score points and above):
• demonstrate a holistic rather than a segmented knowledge and understanding of civic and
citizenship concepts
• make evaluative judgments about the merits of policies and behaviours from given perspectives,
• justify positions or propositions,
• hypothesize outcomes based on their understanding of civic and citizenship systems and practices
• demonstrate understanding of active citizenship practice as a means to an end rather than as an
“automatic response” expected in a given context
• are able to evaluate active citizenship behaviours in light of their desired outcomes.
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The ICCS civic knowledge test instrument includes six open-ended questions. The merit of using this
type of constructed response item format is that it provides students with opportunity to demonstrate
knowledge and understandings relating to multifaceted civic concepts. These questions were scored
by experts in each country trained to international standards. Each question was allocated a score
ranging from 0 to 2. Students who were able to provide two different correct replies were awarded
full credit (2-point score). Partial credit (1-point score) was awarded to students who provided one
correct reply and no credit (0-point score) was awarded for incorrect replies and non-response. To
illustrate the procedure we present one of the six open-ended questions and provide a comparison of
student performance between countries.
Students were required to propose two different benefits of public debate for society. The focus was
on understanding the concept of public debate rather than simply defining the term itself.
Public debate is when people openly exchange their opinions. Public debate happens in letters to
newspapers, TV shows, radio talkback, internet forums and public meetings. Public debate can be
about local, state, national or international issues.
How can public debate benefit society? (Give two different ways)
The provision of more than one acceptable response indicates a developing capacity to:
• formulate arguments based on more than one single idea or perspective
• demonstrate the capacity to identify some of the building blocks that could lead to complex
argument
• consider a context broader than the students’ local and highly familiar communities and to make
connections between the actions of citizens and the possible effects of those actions.
Figure 1 displays that 20% of Maltese students were able to achieve full credit on this item equaling
the ICCS average across all countries. The achievement percentages in this level ranged from 6% to
42%. The percentage of Maltese students (41%) getting no credit on this item was significantly larger
than the ICCS average (33%). The range of percentages across all countries in this level was 14% to
58%. The proportion of Maltese students (59%) achieving at least partial credit (i.e. either partial or
full credit) on this item, indicating students’ awareness of the concept from at least a single
perspective, is significantly lower than the ICCS average (67%).
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Figure 1: Percentage of Maltese students awarded full, partial and no credit on the
item compared to all countries
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Figure 2: Percentage of correct replies and 95% confidence interval for multiple choice items.
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In multiple choice questions the students were provided with a statement or situation and they had to
select the best of four given answers. To illustrate the procedure we present one of the 73 multiple
choice questions and provide a comparison of student performance between countries.
Michael buys new school shoes. Michael then learns that his new shoes were made by a company that
employs young children to make the shoes in a factory and pays them very little money for their work.
Michael says he will not wear his new shoes again.
Why would Michael refuse to wear his new shoes?





He thinks that shoes made by children will not last very long.
He does not want to show support for the company that made them.*
He does not want to support the children that made them.
He is angry that he paid more for the shoes than they are actually worth.

Figure 2 shows the percentage of students that answered the item correctly (the correct response is
indicated with an asterisk at the end of the multiple-choice response option). Students who selected the
correct response to this example met a Level 1 standard of proficiency on the ICCS civic knowledge
scale. On average, across all countries, 73% of students achieved full credit on this item. The range of
percentages across the countries was 38% to 92%. Malta had a middling percentage (72%) of correct
replies that was not significantly different from the ICCS average.

Comparison of civic knowledge across countries
The 79 test items in the students’ questionnaires comprised 73 multiple choice questions and 6
constructed-response (open-ended) questions. These items were grouped into seven clusters. Six of
these contained 10 or 11 items, including one constructed-response item per cluster. The seventh
cluster included 17 items from the 1999 CIVED item pool to monitor and measure changes in student
performance for the countries that participated in both ICCS and CIVED. A weighted score was
generated for each country using all the 79 items. These scores were rescaled to have an ICCS mean
score of 500 and a standard deviation of 100 for the equally weighted national samples.
Figure 3 displays the distributions of student achievement on the civic knowledge test for all countries.
The average country scores on the civic knowledge scale ranged from 380 to 576 scale points. The
span was equivalent to almost two standard deviations. Finland, Denmark and Republic of Korea
have an average civic knowledge score over 563 scale points (standard proficiency at Level 3). The
Dominican Republic was the sole country with a mean civic knowledge score below 395 scale point
threshold (standard proficiency below Level 1). Malta, with a mean civic knowledge score of 490,
falls in the Proficiency Level 2 category; however, this is still 10 scale points lower than the ICCS
average.
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Civic Knowledge
Years of
schooling

Average
Age

Finland

8

14.7

576

(2.4)

⑦

Denmark

8

14.9

576

(3.6)

⑦

Korea, Rep

8

14.7

565

(1.9)

⑦

Chinese Taipei

8

14.2

559

(2.4)

⑦

Sweden

8

14.8

537

(3.1)

⑦

Poland

8

14.9

536

(4.7)

⑦

Ireland

8

14.3

534

(4.6)

⑦

Switzerland

8

14.7

531

(3.8)

⑦

Liechtenstein

8

14.8

531

(3.3)

⑦

Italy

8

13.8

531

(3.3)

⑦

Slovak Rep.

8

14.4

529

(4.5)

⑦

Estonia

8

15.0

525

(4.5)

⑦

England

9

14.0

519

(4.4)

⑦

New Zealand

9

14.0

517

(5.0)

⑦

Slovenia

8

13.7

516

(2.7)

⑦

Norway

8

13.7

515

(3.4)

⑦

Belgium

8

13.9

514

(4.7)

⑦

Czech Rep

8

14.4

510

(2.4)

⑦

Russian Fed.

8

14.7

506

(3.8)

Lithuania

8

14.7

505

(2.8)

Spain

8

14.1

505

(4.1)

Austria

8

14.4

503

(4.0)

Malta

9

13.9

490

(4.5)

❼

Chile

8

14.2

483

(3.5)

❼

Latvia

8

14.8

482

(4.0)

❼

Greece

8

13.7

476

(4.4)

❼

Luxembourg

8

14.6

473

(2.2)

❼

Bulgaria

8

14.7

466

(5.0)

❼

Colombia

8

14.4

462

(2.9)

❼

Cyprus

8

13.9

453

(2.4)

❼

Mexico

8

14.1

452

(2.8)

❼

Thailand

8

14.4

452

(3.7)

❼

Guatemala

8

15.5

435

(3.8)

❼

Indonesia

8

14.3

433

(3.4)

❼

Paraguay

9

14.9

424

(3.4)

❼

Dominican Rep.

