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Reimagining Life Skills and Citizenship Education in the
Middle East and North Africa
A TRANSFORMATIVE VISION OF EDUCATION FOR THE 21ST CENTURY
The Life Skills and Citizenship Education (LSCE) initiative provides a transformative vision to reimagine education for
better (life) outcomes for children and young people. The conceptualization of this vision is based on four essential
premises:
•
•
•
•

A holistic approach to learning considering the whole learner by acknowledging the multidimensionality of education for cognitive, individual, social and economic development.
A humanistic and rights-based approach to learning with a transformative effect and a strong
ethical foundation, recognizing that education fosters human dignity and promotes human rights-based values.
A lifelong learning approach understood as a cumulative investment from an early age onwards
throughout life to learn through multiple opportunities and fulfil personal potential.
A multiple pathways approach to learning in formal and informal settings of learning, fostering
learning and individual empowerment for creating an environment enabling social inter-connectedness.

Aiming at higher-order life outcomes, life skills and citizenship education aims at equipping individuals with a set
of skills allowing them to learn, to work, to be personally empowered, and to be active citizens.
Understood as higher-order, transversal and transferrable skills, life skills enable individuals to develop knowledge,
attitudes and behaviours to deal with everyday life and enable them to be and act in a constructive way, while
taking into account the context and being able weight in choices.
The four dimensions of learning reflecting a shared conceptual understanding of life skills needed to empower
individuals, protect children, enhance employability and recreate the bases of inter-connectedness, social cohesion
and behaviours mindful of the environment of the 21st century. (See LSCE Conceptual and Programmatic Framework,
2017)*
•
•
•
•

‘Learning to Know’ or the Cognitive Dimension: abilities underscoring the importance of curiosity,
creativity and critical thinking for gaining a better understanding of the world and people.
‘Learning to Do’ or the Instrumental Dimension: abilities for applying of what has been learned into
practice, and how to concretely navigate demanding situations while being efficient and productive.
‘Learning to Be’ or the Individual Dimension: abilities aiming at the development of the complete person,
thus allowing the individual to act with ever greater autonomy, judgement and personal responsibility.
‘Learning to Live Together’ or the Social Dimension: abilities building inclusive identities consistent with
democratic and social justice values and principles, adopting a human rights-based approach.

The twelve core life skills reflect the dynamic interplay between and contribute to the development of each
of the four dimensions of learning (life outcomes). One life skill can contribute to being a more innovative learner,
and at the same time to being a more productive worker, to feeling personally empowered and to being a more
engaged citizenship – thus reinforcing other life skills and life outcomes. A three-step process was used to
identify the twelve core life skills, namely (i) identifying a cluster of candidate core life skills by dimension of learning,
(ii) selecting a set of three life skills most relevant to each dimension of learning, and (iii) analysing the twelve core
life skills for the MENA region. (LSCE Twelve Core Life Skills, 2017)**

* Available at https://www.unicef.org/mena/media/6186/file/Twelve%20Core%20Life%20Skills%20for%20MENA_EN.pdf%20.pdf
**Available at https://www.unicef.org/mena/reports/reimagining-life-skills-and-citizenship-education-middle-east-and-north-africa

5

6

EXECUTIVE SUMMARY
Teaching and learning life skills, when done effectively, is incredibly important for empowering children and young
people to achieve success in education, employment, personal goals and associative life. Nevertheless, to date,
few education systems have integrated life skills into their education systems. Some of the reasons for this are
challenges concerning: 1) the lack of knowledge as to what life skills are, 2) how they can be taught and learnt,
and 3) how they can be measured, assessed and evaluated.

WHAT ARE LIFE SKILLS?
•
•
•
•
•

Life skills are transferable skills that enable individuals to deal with everyday life, and to progress and succeed
in school, work and societal life.
They are comprised of skills, attitudes, values, behaviours and domain-based knowledge which need to be
applied in harmony with each other.
They can be learnt throughout life, though there are different optimal ages when interventions targeting
specific skills are most likely to be effective.
Life skills are frequently defined in terms of the empowerment that they offer individuals in their daily lives.
They are also understood in terms of their social benefits and their contribution towards societal change.
The boundaries between the different life skills are fluid with each having a close relationship and sometimes
overlapping with other life skills.

HOW CAN LIFE SKILLS BE TAUGHT?
There are a set of basic teaching principles that are said to be effective for the teaching and learning of life skills.
These are:
•
•
•

Learning through children and young people’s participation and cooperation;
Learning through practicing life skills (simulation of real-world activities or through real-life experience);
Learning in a safe environment (open and accepting classroom and school environment, and coherence
between the values being taught and the values embedded in the teaching, learning and how they are
practiced in the classroom and school life); and
• Targeted strategies to support children and young people (use of explicit instructions and targeted
interventions). These methods are useful for all students but are a necessity for ensuring all students have the
chance to learn life skills.
These principles need to be applied when integrating life skills into an education system and within specific
interventions tailored towards teaching and learning of life skills.

HOW CAN LIFE SKILLS BE ASSESSED?
Quality measures for assessing life skills would enable education decision makers and practitioners to track current
levels and distribution across target populations, identify progress of policies and programmes designed to enhance
these skills, as well as to inform the nature and scope of potentially useful interventions. In addition, these instruments
would enable researchers to identify sub-groups who need more support in the learning of life skills. Nevertheless,
limited quality assessment instruments on life skills exist and significant research and development is required.

STATE OF THE ART ON CURRENT INSTRUMENTS
•
•

•
•

Most existing valid and reliable instruments are privately owned and not available for public use. This is
particularly the case for cognitive test items.
Some skills have received more attention in instrument development than others – with skills such as
cooperation, negotiation and critical thinking having almost no existing measures that have found to be
reliable and open for public use.
There is limited use of innovation in the development of existing measures and they are dominated by
traditional self-report items.
Most existing tools have not been tested in low-income countries or across different socio-cultural contexts.
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CHALLENGES OF MEASURING LIFE SKILLS
•

•

•

•

•

•

Multi-dimensional characteristics of each single life skill. Each individual life skill is described as
encompassing multiple and distinct attributes. Multiple measures may be needed to capture the different
components of a single life skill.
The distinction between cognitive and non-cognitive aspects of life skills. Life skills contain a combination of
knowledge, skills, attitudes and values with cognitive and non-cognitive elements being used simultaneously.
Understanding cognitive and non-cognitive test items as being distinct needs to be reconsidered.
Proficiency levels and benchmarking. There is little current evidence or guidance on expected proficiency
levels of the different life skills in general or age specific. There is not enough research and development to
classify the levels of the life skills and to indicate an absolute level or benchmark on the levels of attainment. In
addition, one could question whether it is possible or even desirable to determine absolute levels.
Measuring change. Creating instruments with the purpose to measure skill development within an individual
have been identified as challenging. The literature suggests that current response scales for self-report items
typically do not provide enough variation to measure change.
Cultural differences in life skills. The cultural differences in life skills are under researched as most measures
have been developed within Organisation for Economic Co-operation and Development (OECD) countries.
There is little research to indicate if life skills are performed in the same way in different countries and cultures.
Self-reporting items are currently still the most useful in terms of cost-benefit in the field. Further development
and innovation towards better measures of capturing skills beyond self-reporting is still required to reduce the
limitations of the current levels of subjectivity in their use.

OVERCOMING THE CHALLENGES
A range of innovation in instrument design has been developed to overcome some of the challenges:
•

•

•

Anchoring vignettes are used to reduce cultural differences in response styles. They ask participants to rate
other people’s behaviour in a given scenario before rating their own. The data on the ratings on other people
is used to understand participants’ individual response style.
Situational judgement test are used to reduce errors created through participants giving socially desirable
or deliberately wrong answers. It develops a scenario and asks the participants what they would do in this
given situation. These tests have been found to be predictive of future success in employment and are a better
predictor than either cognitive scores or personality tests.
Computer-based assessment is the use of virtual reality/serious games to test life skills. Nevertheless, to date,
most computer-based testing of skills does not fulfil the potential of the technology and ends up as an online
version of a a paper and pencil test.

FUTURE DIRECTIONS
The ultimate objective of improving the measurement of life skills is to facilitate the integration of life skills into
education systems through curricula and assessment (what is not tested is not taught) and to develop a better
understanding of the level of life skills that have been acquired in order to enhance the learning and life outcomes
for all children and young people. Despite the existing challenges regarding measurement of life skills, recent
innovation and development in the field suggest that it is possible. Concerted effort from policy makers, practitioners
and researchers is required to integrate life skills into education systems and non-formal learning settings, and to
collaborate to generate the global knowledge and evidence on how to effectively integrate and measure life skills.
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Introduction
Evidence indicates that life skills enable children and young people to achieve in schools, gain work, personal
growth and become self-empowered active citizens.1 Scholars find that life skills are malleable,2 can be developed
over the individual’s life cycle and there is the potential for education interventions to create improvement.3 Life skills
can be learnt in a wide variety of different environments and through diverse relationships. This includes learning life
skills at home with parents, guardians and siblings, in education with teachers and peers, at work with colleagues
and through participation in civil society. Nevertheless, currently not all young people have access to structured
teaching and learning of life skills. For equity reasons it is critical to rethink and transform education systems to
prepare all children with the life skills needed to thrive in today’s challenging, fast changing and complex world. To
equip all children and young people with life skills requires open education systems capable of targeting the most
marginalized through multiple pathways. It requires ensuring the development of the necessary curricula, assessment,
recognition, accreditation, and certification of these life skills.
The LSCE Framework (see Figure 1) sets out 12 core life skills (thereafter known as ‘the 12 Life Skills’): creativity,
critical thinking, problem solving, cooperation, negotiation, decision making, self-management, resilience,
communication, respect for diversity, empathy and participation (UNICEF and partners, 2017). These skills have
been selected as those most needed for the life outcomes of learning, employability, personal empowerment, and
active citizenship (UNICEF and partners, 2017). These four life outcomes should not be considered as distinct and
mutually exclusive – they overlap, inter-connect and reinforce one another to combine within the individual learner.
This framework is deliberately holistic and identifies the importance of these 12 Life Skills for the range of future
challenges that children and young people face. The development of these life skills complements and contributes to
the acquisition of knowledge, foundational skills, and technical job-specific skills.
Quality measurement instruments on life skills would enable research to inform the education field on the state
of play of life skills in different countries and regions. It would be able to track current levels and distribution of
these skills across target populations, identify progress of policies and programmes designed to enhance these
life skills, as well as to inform education decision makers and practitioners on the nature and scope of potentially
useful interventions. Many new and promising programming activities, curricular development and teacher training
activities have developed across the MENA region to teach life skills. Nevertheless, as with other 21st century skill
initiatives, the instruments and the research and development are currently not available to enable the education field
to evaluate the effectiveness of these recent initiatives. The assessment instruments, and subsequently the knowledge
on proficiency levels, are currently unavailable to determine if life skills are being learnt.
This publication addresses the gap in research and development on assessment of life skills by providing a
consolidated scientific evidence base on life skills. The publication draws out key findings from the evidence base
and the challenges that these findings pose for measurement. The publication goes on to examine existing quality
instruments that can be used to measure life skills and identifies the gaps in research and development. Finally, the
publication identifies promising directions and future challenges for the creation of new tools to assess life skills.

1.Rigorous research suggests a likely causal pathway between the learning of life skills and individual life outcomes in terms of educational achievement (Gutman and Schoon, 2013);
employability (Hampf and others, 2017); active citizenship (Whitely, 2014); and self-empowerment (Schuller and others, 2004). For more details see the section on the MENA context in the
Introduction.
2.A wide variety of literature (Gutman and Schoon, 2013; Stecher and Hamilton, 2014) now demonstrates the malleability of life skills throughout life although there are likely to be optimal
periods for learning them – see the section on malleability in Chapter 2 for a detailed overview.
3.Rigorous research has now demonstrated that education interventions are able to improve life skills. For a detailed overview of this literature see the section on improving life skills in Chapter 2.

9

Figure 1. The 12 Life Skills of the LSCE Framework

UNDERSTANDING THE PUBLICATION
Terminology of life skill

The terminology used in this publication is life skills. A wide variety of terminology is used to refer to similar concepts
including: 21st century skill, transferable skills, soft skills, interpersonal and intrapersonal competencies, and social
and emotional learning. These terms are frequently used interchangeably and lack clarity and distinction. The reason
for selecting the term ‘life skills’4 is that its origins are clearly based within rights-based and transformative visions of
education that fit within the LSCE focus on daily life and civic engagement (UNICEF and partners, 2017). Building
on the scientific evidence base drawn together within this publication, life skills are defined as transferable skills that
enable individuals to deal with everyday life, and to progress and succeed in school, work and societal life. They
are comprised of skills, attitudes, values, behaviours and domain-based knowledge which need to be applied in
harmony with each other. Life skill performances should be replicable across diverse settings. They are understood to
be able to be learnt throughout the life cycle and in widely different contexts and learning pathways such as formal
and non-formal education, vocational education and training, the workplace and more generally during daily life in
the home and local community.
Consolidating the evidence to address the gaps in the field

This publication consolidates and analyses the existing literature in the field. Chapter 1, the scientific evidence,
which is the core of this publication, builds upon various and sometimes more exhaustive reviews of the literature
on certain aspects of the qualities of life skills. These include, but are not limited to, life skills and their relationship
with life outcomes – for employment outcomes see Lippman and others, (2015); for violence prevention and health
outcomes see Gates and others, (2016); for malleability and life outcomes Gutman and Schoon (2013). Some
in-depth reviews have already been undertaken on measurement and assessment for a smaller number of life skills –
see Galloway and others, (2017); Lai and Viering (2012); Care and others, (2018); Soland and others, (2013);
and Stecher and Hamilton (2014). This publication consolidates the most rigorous of this research and draws on
further gold standard research (randomized controlled trials) and the most reliable and valid instruments currently in
the field for the broad range and holistic set of 12 Life Skills from the LSCE Framework. It then analyses the scientific
evidence base and identifies key challenges and promising approaches to guide future research and development
of instruments to measure life skills as outlined in the LSCE Framework.

4. The word ‘competences’ or ‘competencies’ was not used within the LSCE Framework due to the lack of clarity in this concept and the need to emphasize the humanistic values associated with
life skills that is currently less associated with the concept of competence (UNICEF and partners, 2017).
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The scientific evidence base also draws together existing reliable and valid instruments from the field that measure
certain qualities of the 12 Life Skills. These include: the IEA International Civic and Citizenship Education Study
(ICCS), Communicative Adaptability Scale (CAS), Child and Youth Resilience Measure (CYRM), World Values
Survey (WVS), Big Five Questionnaire - Children (BFQ-C), Attitudes Toward Problem Solving Scale (ATPSS), Torrance
Tests of Creative Thinking (TTCT), Divergent Thinking (DT) Test, and California Critical Thinking Skills Test (CCTST).
For more details on all these instruments see Chapter 1 and the online accompanying appendix: www.lsce-mena.
org, which includes a wider array of instruments that did not make it into the final selection for this publication.
All these instruments can form a starting point for further research and development in the field. Nevertheless, the
existing instruments are not based on the definitions of the 12 Life Skills from the MENA region and they cover
only partial aspects from the LSCE Framework, and few have been developed and tested within the region. The
next section will include information on the accompanying steps that have taken place alongside this publication to
develop a new LSCE measurement instrument.
UNICEF and World Bank collaboration to develop a new instrument

There are a wide range of possibilities for developing a measurement instrument on life skills and many of these can
be supported by using this publication. One of these avenues is to support the development of a new instrument
to measure life skills, as outlined in the LSCE Framework, in MENA within national education systems. A recent
UNICEF and World Bank collaboration has been developed to support ministries of education to measure the
current state of play and distribution of life skills of young people within their national education systems. It aims
to support the identification of progress of policies and programmes designed to enhance these life skills, as well
as to inform education decision makers and practitioners on the nature and scope of potentially useful education
interventions. The new measurement tool also aims to help identify sub-groups of children and youth who need
support in the learning of life skills and to identify teaching methods that enable these sub-groups to achieve higher
levels of proficiency. The assessment instrument when finalised will provide a standardised approach for assessing
life skills proficiency targeting the lower-secondary Grade 7 (approximately age 12–14).
Currently a variety of different life skills assessment approaches exist. One useful classification system developed
by Clarke (2012) describes three forms of assessment: (1) Classroom assessment that enables ongoing support for
teaching and learning. This is typically classified as formative assessment. (2) National exams that assess learning
for the purpose of selection and progress within a national education system and that are also used by employers
for selection purposes. These forms of assessment are understood to be summative. (3) Large-scale, system level
assessments that enable evaluation of an education system and provide evidence for policy and practice regarding
system level performance. The latter is also classified as being a summative assessment, however, the data is used
for a completely different purpose and is only conducted on a representative sample of the population. The LSCE
measurement instrument under construction is aimed to fulfil a third of these objectives, to evaluate the effectiveness
of national education systems on teaching and learning life skills for all different social groups.
The long-term vision for instrument development is to have several different instruments for a range of different age
groups. The first instrument to be developed was identified to be mid-point within the education system at Grade
7 (about 12–14 years old). This will allow for later development of LSCE assessments for older and younger age
groups. The new instrument under construction is not based on current national curricula as the purpose of this
instrument is to encourage transformation of the education system and to create an instrument that can be developed
to be used independently of the formal education system. At the outset the instrument will be a paper and pencil test
in order to facilitate ease-of-use.
The added value of developing a new instrument compared to existing instruments is that it is specifically aimed at
measuring life skills that are defined within the MENA region and are shown to facilitate the holistic life outcomes
of educational achievement, employment, personal growth and active citizenship.5 A new assessment instrument
is likely to enable the education field to measure the concepts of the LSCE Framework that are aligned with the
proposed new developments and directions in teaching and learning. Alternatively, if existing instruments were used
based on different understandings of the life skills, there is likely to be a misalignment between the assessment results
and intended learning outcomes. Inaccurate evidence would also occur for instruments that have not been rigorously
tested for validity and reliability within the MENA region. In contrast, the new LSCE instrument aims to provide an
accurate and reliable understanding of the situation regarding life skills as it is being developed based on the LSCE
Framework (UNICEF and partners, 2017) and tested with rigour within the MENA region. The pilot instrument has
been developed and tested together with the ministries of education in Egypt, Palestine and Tunisia in 2019.

5. Rigorous research suggests a likely causal pathway between the learning of life skills and individual life outcomes in terms of educational achievement (Gutman and Schoon, 2013);
employability (Hampf and others, 2017); active citizenship (Whitely 2014); and self-empowerment (Schuller and others, 2004). For more details see section the section on the MENA context in
the Introduction.
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UNDERSTANDING THE MENA CONTEXT
Before moving directly into the field of measurement it is necessary to begin with a better understanding of the
MENA context and the possible support that life skills can provide. The scientific evidence base provided in Chapter
1 of this publication reviews the latest rigorous scientific evidence regarding the likely causal pathway between the
learning of life skills and the four individual life outcomes: educational achievement, employability, personal growth
and active citizenship.6 Although the relationship between life skills and life outcomes could well be the same in the
MENA region, much less data is available to conduct such analysis and draw these conclusions.
For all countries around the world the relationship between individual life outcomes and societal outcomes can
only be measured in terms of associations. Change at the country level, either economically or socially, may well
require more than a population with high proficiency levels in life skills – including but not limited to institutional and
structural reforms. Life skill teaching and learning alone cannot be expected to achieve all social and economic
change. Nevertheless, what can be said is that the high-level proficiency on life skills in the population is likely to be
a powerful ingredient in any social and economic development.
In order to understand the MENA context, country-level data on learning, employability, personal empowerment and
active citizenship are given below. This is accompanied by evidence that identifies the relationship between the
learning of the life skill and the four life outcomes to demonstrate the potential benefit that teaching and learning life
skills can offer.
Learning

Education systems in the MENA region are not performing well, and educational achievement is low compared to
the rest of the world. Figure 1 illustrates this point by identifying the absolute average proficiency levels in Grade 4
reading (using PIRLS) and Grade 8 mathematics and science (using TIMSS) across MENA countries from 2015 to
2016. All the MENA countries were found to perform below the intermediate international benchmark of 475 for
the all three subjects. Some countries did not achieve the international low benchmark of 400:
i.
ii.