8

14.8

380

(2.4)

❼

Country

Average
Scale Score

Figure 3: Country averages in civic knowledge, percentiles and 95% confidence intervals.
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Figure 3 also displays the 95% confidence interval (marked in black) for the actual civic knowledge
score for each country. The confidence interval provides a range of values for the actual mean civic
knowledge score if the whole student population of a particular country had to be included in the
study. The 95% confidence interval for the actual mean civic achievement score of Maltese students
ranges from 481 to 499, which is slightly short of the ICCS average. This explains why Malta is listed
as the first country where achievement is significantly less than the international average. The average
scores of four countries, including Austria, Lithuania, the Russian Federation, and Spain, were not
statistically significantly different from the ICCS international average. Fourteen countries, including
Malta, had national averages that were significantly below the ICCS average, and 18 countries had
national averages that were significantly higher than the ICCS average.
Figure 3 also displays the 5th and 95th percentiles and the interquartile range (marked in blue).
Different countries had different distributions of scores. This is shown graphically in Figure 3 because
the lengths of the bars, displaying the distribution of student scores for each country vary
considerably. This spread appears to be unrelated to the average scale score for that country. The
distance between the lowest 5% and the highest 95% of civic knowledge scores is about 300 scale
points; whereas, the largest distance between the mean civic knowledge scores is approximately 200
points. This implies that, in most countries, the variation in student civic knowledge scores within
countries is greater than that between countries.
Figure 3 also exhibits some variation in the average age of students in the target grade (Grade 8)
across countries. The average age ranged from 13.7 to 15.5 years, and the Maltese sample (mean
student age of 13.9 years) comprised one of the youngest age-groups. The relationship between
student age and civic knowledge scale scores is complex in that it varies within countries and between
countries.
The countries in Figure 4, which portrays the percentage of students at each proficiency level across
countries, run in descending order according to the percentage of students with scores that positioned
them at Proficiency Level 3 on the scale. Not surprisingly, the order of countries in Figure 4 is similar
to that in Figure 3, where the countries appear in descending order of mean score. The small difference
is a result of different distributions of students across the levels within countries with comparable
average student civic knowledge scores.
Figure 4 show that 24% of Maltese students achieved scores that placed them within ICCS civic
knowledge Proficiency Level 3; 33% are categorized as Level 2; 26% fall in the Level 1 cluster and
the remaining 17% achieved scores below the 395 scale point threshold. These percentages are quite
comparable to the ICCS average proportions and the differences are not significant at the 0.05 level of
significance. Compared to the ICCS average proportions, Malta has a slightly lower percentage of
students at Proficiency Level 3 and a slightly higher proportion below Level 1. 83% of Maltese
students achieved scores that placed them within ICCS civic knowledge Proficiency Levels 1, 2 and 3.
This is quite comparable to 84% ICCS average proportion. The distribution of student scores across
countries was largely within Levels 2 and 3. In 13 countries, Level 3 had the highest percentage of
students. In another 13 countries, including Malta, most students were at Level 2. Eight countries had
highest proportions of students at Level 1 and two countries (Paraguay and Dominican Republic) had
highest percentage of students was below Level 1.
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Figure 4: Percentage of students at each proficiency level across all countries
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Figure 4 also exhibits huge contrasts in the distribution of ICCS civic knowledge scores across
countries. More than half the students sampled from Finland, Denmark, Korea and Chinese Taipei
achieved scores that placed them within ICCS civic knowledge Level 3; whereas, more than 60%
sampled from Dominican Republic obtained scores below the 395 point threshold (below Level 1
bracket). 26 countries, including Malta, had more than 50% of student scores in Levels 2 or 3. Seven
countries, including Cyprus, Mexico, Thailand, Paraguay, Guatemala, Indonesia and Dominican
Republic, had more than 60% of student scores in Levels 1 or below.
Figure 5 shows the average ICCS civic knowledge scores of male and female students in each country.
The average scores of female students are higher than male students both overall and in all the
countries. The average score for Maltese female students (507 scale points) is comparable to the
international average score for female students (511 points). However, the average score for Maltese
male students (473 scale points) is significantly lower than the international average male scale score
(489 points) using a 0.05 level of significance. In 31 countries, including Malta, the average scores of
female students was statistically significantly higher than that of male students. In Liechtenstein,
Switzerland, Belgium, Columbia and Guatemala differences in the average achievement of female and
male students were not significant.

Figure 5: Mean civic knowledge scores of students, categorized by gender across all countries

Figure 6 displays the magnitude of the differences in achievement scores between female and male
students, which range from 2 to 48 scale points (blue coloured bars indicate countries where gender
difference is statistically significant at the 0.05 level of significance). Malta, Lithuania, Cyprus and
Thailand had the largest gender difference.
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Figure 6: Gender score differences in civic knowledge

STUDENTS’ ATTITUDES AND CIVIC ENGAGEMENT
The ICCS assessment framework defined four affective-behavioural domains value beliefs, attitudes,
behavioural intentions, and behaviours (Schulz et al., 2008).
Only selected affective-behavioural measures are included in this initial report. This section presents
findings on:
•
trust in selected civic institutions and support for political parties
•
attitudes towards gender equality
•
students’ interest in political and social issues
•
civic participation in the wider community and at school
•
expected participation in national elections and in political activities.
Trust in civic institutions and support for political parties
One of the items included in the ICCS student survey required students to rate their trust in four civic
institutions, including the national government, political parties, media, schools, and people in general.
Trust was measured on a 4-point Likert scale (Not at all, a little, quite a lot, completely).
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Figure 7: National percentages of trust in different civic institutions and people in general
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Figure 7 shows the percentages of students who stipulated that they trusted completely or quite a lot
the national government, political parties, media (television, newspapers, radio), schools, and people
in general. Students in almost countries, excluding Malta, Italy, Liechtenstein, Norway, Russian
Federation and Sweden, tended to have the lowest levels of trust in political parties. Maltese and
Italian students have least trust in people in general; whereas Swedish, Russian, Norwegian and
Liechtenstein students have least trust in media. No ICCS country expressed least trust in national
governments and schools. On average, three quarters of students had at least quite a lot of trust in
schools; around 60% of students across ICCS countries expressed trust in the media, their national
governments and in people general. On average, only 41% of the students expressed considerable
trust in political parties. The proportions of Maltese students displaying substantial trust in political
parties (55%) and the media (70%) were significantly higher than the ICCS average across all
countries. Trust in national governments (62%) and schools (76%) were comparable to ICCS
averages; while trust in people in general (50%) was significantly than international levels.
The highest levels of trust in the national government were found in Austria, Denmark, the Dominican
Republic, Finland, Indonesia, Italy, Liechtenstein, the Russian Federation, Sweden, and Thailand.
Considerably lower percentages were recorded in Chinese Taipei, Belgium, Cyprus, Greece,
Guatemala, Ireland, the Republic of Korea, Latvia, and Poland.
The highest percentages of students expressing trust in political parties were found in Denmark, the
Dominican Republic, Finland, Indonesia, Italy, Malta, Norway, Sweden, Liechtenstein, and Thailand.
Less than 30% of students trusted these institutions in the Czech Republic, Chinese Taipei, Estonia,
Greece, Guatemala, the Republic of Korea, Poland, and the Slovak Republic. No ICCS country had
students who trusted political parties to the same degree that they trusted national government.
The ICCS survey included two questions asking whether students liked a particular political party
more than others and, if they did, how much they were in favour of this party (a little, to some extent,
a lot). The resulting variable with its four categories was designed to measure level of support for
political parties.
Figure 8 shows the proportion of students for each of the four categories. As is evident, the
percentages of students who reported no preferences for a political party vary considerably. In
countries such as the Dominican Republic, Indonesia, Malta, and Mexico less than a third of students
had no preference, whereas in Chinese Taipei, the Czech Republic, England, Finland, the Latvia,
Republic of Korea, Lithuania, and the Slovak Republic more than two thirds of students had no party
preferences. In contrast to many countries, Malta has the highest percentage of students who support
one political party considerably more than other parties and one of the lowest proportions of students
who exhibit no party affiliation. On average, across countries, about half of the participating students
expressed no preference for any particular party. In most countries, among those students who had a
preference, the largest group of students (usually about a quarter of all students) included those who
stated that they favoured a party to some extent. In a few countries, particularly in Austria, Cyprus,
the Dominican Republic, Malta, and New Zealand, more than a quarter of the students reported
considerable support for a particular political party.
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Figure 8: National percentages within categories of students’ support for political parties
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Figure 9 displays a rather weak relationship between the average civic knowledge score and intensity
of students’ support for political parties. However, it should be noted that students who support/like
one political party noticeably more than others tend to score higher in civic knowledge more than
those who exhibit little or no support for a particular political party.

Figure 9: National mean civic scores within categories of students’ support for political parties
ICCS included six items measuring attitudes towards gender equality measured on a 4-point Likert
scale where 1 corresponds to strongly agree and 4 corresponds to strongly disagree. The items are:
•
•
•
•
•
•

Men and women should have equal opportunities to take part in government;
Men and women should have the same rights in every way;
Men and women should get equal pay when they are doing the same jobs;
Women should stay out of politics;
When there are not many jobs available, men should have more right to a job than women;
Men are better qualified to be political leaders than women.
24

Figure 10: National scale score averages and confidence intervals for students’ attitudes
towards equal gender rights
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Some of the statements were reverse coded so that respondents supporting gender equality score
higher. Figure 10 displays the country average for the scale measuring students’ attitudes towards
gender equality. The 95% confidence limits specify significant differences in attitudes between
countries. Support for gender equality was highest in Chinese Taipei, Denmark, England, Finland,
Ireland, Liechtenstein, Norway, Spain, and Sweden. The mean score for Malta (51) was significantly
higher than the ICCS average (50). This implies that Maltese students, particularly females, tended to
strongly agree with positively worded items and to disagree with negatively worded items.
Considerably lower average scale scores were found in Bulgaria, Dominican Republic, Indonesia,
Mexico, Russian Federation Thailand and Latvia.
Figure 11 exhibits significant gender bias regarding students’ attitudes towards equal gender rights. In
all countries female students are more supportive of gender equality than male students, and these
differences are statistically significant at the 0.05 level of significance. Across ICCS countries, there
was a difference of six scale points between female and male students, which is more than half an
international standard deviation. Much larger differences of about one standard deviation were
observed in Liechtenstein, Austria, Cyprus, Finland, Greece and Slovenia.

Figure 11: National scale score averages, categorized by gender, for students’ attitudes towards
equal gender rights
Research shows that an individual’s psychological engagement can be an important predictor of
political participation. Interest in politics is generally seen as an important pre-condition for any
political activity.
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Figure12: National scale score averages and confidence intervals for students’ interest
in political and social issues
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ICCS included a list of more specific items covering students’ interest in a broader range of six
different political and social issues, each of which had four response categories (not interested at all,
not very interested, quite interested, very interested). The following five items were used to derive a
scale reflecting student interest in political and social issues.
• Political issues within student’s local community;
• Political issues in student’s country;
• Social issues in student’s country;
• Politics in other countries;
• International politics.
Figure 12 shows the national means on the interest scale. Higher levels of student interest (three points
above the ICCS average) were found in the Dominican Republic, Guatemala, Indonesia, the Russian
Federation, and Thailand. Belgium, Finland, Norway, Slovenia, and Sweden had the lowest average
interest scores (five points below the ICCS average). Malta had a 2-point below average interest score
and this was significantly lower than the ICCS average at the 0.05 level of significance.
In many research studies, women are reported to be less interested in politics than are men. The
existence and extent of gender differences may depend on contextual factors.

Figure13: National scale score averages, categorized by gender, for students’ interest in political and
social issues
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Figure 13 displays minimal gender differences on the interest scale in almost all the countries. In a few
countries, including Malta, males showed higher levels of interest in political or social issues than
their female counterparts. In a few other countries, females had slightly but higher levels of interest.
The results could be an indication that the gender gap is narrowing compared to previous studies.
Membership or involvement in organizations or community groups can be seen as an indicator of
curent engagement and a resource for future engagement because of its ‘social network’ facility which
is one of the components of social capital.
ICCS measured civic participation in the wider community by asking students to state whether they
had participated “within the last 12 months,” “more than a year ago,” or “never” in the following
activities or organizations:
•
•
•
•
•
•
•

Political youth organizations;
Environmental organizations;
Human rights organizations;
Voluntary groups to help the community;
Charitable organizations;
Cultural organizations based on ethnicity;
Groups campaigning for an issue.