For reading in Grade 4 Egypt, Kuwait and Morocco did not achieve the low international benchmark of 400.
For mathematics in Grade 8, five MENA countries did not achieve the low international benchmark of 400,
and these were Egypt, Jordan, Kuwait, Morocco and Saudi Arabia.
iii. For science in Grade 8 there were four countries that did not achieve the low international bsenchmark of
400: Egypt, Lebanon, Morocco and Saudi Arabia.
Adding to this situation, research from the MENA region showed that the majority (78 per cent) of young Arabs are
concerned about the quality of the formal education that they have received7 and about half (49 per cent) thought
they were not well prepared to find employment (Arab Youth Survey 2019).
Figure 2. The absolute proficiency levels for Grade 4 reading (2016), and Grade 8 science and mathematics
(2015), compared to international benchmarks*
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Note: *(1) To interpret the mean level of student achievement in different countries for reading, science, and mathematics from the PIRLS 2016 and TIMSS 2015 data, four absolute skill levels
have been identified: advanced international benchmark (625), high international benchmark (550), intermediate international benchmark (475*), and low international benchmark (400*)
(Mullis and others, 2016). The lowest two of these are visible on the x axis of the above graph. These benchmarks are created using absolute skill levels for more detailed information on the
method for the creation of the benchmarks consult the TIMSS and PIRLS website: http://timssandpirls.bc.edu/ (2) Lebanon did not participate in PIRLS 2016; (3) Average of MENA countries is a
calculated value based on all MENA countries listed above.
6. Rigorous research suggests a likely causal pathway between the learning of life skills and individual life outcomes in terms of educational achievement (Gutman and Schoon, 2013);
employability (Hampf and others, 2017); active citizenship (Whitely 2014); and self-empowerment (Schuller and others, 2004). For more details see section the section on the MENA context in
the Introduction.
7. The Arab Youth Survey (2019) is based on 3,300 face-to-face interviews that focused on young adolescents aged 24–18 years in 15 Arab countries (Algeria, Bahrain, Egypt, Jordan,
Kuwait, Iraq, Lebanon, Libya, Morocco, Oman, Palestinian Territories, Saudi Arabia, Tunisa, United Arab Emirates (UAE), and Yemen)
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Learning life skills are likely to help with educational achievement. Empirical research on life skills has indicated a
strong relationship between these skills and academic performance in particular for low attaining students (Gutman
and Schoon, 2013). Low levels of life skills proficiency are correlated with school dropout and risky behaviours
(Gutman and Schoon, 2017). The strong predictive element with academic success is frequently at the forefront of
the agenda on promoting life skills (Stecher and Hamilton, 2014).
From the scientific evidence base provided in Chapter 1, 10 out of the 12 Life Skills identified evidence of an
association between proficiency in the specific life skill and academic achievement. These were creativity, selfmanagement, negotiation, communication, cooperation, critical thinking, decision making, problem solving,
participation and resilience. For example, for the skill of self-management, the review suggests that it may well
foster strong academic performance. Students with high self-management skills were consistently associated
with higher levels of educational achievement through better grades, higher scores on standardized tests, better
school attendance, and stronger academic performance. Another example is for the life skill negotiation where
research from Zambia showed association between negotiation skills and educational outcomes and also a higher
probability of being enrolled in secondary school (Ashraf; McGinn; Bau and Low, 2017).
Employability

Unemployment is a severe problem in the MENA region and the region contains some of the highest rates in the
world (Dadush, 2019). The situation regarding youth unemployment is even worse especially for young women.
Youth unemployment on average is high with more than 25 per cent of young people across the MENA countries
not able to find work (see Figure 2). This compares with an average general unemployment level of about 10 per
cent across the MENA region (ILO, 2019). For young women wanting to work the average unemployment level in
the MENA region is closer to 40 per cent. Two countries, Jordan and Libya, have more than half of all the young
women wanting to work as being unemployed (see Figure 2). Eight countries in the region have 40 per cent or
more female youth unemployment. The situation for women in the region is actually much worse than this picture
paints as participation in the labour market is very low (Assaad and others, 2018).
Figure 3. Youth unemployment rates across MENA countries and in comparison to the world average for 2018
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Although skills alone are not sufficient for guaranteeing employment, there is plenty of evidence of a strong
association between life skills development and having a job and even career development (Lai and others, 2017;
Wilson-Ahlstrom and others, 2014; and Ku and others, 2007). The evidence base in Chapter 1 provides many
examples of this relationship, for example, cooperation skills were found by employers, including those in the MENA
region, to be among the most important skills that are saught after by employers (Lai and others, 2017; Wilson-
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Ahlstrom and others, 2014; and Ku and others, 2007). In addition, the life skill decision making has an association
with managerial performance (Kose and Sencan, 2016) and the skill level in problem solving was found to predict
the level of position within a company (Mainert and others, 2015).
Personal empowerment

There are significant challenges in the MENA region regarding personal empowerment. Children and youth across
the region are suffering from high levels of violence in all spheres of their lives, including at home, in school, and
in the community (Save the Children, 2019). Being in contact regularly with violence, children and youth are more
likely to feel frustration, distress and fear (Save the Children, 2019). Over half of children and young people up
to the age of 14 experience violent discipline in the last month (psychological or physical) and for 7 out of 10 of
these countries this holds true for 80 per cent or more of the youth population (See Figure 3). According to UNICEF
(2014, 2017), five out of the ten countries globally with the highest prevalence of violence towards children are
from MENA countries, including Egypt, Tunisia, State of Palestine, Jordan and Morocco.
Figure 4. Prevalence of any types of violent discipline (psychological aggression and/or physical punishment)
towards children undertaken in the last month, 2017
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Figure 5. Obesity and smoking rates across MENA countries and in comparison to the world average for 2016
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Children and young people in the MENA region, like other regions, also take risks (Figure 5). Over a third (35 per
cent or more) of children and youth in Jordan, Kuwait, Qatar and Saudi Arabia are suffering from obesity whilst
a quarter or more of young people in Egypt, Lebanon and Tunisia are smoking (see Figure 4). In addition, more
than half of young Arabs in the region believe that drug use is on the rise and that drugs are easy to obtain in their
country (ASDAA BCW, 2019).8
The life skills self-management and resilience have been shown to be associated with reduced risky behaviour
including a reduction in anti-social behaviour, substance abuse and hazardous sexual behaviour (Eisenberg and
others, 2009; Moffitt and others, 2011; OECD, 2015). For half of the life skills from the LSCE Framework rigorous
research has identified associations with some aspects of personal empowerment including creativity, empathy,
decision making, participation, resilience, and self-management. These relationships were framed in different ways,
for the life skills empathy, self-management and co-operation they were said to be associated with healthy social
relationships and were identified as important for students at risk of dropping out of school as building these skills
increased their involvement in the life of the school community (Lai, 2012). Alternatively, and framed from a health
perspective, the skills resilience and creativity have been found to be associated with managing stress and reducing
the chances of mental health difficulties.
Active citizenship

There are significant challenges regarding active citizenship and the development of civil society within the MENA
region. MENA countries are on average lower than the world average for active participation in associations,
support for democracy, attitudes towards gender equality and political trust (see Figures 6 and 7). These differences
are the most sizable for attitudes towards gender equality9 and active participation in associations10 (see Figure 7).
Figure 7 shows that the majority of countries in the MENA region were more negative than positive towards gender
equality. In Algeria, Jordan, Morocco and Yemen the mean average support for democracy was actually higher
than the world average (see Figure 6). However, it was considerably lower than the world average in Egypt and
Lebanon.
Young people, particularly young girls, continue to be excluded socially, economically and politically in the MENA
region (Adolescent Development and Participation, 2017). Young people’s voices, in particular young females,
are argued to have been paid less attention to in all contexts including the home, school, community and at local
government level. This has led to the lack of safe places for youth and in particular young females to voice their
thoughts and engage in the decision-making process that affects their lives (Mendonca and others, 2019).
Figure 6. Mean level of support for democracy and political trust across MENA countries and in comparison to
the world average 2010–2014
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Note: (1) Country selection was based on MENA countries participating in the study. The average of MENA countries refers to the average of a merged file that combines all available MENA
countries (presented above) in World Values Survey (WVS) 2014–2010. The world average was calculated by using an existing integrated dataset that covers 60 countries around the world
and more than 85,000 participants that participated in WVS 2( ;2014–2010) the left axis refers to the response scale for questions regarding support for democracy, and political trust, which
ranges from 4–1, with a higher score indicating a more positive citizenship attitude. More information on variable selection and recoding can be found in Appendix 3( ;1) the questions on
‹support for democracy’ were not asked during the survey in Qatar.

8. https://www.arabyouthsurvey.com/pdf/downloadwhitepaper/download-whitepaper.pdf
9. Gender equality is a combined indicator that asks participants’ attitudes (agree = 1, neither = 2, disagree =3) on the following statements: when jobs are scarce, men should have more right
to a job than women; If a woman earns more money than her husband, it is almost certain to cause problems; and having a job is the best way for a woman to be an independent person. It
was recoded so that positive responses are denoted by a higher number.
10. Participation in association is comprised by multiple question items that measure participants’ active membership in a list of voluntary organizations (0 = don’t belong, 1 = inactive member;
2 = active member).
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Figure 7. Mean level of attitudes towards gender equality and active participation in associations across MENA
countries 2010–2014
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Note: (1) Country selection was based on MENA countries participating in the study. The average of MENA countries refers to the average of a merged file that combines all available MENA
countries (presented above) in WVS 2014–2010. The world average was calculated by using an existing integrated dataset that covers 60 countries around the world and more than 85,000
participants that participated in WVS 2( ;2014–2010) The left axis refers to the response scale. Active participation in associations is comprised by multiple question items that measure
participants’ memberships in a number of voluntary organizations with three response options (0 = don’t belong, 1 = inactive member; 2 = active member). Gender equality is a combined
indicator that asks participants’ attitudes on gender equality with three response options (agree = 1, neither = 2, disagree =3). It has been recoded in the analysis by using a higher score to
denote a positive attitude. More information on variable selection and recoding can be found in Appendix 1.

Within the scientific evidence base in Chapter 1, seven of the 12 Life Skills set out in the LSCE Framework identified
rigorous empirical evidence regarding an association with active citizenship as a life outcome. These were:
communication, critical thinking, negotiation, problem solving, participation, respect for diversity and empathy. The
strongest evidence is with the life skill participation where several scientific and rigorous studies have demonstrated
the relationship with active citizenship in adult life. The scientific evidence base identifies that the dispositions to
participate in civic engagement from the age of 11–12 upwards has a durable effect into adulthood and once this
is learnt this disposition is significantly related to actual levels of civic engagement (Achen and Blais, 2010).
Overall, the MENA context demonstrates significant challenges regarding life outcomes for learning, employability,
personal empowerment and active citizenship. One of the steps that may well contribute towards tackling some of
these challenges is by supporting young people from all social groups to learn those life skills outlined in the LSCE
Framework.11 The need now is to develop reliable and valid instruments tailored to the young people in the region
that will enable the assessment of the effectiveness of activities, programmes and education reforms that are aimed
at teaching and learning life skills.

ORGANIZATION OF THE PUBLICATION
This publication is organised as follows:
Chapter 1: The scientific evidence base, provides rigorous research that enables sophisticated understanding of the
qualities of life skills and provides valid and reliable existing measurement instruments. Concerning the qualities of
life skills, the chapter includes definitions and the latest most rigorous research on the malleability of life skills, their
relationship with life outcomes and scientifically evaluated education practices that have been found to be effective
in increasing these skills. This chapter also includes information on currently available valid and reliable assessment
instruments for each life skill.
Chapter 2: Provides an analysis and synthesis of the evidence base on the qualities of life skills and draws out the
implications for the development of measurement instruments. It contains an overview of the research findings on
malleability and identifies the principles behind the education interventions that have been found to be effective.
The current availability of existing instruments to measure life skills is assessed and promising new directions for
the development of new instruments are reviewed. The final section of Chapter 2 outlines the future challenges for
developing measures on life skills.
Chapter 3: Conclusions. A summary of the main finding from the publication are presented as a concluding chapter.
This publication is aimed at a wider audience than those interested in building measures to assess the effectiveness
of education systems. It will be of interest to anyone who is working in the field of life skills or similar concepts in
particular those who have an interest in evaluating and assessing learning for diverse purposes. This includes but is
not limited to ministries of education, researchers, teachers, trainers and NGO workers both inside and outside of
the MENA region who need to be able to evaluate the effectiveness of teaching and learning of life skills.
11. As stated above, it is necessary to take into account that social change at the country level may well require more than a population with high proficiency levels in life skills – including but
not limited to institutional and structural reforms.
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Chapter 1: Scientific Evidence Base
This chapter reviews the scientific evidence for each of the 12 Life Skills. The evidence justifies the selection of
each life skill by providing rigorous scientific proof of its malleability and longitudinal research demonstrating its
correlations with life outcomes. Control trials then are reviewed to identify the education interventions that can
improve the selected life skills. Chapter 1 also provides the existing measurement instruments that have been selected
due to their relevant scientific qualities.
The reviews of the literature and instruments in this chapter were not intended to be exhaustive but pursued high-level
scientific inquiry. The reviews were completed through systematic, desk-based research of published journal articles.
Only articles using the highest quality empirical methods were selected.12 Primarily English language journals were
reviewed.
The authors note that the limitation of the demand for high scientific rigor and the use of English-language journals
has led to a dominance of research from OECD countries. Several more exhaustive attempts (a wider range of
languages, qualitative research, and expert opinion) have been made to review specific elements of the LSCE life
skills measurement publication.13
In contrast to the existing literature, this review of empirical research focuses on the breadth of the 12 Life Skills
in the LSCE Framework and its more holistic range of intended life outcomes (learning, employability, personal
empowerment, and active citizenship). The review then pinpoints the most reliable scientific evidence to justify life
skill selection and to provide the most reliable existing measurement instruments. The evidence in this chapter will
enable the reader to provide scientific evidence to potential funders of the reasons that it is important to enhance
these life skills, locate existing education interventions that have been found to increase proficiency, and select
reliable existing tools to measure life skills.

METHODOLOGY FOR SCIENTIFIC REVIEW OF LITERATURE
To have the highest degree of certainty that changes in proficiency levels occurred, this review prioritized empirical
research that used randomized controlled trials, quasi-experiments, or rigorous analyses of longitudinal data to
provide evidence on malleability, life skills relationship with life outcomes, and successful education interventions.
Finding these specific types of empirical evidence was not always possible. In such cases, empirical evidence from
cross-sectional studies, such as employers’ surveys that identified association rather than causality, was used.

METHODOLOGY FOR INSTRUMENT SELECTION
A range of assessment instruments exist to measure specific life skills. They vary in target population groups,
constructs, methodologies, linguistic/cultural coverage, and available evidence that sheds light on validity and
reliability. The authors undertook the following steps to identify the most appropriate set of measures of the 12 Life
Skills relevant for the MENA region.
The first step was to research a wide range of instruments that captured the relevant life skill as outlined in the
LSCE Framework. This more exhaustive repository of tools is available in the online appendix accompanying this
publication.14
Step two was to short-list measurement instruments by applying these criteria:
1. Evidence of psychometric properties of instruments. Evidence of instruments’ established reliability and
validity (including construct and predictive validity), and cross-national/linguistic comparability); and
2. Practical and logistical considerations. Costs of the assessment and time commitment required for training
and implementation in schools. Given MENA region’s contextual and fiscal constraints, priority given to low
cost and time per collection of datum.
Step three ranked the instruments using the following criteria:
1.
2.
3.
4.
5.

Strength of evidence of reliability/validity;
Extensiveness of instrument use and international validation;
Validation in the MENA region and/or translated into Arabic;
Applied on children and/or adolescents and/or young adults; and
Ease of use for data collection and analysis.

12. The Maryland Scientific Method Scale (SMS) (Sherman, 1997) is commonly used to evaluate methodological quality of research for policy and practice and places the highest standard as
interventions that use randomized control trials.
13. For soft skills and employment outcomes, see, for example, Lippman and others, 2015. For soft skills and violence prevention and health outcomes, see Gates and others, 2016. Regarding
other relevant reviews using quantitative research, for non-cognitive skills and outcomes, see Gutman and Schoon, 2013. For measuring soft skills/21st century skills, see Galloway and others,
2017; Lai and Viering, 2012; and Soland and others, 2013.
14. The online appendix can be found on the following URL www.lsce-mena.org
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Each instrument received one point for every criterion it met (maximum possible score was 5). Depending on their
scores, instruments were organized in three categories: high suitability (4–5 points), medium suitability (3 points),
and low suitability (1–2 points). Only the instruments that were considered medium to high suitability are listed for
each skill in this chapter.

ORGANIZATION OF THE CHAPTER
The chapter is divided into 12 sections, a separate section for each life skill from the LSCE Framework. The skills
are ordered by their locations on the LSCE Framework: Learning (creativity, critical thinking, problem solving);
employability (cooperation, negotiation, decision making); personal empowerment (self-management, resilience,
communication); and active citizenship (respect for diversity, empathy, participation).
The discussion of each life skill begins with a clear operational definition developed from the LSCE Framework
(UNICEF and partners, 2017). The evidence is then provided to justify the selection of each life skill. First, the
relationship between the life skill and life outcomes is examined to identify the evidence between the skill and longterm beneficial changes for the individual and society. Second, the evidence is provided for the development of
the life skill in children and youth. The aim is to provide evidence and review the extent that the skill is malleable
across the life course. When possible, this source of information has identified the age at which the skill is the
most malleable and thus at which interventions are likely to be most effective. Third, the evidence is provided on
education interventions that have scientifically proven to significantly increase proficiency levels in skills. The first
table for each skill details education interventions that have been assessed using control trials or quasi-experimental
design.
Overall, the evidence provided demonstrates that education can have an effect and learning the skill is possible. The
evidence on education interventions also provides examples of proven methods for teaching and learning these life
skills.
The final part of each life skill section of this chapter is devoted to measurement. A list is provided of the most
reliable and appropriate existing instruments to measure the skills following the scientific principles given in the
above section. Providing these instruments, first, gives readers reviewed measurement tools that can be considered
for use in future assessments of education interventions. For this purpose, the online appendix provides the contact
details of the authors of the instruments. Second, and within Chapter 2, this resource enables a review of the gaps
that existing instruments do not cover. These gaps were the starting point for understanding the work that needed to
be undertaken to develop a new instrument that measured life skills as set out in the LSCE Framework.