Figure 14 shows the percentages of students who said they had participated in these organizations or
activities in the past. Participation in youth organizations of political parties or unions was the least
frequent of these involvements; however, Malta had a significantly higher participation rate (14%)
compared to the ICCS average (10%). Very few Maltese students reported engaging in human rights
groups and their participation proportion (9%) was significantly lower than the international average
(16%).
Participation in environmental organizations was more common; however the percentage of Maltese
students partaking in such groups (23%) was significantly less than the ICCS level (29%). In a number
of countries, such as Colombia, Dominican Republic, Guatemala, Indonesia, and Thailand, more than
half of the participating students said they had participated in environmental organizations. Maltese
students displayed significantly lower involvement in charity collections (28%) compared to the ICCS
average (39%). On the other hand, Maltese students displayed slightly higher involvement in groups
that help the community (36%) and participation in cultural organization based on ethnicity (16%)
compared to ICCS averages (34% and 14% respectively).
Figure 15 shows the percentage of students participating in a number of civic activities outside school.
38% of Maltese students stated that they never participated in any one of the six activities and which is
significantly higher than the ICCS average (35%). In contrast, only 11% of Maltese students
stipulated that they actively participated in at least four activities and which is significantly lower than
the ICCS average (17%).
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Figure 14: National percentages of students' civic participation in the wider community
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Figure 15: Percentage of students reporting participation in civic activities outside school
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Adolescents do not generally participate in civic activities in the same ways as adult citizens do like
for example by voting or becoming candidates in elections. But they may experiment to determine
what power they have to influence how their schools are run, and as a result they may develop a sense
of efficacy. Democratic forms of school governance may contribute to higher levels of political
efficacy among students.
Evidence shows that students who participate in role-playing elections or in mock trials, in
student/school councils or a student parliament tends to be more knowledgeable about civic-related
matters.
The students participating in ICCS were asked to report whether they had done the following activities
“within the last 12 months,” “more than a year ago,” or “never”:
•
•
•
•
•

Voluntary participation in school-based music or drama activities outside of regular lessons;
Active participation in a debate;
Voting for class representative or school parliament;
Taking part in decision-making about how the school is run;
Becoming a candidate for class representative or school parliament.

Figure 16 shows the percentages of students who said they had participated in each of these activities
in the past (either in the past 12 months or before). Students were far more likely to report schoolbased civic participation than involvement in activities or organizations outside of school. On average,
across participating countries, 76% of ICCS students reported having voted in school elections and
61% reported voluntary participation in music or drama activities. About 40% of students said that
they had been actively involved in debates, taken part in decision-making about how their school was
run, taken part in school assembly discussions, or been candidates for class representative or the
school parliament.
70% of Maltese students stated that they voluntarily participated in school-based music/drama
activities outside of regular lessons and which is significantly higher than the ICCS average (61%).
However, participation in debates (30%); voting for class/school representatives (62%); taking part in
decision-making about how the school is run (29%) and becoming a candidate for class/school
representative (24%) were significantly lower than the ICCS averages (44%, 76%, 40% and 42%
respectively).
Figure 17 shows the percentage of students participating in a number of civic activities at school. 12%
of Maltese students stated that they never participated in any one of the five activities and which is the
fourth highest percentage of all ICCS countries. In contrast, only 18% of Maltese students stipulated
that they actively participated in at least four activities and which is the lowest of all ICCS countries.
Both percentages are significantly different from the ICCS average (7% and 40% respectively.
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Figure 16: Percentage of students’ civic participation at school
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Figure 17: Percentage of students’ participation in civic activities at school
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Figure 18: Percentage of students who probably/definitely expect to vote in elections
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The ICCS assessment framework measured behavioural intentions through items that asked students
about their anticipated-civic action in the near future or when they became adults. Citizen activities
such as voting, volunteering for campaign work, becoming members of political parties or other
politically active organizations, running of office, and protest activities are all forms of political
participation. Voting is the least intensive and demanding. The ICCS student survey included a
number of questions that required students to select one of the following responses (I will certainly do
this, I will probably do this, I will probably not do this and I will certainly not do this). More
specifically, the questions asked students about their anticipated expected to participation in a number
of activities that they might do as adults, including voting in national elections.
Figure 18 presents the percentages of students definitely or probably expecting to vote in national
elections. Here we can see that large majorities of target grade students in participating countries
expected to vote in elections when they became adults. On average, across countries, about 80 percent
of students said that they would probably or definitely vote in national elections. The highest
percentages were observed in Guatemala and Indonesia; the lowest in Bulgaria, Czech Republic, and
Switzerland. The proportion of Maltese students who probably or definitely in national elections
(86%) is significantly larger than the ICCS average (81%).

Figure 19: Percentage of students, categorized by gender, who probably/definitely expect to vote in
elections
Figure 19 displays that gender differences in expectations to vote as adults are negligible; however, in
the majority of countries the proportion of females who intend to vote in elections in marginally higher
than the proportion of males.
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Figure 20: National scale score averages for students' interest in political or social issues
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The following four items were used to derive the scale measuring students’ expected participation in
political activities as adults:
•
•
•
•

Help a candidate or party during an election campaign;
Join a political party;
Join a trade union;
Stand as a candidate in local elections.

Figure 20 shows the national averages across ICCS countries. Colombia, the Dominican Republic,
Indonesia, Mexico, Paraguay, and Thailand had national averages that were more than three scale
points above the ICCS average. Relatively low national averages were found in Belgium, the Czech
Republic, and the Republic of Korea. The Maltese scale score average (48) was significantly lower
than the ICCS average (50).
Figure 21 shows that in the vast majority of countries, male students are more likely than females to
have higher scale scores. On average, the gender difference was one scale point. However, larger
differences were evident in a number of countries including Malta.

Figure 21: National scale score averages, categorized by gender, for students' interest in political or
social issues overall
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THE ROLES OF SCHOOLS AND COMMUNITIES
The ICCS assessment framework posited that civic and citizenship education outcomes may be
influenced by factors associated with different levels of context, including family background,
classrooms, schools, and the wider community. At the school level, the following factors are likely to
be important: the instruction students receive how teachers perceive civic and citizenship education,
the classroom climate for respectful discussion, the school culture, and the general environment in
which the school exists. The level of the wider community includes context factors within which
schools and home environments function (from the local community context to the national or even
supra-national context).
The areas examined are implementation and aims of civic and citizenship education, student activities
in the local community, and students’ perceptions of openness in classroom climate. The ICCS school
questionnaire included questions about how civic and citizenship education was implemented at
schools, how school principals perceived the importance of the aims of this area of education, and how
the school assigned specific responsibilities for this area of education.
One needs to keep in mind that the approaches that countries take to civic and citizenship education
varies as stated previously. Thus it is important that one considers differences in approach within the
individual school systems, even when legislation, regulations, and common curricula are set at the
national level. Schools may take more than one approach to civic and citizenship education. In
particular, principals were asked to indicate which of the following applied to civic and citizenship
education at their schools:
•
•
•
•
•
•

Taught as a separate subject by teachers of subjects related to civic and citizenship education;
Taught by teachers of subjects related to human and social sciences;
Taught as an extra-curricular activity;
Integrated into all subjects taught at the school;
Considered to part of the outcomes of school experience as a whole;
Not considered as part of the school curriculum.