CREATIVITY
CONCEPTUALIZATIONS, IMPORTANCE, MEASUREMENT
INSTRUMENTS, AND EFFECTIVE INTERVENTIONS
1. Definition of creativity

Creativity has been defined as the ability to generate ideas that are simultaneously
novel and useful (Barron, 1955; Stein 1953; Runco and Jaeger, 2012). These
ideas can be either a solution to an existing problem or simply a new thought.
Creativity is said to have four domains: fluency, originality, flexibility, and
elaboration (Shively, 2011). Fluency refers to the frequency of creative ideas;
originality is how uncommon these ideas are; flexibility comprises how many areas
or domains the ideas cover; and elaboration is the level of detail in which ideas are
developed (Torrance, 1972).
Following the current research in the field, the LSCE Framework defines creativity as the ability to generate,
articulate, and/or apply inventive and original ideas, techniques, and perspectives (Ferrari and others, 2009, as
cited in UNICEF and partners, 2017). Creativity within LSCE is understood as applicable to diverse settings. Thus,
creativity can be understood as participation in the arts but, equally, as new thinking of how to solve a societal,
family, or individual problem. Therefore, creativity is closely linked with other core life skills, including critical thinking
and decision making, all of which can be seen as examples of creativity and purposeful thinking (UNICEF and
partners, 2017).
2. Relationship between skills for creativity and life outcomes

Contrary to common belief, on average, highly creative people enjoy positive life outcomes not despite their
extraordinary creativity but because of it (Carson and others, 2005). Many areas have been causally linked
to creative individuals’ success. As the literature on skills shows, on average, creative individuals exhibit higher
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productivity throughout their lifetimes, and they are more likely to succeed in more than one of following domains;
visual arts, music, creative writing, dance, drama, architecture, scientific discovery, invention and innovation, and
the culinary arts (Carson and others, 2005).
Creativity is a particularly valuable asset during adolescent social and emotional development when new cognitive,
emotional, and social experiences arise. Creative adolescents are able to channel the novelty in their lives in a
useful direction by sheer definition of the skill (Barron, 1955; Stein, 1953; Runco and Jaeger, 2012). During what is
a developmental period ripe for both growth and challenging behaviours, creativity makes adolescents particularly
resilient to the confusion of novelty and helps them navigate this phase of their lives. In short, on average, creative
individuals are better emotionally and socially adapted adolescents (Runco, 1996). Furthermore, individuals with
higher levels of creativity enjoy better levels of physical and mental well-being in later life.
The causal link between creativity and academic performance has yet to be rigorously established. Nevertheless,
creativity is associated positively with academic performance even though the benefit of having this skill is
sometimes mediated through more traditional cognitive skills (Gajda and others, 2016; Niaz and others, 2000;
Olatoye and others, 2010). Studies also identify an association between creativity and knowledge creation, and
between learning how to learn and lifelong learning (Gralewski and Karwowski, 2012). Gajda and others (2016)
suggest that, to identify the relationship between creativity and learning, the methodology employed is crucial. The
relationship was found to be stronger when creativity was measured by creativity tests rather than by self-reported
measures, and when academic achievement was measured via standardized tests rather than by grade point
averages (Gajda and others, 2016).
Moreover, research based on employers’ surveys and expert advice have addressed the value of creativity for
employability, especially entrepreneurship and development of new small and medium enterprises (SMEs) (Lippman
and others, 2015; Knight and Yorke, 2003; Sewell and Darce, 2010). Research conducted on skills that employers
reported to expect from graduates and their resumes identified the necessity of demonstrating the graduates’ life
skill creativity and imagination (Rae, 2007). Additionally, creativity has been argued by employers to be essential
to solve complex problems, develop creative strategies, and facilitate innovation (Badke-Schaub and Buerschaper,
2001).
3. Development of skills for creativity in children and youth

Considering all cognitive and non-cognitive abilities, creativity is considered one of the least malleable skills
(Gutman and Ingrid, 2013). Nevertheless, an enabling psychosocial environment from birth is necessary to bring
any individual’s creative potential to its full fruition (Care and others, 2016). Even though each individual is likely to
have a set amount of creative potential at birth, only with the necessary physical, mental, behavioural, and relational
environmental conditions can individuals become their most creative selves (Care and others, 2016).
Creative individuals generate new and useful ideas according to their developmental stages (Runco, 1996). Even
though the conceptualization of creativity does not change from childhood into adolescence and onto adulthood, its
manifestation does change (Simonton, 2000; Reed, 2005). A five-year-old might be creative in leading her friends
in a new, playable game she invented, whereas a fifteen-year-old might be an experimental composer for various
instruments in a band, while a 25-year-old might be an innovative physicist who breaks with existing paradigms and
proposes new, pragmatic theories. Although these all of these novel ideas are translatable into real-world action,
they are starkly different. In addition, they all share the commonalities of being new and useful.
The right psychosocial environments and life chances are argued to be important for developing creative individuals
throughout childhood and adulthood (Runco, 1996; Russ and Fiorelli, 2010; UNICEF and partners, 2017).
Therefore, a caring and creative learning environment for children has been found to enable their full potential of
creativity into adulthood (Russ and Fiorelli, 2010). Colangelo and others argue that “…the best predictor of future
creative behaviour may be past creative behaviour.” (1992, 158). All of these findings are particularly important for
the children and youth who live in the MENA region because they are facing particularly complex life environments
(UNICEF and partners, 2017).
4. Actively improving skills for creativity

Although creativity is said to be not as malleable as other cognitive and non-cognitivie skills, there are ways to
potentiate it within the classroom and beyond (Garaigordobil, 1995, 1996; Gutman and Ingrid, 2013). Perhaps
more important is the fact that creativity is more malleable in one direction than in some other. That is, creative
individuals remain creative given the necessary enabling psychosocial conditions. Conversely, disabling conditions
during childhood and adolescence can significantly hinder creativity, and permanently so (Gutman and Ingrid,
2013).
The authors briefly mention two education programmes that show evidence of promoting and increasing creativity
in children and adolescents (Table 1.1). The results of the study undertaken for Stanford University’s Design School
suggest that every individual can be creative and that learning creativity is a matter of providing an environment that
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helps participants unlock their creative potential and apply it in their own work (Design School 2010; Straker and
Wrigley 2014). This study sampled people from diverse backgrounds and interests, including students, business
persons, and educators and encouraged them to use design to creatively solve real-world challenges (d.school,
2010; Straker and Wrigley, 2014). The other example is the study called, ‘Destination Imagination (DI)’ (Table
1.1). This after-school programme provides students the opportunities and access to develop creativity skills that
were less likely to be offered in a normal school setting (Calkin and Karlsen, 2014). At the Stanford Design School
(d.School), the most important mission was to produce future innovators (Plattner and others, 2013). The results in
Clakin and Karlsen’s 2014 study reflect this mission and suggest that students’ understanding of themselves and their
surroundings improved greatly after the coaching. Nevertheless, the direct correlation between DI and increases in
students’ cognitive development was not found in these studies (Clakin and Karlsen, 2014).
Table 1.1. Examples of successful interventions for creativity-related skills
Name of work

Age
group

Destination
Imagination
(DI)

8–12
years
old

Stanford’s
Design
School (D
School)

18
years
old and
over

Geographic
location

Target life
skills

Major findings

Authors

USA

Creative
thinking

The results of the team work tasks on
solving challenges were that the students
were then able to develop creativity
skills.

Calkin and
Karlsen 2014

Creativity

Students had to work together to solve
real-word challenges. The result showed
that D School encouraged participants
d.school,
n.d.; d.school
to unlock creative potential and apply
design thinking skills in their real lives, at 2010
home, and at work. Also helped develop
empathy skills via challenges.

USA

5. Measuring skills for creativity

To monitor and assess whether an intervention designed to increase creativity or any of its sub-domains is effective, it
is necessary to operationalize and reliably measure both creativity and its sub-domains. Table 1.2 presents existing
measurement instruments that have the most rigorous psychometric properties for creativity.15
Table 1.2. Shortlisted measurement instruments for the skill of creativity
Name of
instrument

Torrance Tests
of Creative
Thinking
(TTCT)

Age
group

Target life skills

Figural and verbal
7–65
creativity [bring up
years old Verbal TTCT to be under
Figural TTCT]

Brief description

The Figural TTCT (“Thinking Creatively with Pictures”) is
appropriate for ages four through adulthood. It uses three
picture-based exercises to assess the four domains of
creativity: fluency, originality, flexibility, and elaboration.
The Verbal TTCT (“Thinking Creatively with Words”) is
appropriate for ages seven through adulthood. It uses six
word-based exercises to assess the four domains of creativity.

Divergent
Thinking (DT)
Test

7–65
Fluency, originality,
years old flexibility, elaboration

This behavioural test gives the respondent a common
object, like a chair, a cup, or a clip, and it asks the
respondent to list as many uses as possible in two minutes.
This widespread, validated test has been the source of
a variety of Divergent Thinking (DT) Tests. These tests are
easy to administer and assess creativity on four subdomains: fluency, originality, flexibility, and elaboration.

Divergent
Thinking (DT)
Test

Visual arts, music,
dance, architectural
18 years
design, creative writing,
old and
humour, scientific
over
discovery, theatre and
film, culinary arts

The Creative Achievement Questionnaire is a selfreport measure of creative achievement that assesses
achievement across 10 areas of creativity: visual arts,
music, creative writing, dance, drama, architecture,
humour, scientific discovery, invention and innovation, and
the culinary arts.

15. The ranking criterion for selection of instruments was comprised by five components that were introduced in the section on methodology for instrument selection in the introduction of Chapter
1. Only the instruments that were considered medium to high suitability are provided in Table 1.2. For more details on all the instruments reviewed see the online appendix, www.lsce-mena.org.
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CRITICAL THINKING
CONCEPTUALIZATIONS, IMPORTANCE, MEASUREMENT
INSTRUMENTS, AND EFFECTIVE INTERVENTIONS
1. Definition of critical thinking

The LSCE Framework defines critical thinking as the ability to think purposefully
and identifies how this life skill can be performed when the learner has learned to
think about thinking (UNICEF and partners, 2017). Scholars have further described
the process of critical thinking as performing self-regulated judgement — wherein
an individual gathers, interprets, and evaluates evidence to form a judgment in a
particular context (Facione, 1990; Halpern, 2003; Liu and others, 2014; Moseley and others, 2005; Dwyer and
others, 2014).16 The skill then is said to enable the individual to perform multiple tasks such as separating facts from
opinion, recognizing assumptions, questioning the validity of evidence, verifying information, and understanding
multiple perspectives (Magno, 2010; Lai, 2011; Anderson and others, 2001; Moseley and others, 2005; Choy
and Cheah, 2009; Lewis and Smith, 1993).
The LSCE definition of critical thinking emphasises its vital function in society. The definition explains that critical
thinking can empower the individual to critically assess norms, values, power structures and social media messages;
and to uncover and resist sexist, racist, extremist, radical, and populist influences and pressures to make society a
fairer place for all social groups (UNICEF and partners, 2017).
Critical thinking skills combine multiple processes including cognitive, attitudinal, and behavioural dispositions.
Besides the ability to engage in cognitive processes, critical thinkers should have a strong ‘critical thinking
disposition’. Dispositions are characteristics that reflect one’s inclination and consistent internal motivation to apply
critical thinking. These ‘habits of mind’ qualities include open-mindedness, inquisitiveness, flexibility, persistence,
propensity to seek reason, and willingness to entertain diverse viewpoints.17
Critical thinking skills have general, as well as domain-specific, aspects. Researchers have debated the degree
of generality or specificity of critical thinking skills. Critical thinking generally is viewed as the ability to engage in
forms of inquiry required to study particular disciplines as well as to address complex, interdisciplinary everyday life
situations. Critical thinking conceptual skills can transcend specific subjects or disciplines. However, learning and
applying such skills in different contexts requires domain-specific knowledge. Background knowledge is an essential
– but not sufficient – prerequisite for critical thinking.18
2. Relationship between skills for critical thinking and life outcomes

Critical thinking has been widely recognized as an important instructional goal and a desirable life outcome.19
This very assumption has hampered the development of rigorous empirical evidence and research to demonstrate
this point (ten Dam and Volman, 2004). Critical thinking has been argued to be essential in preparing individuals
for adult life and success in social, civic, interpersonal, and work-related contexts (Soland and others, 2013).
Critical thinking is said to equip students with the ability to gain complex understandings of information, evaluate
alternatives, identify assumptions, and make inferences — all while promoting decision making and decision making
in real-world environments (Lai, 2011). Critical thinking is a crucial element of being an active citizen because it
enables the learner to question the norms and structures of society and imagine alternative ways of doing things (ten
Dam and Volman, 2004). In addition, critical thinking skills are essential part of the learning process and crucial
for academic success (Lai, 2011). Empirical research evidence has revealed a positive association between critical
thinking and academic achievement.20
Research suggests that critical thinkers make better judgements in complex situations; engage less in cognitive bias
and are more likely to become more informed, active, and self-reliant citizens who are better equipped to give
back to society (Soland and others, 2013). Employers also have identified critical thinking skills as an exceedingly
important life skill for individuals to succeed in today’s workforce, in which good decision making, and continuous
reflective processes and product/service improvement are needed (Casner-Lotto and Barrington, 2006, Renaud and
Murray, 2009; Peredo and McLean, 2006; Soland and others, 2013).

16. In 1988, a committee of 46 experts gathered to agree a robust conceptualization of critical thinking. The Delphi Report determined a consensus definition of critical thinking skills as well as
a description of the ‘ideal critical thinker’ (Facione, 1990).
17. Facione 2000 ,1990; Dwyer and others, 2014; Perkins and Ritchhart, 2004; Stapleton, 2011; Halpern, 2006.
18. Facione, 1990; Bailin and others, 1999; Ben-Chaim and others, 2000; Liu and others, 2014; Lai, 2011; Case 2005; Willingham, 2007.
19. In the early 20th century, educator John Dewey first introduced the related notion of ‘reflective thinking’ as an educational matter. He defined it as the “kind of thinking that consists in turning
a subject over in the mind and giving it serious consideration” (1933, in Stapleton 2011).
20. Lai, 2011; Anderson and others, 2001; Zoller 1997; Kettler, 2014; Stewart 2000; Dwyer and others, 2014; Halpern, 2003; Butler and others, 2012.
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3. Developing skills for critical thinking in children and youth

Critical thinking is considered by some scholars to be one of the most advanced life skills and, in the past, was
associated with learning in late adolescents and adults. Bloom’s Taxonomy of Learning (1956) and the revised
taxonomy (Anderson and others, 2001)21 suggest that children first are taught to remember, then to understand and
apply knowledge, then to analyse; and finally, to think critically and evaluate knowledge (Anderson and others,
2001).
More recently, scholars have challenged this perspective. They argue that critical thinking can be learned at a
much younger age; and that all learners, regardless of ability levels, have been found to benefit from appropriate
instruction and practice in critical thinking skills (Lai, 2011). Instruction in critical thinking at a young age can start by
teaching children to reason, consider options, and understand others’ views.22 Interventions to enhance both general
and specific critical thinking skills generally have shown positive results. In fact, some studies observed greater
effects in school-aged students than in older university students.23
4. Actively improving skills for critical thinking

Critical thinking capacities can be improved through instruction and practice. A compelling body of empirical
evidence shows how persistent, purposeful efforts that target complex skills such as critical thinking can be
effective.24 However, not all programmes are equally effective. Empirical evidence identifies three overarching
principles to effectively teach critical thinking: (1) explicit instructions on learning outcomes, (2) make critical thinking
a separate component within each subject discipline, and (3) constructionist pedagogy. These three are discussed
below.
First, rigorous research on critical thinking interventions has identified that teaching benefits from explicit instructions
on the learning outcome as opposed to including this skill as an implicit goal.25 The evidence indicates that students
need to be aware that they are being taught critical thinking skills and also provided with information on how they
are expected to demonstrate critical thinking skill (Abrami and others, 2008). Explicit critical thinking instruction can
be incorporated in general and/or subject-specific components of the curriculum.
Second, a systematic review of the empirical research identified that the most effective approach to teaching and
learning critical thinking was to have a separate critical thinking component within each subject discipline in the
curricular (Abrami and others, 2008). These findings identified that providing opportunities for students to apply
critical thinking skills in a range of contexts and subject areas amplified the likelihood of their transferring these skills
to new contexts (Abrami and others, 2008).
Third, many empirical studies have found constructivist techniques effective at teaching critical thinking (Lai, 2011;
Miri and others, 2007; Ten Dam and Volman, 2004; Burke and Williams 2008; Heyman 2008). From her
research, Lai (2011) highlighted that the essential underlying element for teaching and learning critical thinking is
the necessity for an open and accepting classroom climate in which teachers use methods that show students how to
identify and embrace divergent opinions without fearing dissent. Lai’s (2011) empirical research also identified other
constructivist approaches to teaching effective at improving critical thinking. These approaches included the use realworld scenarios, group work and collaborative learning, getting the teacher to model the critical thinker, and placing
students at the centre of the learning process. Research further recommended attending to the dual dimension of
critical thinking: enhancing the development of students’ thinking skills while nurturing their internal motivation to use
these skills. (Miri and others, 2007; Burke and Williams, 2008; Heyman, 2008).
Table 1.3 presents three examples of successful interventions to cultivate and boost critical thinking skills. All three
projects took place in the United States. The first project is Youth Empowerment Strategy (YES!). Its interventions
focused on enhancing critical thinking, communication, and interpersonal relationships; and targeted children aged
9–12. Wilson and others (2008) found that 11 of 12 groups in ‘YES!’ were able to think critically about their local
contexts, construct social activities projects that could make a difference, and implement these projects to make
positive changes in their communities.
The second project, Success for All (Table 1.3), developed a randomized national evaluation of a comprehensive
reading reform model. The evaluation involved 41 schools implementing Success for All that were randomly
assigned to treatment (schools) or control (schools not implementing the programme) groups. Results reveal a
statistically significant positive school-level impact of assignment to Success for All that totalled more than two months
of additional learning on individual Word Attack test scores.
21. Bloom’s Taxonomy of Educational Objectives “mental acts of thinking from educational experiences.” Bloom’s was one of the first frameworks to characterize thinking as a range of both
lower order and higher order thinking processes (Dwyer and others, 2014).
22. Facione, 1990; Silva 2008; Bailin and others, 1999; Willingham, 2007; Halpern, 2003.
23. Kennedy and others, 1991; Abrami and others, 2008; Lai, 2011; Zohar and Dori 2003; Miri and others, 2007; Halpern, 2003.
24. Kennedy and others, 1991; Abrami and others, 2008; Lai, 2011; Zohar and Dori 2003; Miri and others, 2007; Halpern 2003.
25. Dwyer and others, 2014; Marin and Halpern 2011; Abrami and others, 2008; Brown 1990; Case 2005; Lai, 2011; Halpern, 1998; Paul, 1992; Van Gelder and others, 2004).

22

In the third project, Athena, third to fifth graders made statistically significant improvements in critical thinking and
comprehension as assessed by the Test for Critical Thinking (TCT). TCT uses Paul›s Reasoning Model (1992) as a
conceptual framework. TCT’s reliability measures are high because internal consistency coefficients range from 0.83
to 0.87 between grades 3 to 5, and 0.89 for the overall sample.
Table 1.3. Examples of successful interventions for critical thinking skills
Name of work

Age
group

Geographic
Location

Target life skills

Major findings

Authors

3–11
Success for All years USA
old

Critical thinking

A whole-school reform programme that used
a multi-dimensional approach. The result
shows that a statistically significant positive
effect of more than 2 months of additional
learning on individual Word Attack test
scores.

Borman
and
others
2005

8–11
Project Athena years USA
old

Changes to the objectives of the curricular
for arts, language and mathematics. The
result showed that students made statistically
significant improvements in critical thinking
Critical thinking,
and comprehension as assessed by the TCT
reading,
(Test for Critical Thinking). TCT uses Paul's
writing,
Reasoning Model (1992) as a conceptual
analytical skills
framework. TCT's reliability measures are high
as internal consistency coefficients range from
0.83–0.87 for grades 3–5, and 0.89 for the
overall sample.

Bracken
and
others
2003

Youth
9–12
Empowerment
years USA
Strategy (YES!)
old
Project

Critical thinking,
communication,
inter-personal
relation-ships

After school empowerment programme using
photovoice. The result shows that eleven of
12 groups in YES! critically reflected on their
local contexts, constructed social activities
projects, and implemented them to make
positive changes in their communities.

Wilson
and
others
2008

5. Measuring skills for critical thinking

Conceptualizing and assessing critical thinking skills are interdependent: how critical thinking is defined determines
how it is best measured (Ku, 2009). Because several attempts to define critical thinking varied in their multidimensional nature, numerous critical thinking assessments exist each of which tends to capture multiple themes
and differs in its purpose, format, and context (Ku, 2009; Liu and others, 2014). Although most measurements are
general-content assessments, some are subject specific. Furthermore, many assessments include numerous aspects of
the critical thinking skill, whereas only a few focus on one aspect. Assessments generally overlap in their emphasis of
key critical thinking themes (such as analysis, reasoning, and evaluation). However, some recent assessments have
tried to reflect metacognition and the disposition to engage in critical thinking (Liu and others, 2014).
To examine the effectiveness of any intervention designed to increase critical thinking skills, appropriate assessment
that reliably measures critical thinking skill and its subscales is needed (Ku, 2009). Table 1.4 presents the
measurement instruments that have the most rigorous psychometric properties for the critical thinking skill.26

26. The ranking criteria for selecting the instruments comprise five components that are introduced in the section on methodology for instrument selection the introduction of Chapter 1. Of these
instruments, only those that were considered medium to high suitability appear in Table 1.4. For details on all the instruments reviewed, see the online appendix, www.lsce-mena.org.
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Table 1.4. Shortlisted measurement instruments for critical thinking skills
Name of
instrument

Age
group

Target life skills

Brief description

Critical thinking

California CT M Series test is a collection of multiplechoice tests of critical-thinking skills ranging from the
analysis of the meaning of a given sentence to more
complex integration of critical thinking skills. Questions
focus on everyday common sense topics. To obtain a
more comprehensive view of both skills and mental state,
which shape CT ability, the test also recommends a side
assessment of the student’s mental dispositions (such as
motivation using CM3 below).

Critical thinking
disposition

CM3 is an objective measure of student engagement
and a predictor of student success. It measures and
reports scores on (a) learning orientation, (b) creative
problem solving, (c) cognitive integrity, (d) scholarly rigor,
and (e) technological orientation.

10–18 Induction, deduction,
years
credibility, identification
old
of assumptions

Cornell Critical Thinking Test Level Z (Ennis and others,
1985) is a standardized test to measure critical thinking
among secondary school and university students. It
measures (a) Deduction, (b) Semantics, (c) Credibility,
(d) Judging Conclusions, (e) Planning Experiments, and
(f) Definition and Assumption Identification. Its Level X
equivalent for younger students in grades 5–12 focuses
on (a) Induction, (b) Deduction, (c) Credibility, and (d)
Identification of Assumptions.

12–18
years
Critical thinking
old

Ennis-Weir Critical Thinking Essay Test (EWCTET;
Ennis and Weir 1985) is a popular open-ended essay
test of the general critical ability of high school or
college students. This highly structured test examines
students’ ability to identify built-in reasoning flaws in an
argumentative passage as well as their ability to defend
their own arguments (Ennis 2003).