Figure 22 sets out the different approaches (in percentages of students) that the participating schools
adopted when delivering civic and citizenship education. As anticipated, the results indicated that
different approaches to civic and citizenship education may coexist within the same school. In almost
all of the ICCS countries, the majority of students attended schools whose principals reported that,
regardless of the specific approaches adopted, civic and citizenship education was regarded as part of
the educational purpose of the school and as an outcome of the students’ school experience as a whole
(teaching activities, participation in school life, relationships within the school and the classrooms).
The most widespread approach across the countries was to entrust the teaching of civic and citizenship
education to teachers of subjects related to human and social sciences. In more than a third of the
ICCS countries, the percentages of students who received this type of education was at least 90%.
Malta did not feature in this group and the 50% of school heads using this approach was one of the
lowest percentages.
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Figure 22: School approaches to teaching civic and citizenship education
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On the contrary, the prevailing approach in Malta was to deliver civic and citizenship education as a
separate subject, taught by teachers of subjects related to civic and citizenship education. This
approach is also widespread in Chinese Taipei, the Czech Republic, Indonesia, Ireland, Poland, and
the Slovak Republic. Civic and citizenship education as extra-curricular activities prevailed in the
Republic of Korea, Latvia, Lithuania, and the Russian Federation. In Malta 28% of head of schools
reported that civic and citizenship education was not regarded as part of the school curriculum for the
target grade and was significantly higher than the ICCS average (23%). Cyprus, the Dominican
Republic, Greece, Guatemala, Luxembourg, and Mexico also reported consistently high percentages,
exceeding those of Malta. However, this reporting may have reflected the principals’ subjective
perception of the importance of this subject area in the schools’ curriculum, and does not necessarily
mean that these schools had no provision for teaching this subject area.
The ICCS teacher questionnaire included a set of items asking teachers about how they conceptualized
civic and citizenship education, what they saw as its objectives, and how this subject area was being
delivered in their schools. In particular, teachers were asked to identify from among the following
goals the three most important aims of civic and citizenship education:
•
•
•
•
•
•
•
•
•
•

Promoting knowledge of social, political and civic institutions;
Promoting respect for and safeguard of the environment;
Promoting the capacity to defend one’s own point of view;
Developing students’ skills and competencies in conflict resolution;
Promoting knowledge of citizens’ rights and responsibilities;
Promoting students’ participation in the local community;
Promoting students’ critical and independent thinking;
Promoting students’ participation in school life;
Supporting the development of effective strategies for the fight against racism and xenophobia;
Preparing students’ for future political participation.

Figures 23 and 24 records that the objectives the teachers considered most relevant to civic and
citizenship education were those relating to the development of knowledge and skills such as
“promoting knowledge of social, political, and civic institutions,” “developing students’ skills and
competencies in conflict resolution,” “promoting knowledge of citizens’ rights and responsibilities,
and “promoting students’ critical and independent thinking.” Among the objectives related to the
development of students’ sense of responsibility towards specific issues, the teachers in the schools of
many of the participating countries chose “promoting respect for and safeguard of the environment” as
an important aim of civic and citizenship education. Teachers rarely named as important objectives
related to the development of active participation. However, we need to remember that the teacher
sample for ICCS consisted of all teachers teaching at the target grade across different subject areas. As
such, few, if any, social science or civic education teachers may have been included in some countries
or schools. There were notable differences in teachers’ perceptions between participating countries
with regard to which aims of civic and citizenship education were the most important aims. The
highest percentages of teachers viewing “promoting knowledge of citizens’ rights and responsibilities”
as one of three most important aims were found in Bulgaria, Chile, the Czech Republic, the
Dominican Republic, Estonia, Guatemala, Indonesia, Ireland, Italy, Republic of Korea, Mexico,
Paraguay, Poland, Russian Federation, the Slovak Republic, and Thailand. The proportion of Maltese
teachers selecting this objective was comparable to the ICCS average (60%).
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Figure 23: Percentage of teachers’ considering the following aims of civic and citizenship to be
important
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Figure 24: Percentage of teachers’ considering the following aims of civic and citizenship to be
important
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In contrast, in Cyprus, Finland, Latvia, Liechtenstein, Lithuania, Slovenia, Spain, and Sweden, the
highest percentages were found for “promoting students’ critical and independent thinking.” The
proportion of Maltese teachers selecting this objective (60%) was significantly higher than the ICCS
average (52%). The aim most frequently chosen by most teachers in Chinese Taipei and Colombia
was “developing students’ skills and competencies in conflict resolution.” The proportion of Maltese
teachers selecting this objective (32%) was significantly higher than the ICCS average (41%).
Only minorities of teachers viewed “supporting the development of effective strategies for the fight
against racism and xenophobia” and “preparing students for future political participation” as among
the three most important objectives of civic and citizenship education. Over 10% of teachers in
Cyprus, the Czech Republic, Ireland, Italy, Liechtenstein, Slovak Republic, Slovenia, Spain, and
Sweden chose the first of these two objectives. The proportion of Maltese teachers choosing this
objective was comparable to the ICCS average (10%). More than 10% of teachers in Colombia,
Guatemala, the Republic of Korea, Latvia, Liechtenstein, and Poland considered the second objective
one of the three most important aims. The proportion of Maltese teachers selecting this objective (3%)
was significantly lower than the ICCS average (7%).
Links between the school and its community represent an opportunity for motivating student
participation in activities related to civic and citizenship education and for offering them real
opportunities for exercising the skills and competencies necessary for democratic civic engagement.
The ICCS teacher questionnaire included a set of items asking teachers if they had participated with
their target grade students in each of the following civic-related pursuits organized by the school in the
local community:
•
•
•
•
•
•
•
•

Activities related to the environment and geared to the local area;
Human rights projects;
Activities related to underprivileged people or groups;
Cultural activities;
Multicultural and intercultural activities within the local community;
Campaigns to raise people’s awareness, such as AIDS World Day, World No Tobacco Day;
Activities related to improving facilities for the local community;
Participation in sport events.

Figures 25 and 26 shows the percentages of teachers who said they had participated with their target
grade students in each of these activities. In all countries (except Ireland), majorities of teachers
reported that they had participated with their target grade classes in cultural activities such as theatre,
music, and cinema. In most participating countries (with the exception of Chile and Cyprus), the
majority stated that they had participated in sports events with their target grade classes. The
proportion of Maltese teachers reporting to have participated with their classes in cultural activities
(75%) and sports events (78%) were significantly higher than the ICCS averages (68% and 70%
respectively). Participation of Maltese teachers and their classes in national campaigns on specific
issues, such as AIDS World Day and No Tobacco Day (39%) and participation in local area activities
related to environment (45%) was inferior to other participating countries. The proportions were
significantly less than the ICCS averages (49% in both types of community activities).
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Figure 25: Percentage of teachers reporting to have taken part with their target grade classes in
community activities
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Figure 26: Percentage of teachers reporting to have taken part with their target grade classes in
community activities
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Participation in projects for the defense of human rights or activities in support of underprivileged
people or groups was less common, except for Indonesia and Thailand. The proportion of Maltese
teachers stating that they have participated in these activities with their target grade classes (41%) is
significantly higher than the ICCS average (32%).
In almost all participating countries, the percentages of teachers who said they had not participated in
any of these initiatives with their target grade classes were comparatively low. Malta was among the
few countries where these percentages did not exceed 10%. Liechtenstein Chile, Chinese Taipei,
Cyprus, Ireland had the highest non-participating rates which exceeded 20%.