California Critical
Thinking Skills
Test M Series
8–15
for Children
years
and Youth
old
(CCTST-M20;
CCTST-M25;
CCTST-MIB)
California
8–18
Measure
years
of Mental
old
Motivation (CM3)

Cornell Critical
Thinking Test
(CCTT)

Ennis-Weir
Critical Thinking
Essay Test
(TEWCTET)

14
California
years
Critical Thinking
old
Dispositions
and
Inventory (CCTDI)
over

Critical thinking
dispositions

California CT Dispositions Inventory (CCTDI) tests
seven scales of critical thinking measures: (b) Openmindedness, (c) Analyticity; (d) Systematicity; (e)
Confidence in Reasoning; (f) Inquisitiveness; and (g)
Maturity of Judgment.

Watson-Glaser
Critical Thinking
Appraisal
(WGCTA)

14
years
old
and
over

Critical thinking

Watson-Glaser Critical Thinking Appraisal (WGCTA)
is a standardized test comprising a series of exercises
that require students to apply important abilities involved
in critical thinking: drawing inferences, recognizing
assumptions, evaluating arguments, deductive reasoning,
and logical interpretation.

Halpern Critical
Thinking
Assessment
Using Everyday
Situations

15
years
old
and
over

Verbal reasoning,
argument analysis,
thinking as hypothesis
testing, using likelihood
and uncertainty, decision
making, problem solving

Halpern Critical Thinking Assessment Using Everyday
Situations (HCTAES; Halpern, 2007) is a multiresponse
format test that combines multiple-choice and openended response formats. HCTAES measures critical
thinking ability using questions set in authentic and
believable everyday contexts.

California Critical 17–19
Critical thinking
Thinking Skills
years
Test (CCTST)
old
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California Critical Thinking Skills Test (CCTST) is a
general test of critical thinking that studies the reasoning
and analyses of test-takers who have been given diverse
questions regarding everyday life scenarios, pictures,
texts, and more theoretical social and political inquiries.

PROBLEM SOLVING
CONCEPTUALIZATIONS, IMPORTANCE, MEASUREMENT
INSTRUMENTS, AND EFFECTIVE INTERVENTIONS
1. Definition of problem solving

The skill to solve problems has been defined in multiple ways. A basic description of
the skill to problem solve is “the ability to think through steps that lead from a given
state of affairs to a desired goal” (Barbey and Baralou, 2009). The definition can
be extended to explicitly state the steps required. For example, OECD (2015, p.13)
defines problem solving as beginning with “recognizing that a problematic situation
exists…. It [then] requires the solver to identify the specific problem(s) to be solved, plan and carry out a solution,
and monitor and evaluate progress throughout the activity.”
The LSCE Framework defined problem solving similarly by explicitly referencing the process. Problem solving is,
therefore, understood within this framework as “the ability to think through steps that lead to a desired goal by
identifying and understanding a problem and devising a solution to address it” (UNICEF and partners, 2017, p. 133).
The field of research on problem solving is divided into two large subfields. One is firmly based on problem solving
mainly as a cognitive challenge, for example, how to tackle a mathematical problem. The other focuses on skills
that help individuals solve social and societal problems, for example, how to reduce a conflict at school, home, or
the local community. The LSCE definition emphasizes the social context of problem solving as well as contains the
mathematical sense of problem solving; and includes collaborative as well as individual problem solving. The LSCE
definition highlights that problem solving is at the heart of conflict management and conflict resolution processes
because it enables individuals to use their intelligence and imagination to invent conflict-exit strategies (Weitzman
and Weitzman, 2000).
2. Relationship between skills for problem solving and life outcomes

Problem solving can be seen either as a skill that can impact other life outcomes, or as a life outcome in its own right
(Barry and others, 2017). Consequently, problem solving can play different roles in an intervention. The activity of
problem solving can be the treatment variable expected to influence other life outcomes (section 4). Alternatively,
the problem-solving skill can be the expected outcome of an intervention. An example of the former is a recent
intervention focused on social and emotional learning that used problem solving as the treatment (O’Conner and
others, 2017). In the latter situation, problem solving as a skill can be conceptualized as either an academic
outcome alongside students’ other qualities such as self-efficacy, time management, and mathematics grades (Linares
and others, 2005; Snyder and others, 2013; Acosta Price and others, 2014), or as an interpersonal life skill such
as cooperation, conflict resolution, and respect for diversity (Durlak and others, 2011).
Problem solving also may appear associated with certain practices while predicting an additional outcome,
thus acting as a mediator. For instance, longitudinal research has found that “playing strategic video games
may enhance adolescents’ self-reported problem-solving skills, which in turn may help adolescents perform better
in school”27 (Adachi and Willoughby 2013, p. 1050). In this case, problem-solving skills mediate between a
voluntary practice (playing strategic video games) and an academic outcome.
Furthermore, problem solving is associated with other life outcomes among adults, such as employability. A crosssectional study found that complex problem-solving skills predicted job level at a large German automobile firm and
was a much stronger predicter than IQ or school grades (Mainert and others, 2015).
3. Development of skills for problem solving in children and youth

The development of problem-solving skills has been found in the very earliest years of life. Evidence of this early
development was identified by following two groups of infants between the ages of 6 to 13 months (and their
mothers) in the United States (Landry and others, 2006). The treatment group was exposed to taught ‘responsive
parenting’, including home visits to develop parents problem-solving abilities and self-evaluation of parenting using
videos. The evidence showed, among other findings, that the children of parents trained in responsiveness exhibited
greater problem-solving skills. The conclusions of this study suggested the important role of “supportive others,” in this
case, meaning trained parents, in children developing problem-solving skills from an early age (Landry and others,
p. 639).
The literature also indicates that, as children grow through middle childhood, their development of problem-solving
skills can increase as well as change in both ability and process. A mixed-method study from the United Kingdom
on the behaviour of children aged 5-7 years during problem-solving tasks (completing train-track designs) showed a
quantitative increase in meta-cognitive skills and qualitative improvement in the types of monitoring/planning of the
problem-solving tasks undertaken by the children (Bryce and Whitebread, 2012).
27. These findings apply to strategic video games, not to fast-paced video games.
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Evidence from the literature also suggests there may be an optimal age for the development of problem-solving
skills. For example, a study of domain-specific and complex problem solving in a sample of over 2,500 third to
eleventh grade students in Hungary (Molnar and others, 2013), reported that the development of problem-solving
skills across this age group developed in the form of an ‘S’ curve — with slower progress in early and late grades,
and faster development of problem-solving skills around the ages of 12 to 14. This age-/grade-specific ‘window
of opportunity’ speaks to opportunities for optimal timing of teaching interventions, or instruction in how to develop
problem-solving skills.
Although the amount of direct evidence of how problem-solving skills develop in older age groups (>14) is limited,
evidence can be partially gained from pedagogies that attempt to lever problem solving as part of an instructional
tool. Since the mid-20th Century, the concept of problem-based learning (PBL) increasingly has been used across
multiple disciplines as a learner-centred approach to “conduct research, integrate theory and practice, and apply
knowledge and skills to develop a viable solution to a defined problem” (Savery, 2006, p. 13). One well-cited
model of PBL is the Maastricht Seven Jump Process, a group problem-solving process. Adaptations of the Maastricht
model broadly involve (a) clarifying terms/understanding the problem; (b) defining the problem/setting questions;
(c) discussing the problem and initial solutions; (d) organizing what is known; (e) identifying gaps in knowledge; (f)
private research and learning; and (g) group discussion and feedback/consolidation. The application of this model
assumes a continuing development of problem-solving skills in later age-groups — both individually and as part of a
team. Moreover, as part of the PBL approach, communication and negotiation life skills also are developed.
Of related interest is the ways that problem solving develops alongside other cognitive skills. The literature reviewed
for this study indicates that inductive reasoning (what is probable based on evidence), fluid reasoning, working
memory, and critical thinking (what is reasonable based on evidence) all are salient. In the sample of Hungarian
school children studied by Molnar and others (2013), inductive thinking and complex problem solving were
positively and consistently correlated across all age groups. A 2015 study by Greiff and others undertook a threeyear longitudinal study of 2,000 12-year-old Finnish students. Those authors found that fluid reasoning was a strong
predictor of the complex problem-solving skills: both knowledge acquisition and knowledge application. In contrast,
working memory – though a predictor – had only a small influence. Finally, Snyder and Snyder (2008) is one
example of many from the United States literature that aligns critical thinking with effective problem solving in both
theory and pedagogy.
4. Actively improving skills for problem solving

Table 1.5 presents problem-solving-building interventions implemented at the individual or the family level and
summarizes the evidence of their effectiveness as reported in the academic publications reviewed.28 The evidence
suggests that the majority of interventions on the topic of problem solving use this skill as a method to support
other skill development or particular life outcomes or to remedy social problems such as to change risky and/or
aggressive behaviours (See Table 1.5 for details on Abdulmalik and others, 2016; Wolpert, 2015; Snyder and
others,. 2013); and/or social and emotional outcomes (See Table 1.5 for details on Ahghar, 2014; Ghahfarokhi
and others, 2015; Farokhzad and Mardani, 2015). Interestingly, and in contrast to the other life skills, many of the
programme interventions that use problem solving and that are assessed through control trials derive from the MENA
region. In Iran, in particular, the last decade has seen a number of quasi-experimental studies that used problemsolving skills education to influence other life skills outcomes such as creativity and assertiveness (Adavi and others,
2016), social anxiety (Ahghar, 2014), self-regulation (Ahghar, 2012), self-esteem (Ghahfarokhi, and others, 2015),
social adjustment (Farokhzad and Mardani, 2015), and aggression (Bahrami, 2006). In OECD countries as well,
certain cluster-randomized controlled trials further confirm the benefits of problem-solving skills training (Sharma,
Petosa, and Heaney, 1999; Wolpert and others, 2015).
A number of these successful interventions had the specific aim of increasing problem-solving skills as a learning
outcome. These studies were undertaken in the United Kingdom (Wolpert, 2015), the United States (Sharma and
others,1999), Turkey (Totan and Kabasakal, 2012; Erozkan 2013), and Iran (Totan and Kabasakal, 2012).

28. Details for statements made and all studies cited in Section 4 appear in Table 1.
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Table 1.5. Examples of successful interventions for problem-solving skills
Name of work

Age
group

Targeted Mental 8–9
Health in Schools years
(TaMHS)
old

Effects of
problem-solving
interventions
on aggressive
behaviours
among primary
school pupils in
Ibadan

The Positive
Action Program

Problem-Solving
Skills (PSS)
training among
adolescent
girls with
irresponsible or
no parents

Raising a
Thinking Child
workshops, Iran

9–14
years
old

10–12
years
old

11–-12
years
old

11-12
years
old

Geographic
location

UK

Target life skills

Major findings

Authors

Support social
problem solving
and emotional
regulation skill
development

The main intervention was to
integrate provision of mental
health services across different
agencies. The result shows that
TaMHS reduced (self-reported)
behavioural, but not emotional,
difficulties of at-risk children.

Wolpert
and others,
2015

Group-based problem-solving
intervention for aggressive
behaviours among primary
school students showed
significant reductions in both
teachers’ and students’ rated
Outcomes: teacher- aggressive behaviours, with
large effect sizes. Although this
rated aggressive
South Africa
behaviour, self-rated was a small exploratory trial
whose findings may not be
aggression scale
generalizable, it demonstrates
that psychological interventions
for children with high levels
of aggressive behaviour are
feasible and potentially effective
in Nigeria.

Abdulmalik
and others,
2016

US

Problem solving is
part of “continuous
self-improve-ment,”
1 of 6 programme
components.

Social-emotional and character
development programme using
a positive youth development
perspective. The result shows
that students attending
intervention schools reported
Snyder
significantly better academic
and others,
behaviour and significantly
2013
less substance use, violence,
and sexual activity. Intervention
effects on self-reported substance
use, violence, and sexual activity
were mediated by positive
academic behaviour.

Iran

Problem-solving
skills education
intervention; selfesteem, behavioural
adjustment as
outcomes.

Problem-solving skills training
significantly increased the selfesteem and the behavioural
adjustment.

Ghahfarokhi
and others,
2015

Iran

Mothers’
problem-solving
skills education
intervention;
mothers’ overprotectiveness,
child rejection,
over-indulgence as
outcomes.

Problem-solving workshop
designed for parents and
children decreased the levels
of over-protectiveness and
child rejection, and increased
acceptance and improved
mother-child relationships.
There was not any significant
difference in over-indulgence.

ShokoohiYekta and
Malayeri,
2015
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PSS training
for sixth grade
primary school
students

11–12
years
old

Evaluation of a
Brief Intervention
Based on Social
Cognitive Theory 11–12
years
to Develop
Problem-Solving old
Skills (PSS)
among SixthGrade Children

PSS training to
reduce social
anxiety

PSS training for
self-regulation

12–18
years
old

Effects of
PSS Training
on Social
Adjustment of
High School
Students

12–18
years
old

PSS training for
creativity and
assertiveness
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12–18
years
old

13
years
old

Turkey

problem-solving
training; outcomes:
task articulation,
peer relations,
self- regulation
communication,
problem solving,
coping with stress
and self-esteem
enhancing skills

Problem-solving skills training
is effective in increasing task
articulation and self-regulation,
skills of problem solving,
coping with stress total score of
social and emotional learning
needs and abilities with a
permanent effect. It was also
determined that the difference
in peer relations during the
post-test stage in favour of the
experimental group was not
observed in the follow-up tests.
Problem-solving skills training
had no effect on communication
skills and self-esteem enhancing
skills.

Totan and
Kabasakal
2012

A training in applying social
cognitive theory to solve real-life
problems.

US

Intervention based
on social cognitive
Sharma
At post-test, 36% of the students and others,
theory (SCT)
intended to develop in the SCT-based intervention
1999
reported applying PSS to real-life
PSS
problems compared to 1% in the
knowledge-based group.

Iran

PSS education
intervention; social
anxiety as outcome

The problem solving training
reduced social anxiety among
Ahghar
the students who received it. PSS
2014
had appropriate stability over
time.

Iran

PSS education
intervention; selfesteem, behavioural
adjustment as
outcomes

Problem-solving training on
self-esteem and behavioural
adjustment significantly
increased self-esteem and
behavioural adjustment in (P <
0/ 001).

Ghahfarokhi
and others,
2015

Iran

PSS education
intervention; social
adjustment as
outcome

PSS training improved social
adjustment of experimental
group in post-test in comparison
with pre-test.

Farokhzad and
Mardani
2015

PSS intervention;
creativity and
assertive-ness as
outcomes

Experimental group received
eight PSS training sessions (90
minutes each); control group
got no intervention. Rate of
creativity and assertiveness in
experimental group significantly
higher (P < 0.001) compared to
control group.

Adavi and
others,
2016

Iran

5. Measuring skills for problem solving

The growing interest in problem solving in recent years as a transversal, transferable set of skills has led to
the considerable expansion of the problem-solving literature and the development of several instruments that
operationalize the concept. Reliable and valid instruments are necessary to assess problem solving and measure the
effectiveness of interventions aimed at building problem-solving skills. Since problem solving also applies to specific
strategies within academic disciplines, particularly in the sciences, the current search encountered instruments that
focused on mathematical, physics, and chemistry problem solving. However, as mentioned above, the focus was
on problem solving as a set of transferable skills. Therefore, although initially identified and catalogued, these
instruments were excluded from later stages of this review.
Table 1.6 summarizes the instruments for measuring problem solving that were tested in this review for
appropriateness (some in a variety of contexts and age groups) and were found to have sound psychometric
properties.29
Table 1.6. Shortlisted measurement instruments for problem-solving skills
Name of
instrument

Attitudes toward
Problem Solving
Scale (ATPSS)

Age
group

11–16
years
old

Geographic
location

Target life skills

Malaysia

Willingness to engage
in problem solving,
perseverance during
Measures students’ attitudes
problem-solving process.
toward problem solving.
self-confidence with respect to
problem solving

Brief description

Social ProblemSolving
Inventory for
Adolescents
(SPSI-A)

11–22
years
old

Unknown

PSS inventory

Measures self-reported covert
and overt social problemsolving behaviours in personal
and social contexts: Automatic
Process, Problem Orientation,
Cognition, Emotion, Behavior,
Problem-Solving Skills, Problem
Identification, Alternative
Generation, Consequence
Prediction, Implementation,
Evaluation, Reorganization.

VIEW: An
Assessment of
Problem-Solving
Style

12
years
old and
over

US

Orientation to change,
manner of processing, ways
of decoding

Assesses problem-solving styles.

Social ProblemSolving
InventoryRevised (SPSI-R)

13
years
old and
over

Australia, UK

Measures people's “ability to
resolve problems of everyday
Positive problem orientation,
living.” SPSI-R offers 2 options:
negative problem
a long form with 52 items, and
orientation, rational
a short form with 25 items.
problem solving, problem
Subskills: Positive Problem
definition and formulation,
Orientation, Negative Problem
generation of alternative
Orientation, Rational Problem
solutions, decision making,
Solving, Problem Definition and
solution implementation and Formulation, Generation of
verification, impulsivity/
Alternative Solutions, Decision
carelessness style, avoidance Making, Solution Implementation
style
and Verification, Impulsivity/
Carelessness Style, Avoidance
Style.

PISA Complex
Problem
Solving (CPS) MicroDYN and
MicroFIN

15
years
old

Instrument used
internationally,
including UK,
Spain, and
Sweden etc.

Knowledge acquisition,
knowledge application

Interactive tool measures complex
problem solving.

29. The ranking criterion for selection of instruments was comprised by five components that were introduced in the section on methodology for instrument selection in the introduction of Chapter
1. Only the instruments that were considered medium to high suitability are provided in Table 1.2. For more details on all the instruments reviewed see the online appendix, www.lsce-mena.org.
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Problem-Solving
Inventory (PSI)
and Arabic
version (PSI-Ar|)

Creative
Problem-Solving
Profile (CPSP)

16
years
old and
over

20–60
years
old

Egypt, Greek

US

Problem-solving confidence,
approach-avoidance style,
personal control

Assesses an individual's
perceptions of his or her own
problem-solving behaviours. It
comprises 32–35 items for PSI,
or 27 items for Arabic version
(PSI-Ar).

Apprehension of knowledge,
use of knowledge

Measure individual's preferred
creative style in two dimensions:
apprehension and use of
knowledge. CPSP helps people
understand their creative problemsolving style (personal preferences
for different stages of a multistage
process of creative problem
solving) and to increase their
sensitivity to individual differences
in style.