Students’ perceptions of classroom climate
Student learning in the area of civic and citizenship education is influenced by how it is taught and its
purposes as well as by students’ direct experience of school. The extent to which classrooms are
“open” (receptive) to discussions in the classroom is a factor that may have an important influence on
learning in this area.
The ICCS student questionnaire included a similar set of items. Students were asked to rate the
frequency (never, rarely, sometimes and often) with which the following events occurred during
regular lessons that included discussion of political and social issues:
•
•
•
•
•
•

Teachers encourage students to make up their own minds;
Teachers encourage students to express their opinions;
Students bring up current political events for discussion in class;
Students express opinions in class even when their opinions are different from those of most of the
other students;
Teachers encourage students to discuss the issues with people who have different opinions;
Teachers present several sides of the issues when explaining them in class.

A score was then generated which was rescaled to have an average of 50 across all ICCS countries.
The comparison of national scale score averages across ICCS countries in Figure 27 shows that, in
most countries, the average student reported that the events listed happened at least “sometimes”
during discussions of political or social issues in any of their regular lessons. The countries with scale
scores three or more points higher than the ICCS average included Denmark, England, Indonesia,
Italy, and New Zealand. The national average scores for Republic of Korea (38) and Malta (46) were
among the lowest scores.
There were noticeable gender differences in the students’ perceptions of classroom climate. Figure 28
shows that in all ICCS countries, females perceived classroom climate as more open than did males. In
Malta there was a three-point difference between the two gender groups, which is comparable to the
average across all ICCS countries.
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Figure 27: National mean scale scores for students' perceptions of openness in
classroom discussions
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Figure 28: National mean scale scores, categorized by gender, for students' perceptions of openness
in classroom discussions

THE INFLUENCES OF FAMILY BACKGROUND
There is general consensus in the literature that family background is an influential variable in the
political development of adolescents. The role of family background appears to be influential in
providing a more stimulating environment and in enhancing the educational attainment and future
prospects of adolescents, factors that, in turn, foster political involvement among individuals. ICCS
took into account the influence of family background on outcomes of civic and citizenship education.
The measures of family background investigated in this section include immigrant background (as a
measure of cultural and ethnic background), parental occupational status (as one aspect of
socioeconomic background), and parental interest in social and political issues (as an aspect of cultural
background). The association of these measures of family background with civic knowledge is
investigated followed by a regression analyses, conducted to examine the combined influence, and the
net effects, of these measures.
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Immigrant background
International studies often confirm the influence of language and immigrant status on student
performance in reading and mathematics. Students from immigrant families, especially those families
recently arrived in a country, tend to lack proficiency in the language of instruction and to be
unfamiliar with the cultural norms of the dominant culture. Furthermore, ethnic minorities often have a
lower socioeconomic status, a variable that correlates highly with learning and engagement. There is
also evidence that immigrant status and language have a unique impact on student literacy and on
some aspects of civic engagement. To assess the impact of the immigrant background status on
students’ civic knowledge, the students were classified as follows:
•
•
•

Students with no immigrant background;
Students that were born in the country but who have parents born abroad;
Students who reported that they and their parents had been born in another country.

In some countries, including Malta, only very small percentages of students could be classified as
having an immigrant background and results are only presented for those countries in which there
were more than 50 students in this category. This ensures that the report is not based on small
idiosyncratic groups of students that may not be typical of immigrant students in general. Moreover, it
provides correct inferences.
Figure 29 shows that, on average across the ICCS countries, 92% of students could be classified as
students without an immigrant background. 5% were students whose parents had been born abroad
and a further four percent were students who had been born in another country. There was
considerable variation across countries: Luxembourg had the highest percentages of students with an
immigrant background (43%) and Korea had the lowest percentage (0%). High percentages of
students from immigrant families were also found in New Zealand (23%) and Switzerland (24%). In
contrast several countries, including Malta, had very few students with an immigrant background.
98% of Maltese students had no immigrant background which is significantly higher than the ICCS
average (92%). The remaining 2% of Maltese students were either born abroad or had their parents
born abroad.
Students with no immigrant background typically scored higher than other students on the civic
knowledge scale. As is evident in Figure 30, there were noticeable differences among the three
categories of students. In general, students with no immigrant background scored higher (the ICCS
average was 505 points) than students with parents who had been born abroad (the ICCS average was
476 points). This second group of students, in turn, scored higher than students who themselves were
born abroad (the ICCS average was 464 points). Although the size of the difference between students
with or without an immigrant background varied across countries, the pattern was for students without
such a background to score higher than students from immigrant families. Malta, among other
countries was excluded from this comparative study since the number of participants with an
immigrant background was less than 50.
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Figure 29: Percentage of students with no immigrant background
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Figure 30: Mean civic knowledge score categorized by immigrant background
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Figure 31: Percentages of students, categorized by highest parental occupational status
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Parental occupational status
Parental occupational status is an important aspect of socioeconomic background, a construct that is
usually viewed as being manifest in occupation, education, and wealth. Socioeconomic background is
widely regarded in the literature as an important correlate of a range of learning outcomes, including
achievement in many learning areas. Caveats relating to the validity and cross-national comparability
of socioeconomic background measures are typically imposed on researchers conducting international
studies. The Socio-economic Index (SEI) score was used to quantify and then categorize parental
occupational status as reported by students in response to constructed-response questions. It has a
continuous scale and ranges from 16 to 90. A SEI score below 40 points was categorized as a “low
occupational status”; “medium occupational status” ranged from 40 to 59 points and “high
occupational status” ranged from 60 to 90 points on the SEI scale.
Figure 31 shows the percentages for each category of parental occupation. On average, across
countries, 36% parents of students had low, 40% medium, and 24% high occupational status. The
proportion of Maltese parents with a low occupational status (43%) was significantly higher that the
ICCS average (36%). On the other hand, the proportion of Maltese parents with a high occupational
status (21%) was marginally lower that the ICCS average (24%). Civic knowledge was strongly
associated with parental occupational status in all countries. As shown in Figure 32, there was a
conspicuous difference between students with parents in the high occupational status category and
students with parents in the low category. However, the range varied considerably across countries.