COOPERATION
CONCEPTUALIZATIONS, IMPORTANCE, MEASUREMENT
INSTRUMENTS, AND EFFECTIVE INTERVENTIONS
1. Definition of cooperation

Cooperation skills have been defined as those that are required to “…participate
successfully with others on shared activities, tasks and ventures” (Council of Europe,
2018, 51). Most frameworks for 21st century skills include cooperation-related
constructs. Such frameworks either classify the concept as collaboration rather than
cooperation skills (P21 Framework for 21st Century Learning-Battelle for Kids 2019),
and/or as one attribute within a wider set of social skills (Gutman and Schoon, 2013).
In the context of the LSCE Framework, cooperation has been defined similarly as in other frameworks in the field
as “the act or process of working together to get something done or to achieve a common purpose that is mutually
beneficial’ (Tyler, 2011 cited in the LSCE Framework, UNICEF and partners, 2017, 52). What makes the LSCE
definition less common is that the social context of this skill is emphasized. Consequently, the definition is expanded
by explaining that it includes the ability to work effectively and respectfully with diverse teams to achieve common
goals. The definition includes respecting others’ opinions and inputs, accepting feedback, resolving conflict, leading
effectively, working toward consensus in decision making, and building and coordinating partnerships (Brewer,
2013 and Deutsch, 2006 both cited in UNICEF and partners, 2017).
2. Relationship between skills for cooperation and life outcomes

Skills for cooperation have been identified as a valuable educational outcome for a wide range of society and of
social and economic outcomes. Collaboration, along with other skills such as communication, has emerged as one
of the most important and valuable skills required to succeed in the workplace (Lippman and others, 2015). During
recruiting for the MENA region, and according to different national employer surveys, cooperation and teamwork
were considered among the most important skills (Lai and others, 2017; Wilson-Ahlstrom and others, 2014; Ku and
others, 2007; Brame and Biel 2015; Maktoum 2008; YouGov and Bayt 2016).
Cooperation is also perceived as an important skill for learning, particularly for success in higher education (Lai,
2012). A synthesis of research on cooperation learning reveals that cooperation learning strategies improved
the achievement of college students as well as their attitudes toward learning, persistence, and interpersonal
relationships (Lai, 2012). Evidence suggests that cooperation skills learned in school result in healthier relationships
because students learn to interact with their peers. This skill can be especially important for at-risk students because it
can increase their involvement in the life of their school community (Lai, 2012).
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Cooperation also promotes the creation of effective, inclusive classrooms of diverse learners. Cooperative learning
can create a sense of equity in cooperative groups, which then can install the values of equity and justice in society.
Teaching students to work with others on social issues also can improve students’ tolerance, commitment to civic
participation, community acceptance, and conflict resolution abilities (see Johnson, 1998; Lai, 2012; Johnson and
others, 1993; Slavin, 1991).
Finally, cooperation skills have been associated with other positive outcomes and desired life skills. Cooperation
helps students develop their self-concept and self-esteem and stimulates the development of a range of other skills
and outcomes, such as critical thinking, metacognition, empathy, problem solving, and creativity (Lai, 2011; Wright
and others, 2013; Iyer 2013; Francisco and others, 2013; Kramarski and Mevarech, 2003; Karantsaz and
others, 2013).
3. Development of skills for cooperation in children and youth

Learning the skills for cooperation can start at a very young age (Tomasello and Hamann, 2012). Even children
of 1 and 2 years can begin to learn to form common goals with others and to learn joint attention, including
understanding the different individual roles in question. At approximately 3 years of age, the collaborative
interactions that children undertake with others follow a more normative approach that includes learning to have
obligations. Children around this age also can develop further the cognitive ability to conceptualize the role of the
other as well as their own role and perspective (Tomasello and Hamann, 2012). Furthermore, research provides
evidence that children as young as 5 can benefit from cooperation learning in a similar way to older children. For
instance, pairing five- and six-year-old children with different peers has shown to influence collaboration (Murphy
and Faulkner, 2000; Lai, 2011).
By mid-childhood, children learn the concepts of fairness and justice, and the children start to show these qualities
through equally sharing resources (Burnet and Blakemore, 2009; Lai, 2011). In adolescence, social abilities and
behaviours continue to develop, in addition to more maturation in the brain regions involved in social cognition.
Adolescents also start enjoying more activities that include social interactions (Lai, 2011). Nevertheless, more
rigorous research needs to be performed on how cooperation skills and social abilities in general develop during
childhood and adolescence (Blakemore, 2008 and Fehr and others, 2008, in Burnet and Blakemore, 2009; Lai,
2011).
4. Actively improving skills for cooperation

Despite knowledge that the skill to cooperate is malleable (Tomasello and Hamann, 2012) there are few studies
that explore or identify specifically how to teach cooperation skills (Lai and others, 2017). The few studies that
do exist include this skill as a learning outcome combined with a range of other social and emotional learning
outcomes. Teaching instructions on how to teach cooperation skills have suggested that learning by doing is the
most appropriate strategy (Bossert 1988). Lai and others (2017) found that experts in field on teaching cooperation
skills recommended articulating to the students explicitly the objectives of fostering cooperation in the classroom; and
engaging in direct instruction on what good cooperation looks like, including the desired gains in academic and
social skills. Teachers are encouraged to stress desirable qualities and useful strategies for positive interaction among
students, such as encouraging peers, asking direct questions, and responding appropriately to others’ requests.
Devising a positive classroom environment that values and promotes the development of cooperation-related skills
and behaviours such as communication, conflict resolution, and negotiation, and combining direct instruction with
opportunities to practice is recommended (Lai, 2017).
Table 1.11 provides examples of interventions that have been scientifically shown to increase cooperation skill
levels. These programmes, all of which were run in the United States, target children from pre-kindergarten to the
end of primary education. Thus, they appear to be based on the current thought that cooperation skills can be
nurtured at an early stage of life (Tomasello and Hamann, 2012). After participating in these programmes, students
significantly improved not only in skills for cooperation but also in a range of social skills and positive attitudes
toward learning (Table 1.11). Other skills that were seen to improve were conflict resolution (Domitrovich and others,
2007; Shure, 2001) and decision making (Domitrovich and others, 2005).
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Table 1.11. Examples of successful interventions for cooperation-related skills
Name of work

Peace Works: PeaceMaking Skills for Little
Kids https://casel.org/
guideprogramspeaceworks-peacemakingskills-for-little-kids/
based on the Promoting
Alternative Thinking
Strategies (PATHS) Project
(see below)

PATHS Project

I Can Problem Solve

Age
group

3–8
years
old

3–12
years
old

5–12
years
old

Geographic
Location

Target life skills

Major findings

Cooperation,
conflict
resolution,
listening

Skills training using
meaningful real-life scenarios
was evaluated in a medium
Domitrovich
(n = 246) RCT. Students
and others
were followed for one year.
2007
Results showed increased
positive social behaviour, and
reduced conduct problems.

US

Social skills,
peaceful conflict
resolution,
emotional
regulation,
empathy,
responsible
decision making

PATHS social-emotional skills
training was evaluated in
multiple, large (for example, n
= 2,397) RCTs in grades Pre
K–5 (1 quasi-experimental; 4
RCTs). Evaluations followed
Domitrovich
students for up to three years.
and others
Results were increased
2007
positive social behaviours,
reduced conduct problems,
improved ability to deal
with emotional distress,
and improved academic
behaviours.

US

I Can Problem-solving
programme was evaluated
in multiple RCTs (2 RCTs; 1
quasi-experimental). Largest
Cooperation and
sample was 655. Students
problem-solving
were followed for one year.
skills
Results were increased
positive social behaviour,
reduced conduct problems,
and improved social skills.

US

Authors

Shure
2001

5. Measuring skills for cooperation

A challenge in measuring and assessing cooperation skills is the necessity to define the exact aspects of cooperation
to be assessed. For example, is this outcome and assessment for an individual or for a group? If it is an individual
assessment, does it need to be conducted with other students to demonstrate the individual’s ability to work with
other team members (see Webb, 1995). Typically, there are four categories of assessment of student cooperation.
The first two assess individuals’ or group’s outcomes from a cooperation exercise (that is, considering cooperation
as a process). The second two categories are individual assessments and group assessments of cooperation skills as
an educational outcome. Traditional assessments focused on individual or group outcomes following the cooperation
activities. In contrast, recent research has focused on the individual’s ability to work with other members of a team
(Lai and others, 2017).
In assessing the different elements under the cooperation skill, researchers suggest that educators should collect a mix
of evidence. In addition to student self-reported measures and teacher/parent surveys to gauge students’ willingness
and ability to cooperate with others, a variety of observational tools have been developed to capture evidence of
team interactions. Some recent performance measures also test students’ cooperation skills by providing them with
scenarios intended to simulate real-life tasks and assessing their actual performance. Technological advances have
enabled supplementing observations with capturing real-time group communications and decision making. Finally,
new assessments of cooperation are focusing on collaborative problem solving to test the ability of students to work
effectively in team environments to solve complex problems.
Table 1.12 presents measurement instruments that have the most rigorous psychometric properties for the cooperation
skill.30 These instruments measure aspects related to cooperation by assessing individuals’ teamwork and social skills.
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30. The ranking criterion for selection of instruments was comprised by five components that were introduced in the section on methodology for instrument selection in the introduction of Chapter
1. Only the instruments that were considered medium to high suitability are provided in Table 1.2. For more details on all the instruments reviewed see the online appendix, www.lsce-mena.org.

Table 1.12. Shortlisted measurement instruments for cooperation skills
Name of
instrument

Social Skills
Improvement
System Rating
Scales (SSIS)

Developmental
Asset Profile
(DAP)

Age
group

Cooperation

Instrument is said to be
effective for use with nonUS youth, including from
developing countries. Used in
Albania, Bangladesh, Japan,
Lebanon, Philippines, and
Thailand (Scales 2011).

Social
competencies

DAP measures the developmental
assets of children and adolescents
that are positive qualities
essential for healthy social and
psychological development and
success.

Unknown

Youth Outcomes Online Toolbox
is a battery of tools that assesses
positive behaviours and skills
development in youth. Contains a
Social
set of measures to be completed
competencies,
by elementary and middle school
prosocial
students, in-school teachers, and
behaviour
out-of-school programme staff.
Contains subscales of social
competencies and prosocial
behaviour.

Spain

3–18
years
old

7–13
years
old

Mission Skills
Assessment
(MSA)

11–18
years
old

Behavioral and
11–18
Emotional Rating
years
Scale 2d ed.
old
(BERS-2)

15
years
old

Target life skills Brief description

SSIS is a multitiered assessment
system to support youths’ social
skills. Suite of tools focuses on
skills that enable social and
academic success for youth ages
3–18.

3–18
years
old

Youth Outcomes
Online Toolbox

PISA

Geographic location

Australia

BERS is said to be an
appropriate instrument for
global use.(One study seems
to have used this instrument
in South Africa; and another
with Latino English learners).
Spanish version available
(parent form).

Most OECD countries and
several other partner countries

Collaboration

MSA is an online assessment
that targets six non-cognitive
constructs: Teamwork, creativity,
resilience, curiosity, ethics, and
time management.

N/A

BERS-2 measures the personal
strengths and competencies of
children and adolescents in five
areas. The interpersonal strength
area measures social skills. It
can be used as a multimodal
assessment system to measure
children’s behaviour from three
perspectives: that of child, parent,
and teacher.

Collaborative
problemsolving skill
(CPS)

CPS is an assessment of
individuals in collaborative
problem-solving contexts.
Effectiveness of collaborative
problem solving depends on
group members’ ability to
collaborate and to prioritize
the success of the group over
individuals.
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NEGOTIATION
CONCEPTUALIZATIONS, IMPORTANCE, MEASUREMENT
INSTRUMENTS, AND EFFECTIVE INTERVENTIONS
1. Definition of negotiation

Negotiation has been defined as “a process through which two or more parties –
be they individuals, groups, or larger social units – interact in developing potential
agreements to provide guidance and regulation to their future behaviour” (Sawyer
and Guetzkow, 1965, 466). From this perspective, negotiation is a communicationbased activity through which parties attempt to create understandings, agreements,
or contracts that define the nature of their future interdependence. Interdependence is a key element in negotiation
because parties depend on each other to attain their goals while they are competing for resources and striving for
divergent ends. Hence, negotiation has mixed motives in that parties both cooperate and compete through their
social interaction (Greene and Burleson 2003).
Thus, negotiation can be understood as a process by which people exchange things of value using civilized means
(Covey, 2000) and knowing how to reach the best agreement for both sides, not just any agreement. It does not
always mean that an agreement will be reached. Rather, skilled negotiation is demonstrated in how one structures
the problem, processes the information, frames the situation, and evaluates alternatives (Bazerman, 1992).
Because a wide range of emotions – pleasure, surprise, fear, and anger – could infuse working through a potential
settlement, negotiation also can be a highly emotional arena (Efbein, 2007). Hence, success in negotiation often
depends on the ability not only to communicate and exchange information but also to accurately perceive emotions
and make accurate social judgements.31 These characteristics distinguish negotiation from related types of social
interaction, such as persuasion and argumentation. In negotiation, parties exchange proposals, explore and define
issues, and conceal weaknesses in their positions while revealing options. In persuasion, one party is trying to get
the other party to do something s/he would not ordinarily do. In argumentation, parties assert claims and support
these claims with evidence and reasoning.
Both argumentation and persuasion occur outside of conflict situations and in circumstances other than those
characterized by perceived incompatibilities; hence, both are communicative processes that are broadly applied
to a variety of situations. As a form of social interaction, negotiation employs persuasion and argumentation, but it
extends beyond these arenas to create and manage exchanges, deal with mixed-motive interactions, and formulate
acceptable solutions (Putnam and Roloff, 1992).
For some scholars, negotiation is conceptually closer to conflict management and resolution. Conflict is defined as
“…the lack of fit between the existing schemata of the person and the perceptual challenges of external events and
objects” (Piaget, as cited in Valsinger, 1992, 17). Resolution of conflict occurs when there is a “…modification of
both the new information (assimilation) and the cognitive schema (accommodation)” (Valsinger, 1992, 17). Since
bargaining is a way to manage incompatibilities through finding mutually acceptable solutions, negotiation parallels
compromise, a classic style of conflict management, as a way to uncover options, reframe the situation, and explore
potential settlements. However, negotiation is not the only conflict management strategy available to individuals
and is considered part of a broader repertoire of actions available to them. Others include forcing, yielding, and
avoiding (Carsten and Drew, 2001).
In the context of the LSCE Framework, negotiation is understood as a skill that is performed interactively. Specifically,
it is defined as “the process of communication between at least two parties aimed at reaching agreements on their
(perceived) divergent interests” and the ability to “interactively and effectively partake in a negotiation process until
its conclusion, by, among others, respecting others while being assertive, being cooperative, using communication
skills, showing leadership skills while being civil, saying no when one’s well-being is threatened” (UNICEF and
partners, 2017). In this respect, the LSCE Framework favours the integrative approach to negotiation, which stresses
“cooperative processes, rather than ‘competitive-distributive’ ones” and “focuses on developing mutually beneficial
agreements and solutions based on the interests, needs, desires, concerns, and fears that are recognized as
important for both parties involved” (UNICEF and partners, 2017).

31. Bazerman and Carroll, 1987; Neale and Northcraft, 1991; Pruitt and Carnevale, 1993; Thompson, 1991; Thompson and Hastie, 1990 – all cited in Bazerman and others, 2000.
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2. Relationship between skills for negotiation and life outcomes

Being able to negotiate effectively has many long-term benefits to individuals such as being able to obtain resources,
career success, and power over decisions that affect their lives (Greene and Burleson 2003). Studies on children
also confirmed the link between negotiation skills and positive social and economic outcomes. For example,
research in Zambia showed that young girls with developed negotiation skills had better educational outcomes
and a higher probability of being enrolled in secondary school (Bau and Low, 2017). Another study showed that
children who lack negotiation skills are at risk of maladjustment and social rejection (Newcomb and others, 1993).
The conflict management literature also provides evidence of a positive correlation between capacity to handle
disagreement and positive individual and interpersonal outcomes (Broadbear and others, 2000). Conflict can offer
the opportunity for several positive outcomes to be achieved. Johnson and Johnson (1995, 64) claim:
However, conflict results in these benefits only when the individuals involved have developed conflict resolution
skills. Otherwise, conflict is often the cause of violent behaviour
(Broadbear and others, 2000).
According to De Dreu (2001, 645): “…conflict management
influences individual well-being, group performance and
organizational effectiveness.” In the workplace, the effectiveness
of individual employees, teams and entire organizations depends
on how they manage interpersonal conflict at work (Tjosvold,
1998). Managers spend an average of 20 per cent of their
time managing conflict (Thomas, 1992), and evidence suggests
conflict and conflict management at work substantially influence
individual, group and organizational effectiveness, as well as
wellbeing, as indicated by health complaints and doctor visits (De
Dreu and others, 1999; Spector and Jex, 1998).

“…conflict can increase achievement,
motivation to learn, higher level
reasoning, long-term retention, healthy
social and cognitive development,
and the fun students have in school.
Conflict also can enrich relationships,
clarify personal identity, increase ego
strength, promote resilience in the face of
adversity, and clarify how one needs to
change.”

3. Development of skills for negotiation in children and youth

Little empirical scientific evidence exists on exactly how negotiation skills are developed. Consequently, there
are two competing theories on when negotiation skills are able to be, or are the most effectively, taught. The first
approach claims that only in early adolescents and older can students be taught to negotiate effectively. The second
approach maintains that, given the right conditions, younger children from the age of 7 can learn to negotiate too.
Some scholars have suggested that early adolescence – approximately ages 10 to 14 – is the crucial formative
period for skills and attitudes that influence social behaviour (Savin-Williams and Berndt, 1990; Ogilvy, 1994).
This period is marked by an increase in children’s capacity for abstract or formal operational thought. This change
is consequential for social cognition and interpersonal functioning generally, and has been identified as the likely
developmental stage for negotiation skills. The hallmark of this transition is the progression from a primarily selfcentred perspective talking and negotiation skills to greater reciprocity and concern for others (Nakkula and
Nikitopoulos 2001). This transition is important because, to engage in negotiation practices and resolve conflicts
constructively, individuals must be able to take account of both their own interests and the interests of the others
involved. Engaging in integrative negotiations, for example, requires that a person focus on maximizing joint
outcomes and finding a solution that satisfies the interests of all involved parties. For this reason, developmental
psychologists such as Selman (1980) predict that children under age 10 are not developmentally able to take the
perspective of others to search for mutually satisfying agreements and therefore will not be able to learn and use
integrative negotiation.
An alternative perspective suggests that negotiation skills can be learned much earlier. Some social psychologists
predict that if the training is conducted appropriately, younger children can learn integrative negotiation procedures
to resolve their conflicts constructively. Johnson and others’ study (1994) of 7- to 13-year-olds in their conflict
resolution training found that the younger children in the sample learned the integrative negotiation procedure as
well as the 11- to 13-year-olds.
4. Actively improving skills for negotiation

The typical aim of teaching and training negotiation is to develop the skills required to resolve problems through
bargaining (Lewicki 1986). Negotiation training first emerged in the 1980s (Tyler and Cukier 2006) and has
since expanded in many fields, including education, law, business, and international affairs. Negotiation training
is grounded in standardized models of learning that combine theory, simulations, repeated experimentation, and
reflection — all summarized by Tyler and Kukier (2006) as the ‘theory-roleplay-debrief’ model. This model is offered
to children and youth across their life cycles (Sandy and Cochran, 2000). The ‘theory-roleplay-debrief’ model
entails multiple learning methods (Nadler and others, 2003; Bordone, 2000) and several theoretically informed
pedagogical tools and curricula.
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Even though negotiation training has developed rapidly in the past few decades, systematic research on its
effectiveness remains scarce. As Deutsch (1995) noted, “There is an appalling lack of research on the various
aspects of training in this field. We have not begun to collect the data that answer such questions as who benefits
and how, through what type of training, for how long, by what trainers and in what circumstances” (quoted in
Coleman and Lim, 2001, 364). Almost a decade later, Roloff and others argued that “…research on negotiation
training is truly in its infancy” (2003, 826). The review of the negotiation literature produced since these remarks
were made revealed that these comments continue to be as relevant today.
Most studies that assess the impact of negotiation training are based on limited sample sizes and generalized
descriptions, and focus on short-term rather than enduring effects of training (Roloff and others, 2003). Moreover,
there seems to be some difficulty in defining ‘effectiveness’ in negotiation and deciding how this definition translates
to measurable objectives in training (Coleman and Lim 2001). Finally, researchers agree that there is a shortage of
reliable and valid assessment tools that can be administered before, during, and after negotiation training (Roloff
and others, 2003).
Table 1.7 summarizes studies that, while not entirely free from the aforementioned limitations, provide plausible
evidence that negotiation skills are teachable across a child’s life cycle. Significant differences have been found
between trained and untrained children in their knowledge and strategies for resolving conflicts in real life (Table
1.7). Compared to untrained students, trained ones had the capacity to apply negotiation strategies and procedures
in practice to reduce conflicts and/or achieve negotiated outcomes (Nakkula and Nikitopoulos 2001; Johnson
and others, 1994; Johnson and others, 1997; Sandy and Boardman, 2000; Stevahn and others, 2000). Trained
children also had better educational outcomes, emotional control, and cooperation skills than their fellow students
(Johnson and others, 1994; Sandy and Boardman, 2000). After these training programmes were completed, the
number of conflicts in the schools that had participated decreased significantly, and students were less likely to
demonstrate aggressiveness and socially withdrawn behaviours than before their training. These two outcomes bring
us to think about the ways to effectively teach negotiation skills to students. Nadler and others (2003) compared and
tested the effectiveness of four methods of teaching negotiation skills. The authors concluded that observational and
analogical learning results in negotiated outcomes and is favoured by all parties. However, Nadler’s work targets
university students. Thus, when this learning method is adapted for a primary or secondary school, it is necessary to
consider whether this method is suitable for younger learners.
Table 1.7. Successful interventions to boost negotiation skills
Name of work

Age
group

Peaceful Kids Early
Childhood Social2–6
Emotional (ECSEL) years
Conflict Resolution old
Program

Conflict resolution
training
programme

Conflict resolution
training
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5–7
years
old

6–12
years
old

Geographic
location

Target life skills

US

The conflict-resolution programme
for children showed significant
Social, emotional, increases in assertiveness,
cognitive, conflict cooperation, and self-control;
resolution
and significant decreases in
aggressiveness and socially
withdrawn behaviour.

Domitrovich
and others
2007

US

Integrative
negotiation

Significant differences between
trained and untrained children
occurred in their knowledge and
retention of the conflict resolution
procedure and willingness and
ability to use the procedure in
conflict situation.

Domitrovich
and others
2005

Negotiation,
mediation

Peer mediation training programme.
The results show that months after
training, students seriously and
carefully used the procedures they
had been taught to resolve highly
Shure
emotional and prolonged conflicts
2001
with fellow students. The training
dramatically reduced number of
conflicts referred to teachers and
principal.

US

Major findings

Authors

Negotiating a
Better Future

13–
14
years
old

10–
Program for Young 15
Negotiators
years
old

Conflict resolution
training

Learning
negotiation skills

10–
15
years
old

18
years
old
and
over

Zambia

Negotiation,
interpersonal
communication

A training using simulation game
on parents’ education investment
decisions. Results show that girls
could better communicate with
their parents, and their parents
could invest more in them. Trained
girls also had better educational
outcomes over the next two years
and were more likely to enroll in
secondary school.

Argentina

Personal initiative,
collaboration,
communication,
conflict-based
perspective
talking, conflict
resolution
approach

The training, which encouraged
participants to think and act in
a more complex way in diverse
negotiation contexts, improved
overall negotiation attitudes and
behaviours. Large increases were
recorded in the domains of conflictbased perspective talking and
behavioural approaches to conflict
resolution.

US

Conflict resolution,
peer mediation.
Training included
integrative,
negotiation,
and perspective
reversal
procedures.

Strategies that students used to
resolve their conflicts changed due Domitrovich
to the training and enabled them to and others
apply the negotiation procedures to 2005
actual conflicts.

Negotiation

Study tested effectiveness of four
methods of teaching negotiation
skills: didactic learning, learning via
information revelation, analogical
learning, and observational
Shure
learning. Study found that
2001
observational and analogical
learning led to negotiated outcomes
that were more favourable for all
parties.

US

Domitrovich
and others
2007

Domitrovich
and others
2007

5. Measuring skills for negotiation

Multiple curricula, exercises, and teaching methods exist to enhance negotiation skills. Many are tailored to the
needs/competencies of specific groups, such as corporate employees, graduate law students, and pre-schoolers.
Numerous tests involving “feedback from participants, indicators of goal achievement, assessment of skills utilization,
and transfer of skills to different situations” to measure the effectiveness of negotiation skills training also have been
created (Greene and Burleson 2003). Most tests confirm positive training outcomes of participants’ increased
knowledge of the steps of the negotiation process and their actual negotiation skills. Nevertheless, few measurement
instruments have been systematized and standardized.
Table 1.832 lists and summarizes two instruments that have established psychometric properties. Reflecting
disagreements on the definition of ‘negotiation’, one of the instruments conceptually equate negotiation with conflict
management. The other more accurately treat negotiation as one potential method of conflict management/
resolution.

32. The ranking criterion for selection of instruments comprised five components that were introduced in the section on methodology for instrument selection in the introduction of Chapter 1. Only
the two instruments that were considered of medium to high suitability appear in Table 1.8. For more details on all the instruments reviewed, see the online appendix, www.lsce-mena.org.
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Table 1.8. Shortlisted measurement instruments for negotiation skills
Name of
instrument

Age
group

Geographic
location

Target life skills

Brief description

Five-Factor
10–15 Argentina,
Negotiation
years
Canada
Scale

Personal initiative,
collaboration,
communication, conflictbased perspective
talking, conflict resolution
approach

Scale assesses specifically the effectiveness of
training model to improve youth negotiation
and leadership skills. Scale measures five
characteristics: Personal Initiative, Collaboration,
Communication, Conflict-Based Perspective
Talking, and Conflict Resolution Approach.

Thomas–
Kilmann
Conflict
Mode
Instrument
(TKI)

TKI measures preferences for five different styles
of handling conflict, called conflict modes:
Competing, collaborating, Competing, Collaborating, Compromising,
Accommodating, and Avoiding. The five
compromising,
modes are described through two dimensions:
accommodating,
assertiveness, or the extent to which one
avoiding
tries to satisfy his or her own concerns; and
cooperativeness, or the extent to which one tries
to satisfy the concerns of another person.

13
years
and
over

US

DECISION MAKING
CONCEPTUALIZATIONS, IMPORTANCE, MEASUREMENT
INSTRUMENTS, AND EFFECTIVE INTERVENTIONS
1. Definition of decision making

Decision making has been defined by scholars in the field as “the process of making
choices among competing courses of action” (Beyth-Marom and others, 1991,
20). Normative decision-making theories analyse and decide the optimal decisions
to have taken, given existing constraints. These theories highlight four cognitive
processes as essential for rational decision making (Strough and others, 2015):
a. Belief assessment for each option: Being able to judge in advance the likelihood of specific outcomes if this
decision were chosen.
b. Value assessment: Being able to judge in advance how well outcomes would meet one’s goals.
c. Integration: Being able to combine beliefs and values in coherent decisions.
d. Metacognition: Being able to understand the strengths and limits of one’s abilities.
Normative models of decision making then prescribe five steps to use the four cognitive processes to make a rational
decision (Beyth-Marom and others, 1991; Fischhoff, 2008):
a.
b.
c.
d.
e.

Identify action alternatives
Recognize consequences linked to each course of action
Assess the probability of consequences
Estimate the value or utility of each consequence
Integrate values and probabilities to identify the most appropriate action.

Normative decision-making research in recent years has started to expand with several efforts to operationalize
decision making for measurement purposes. One example is Bruine de Bruin and others (2007), who treat the
decision-making skill as a multi-dimensional construct comprising seven internal components. These are (a) resistance
to framing; (b) recognizing social norms; (c) under/over confidence; (d) applying decision rules; (e) consistency
in risk perception; (f) resistance to sunk costs; and (g) path independence. Definitions of decision-making skills
in adolescence and pre-adolescence offered by Parker and Fischhoff (2005) and Weller and others (2012),
respectively, involve the same or similar internal components. These components are considered to capture the
abilities of normatively rational decision-makers, that is, individuals who are able to resist cognitive biases and
heuristic shortcuts (Geisler and Allwood, 2015).
Within the LSCE Framework, decision making is understood both as a process and as a composite cognitive skill.
As a skill, it “closely interrelates with critical thinking, cooperation and negotiation” but also with self-management,
which is “important to control impulsive reactions to a situation” (UNICEF and partners, 2017, 56). The process
element of the LSCE definition demonstrates a recognition that decision making involves at least five stages: (a)
defining objectives; (b) collecting information (for informed decision making); (c) developing options; (d) evaluating
and deciding; and (e) implementing. Consequently, the definition of decision making provided within the LSCE
Framework accords with the dominant conceptualizations offered in existing literature.
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The unique element of the LSCE definition of decision making is the context of the MENA region. Thus, specifically
the LSCE definition emphasizes overcoming biases in decision making, and ethical and responsible decision
making, for example, “evaluating and choosing among alternatives in a manner consistent with ethical principles,
safety concerns, and prevalent social norms and rules of civility in the region” (UNICEF and partners, 2017).
2. Relationship between skills for decision making and life outcomes

Decision-making skills are considered crucial to improve life outcomes across the life cycle. In a recent study, Bruine
de Bruin and others (2007) found that adults who performed better on decision making in standardized tests were
less likely to report negative life events indicative of poor decision making, including bad health, poverty, and
risk behaviour. Using an adult sample, Parker and Fischhoff (2005) established an association between higher
performance on standardized decision-making tests and more intact social environments, more constructive cognitive
styles, and fewer maladaptive risk behaviours. Kose and Sencan (2016) found a statistically significant relationship
between decision-making skills and managerial performance, highlighting the importance of decision-making skills
for career development and work success.
Focusing on adolescents, Fischhoff (2008) showed that high-level decision-making skills correlated positively with
low-risk families, families with higher social and economic status, and more positive peer environments. These results
suggest that conventional norms regarding decision making are learned from parents, peers, and the young person’s
local community. decision-making skills were found to correlate negatively with important risk behaviours (antisocial
and externalizing behaviour, substance abuse, and hazardous sexual behaviour) as well as with social support
(thought to reflect teen gang membership). In pre-adolescents (ages 10–11 years), Weller and others (2004)
showed that higher decision-making skill was associated with lower reported behavioural difﬁculties and greater
instances of prosocial behaviours at ages 12–13 years. Finally, Balovar (2014) confirmed the correlation between
low-level decision-making skills and high-risk behaviour (substance abuse and risky sexual behaviour) in young adults
(university students).
Other studies have investigated the link between decision-making styles and life outcomes. Using a sample of
high school and university students, Bavolar and Orosova (2015) found that an intuitive decision making style is
a protective factor for mental health. Baiocco and others (2009) found that, in adolescents aged 15–19 years, a
rational decision-making style correlates positively with high school achievements. In contrast, a spontaneous and
avoidant decision-making style correlates positively to the number of absences from school.
3. Development of skills for decision making in children and youth

Developmental psychologists argue that decision-making skills are closely associated with the development of
cognitive capacities. These theorists hold that, relative to adults, young children are less competent decision-makers
and unable to always act in their own best interests (Halpern-Felsher and Cauffman, 2010). However, considerable
disagreement exists on the decision-making skills of adolescents and on how much they differ from those of adults.
Studies comparing adolescents’ and adults’ decision-making skills across hypothetical dilemmas have produced
mixed results. Halpern-Felsher and Cauffman (2010, 259) summarize them: “While some studies report no or few
age differences (Ambuel and Rappaport 1992; Beyth-Marom and others, 1993; Scherer 1991), others suggest
substantial age differences, with younger adolescents demonstrating less skill than older adolescents and/or adults
(for example, Cauffman and Steiberg, 2000; Felsher and Cauffman, 2001).”
Arguably, adolescent decision making capacity varies by age group. By comprehensively reviewing the evidence
on the development of decision making skill during adolescence, Mann and others, (1989) confirmed that the age
of the adolescent is an important predictor of decision making skill. Specifically, they found that:
“…at age 15 adolescents exhibit high levels of skill in metacognitive understanding of decision making, creative
problem solving, correctness of choice, and commitment to a course of action. However, young adolescents (12–14
years) are less able to create options, identify risks and benefits, foresee the consequences of alternatives, and
gauge the credibility of information from sources with vested interests.” Mann and others 1989, 265
4. Actively improving skills for decision making

Initiatives have been found that provide evidence of an improvement in decision-making skills among children of
all ages. Examples of these interventions can be found in Table 1.9. One such project is called ‘Children Decide:
Power, Participation and Purpose in the Classroom’ (Cox and Robinson Pant, 2008; Table 1.9). The project
was targeted at children between 1 and 6 years of age in six Norfolk (UK) primary schools to introduce more
participatory and collaborative approaches to decision making in classrooms. The project aimed to give children
space to reflect and to begin to see ways to initiate change and share decision making with their teachers (Cox and
Robinson Pant, 2008). For the next age group up, seventh and eighth graders, in Ontario, Canada, a programme
was developed that taught students to (a) summarize information, (b) identify criteria for decision making, (c) identify
alternatives, (d) assess alternatives, and (e) conduct self-evaluation (Ross, 1981; Table 1.9). Impressively, the study
showed that, after the programme, students improved in four of the five decision-making skills (Ross 1981).
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Decision-makingg teaching and learning interventions also have been effective among groups of adolescents. For
instance, in the Pacific Northwest (United States), a study of high school students showed that training in integrated
decision making enhanced their academic performance (in history) while enhancing their overall ability to make
sound decisions (Jacobson and others, 2012). These studies show that decision-making skills can be improved
within academic environments to enable young people to face and make life-shaping decisions (for example, about
their education, careers, and health behaviours). Nevertheless, despite this evidence, decision making rarely is
taught in schools at any age (Jacobson and others, 2012).
However, the several decision-making curricula and training programmes mentioned above are not free from
deficiencies (Ross 1981). Most important, few of the existing curricula and training courses have been evaluated
with rigorous quantitative measures (Jacobson and others, 2012).
Table 1.9. Examples of successful interventions to boost decision-making skills
Name of work

Age
group

Children Decide:
Power, Participation 5–11
and Purpose in the years old
Primary Classroom

No official name.
Study assessed the
effectiveness of a
training programme
11–13
designed to
years old
enhance the
decision-making
skills of adolescents
in Canadian high
schools

Goals, Options,
Facts, Effects,
Review (GOFER)
decision-making
course

No official name.
Program integrated
decision-making
training in high
school US history
courses.
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12 and
15 years
old

14–18
years old

Geographic
location

Target life skills

Major findings

UK

Expose children
to more
participatory and
collaborative
approaches to
decision making
in classrooms.

The program enabled more
participatory approaches
to decision making in the
classroom. The results were
Cox and
that children were given
Robinson
the space to reflect on their
Pant 2008
situations and to begin to see
ways of sharing decisionmaking with their teachers and
initiate change.

Canada

Identifying
alternatives,
identifying
criteria, assessing
alternatives,
summarizing
information,
evaluating self

Evidence of positive effects
of programme on four of
five decision-making skills.
Impact of programme on the
“identifying criteria” skill was
modest.

Ross 1981

Australia

Provide
adolescents with
an understanding
of factors that
produce good
and poor
decision making
and knowledge
and practice of
sound decision
skills.

Study 1 (young adolescents)
found a significant difference
between students trained
in the course and a control
group on measures of
self-esteem as a decisionmaker, self-reported decision
habits, and knowledge of
decision strategy. Study 2
(mid-adolescents) also found
treatment-control differences
in self-esteem and decision
habits.

Mann
and others
1988

Decision-making
competence

Program improved students’
knowledge of history and
decision-making competence.
Integrating decision-making
training enhanced academic
performance and improved
an important general life skill
associated with improved life
outcomes.

Jacobson
and others
2012

US

Authors

5. Measuring skills for decision making

The review of the decision-making literature uncovered multiple instruments designed to (a) assess how individuals
make decisions and (b) identify decision-making styles. Table 1.10 presents and briefly describes existing
measurement tools with proven psychometric properties.33 Unfortunately, none of the (identified) existing measurement
instruments of decision making captured the social and ethical components of decision making referred to within the
LSCE definition (Table 1.10). The research identified a serious gap in these two components in this field.
Table 1.10. Shortlisted measurement instruments for decision-making skills
Name of instrument

Pre-adolescent
Decision-Making Skill
(PA-DMC)

Age
group

Target life skills

Brief description

Applying
decision rules

Scale was designed to measure decision skill in preadolescents and as a child-friendly version of the
Y-DMC measure developed by Parker and Fischhoff
(2005) and the Adult Decision-Making Skill (A-DMC)
measure developed by Bruin de Bruin (2007). PA-DMC
has five components: Resistance to Framing, under/
overconfidence, applying decision rules, consistency in risk
perception, and resistance to sunk costs.

Decision
self-esteem,
vigilance,
panic, cop out,
complacency

Flinders Adolescent measure was designed to assess
how adolescents approach decision situations. It modifies
Mann's (1982) original Decision-Making Questionnaire
used in research on student and patient samples (Radford
and others, 1986). It comprises 5 subscales (each with 6
items, totaling 30 items): Decision self-esteem, vigilance,
panic, cop out, and complacency.

Decision selfesteem

Y-DMC was designed to assess how well young
individuals make decisions. It is a close relative of A-DMC.
Y-DMC comprises 7 assorted tasks groups totaling 94
items: Consistency in risk perception; recognizing social
norms; resistance to framing; resistance to sunk costs;
applying decision-making rules; path independence; and
under/over confidence.

18 years
old and
over

Vigilance,
hypervigilance,
procrastination,
buck passing

Melbourne Decision-Making Questionnaire was designed
to assess how individuals approach decision situations.
It was intended to improve Mann’s (1982) Flinders
Decision-Making Questionnaire. Melbourne distinguishes 4
approaches to decision making:
• Vigilance involves a careful, unbiased, and thorough
evaluation of alternatives and rational decision making.
• Hypervigilance involves a hurried, anxious approach.
• Procrastination involves delaying decisions.
• Buck passing involves leaving decisions to others and
avoiding responsibility.

18 years
old and
over

GDMS was designed to assess how individuals approach
decision situations. It distinguishes 5 decision styles:
• Rational style emphasizes “a thorough search for and
logical evaluation of alternatives.”
Decision-making
• Avoidant style emphasizes postponing and avoiding
style: rational,
decisions.
avoidant,
• Dependent style emphasizes “a search for advice and
dependent,
direction from others.”
intuitive,
• Intuitive style emphasizes “a reliance on hunches and
spontaneous
feelings.”
• Spontaneous style emphasizes “a sense of immediacy
and a desire to get through the decision-making process
as soon as possible.”

10–11
years old

Flinders Adolescent
Decision-Making
12 and
Questionnaire/
15 years
Adolescent Decisionold
Making Questionnaire

Youth DecisionMaking Skill Scale
(Y-DMS)

Melbourne
Decision-Making
Questionnaire/
(formerly Flinders
Decision-Making
Questionnaire)

General DecisionMaking Style (GDMS)

12 and
15 years
old

33. The ranking criterion for selection of instruments comprised five components that were introduced in the section on methodology for instrument selection in the introduction of Chapter 1. Only
the two instruments that were considered of medium to high suitability appear in Table 1.8. For more details on all the instruments reviewed, see the online appendix, www.lsce-mena.org.
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Proactive DecisionMaking (PDM)

18 years
old and
over

Decision
making

The PDM scale was designed to assess proactive decision
making. It has six conceptually distinct dimensions:
1. Systematic identification of objectives
2. Systematic identification of alternatives
3. Systematic search for information
4. Using a decision radar
5. Taking initiative
6. Striving for improvement.

SELF-MANAGEMENT
CONCEPTUALIZATIONS, IMPORTANCE, MEASUREMENT
INSTRUMENTS, AND EFFECTIVE INTERVENTIONS
1. Definition of self-management

The LSCE Framework defines self-management as the ability to effectively regulate
and monitor one’s emotions, feelings, thoughts, impulses, and behaviours in different
situations (UNICEF and partners, 2017). Self-management includes managing
stress, controlling impulses, motivating oneself, and setting and working toward
achieving personal and academic goals (CASEL, 2017). Self-management skills
have wide application across different aspects of life from personal relationships at home to peer relationships at
school. These skills also have been identified as common employability skills applicable to a range of jobs and
having one’s voice heard on decisions that affect one’s life (Blades and others, 2012). The LSCE Framework does
not define self-management in terms of obedience to power and authority. Rather, it is a skill that empowers the
individual to manage her or his own emotions so that the individual can implement the most effective strategy to
ensure personal safety while being enabled to create change (UNICEF and partners, 2017).
To successfully self-manage, individuals need to be proficient with processes that, given different contextual
conditions, enable them to manage and improve their motivations. Self-monitoring, self-evaluating, and selfreinforcing are key processes that enable individuals to self-manage (Bandura 1991). Through such processes,
individuals can develop strategies that enable them to read social norms and apply plausible tactics to achieve their
goals over time and across changing environments (Erkoskun, 2016; Bandy and Moore, 2010; Bronson, 2000;
Karoly, 1993).
2. Relationship between skills for self-management and life outcomes

Self-management life skills and their sub-constructs, such as self-control, can enhance individual, economic, and
social returns on education investments (OECD, 2015; Kautz and others, 2014). Self-management predicts both
short- and long-term life outcomes including social and emotional wellbeing, mental and physical health, educational
achievement, economic wealth, and criminal behaviour (Duckworth and Seligman, 2005; Eisenberg and others,
2009; Moffitt and others, 2011; OECD, 2015; Tangney and others, 2004; Tremblay and others, 1995; Moffitt
and others, 2011).
Self-management fosters strong academic performance and is a better predictor of, for example, academic success
and school grades than is IQ, and of hours students spent on homework (Duckworth and Seligman, 2005). Students
with high self-management skills consistently demonstrate greater educational achievement through better grades,
higher scores on standardized tests, better school attendance, and stronger academic performance (Duckworth and
others, 2012; Duckworth and Carlson, 2013; Duckworth and Seligman, 2005). In particular, the subconstructs
of self-discipline and self-control are key contributors to academic achievement (Duckworth and others, 2012;
Duckworth and Carlson, 2013; Duckworth and Seligman, 2005; Tangney and others, 2004; Zhou and others,
2010).
Self-management is an important skill for mental health and social and emotional development (Broderick and
others, 2011; Seligman and others, 2009; Eacott and others, 2008; Kabat and others, 2003). Individuals with
high self-management and self-regulation are argued to show healthier interpersonal and social relationships, secure
methods of attachment, and optimal emotional responses to situations. The capacity to self-manage in childhood is
linked to social and emotional ability, the alleviation of behavioural problems, and the ability to cope successfully
with stress and frustration later in adolescence. High self-control in early childhood predicts better social functioning
and a higher social status; it also relates to harmonious family relationships in adulthood. In contrast, individuals with
low self-management are more prone to problematic attachment styles and to antisocial, aggressive, and delinquent
behaviours in adolescence (Eisenberg and others, 2009; Moffitt and others, 2011; OECD, 2015; Tangney and
others, 2004; Tremblay and others, 1995).
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Self-management is tied in with economic prosperity and public safety (Moffitt and others, 2011). For an employee
to succeed in a workplace, employer surveys highlight the importance of skills that extend beyond the academic,
such as self-management, taking responsibility, and being conscientious, (Kautz and others, 2014). Furthermore,
children with high self-control are more likely to experience successful careers and economic wealth in adulthood.
Conversely, children with poor self-control are at a higher risk of experiencing future financial problems and money
management difficulties due to, for instance, being less able to engage in saving or financial planning behaviours
(Moffitt and others, 2011).
3. Development of skills for self-management in children and youth