Figure 32: Mean civic knowledge score categorized by highest parental occupational status
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Figure 33: Percentages of students, categorized by parental interest in political and social issues
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Parental interest in social and political issues
There is evidence that young people with parents who are interested in civic issues or who engage
them in political discussions tend to have higher levels of civic knowledge and engagement. Given this
evidence, ICCS asked students to what extent their mother and father were interested in political and
social issues. Interest was rated using a 4-point scale where 0 corresponds to “not interested at all”, 1
to “not very interested”, 2 to “quite interested” and 3 corresponds to “very interested”. A score was
generated for each student, which provided a measure of parental interest in social and political issues.
Figure 33 displays the average percentages in each category across the ICCS countries. The
proportion of Maltese parents exhibiting interest in political and social issues from a low to a high
degree were respectively 5%, 24%, 48 % and 23%. These percentages were almost identical to the
ICCS averages (3%, 26%, 48% and 23%).

Figure 34: Mean civic knowledge score categorized by parental interest in political and social issues
Students whose parents were reported to be interested in social and political issues scored higher on
the civic knowledge assessment. Figure 34 also shows the mean civic knowledge scores for each of
the four categories of parental interest in social and political issues. On average, each successive
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category was associated with a higher average civic knowledge score. The increase from one category
to the next was not, however, uniform. In fact the difference in ICCS average scores between the first
(“not interested at all”) and second (“not very interested”) categories is much bigger than the
difference between the third (“quite interested”) and fourth (“very interested”) categories. However,
this pattern differed across the national samples. In some countries, students who said their parents
were “very interested” had lower civic knowledge scores than those who said their parents were “quite
interested.” In other countries, the highest civic knowledge scores were found in the category denoting
the highest level of interest.

Regression Analysis
The major limitation of correlation analysis and hypothesis testing is that they investigate solely the
relationship between a dependent variable and a single predictor. However, the goal of many research
studies is to estimate collectively the quantitative effect of the explanatory variables (predictors) upon
the dependent variable that they influence. It is well known that a lone predictor could be rendered a
very important contributor in explaining variations in the responses, but would be rendered
unimportant in the presence of other predictors. In other words, the suitability of a predictor in a
regression model fit often depends on what other predictors are included with it.
Two regression models are fitted to determine the contribution of three predictors (immigrant
background, parental occupation and parental interest) in explaining variation in the civic knowledge
score and in students’ interest in political and social issues. Immigrant background and parental
interest in political and social issues are both categorical predictors with two categories; whereas
parental occupation status has a continuous scale.
•
•
•

Immigrant background: Students who were born abroad or born in the country of the test but
whose parents had been born abroad were assigned a code of 1; all other students were assigned a
code of 0.
Parental occupation status: SEI scores were standardized to have a mean of 0 and a standard
deviation of 1 across equally weighted ICCS countries.
Parental interest in political and social issues: Students reporting at least one parent as “quite
interested” or “very interested” were coded as 1; students reporting both parents as “not interested”
or “not very interested” were coded as 0.

Regression models for civic knowledge predicted by the three family background predictors
In the first regression model the dependent (response) variable is the civic knowledge score and the
predictors are included as main effects in the model fit. Separate regression models are fitted for the
ICCS countries. The regression coefficients (parameters), standard errors and the percentage of
variance explained (R-square value) are shown in Table 6. On average, the combination of the three
family background measures accounted for 12% of the variance in student civic knowledge scores
within a country. This statistic varied between 3% (Dominican Republic) and 24% (Liechtenstein).
The explained variance by all predictors is a measure of the goodness of fit.
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Immigrant
Background

Country
Austria
Belgium
Bulgaria
Chile
Chinese Taipei
Colombia
Cyprus
Czech Republic
Denmark
Dominican Rep
England
Estonia
Finland
Greece
Guatemala
Indonesia
Ireland
Italy
Korea Rep
Latvia
Liechtenstein
Lithuania
Luxembourg
Malta
Mexico
New Zealand
Norway
Paraguay
Poland
Russian Fed.
Slovak Rep.
Slovenia
Spain
Sweden
Switzerland
Thailand
ICCS average

Parameter
-41.4
-24.4
-19.1
7.1
-5.8
-56.2
-13.8
-4.0
-44.2
-27.2
-14.7
-41.4
-49.7
-28.8
-27.4
-36.2
-37.5
-27.6
-158.9
-4.3
-32.4
-17.3
-30.4
-6.1
-51.7
-19.2
-32.1
-0.5
18.2
-7.4
-16.5
-25.8
-31.1
-36.2
-31.1
12.3
-26.7

Parental
Occupation

St. Error
6.0
5.4
16.8
11.9
19.0
16.0
8.3
11.8
8.3
9.8
8.6
9.0
11.8
8.0
11.0
11.1
6.7
9.3
36.4
12.2
9.9
10.8
4.5
21.0
8.7
5.2
7.7
13.3
13.4
7.3
18.0
5.2
8.3
6.6
4.9
14.8
2.1

Parameter
26.0
26.2
45.8
31.9
30.2
20.8
24.3
29.9
27.4
9.8
39.0
30.2
19.5
23.9
32.4
15.2
30.6
28.6
19.0
14.9
36.4
24.1
29.7
28.3
19.2
35.8
25.2
27.1
35.4
24.6
30.6
21.5
23.6
29.9
24.6
24.6
26.8

Parental
Interest

St. Error
2.7
2.4
3.3
2.0
2.0
1.8
1.8
2.0
2.1
1.6
3.6
2.6
1.8
2.7
4.4
2.4
2.9
1.9
1.9
2.3
4.7
1.8
1.9
2.8
1.8
3.0
2.3
2.8
2.3
2.3
2.5
1.7
1.8
2.5
2.1
2.8
0.4

Parameter
36.6
15.6
15.8
15.0
10.4
9.7
19.3
26.1
39.4
5.8
30.0
24.6
16.0
37.6
9.3
11.1
29.7
16.2
21.7
16.7
13.6
17.7
25.2
20.3
3.7
24.6
35.8
10.2
16.6
19.6
20.7
23.1
22.5
18.3
21.0
10.0
19.7

St. Error

Total
variance
explained

5.4
3.2
4.3
3.0
2.5
2.6
4.2
2.8
4.4
3.0
5.3
3.7
4.1
4.4
3.4
3.7
5.7
4.6
5.1
5.6
12.6
4.0
4.4
6.6
3.2
5.1
4.3
5.4
5.7
4.6
4.4
4.2
3.7
4.6
5.8
3.7
0.8

14
13
20
15
10
8
9
12
15
3
18
15
8
13
14
6
13
13
6
5
24
10
20
10
8
13
13
12
12
9
12
10
14
14
16
8
12