Self-management is defined as an executive function that is argued by scholars to increase during early childhood
development (Warhol and Shelov, 1998). It is argued that the capacity to self-regulate and effectively mold
behaviour or emotional responses to situations is enabled by the brain’s regulatory functions (Warhol and Shelov,
1998). Although immature at birth, the brain’s region for executive function, the prefrontal cortex, develops slowly
during early childhood until middle childhood. Thus, children become much more capable of self-management as
they move from infancy into childhood and adolescence (Warhol and Shelov, 1998).
In early childhood, children act to satisfy only their immediate needs and start to learn to control aggressive
responses (McCabe and others, 2004). During middle and late childhood, children become capable of inhibiting
impulses and postponing rewards, in line with long-term goals (Warhol and Shelov, 1998). They start to better
regulate emotional responses and develop attentional and behavioural control while coping with their environments.
They also learn to delay engagement in tasks or gratification in expectation of future rewards (Posner and Rothbart,
2000; Raffaelli and others, 2005). As they enter adolescence, children learn to self-regulate and concentrate their
efforts for longer periods, and they learn to make plans to meet long-term goals (Branson, 2000; Gliebe, 2011;
Holtz and Lehman, 1995; Lemmon and Moore, 2007; Moilanen, 2007; Tarullo and others, 2009; Vaznonvi and
others, 2010).
The malleability of children and youth self-management through education has been an important focus of interest for
researchers and policymakers, particularly because empirical evidence for their malleability has increased during the
last two decades (Cunha and Heckman, 2008; Cunha, Heckman, and Schennach, 2010). Individual differences
in degrees of self-management can also be influenced by having certain disabilities such as attention deficit
hyperactivity disorder (ADHD), certain psychological traits and learning from environmental factors (such as quality of
relationships and home background/socioeconomic status and education) (Warhol and Shelov, 1998).
At the populate level, there is a predictable developmental increase in the age trajectory for self-management.
However, the inequality in the development of self-management skills can be reduced by providing the most
enabling economic and psychosocial environmental factors for all individuals within a given population. Specifically,
individuals’ basic material needs (food, water, housing, electricity, safety) together with healthy relationships,
access to healthcare and education, access to sports, and the presence of role models are necessary conditions
to best promote and build self-management. These enabling conditions amplify the effects of interventions aimed at
increasing self-management (Kautz and others, 2014).
4. Actively improving skills for self-management

Given their far-reaching impact on a wide range of life outcomes, there is a growing interest in assessing the
effectiveness of interventions designed to teach self-management skills. These skills the ability to work toward longterm goals, self-discipline, perseverance in the face of difficulties, and the ability to focus on clearly aligned goals
and objectives (OECD, 2013). Interventions using experimental design and control trials have found increased
proficiency in self-management skill and positive life outcomes such as well-being (see Table 1.13). The empirical
evidence is provided in Table 1.13 for the different sub-domains of self-management including stress regulation
(Broderick and others, 2011), self-regulation (Kabat and others, 2003), emotional management (Eacott and others,
2008; Villiers and Berg, 2012; Greenberg and others, 1995) and self-control (Seligman and others, 2009). The
learning outcome of self-management in these interventions was just one of many life skills that were developed
along with improved proficiency in problem solving, empathy, and creative thinking (Greenberg and others, 1995).
Across almost all the interventions cited here, improved mental health was a consistent life outcome of the selfmanagement education programmes (in Table 1.13, see Broderick and others, 2011; Seligman and others, 2009;
Eacott and others, 2008; Kabat and others, 2003).
Following successful pilot randomized controlled trials, countries around the world have infused their public
education systems with skills-based training and curricula that include self-management skills (Adler, 2016).
Embedding self-management in schools at the national level has yielded dividends in improved academic
performance, more prosocial behaviours, better physical health, lower dropout rates, and enhanced life outcomes
beyond the school years (Adler, 2016).
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Table 1.13. Examples of successful interventions for self-management-related skills
Name of work

Penn Resiliency
Program (PRP)

Best of Coping
(BOC) + Coping
for Success
(CFS)

Age group

8–9
years old

14–17
years old

Geographic
Location

Target life skills

Major findings

Authors

Australia

Resilience,
self-control,
decision
making,
creativity,
problem solving

Teaching students skills for
happiness. The result shows that
PRP increased resilience, reduced
depression, reduced hopelessness,
prevented anxiety, reduced
behavioural problems.

Seligman
and others,
2009

Australia

Coping skills programme for
children in danger of depression,
increased emotional literacy and
emotional management. Children
at risk for psychological distress
increased their use of productive
Emotional
coping strategies. A 12-month
Eacott and
management,
follow-up showed that these
others,
self-management children continued to increase
2008
their reliance on positive coping
mechanisms after the BOC and
CFS programmes, showing
sustained psychological well-being
and self-management strategies and
behaviours.
Programme introduced mindfulness
using videos and workbooks.

Learning to
Breathe

15–19
years old

US

Emotional
management,
stress regulation

Mindfulnessbased Stress
Reduction
10 -19
(MBSR) and
years old
Mindfulnessbased Cognitive
Therapy (MBCT)

US

Resilience
Program-South
Africa

Resilience,
emotional
Bloemfontein management,
communication,
problem solving

The Promoting
Alternative
Thinking
Strategies
(PATHS) Project

12–16
years old

8–13
years old

US

Self-awareness,
self-regulation,
effective
communication

Participants showed decreased
frequency and intensity of negative
emotions, increased indicators of
self-acceptance, relaxation, and
calmness.
School-based mindfulness
programmes were introduced
that integrated it into group
sessions, home practice and
formal curriculum. MBSR and
MBCT significantly and sustainably
reduce stress, increase emotional
awareness and regulation, and
enhance prosocial behavior.

Broderick
and others,
2011

Kabat and
others,
2003

Programme on coping with stress
Villiers and
increased emotional regulation, selfBerg 2012
control, and self-appraisal.

Classroom discussions on topics
like emotional experiences were
Communication, introduced.
empathy,
Beneficiaries showed increased
emotional
prosocial behaviours in managing
management,
reactions and emotions, in selfcreative
efficacy, and in empathy. They
thinking,
found new solutions to problems in
problem solving their communities and their lives.
PATHS participants decreased
problematic behaviours.

Greenberg
and others,
1995

34. The ranking criterion for selection of instruments comprised five components that were introduced in the section on methodology for instrument selection in the introduction of Chapter 1. Only
the two instruments that were considered of medium to high suitability appear in Table 1.8. For more details on all the instruments reviewed, see the online appendix, www.lsce-mena.org.
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5. Measuring skills for self-management

To monitor and assess whether an intervention designed to increase self-management or any of its sub-domains is
effective, it is necessary to operationalize and reliably measure both self-management and its sub-domains. Table
1.14 presents measurement instruments with the most rigorous psychometric properties for the self-management skill
(see accompanying materials for details on each measurement instrument).34
Table 1.14. Shortlisted measurement instruments for self-management skills
Name of
instrument

Age
group

Geographic
location

Target life skills

Brief description

Big Five
Questionnaire Children (BFQ-C)

7–14
years old

Bhutan, France,
Greece, India,
Italy, Kuwait,
Mexico,
Netherlands,
Peru, Spain, US.

Openness to
experience,
conscientiousness,
extraversion,
agreeableness,
neuroticism

Measures the well-validated “Big Five”
personality traits in children and early
adolescents:
1. Extraversion,
2. Agreeableness,
3. Conscientiousness,
4. Neuroticism,
5. Intellect (or Openness to Experience).

Child Self-Control
Rating Scale
(CSCRS)

10–14
years old

Australia,
Canada, Turkey,
UK, US.

Self-control

Self-report scale measures older children’s
(10–14) ability, or lack of, to control self.

Adolescent
Self-Regulatory
Inventory (ASRI)

11–17
years old

Portugal, Taiwan, Self-control/
UK, US
impulsivity

Questionnaire measures adolescents’ shortand long-term self-regulation.

Adolescent
Coping
Orientation
for Problem
Experiences
(A-COPE)

11–18
years old

Australia,
Canada,
Finland, France,
Japan, India,
Italy, Philippines,
Spain, Sweden,
UK, US,

Stress
management,
coping skills/style

Inventory captures adolescent coping
behaviours to respond to normal adolescent
stress. Coping inventory identifies the
behaviours adolescents find helpful in
managing problems or difficult situations.

Impulsivity Teen
Conflict Survey

12–15
years old

Canada, India,
Iran, US.

Self-control/
impulsivity

Questionnaire measures the frequency of
adolescents’ impulsive behaviours: lack of selfcontrol, difficulty sitting still, trouble finishing
things.

Questionnaire on
Self-Regulation

12–18
years old

Japan,
Netherlands,
Turkey, US.

Short Grit Scale
(Grit-S)

13 years
old and
over

US

Casey Life Skills
Assessment–
Youth Form

14–21
years old

Australia, US, UK

Self-control/
impulsivity,
goal setting
N/A

Eight-item, well-validated, and internationally
used instrument measures self-control and
perseverance, the two sub-domains of grit.

Self-management,
self-care

Self-report and observational instrument
measures vulnerable adolescents for:
self-management, daily living, self-care,
relationships and communication, housing
and money management, relationships
and communication, career and education
planning, and planning for the future.

Self-control

Mirrors a real-world choice that students must
confront when completing homework: the
choice to remain engaged in tedious, but
important assignments, and/or browse the
Internet to play video games. Task consists
of a split-screen interface with the choice to
complete single-digit subtraction problems
(“Do Work”) or play games (“Play Games”).

Self-management,
self-control

Adaptive self-regulatory coping skills instrument
measures the three independent processes:
self-monitoring, self-evaluating, and selfreinforcing.

Australia,
Academic
Diligence Task
(ADT)

15–19
years old

Canada,
UK,
US

Self-Control and
17–22
Self-Management
years old
Scale (SCMS)

China,
Turkey,
US

Self-report questionnaire assesses children’s
ability to regulate negative emotions and
disruptive behaviour, and their capacity to set
and attain goals.
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RESILIENCE
CONCEPTUALIZATIONS, IMPORTANCE, MEASUREMENT
INSTRUMENTS, AND EFFECTIVE INTERVENTIONS
1. Definition of resilience

Resilience has been conceptualized in many ways. What is broadly similar across
the definitions is that they contain two parts: (a) the specification of a risk or a
challenge to which an individual is subject and (b) a positive outcome that follows
from exposure to this adversity (Alvord and Grados, 2005).
Available definitions of resilience also differ in important ways. Ahern and others,.
(2006, p. 105), for instance, distinguish among definitions that view resilience as 3 different types of constructs;
(a) a set of traits (Jacelon, 1997); (b) a skill that can be learned (Olsson, Bond, Burns, Vella-Brodrick, and Sawer,
2003; Vinson, 2002); and (c) a process (Olsson and others, 2003).
Another distinction is between the individual-centred and the more ecological definitions of resilience. The former
view resilience purely as an individual asset so focus on individual capacities. In this respect, resilience has been
defined as “the capacity of the person to prevent, minimize, overcome, or thrive in spite of negative or challenging
circumstances” (Wagnild and Young, 1993). By contrast, more ecological definitions view resilience not as a
quality that individuals inherently possess (Pangallo and others, 2015), but a dynamic process that involves complex
interactions between internal characteristics and external conditions (Rutter, 2006). Ungar (2008), for instance,
defines resilience:
Resilience in the LSCE Framework is defined as “the constructive,
“in the context of exposure to significant
personal ability, to navigate changing circumstances successfully”
adversity, whether psychological,
(UNICEF and partners, 2017). Thus, the definition of resilience
environmental, or both, resilience is
in the LSCE Framework places greater emphasis on the individual
both [a] the capacity of individuals to
than on the environment. The LSCE Framework goes further to
navigate their way to health-sustaining
position resilience as a skill that is developed from a learning
resources, including opportunities to
process rather than as an inherent a trait. Although the LSCE
experience feelings of well-being, and
definition does not emphasize the environment, the definition does
[b] a condition of the individual’s family,
consider the social and political processes important. The LSCE
community and culture to provide these
definition of resilience moves beyond associating the construct
health resources and experiences in a
merely with “the capacity to survive, or just accept, by resigning
culturally meaningful way” (p. 225).
oneself to an otherwise unacceptable situation” (cited in UNICEF
and partners, 2017). Rather, within the LSCE Framework, it is
defined as, “being resilient translates for a human being into
being actively engaged in the process, and in full consciousness, and not being merely passive” and implies that “a
person both struggles and copes with adversity, yet does it constructively” (UNICEF and partners, 2017).
Furthermore, the LSCE definition takes into consideration the highly politicized and conflict-prone environment of the
MENA region. Accordingly, the LSCE definition argues that resilience “should be the umbrella term for the life skill”
that enables addressing issues that threaten well-being “in a tenacious, systematic, active, and constructive way”
and should “encompass the element of resistance against negative norms, views and behaviours” that “legitimize
inequalities, hatred and the use of violence” (UNESCO, 2017 in UNICEF and partners, 2017).
To sum up, the contextualized conceptualization of resilience developed and used in the LSCE Framework takes into
account “the adversity of the situation itself, the ‘coping’ mechanisms as processes, the psychological well-being of
the person, as well as the long-term perspective and motivation to overcome the challenge” (UNICEF and partners,
2017).
2. Relationship between skills for resilience and life outcomes

Resilience has been associated with a broad range of life outcomes. Concerning employability outcomes,
correlation studies on corporate employees and healthcare workers have shown that increased resilience is
associated with enhanced psychosocial functioning and improved productivity in the workplace (Robertson et. al.,
2015). Evidence also suggests that resilience can help build management skills and help employees deal with
organizational change (Grant and others, 2009).

46

Resilience also has been associated with academic success within correlation-based research. De Boca (2010) and
Rodríguez-Fernández and others,. (2018) found a positive relationship between increased resilience and higher
academic performance. Moreover, Catterall (1998) and Hartley (2010) confirmed a negative association between
resilience and school dropout rates. For young people living through challenging circumstances and poverty (the
empirical research was on young black children in South Africa), resilience skills have been found to mitigate
some challenges and increase the chance of academic success (Dass-Brailsford, 2005). In difficult situations,
low resilience levels also have been associated with low coping strategies and a more distressing experience in
aggressive situations (Gates and others, 2016).
Concerning wider social outcomes, resilience also has been found to be associated with better mental health
including less stress, psychiatric disorders, and substance abuse (Daining, 2007; Garmezy, 1991; Luthar and
others, 2000; Masten and Coatsworth, 1998; Smith and Carson, 1997; Griffin et.al., 2003). A recent empirical
study found that one reason that resilience is associated with better educational outcomes is that it increases wellbeing, and well-being enhances academic success (Rodríguez-Fernández and others, 2018).
3. Development of skills for resilience in children and youth

Research suggests that early childhood is crucial for the development of resilience as the latter is closely linked to the
development of motor skills, language, self-confidence, play, and problem-solving abilities (Masten and Coatsworth,
1998). A growing body of literature argues that individual capacity to overcome adversity is determined primarily
by a set of environmental factors. According to this view, resilience may vary during childhood and throughout
the life cycle, depending on the availability of protective factors, such as positive school experiences (Rutter and
Quinton, 1984; Werner and Smith, 1982); church membership (Ianni, 1989; Werner, 1990); and competent
parenting figures (Long and Vaillant, 1984; Rutter, 1990; Miliotis, 1996). Benard (1995) summarizes these
protective factors in three categories: (a) caring and supportive relationships, (b) positive and high expectations, and
(c) opportunities for meaningful participation. Although protective factors do not necessarily yield resilience, they do
“moderate the effects of individual vulnerabilities or environmental hazards so that the adaptational trajectory is more
positive than…if the protective factor were not operational” (Masten and others, 1990, p. 426).
4. Actively improving skills for resilience

Resilience training is becoming increasingly popular in corporate and university settings. Nevertheless, few
resilience-building curricula and training programmes have been developed for school-aged children and youth
in the mainstream education system. Most resilience-strengthening interventions designed for children focus on
vulnerable and at-risk individuals. Furthermore, according to some available definitions, resilience represents the
interaction between risk factors and protective resources. However, interventions to improve resilience skills and
support health, educational, and other positive outcomes in children, their families, and communities tend to focus
more on the development of protective assets and resources and less on the amelioration of risk factors (Fergus and
Zimmerman, 2005; Yates and others, 2003).
Table 1.15 lists studies of successful resilience-building interventions implemented at the individual or the family level
(Zakolski and Bullock, 2012). These interventions give evidence of both adults and adolescents who benefited
from resilience programmes. Adult resilience training can improve personal resilience (Table 1.15, Leadership
Development Program, Grant and others, 2009; and Robertson and others, 2015; Review of 14 work-based
resilience programmes).
As for young people, children who undertook the resilience programme demonstrated significantly lower levels of
depressive symptomatology and hopelessness than their counterparts (Table 1.15, Resourceful Adolescent Program,
Shochet and others, 2001; The Strengthening Families Program, Kumpfer, 1998; and The Life Skills Training Project,
Griffin and others, 2003). Moreover, this training is particularly important for the youth at risk. The research found
that high-risk children who had taken resilience training reported less smoking, drinking, inhalant use, and drug
use than did untrained youth (Table 1.15, The Life Skills Training Project, Griffin and others, 2003). What is more,
age has been argued as an important factor in improving young people’s resilience (Table 1.15, The International
Resilience Project, Grotberg, 1995). For children under 6 years old, parents, teachers, and other adults’ behaviours
significantly affect their resilience promotion. In contrast, children aged over 9 years do as much to promote their
own resilience as adults do for them.
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Table 1.15. Examples of successful interventions for resilience-related skills
Name of work

The International
Resilience Project

0–6
years
old
and
9–14
years
old

Geographic
location

Target Life
Examples of
successful
interventions

Used
internationally
including
Japan,
Resilience
Lithuania,
Russia, South
Africa

Major findings

Authors

Project sought to determine roles
of parents, teachers, other adults,
and children in promoting resilience
in children. Findings indicate that
adults promote more resilience than
children, and that older children
promote more resilience than
Grotberg,
younger children. Findings suggest 1995
that, for children 6 and under,
resilience promotion depends more
on the behaviour of parents and
adults; whereas children 9 to 11
do as much to promote their own
resilience as do adults.

The Strengthening
Families Program
(SFP) A family
10–14
curriculum
years
US
targeting children old
raised in multiple
risk families

Program used behavioural parent
Coping skills; self- training, family therapy, and family
skills training. Multiple studies
esteem; feelings
recognition
reported positive impacts on
children and their families.

The Life Skills
Training Project
(LST)

11–13
years
US
old

Drug resistance
skills,
development of
personal and
social skills

School-based prevention
programmes that taught a range of
social skills. The result showed that
youth at high risk who received the
programme reported less smoking,
drinking, inhalant use, and drug
use.

The Resourceful
Adolescent
Program (RAP);
The Resourceful
Adolescent
Program–Family
(RAP-F)

12–15
years
Australia
old

Identifying
strengths;
controlling stress;
developing social
support networks;
conducting
interpersonal
relationships

Adolescents in RAP reported:
a. significantly lower levels of
Shochet
depressive symptomatology and and
hopelessness.
others,
b. high satisfaction with the
2001
programme.

The Resilience
Program

18
years
old
and
over

Resilience
capacity

Replacing stressful challenges with
positive coping strategies offers a
potentially powerful tool to build
self-efﬁcacy and cognitive control
as well as greater self-awareness.

Delany
and
others,
2015

Resilience

Findings indicate that resilience
training:
a. can improve personal resilience
b. is a useful means to develop
mental health and subjective
well-being in employees
c. has wider benefits, including
enhanced psychosocial
functioning and improved
performance.