Table 6: Regression parameters, standard errors and R-squared values for model 1
The parameter estimates of regression model fitted to the Maltese data set are -6.1 (immigrant
background), 28.3 (Parental occupation) and 20.3 (Parental interest). This implies that Maltese
students who were born abroad or whose parents had been born abroad tend to score on average 6.1
points less in civic knowledge than their counterparts who have no immigrant background. Moreover,
Maltese students reporting at least one parent as “quite interested” or “very interested tend to score on
average 20.3 points more in civic knowledge than their counterparts reporting both parents as “not
interested” or “not very interested”. Finally, for every 1-unit increase in the standardized SEI score the
civic knowledge score for a Maltese student is expected to increase by 28.3. Parameters that exceed
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twice the standard error are significantly different from 0 at the 0.05 level of significance (mark in
bold). Of the three family background measures investigated, the most consistent predictor of civic
knowledge was parental occupational status. On average, parental occupational status uniquely
accounted for 8% of the variance in civic knowledge compared to only 1% for each of the other two
predictors - parental interest and immigrant background. This result is also confirmed by the fact that
all parameter for parental occupation were significantly different across all ICCS countries. The
influence of parental occupational status on civic knowledge is greatest in Bulgaria (45.4), England
(38.5), and Liechtenstein (36.3). Parental occupational status was least dominant on civic knowledge
in Dominic Republic (9.6).

Regression models for students’ interest in political and social issues predicted by the three
family background predictors
In the second regression model the dependent variable is the students’ interest score in political and
social issues and the three family background predictors are included as main effects in the model fit.
The dependent variable has a metric scale with a mean of 50 and a standard deviation of 10 for equally
weighted ICCS countries. Separate regression models are fitted for each country. Table 7 displays the
regression coefficients, standard errors and the percentage of variance explained.
On average, the combination of the three family background measures accounted for 8% of the
variance in student interest score in political and social issues within a country. This statistic varied
between 3% (Dominican Republic and Thailand) and 16% (England).
The parameter estimates of regression model fitted to the Maltese data set are 2.3 (immigrant
background), 0.0 (Parental occupation) and 5.6 (Parental interest). This implies that Maltese students
who were born abroad or whose parents had been born abroad tend to score on average 2.3 points
more in political and social issues interests than their counterparts who have no immigrant
background; however, the parameter is not significant. Moreover, Maltese students reporting at least
one parent as “quite interested” or “very interested tend to score on average 5.6 points more in
political and social issues interests than their counterparts reporting both parents as “not interested” or
“not very interested”. This parameter is significantly different from 0, implying that it is not attributed
to chance. The standardized SEI score that measures parental occupation status has no effect on the
interest score.
Table 7 reports the results of a multiple regression analysis of this scale on immigrant background,
parental occupational status, and parental interest in politics and social issues. The results indicate very
little association of student interest in political and social issues with immigrant background or
parental occupational status. In general, students with an immigrant background expressed slightly
greater interest in politics and social issues than students with a non-immigrant background. The
average difference was 1.3 scale points, but the magnitude differed among countries. The effect was
greatest in Norway and Sweden, where the difference was greater than four points. Parental
occupational status had a rather weak influence on student interest in politics and social issues.
Immigrant background and parental occupation status each uniquely explained less than 0.5% in the
variance in student interest in politics and social issues.
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Immigrant
Background

Country
Austria
Belgium
Bulgaria
Chile
Chinese Taipei
Colombia
Cyprus
Czech Republic
Denmark
Dominican Rep
England
Estonia
Finland
Greece
Guatemala
Indonesia
Ireland
Italy
Korea Rep.
Latvia
Liechtenstein
Lithuania
Luxembourg
Malta
Mexico
New Zealand
Norway
Paraguay
Poland
Russian Fed.
Slovak Rep.
Slovenia
Spain
Sweden
Switzerland
Thailand
ICCS average

Parameter
1.4
3.7
-2.2
-0.2
-1.5
3.0
2.6
0.9
3.1
1.1
3.5
1.1
3.6
0.1
0.1
-0.7
2.8
1.1
-11.2
2.3
0.6
1.7
2.9
2.3
2.3
3.3
4.6
1.1
2.9
0.6
-1.9
-0.5
2.4
4.6
3.0
1.2
1.3

Parental
Occupation

St. Error
0.4
0.8
3.5
1.8
1.7
1.6
0.9
0.9
0.8
1.4
0.6
0.8
1.2
0.6
1.0
0.8
0.7
0.8
2.1
1.2
0.9
1.0
0.4
1.8
0.9
0.5
0.6
1.0
1.9
0.6
1.9
0.7
0.7
0.6
0.4
0.7
0.2

Parameter
0.7
-0.5
-0.6
-0.5
1.2
-0.8
0.1
0.7
1.3
-0.3
0.7
0.2
0.5
0.6
-1.3
0.2
0.3
0.4
0.9
0.0
1.2
0.2
0.2
0.0
-0.8
0.2
1.3
-0.5
0.3
0.4
-0.2
-0.4
-0.4
1.0
0.0
-0.2
0.2

Parental
Interest

St. Error
0.2
0.3
0.2
0.1
0.2
0.1
0.3
0.2
0.2
0.2
0.2
0.2
0.2
0.2
0.2
0.2
0.2
0.2
0.1
0.2
0.5
0.2
0.2
0.3
0.1
0.2
0.2
0.2
0.2
0.2
0.2
0.2
0.2
0.3
0.2
0.1
0.0

Parameter
7.0
6.7
5.5
5.8
5.0
5.6
5.9
5.9
6.5
3.5
7.7
6.0
7.3
5.4
4.4
4.0
7.8
5.2
5.9
4.7
7.0
6.4
6.1
5.6
4.8
7.5
7.0
4.3
7.1
5.2
6.0
5.6
5.4
7.7
6.4
3.5
5.9

St. Error

Total
variance
explained

0.5
0.5
0.5
0.3
0.2
0.3
0.5
0.3
0.4
0.4
0.5
0.4
0.4
0.5
0.3
0.4
0.5
0.4
0.5
0.5
1.5
0.6
0.4
0.6
0.3
0.6
0.5
0.4
0.5
0.4
0.4
0.4
0.4
0.4
0.6
0.5
0.1

9
10
7
9
8
8
6
11
12
3
16
12
12
7
9
5
10
5
5
5
13
7
8
7
6
11
11
6
8
8
10
5
7
14
10
3
8

Table 7: Regression parameters, standard errors and R-squared values for model 2
The data also showed, across ICCS countries, small to moderate effects of parental interest in politics
and social issues on student interest in politics and social issues. On average, whether students have at
least one parent who is quite interested or very interested or not has a net effect of six points on the
student interest scale. It uniquely explains almost 8% of the variance in those scale scores across ICCS
countries. In the Czech Republic, England, and Estonia, parental interest accounted for approximately
12% of the variance in student interest. Among the three predictors, parental interest appeared to be
the strongest predictor of student interest in political and social issues. This result is justified by the
fact that all parameters for parental interest were significantly different across all ICCS countries.
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