Robertson
and
others,
2015

Review article
of 14 workbased resilience
interventions
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Age
group

US

30–50
years
US
old

Kumpfer,
1998

Griffin
and
others,
2003

The Leadership
Development
Program

Age
range
not
given.
Mean
age =
49.84
years
old

Australia

Management;
leadership
capabilities

Individual resilience coaching,
using a cognitive-behavioural
approach enhanced goal
attainment, increased resilience
and workplace well-being, and
reduced depression and stress.
Coaching also helped participants
increase self-confidence and
personal insight, build management
skills, and deal with organizational
change

Grant
and
others,
2009

5. Measuring skills for resilience

In recent years, the growing interest in resilience across disciplines has considerably expanded the resilience
literature and the development of several instruments that claim to effectively operationalize the concept.
Indeed, reliable and valid instruments are necessary to both measure resilience and to assess the effectiveness
of interventions to build resilience skills. Following an extensive review of the resilience literature, a number of
measurement tools were tested for appropriateness (some in a variety of contexts and age groups) and appeared to
have sound psychometric properties.
Table 1.16 presents existing measurement instruments with the most rigorous psychometric properties for the life skill,
resilience.35
Table 1.16. Shortlisted measurement instruments for resilience skills
Name of instrument

Age
group

Geographic
location

Used
internationally,
Child and Youth
9–23
including the
Resilience Measure
years old Gambia, India,
(CYRM-28)
Palestine, Russia,
Tanzania.

Jew, Green and
Kroger Measure
of Resiliency in
Children

Resilience Scale
for Adolescents
(READ)

Target life skills

Brief description

Scale developed as a culturally
and contextually relevant measure
of child and youth resilience to
Access to material
facilitate cross-cultural comparison
resources,
of resilience-related outcomes.
relationships, identity,
Assesses seven domains of
power and control,
resilience: (1) Access to Material
cultural adherence,
Resources, (2) Relationships, (3)
social justice, cohesion
Identity, (4) Power and Control,
(5) Cultural Adherence, (6) Social
Justice, (7) Cohesion.
Instrument emphasizes 12 essential
skills considered important to
cope adequately with stressors.
Scale comprises 35 items
distributed among 3 factors: (1)
Future Orientation, (2) Active Skill
Acquisition, (3) Independence/Risk
Taking.

12–17
US
years old

Future orientation,
active skill acquisition,
independence/ risk
taking.

13–15
Italy, Norway
years old

READ was developed by
adapting the original Resilience
Scale for Adolescents (RSA)
Personal competence, items to measure resilience in
social competence,
adolescents. Scale comprises 39
family cohesion, social items and has retained its internal
resources, structured
structure and subcategories: (1)
style
Personal Competence, (2) Social
Competence, (3) Family Cohesion,
(4) Social Resources, (5) Structured
Style.

35. The ranking criterion for selection of instruments comprised five components that were introduced in the section on methodology for instrument selection in the introduction of Chapter 1. Only
the two instruments that were considered of medium to high suitability appear in Table 1.8. For more details on all the instruments reviewed, see the online appendix, www.lsce-mena.org.
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Connor-Davidson
Resilience Scale
(CD-RISC)

18 years
old and
over

Brief Resilience
Scale (BRS)

18 years
old and
over

Adolescent
Resilience Scale
(ARS)

Resilience Scale
(RS)

China, India,
Iran, Korea,
Spain, US

Resilience

CD-RISC scale considers resilience
as a measure of stress-coping
ability. Scale comprises 5 subscales
(25 items in total): (a) Hardiness,
(b) Developing strategy with a clear
goal or aim, (c) Patience, (d) Ability
to endure stress or pain, (e) Faith
and belief in benevolent intervention
(‘‘good luck’’)

US

Ability to bounce back
or recover from stress

BRS focuses on the ability to bounce
back and recover from stress. Scale
comprises 6 items, some worded
positively and some negatively.

Resilience

d. ARS measures the psychological
features of resilient youth.
Designed for adolescents
and young adults, the scale
comprises 21 items in 3
dimensions: (1) Novelty seeking,
(2) Emotional regulation, (3)
Positive future orientation.

Equanimity,
perseverance,
self-reliance,
meaningfulness,
existential aloneness

RS measures resilience as a positive
personality characteristic that
enhances individual adaptation. It
comprises 25 items that measure (1)
Equanimity, (2) Perseverance, (3)
Self-Reliance, Meaningfulness, and
(4) Existential Aloneness

18–22
years old Japan
and over

53–95
years old

Instrument used
and validated in
multiple country
contexts (Poland,
US) and multiple
general and clinical
samples (immigrant
populations,
mothers,
adolescents,
children).

COMMUNICATION
CONCEPTUALIZATIONS, IMPORTANCE, MEASUREMENT
INSTRUMENTS, AND EFFECTIVE INTERVENTIONS
1. Definition of communication

The LSCE Framework defines communication as “the sharing of meaning through
the exchange of information and common understanding”; and as requiring both
verbal and nonverbal skills, and learning throughout life (UNICEF and partners,
2017 p. 76). This “understanding” accords with definitions provided in the welldeveloped communication literature, which long has recognized the importance of diverse attributes (speaking,
reading, writing, and listening) within communication skills. Nevertheless, over the past decades, because of their
broad content, communication skills have been the subject of considerable controversy. As Jablin and Sias (2001,
cited in Greene and Burleson, 2003) put it, “there are almost as many definitions of communication skill as there are
researchers interested in the construct” (p. 820).
Communication skills are considered a multi-dimensional construct that incorporates the knowledge, skills, attitudes,
and values required to communicate. A highly influential and widely used model of the communication life skill
identifies four subcomponents: linguistic competence (knowing and applying linguistic rules.); sociolinguistic
competence (knowing how and when to apply social and cultural conventions); strategic competence (knowing
how to implement effective verbal and nonverbal strategies when communication has broken down); and
(applying language to the diversity and richness of cultural practices from political speeches to poetry) (Canale
and Swain, 1980; Canale, 1983). A model developed to test communication skills divides the subcomponents
of communication skills into two groups: organizational knowledge (formal knowledge) and pragmatic knowledge
(everyday understanding and application in the real world) (Bachman and Palmer, 1996).
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2. Relationship between skills for communication and life outcomes

Communication skills are associated with a broad range of life outcomes. A considerable body of literature identifies
positive associations between communication skills and work (Grebennikov and Shah, 2008; Moorea and Morton,
2017). Employer surveys and interviews revealed that the majority of the employers regard written communication
as one of the key skills required in a workplace (Moorea and Morton, 2017). Moreover, some studies even report
a relationship between communication skills and supervisor perceptions of job performance (Scudder and Guinan,
1989).
A positive correlation between communication skills and educational outcomes also is repeatedly confirmed in the
communication literature. Amadi and Paul (2017) investigated the impact of student-teacher communication on
students’ academic achievement by examining 580 undergraduates from the University of Port Harcourt Rivers State
in Nigeria. The empirical results demonstrated a strong positive relationship between the quality of communication
between the teacher and student and a student’s academic performance (Amadi and Paul, 2017, p. 1102).
Teacher-student communication was considered good when the student was active, respected, and in a learnercentred atmosphere. Good student-teacher communication enabled the learners to enjoy and experience high levels
of freedom of thought in the classroom (Amadi and Paul, 2017).
3. Development of skills for communication in children and youth

The fact that communication skills are not an inherent trait but are malleable and can be developed throughout
the life course is not usually questioned. Rather, questions are more likely to address how and when to facilitate
the learning of communication skills. As would be imagined, communication skills begin from very young. Child
psychologist and parent educator, Haim G. Ginott, pioneered techniques for conversing with children. According to
Ginott, one of the best ways for parents to support children to develop communication skills is through a scaffolding
and praising approach (Gottman and others, 1997). This approach involves “being affectionate, enthusiastic,
engaged, and responsive to the child” (Gottman and others, 1997, p. 11). This technique also is useful for teachers
to adopt with young learners. With appropriate support from adults, children’s early experiences of speaking
and writing form a solid foundation for literacy, a fundamental prerequisite for more advanced development of
communication skills (Cabell, 2013).
As the child develops, the research suggests that it is necessary to increase the complexity of high-quality
interactions between children and adults to further build communication skills. Children learn to use more words
and communicate in a more complex manner when adults ask children questions; respond to their vocalizations
and speech; use complex and rich vocabulary; provide children with more information about objects, emotions, or
events; elicit conversations; and engage in other positive speech (Cabell, 2013).
Empirical evaluation research of specific communication teaching and learning programmes has demonstrated
that young people at university are able to continue to improve their communication skills (Dallimore and others,
2008; Hinrichs, 1990; Tucker, 2001). The abundance of international and national lifelong learning and adult
literacy policies and programmes provide applied evidence that it is possible to continue to learn and develop
communication skills throughout one’s life. Nevertheless, very limited rigorous research exists on communication skills
development in the adult population and the effectiveness of life skill commutation programmes on adults.
4. Actively improving skills for communication

Considerable literature promulgates the benefits of communication skills for a wide array of significant life outcomes.
Understanding the benefits has motivated the development of numerous communications teaching curricula and
training methods, targeting individuals across the life cycle. However, the effectiveness of these training methods has
yet to be thoroughly tested. In general, evaluation research on learning communication skills is marred by important
limitations, such as small sample sizes and the unsystematic use of validated measurement instruments.
Control trials and rigorously evaluated programmes oriented toward teaching communication skills have found
significant positive influences of communication training on young adults’ development of their communication
skills (Table 1.17). Research on university students has demonstrated that active preparation, participation in class
discussion, and small group work are associated with improved oral and written communication skills (Dallimore and
others, 2008; Hinrichs, 1990). In a university sociology course, Hinrichs applied active learning of communication
skills (writing, speaking, listening) including small-group exploratory discussions, summary of the discussion written
in a memorandum format, and small-group discussion to check work for accuracy and completeness. This active,
multifaceted approach was found to facilitate development of communication skills more effectively than conventional
approaches. Other research at the university level highlighted the effectiveness of service learning on enhancing
communication skills (Tucker, 2001). In fact, the service-learning method was found to be particularly useful for those
with low communication skills (Tucker, 2001).
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Table 1.17. Examples of successful interventions for communication-related skills
Name of work

Using discussion
pedagogy to
enhance oral
and written
communication
skills

Teaching
communication
skills in context
of introductory
sociology

Presentation
self-efficacy:
Increasing
communication
skills through
service-learning

Age
group

18 years
old and
over

18 years
old and
over

18 years
old and
over

Countries in
Which Used
or Validated

US

US

US

Target life skills

Major findings

Authors

Communicationbased skills

Research project examines
(MBA) students' reactions
to in-class discussion as an
instructional technique by
investigating the effect of
participatory practices on
Dallimore
development of communication- and others,
based skills. Findings: Active
2008
preparation and participation in
class discussion can be linked
to students' reports of improved
oral and written communication
skills.

Communication
skills

Uses a pedagogy involving
small group work designed
to facilitate development of
communication skills (writing,
speaking, and listening) in an
introductory sociology course.
Results of study suggest that this
pedagogy is more effective
than conventional pedagogies
in facilitating development of
communication skills.

Hinrichs,
1990

Presentation selfefficacy

Research supports the
implementation of servicelearning to enhance and
reinforce presentation efficacy
for students above that
achieved through typical course
requirements. Service learning
shows promise particularly to
help students who have low
presentation self-efficacy.

Tucker,
2001

5. Measuring skills for communication

Just as constituent definitions of communication skill have varied, so have measurable attributes. Four different types
of measures have appeared in the literature: (a) objective observation, (b) subjective observation, (c) self-report,
and (d) receiver-report (McCroskey and others, 1988, p. 109). Self-report scales traditionally have been the most
popular and frequent in communication research.
Table 1.1836 presents instruments that measure communication skill at different life cycle stages (from primary school
to adulthood) and that exhibit acceptable psychometric properties.

36. The ranking criterion for selection of instruments comprised five components that were introduced in the section on methodology for instrument selection in the introduction of Chapter 1. Only
the two instruments that were considered of medium to high suitability appear in Table 1.8. For more details on all the instruments reviewed, see the online appendix, www.lsce-mena.org.
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Table 1.18. Shortlisted measurement instruments for communication skills
Name of
instrument

Parent report
measure
to profile
conversational
skills of preschool children

Age
group

12–36
months Canada
old

11
Communicative years
Adaptability
old
and
Scale (CAS)
over

Self-Perceived
Communication
Skill Scale
(SPCC)

Interpersonal
Communicative
Competence
Scale (ICCS)

Geographic
location

18
years
and
over

18
years
and
over

US

France,
Russia,
Thailand,
US

US

Target life skills

Brief description

Authors

Responsive
and assertive
conversational
skills

Scale developed for parents to profile
the conversational skills of their toddlers
and young pre-schoolers between 12–36
months who exhibit expressive skills.Scale
items measure parental perceptions of
two types of conversational interactions
specifically designed (a) to respond to
the partner, that is, answer questions and
continue the topic of conversation; and
(b) to assert, that is, request and initiate
topics.

Dallimore
and
others,
2008

Communicative
adaptability

Measures the ability of persons 11 years
and older to perceive socio-interpersonal
relationships and to appropriately adapt
their interaction goals and behaviours.
Sophisticated multi-dimensional measure
consists of six dimensions: (a) social
experience, which assesses affect for,
and participation in, varied social
settings; (b) social confirmation, which
taps maintenance of the other's projected
social image; (c) social composure,
which measures the degree to which
an individual feels relaxed in social
situations; (d) appropriate disclosure,
which assesses sensitivity to the intimacy
level of social exchanges; (e) articulation,
which measures the appropriateness of an
individual’s syntax and semantics; and (f)
wit, which taps the use of humor to diffuse
social tension.

Hinrichs,
1990

Oral
communication
competence

Comprises 12 items chosen to measure
self-perceptions of oral communication skill
in (a) 4 communication contexts: public
speaking, talking in a large meeting,
talking in a small group, and talking in
a dyad; with (b) 3 common types of
receivers: strangers, acquaintances, and
friends.

Dallimore
and
others,
2008

Interaction
management

ICCS scale measures verbal and
nonverbal communicative abilities
and use of compensatory strategies of
students in grades 1–5. Assessment of a
student’s skills is conducted by teachers.
Scale measures: Approach/avoidance
attitude, Intelligibility, Clarification/
repair of output/comprehension of input,
Appropriateness of communication,
Pragmatic/nonverbal communication.

Hinrichs,
1990
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RESPECT FOR DIVERSITY
CONCEPTUALIZATIONS, IMPORTANCE, MEASUREMENT
INSTRUMENTS, AND EFFECTIVE INTERVENTIONS
1. Definition of respect for diversity

There is wide diversity of definitions of the concept of respect for diversity (Banks
and others, 2005; Maylor, 2006; Saylik, Polatcan, and Saylik, 2016; Burns,
Lyons, and Niens, 2017; Council of Europe, 2017). Most of these definitions are
routed in a cosmopolitan belief that each individual born on our planet is a “moral
agent entitled to equal dignity and consideration” (Held, 2010, p.10) and on the
principles of international Human Rights. In the context of the LSCE Framework, the concept of respect for diversity is
based on this moral philosophy that “diversity means understanding that each individual is unique, and recognizing
each other’s individual differences” (UNICEF and partners, 2017).
The main difference between the existing definitions of respect for diversity are the social groups that are references;
and whether this term refers mainly to ethnic and religious groups (Maylor, 2006) or is understood as broader to
encompass the full range of social groups in a society, for example, including gender, disability, and socioeconomic
status (Banks and others, 2005). The definition adopted as part of the LSCE Framework for respect for diversity is
defined in this broader way and includes “race, ethnicity, gender, sexual orientation, socio-economic status, age,
physical abilities, religious beliefs, political beliefs, or other characteristics” (UNICEF and partners, 2017).
The LSCE definition highlights that power dynamics among social groups often result from differential access to
resources, social status, and norms within a society and that this gap must be addressed through action. Therefore,
similar to the Council of Europe (2017) definition,37 the LSCE concept contains an additional active element that
emphasizes that individuals need to be more than passively tolerant, that individuals are expected to “promote the
equal worth of peoples, without condescension” (UNICEF, 2007, cited in UNICEF and partners, 2017).
2. Relationship between skills for respect for diversity and life outcomes

Respect for diversity is as much a life outcome of learning as it is a skill. This section therefore explores research that
assesses the durability of the effects of learning this skill. Evidence on the durability of skills learned regarding respect
for diversity is scarce due largely to the length of time required to collect the data (Beelmann and Hienemann,
2014). Beelmann and others (2010) is a German study that at least follows up students 16 months after their
education intervention. The researchers identified long-term effects of training to enhance tolerance of other ethnic
groups. These effects were said to be even be greater than those found directly after the study.
A different avenue could be research that assesses the extent to which education interventions in childhood and/or
adolescence on respect for diversity prevent hate crime and extremism in adults. This research again is haunted by
the long data collection time and the need to rely on self-reported measures regarding intentions of future behaviour.
Using self-reported evidence, an association has been found between education interventions on respect for diversity
and reduction in future intentions toward extremism and hate crime behaviour.38 There is currently little longitudinal
data to test these relationships.
3. Development of skills for respect for diversity in children and youth

Existing research on skills for respect for diversity have been found to be malleable across the life span. Evidence
suggests that the typical evolution in a youth from a majority background is that prejudice increases from 5 to
7 years old, then typically decreases from 8 to 10 years old as greater cognitive and social skills develop.
Nonetheless, education interventions have been found to be effective across the life course. A systematic review
of 32 studies conducted between 1980 and 2010 that assessed education interventions to reduce prejudice of
young children under 8 identified that approximately 40 per cent of the interventions positively affected attitudes and
improved peer relationships (Aboud and others, 2012). Although, this result demonstrates that training in the early
years is challenging, the result also demonstrates that training can be effective for this age group. The magnitude
of these effects appears to increase for children aged 8 to 10, suggesting that this age range is a useful time to
attempt interventions (Beelmann and Hienemann, 2014). Tolerant attitudes are suggested to stabilize during early
adulthood. Nevertheless, adult education has been found to have reduced discriminatory attitudes (Feinstein and
Hammond, 2004).
The dominant theory of how respect for diversity is developed in young adolescents is the contact theory hypothesis.
This theory suggests that the more contact that people in ‘in-groups’ have with different ‘out-groups’, the individuals in
the in-group becomes less prejudiced and develops more favourable attitudes toward the out-group (Allport, 1979).
This contact theory phenomenon is widely believed to take place when children meet different social groups in their
school and in their classroom (Kokkonen and others, 2010; Janmaat, 2012).
37. The 2017 Council of Europe definition of ‘valuing cultural diversity’: “This value is based on the general belief that other cultural affiliations, cultural variability and diversity, and pluralism of
perspectives, views and practices ought to be positively regarded, appreciated and cherished.”
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38. In childhood and/or adolescence.

Contact theory has been tested for the development of tolerance toward different ethnic groups and migrant
communities, and tolerant attitudes more broadly in school classes across Western countries, with mixed and more
complex results (Janmatt, 2014). The findings suggest that, in a wide range of countries, it is contact with second
generation migrant groups who are settled and integrated in the country that helps in-group students to develop
more generally tolerant attitudes to ethnic diversity (Janmatt, 2014). Increased contact with first generation migrants
in schools has different results in different countries and does not always appear to lead to higher levels of tolerance
(for IEA ICCS and CivEd studies, see Janmaat, 2012 and 2014 and Isac, Maslowski, and Werf, 2012; for the
College Student Questionnaire see Barkley, Boone, and Holloway, 2005; and for the Cultural Intelligence Instrument
see Ang, Van, and Koh, 2006).
4. Actively improving skills for respect for diversity

Although a range of teaching practices in both formal and non-formal education exists to develop respect for
diversity, few examples of experimental design research have been undertaken in this field to identify the causal
relationship between teaching methods and respect for diversity learning outcomes. The instruments discussed in
this chapter are used mainly in cross-sectional international studies rather than developed and used within nationally
based experimental design studies. Nevertheless, three education studies have been identified that have used
experimental design methodology with control groups that demonstrated increases in aspects of respect for diversity.
The first of the successful experimental design projects conducted with language students in secondary education
used a critical thinking game that focused on rational appraisals of ethnic and religious prejudices to reduce
prejudice (Obiekezie and Timothy, 2011). Finally, there were two university studies: one that tested taking a
Psychology in Current Events course (Krings and others, 2015); and another that tested undertaking an Education
and Social Justice course (Camp and Baugh, 2016). Both these university courses successfully aimed at developing
critical thinking and engaging young people in political and social issues. The results demonstrated increased levels
of multicultural sensitivity and activism (Table 1.19).
A wide range of cross-sectional studies have supported the effectiveness of real-life interventions through exchange
programs and natural experiments where participants from ‘in-groups’ are exposed to ‘out groups’ in schools and
classrooms. The following conditions are said to facilitate or enable these benefits: equal status of the groups
engaging in the contact, common goals, intergroup cooperation, and institutional support and monitoring (Schlueter
and Scheepers, 2010). More recent research has also identified how self-disclosure leading to friendship between
participants in different social groups increases the likelihood of reducing both conscious and unconscious bias and
stereotyping of ‘out groups’ (Turner and others 2007).
Table 1.19. Successful interventions to boost respect for diversity-related skills
Name of work

ECEP effects were
generalized to other
ethnic groups not
part of the study.

Age
group

11
years
old
and
over

Geographic
Target life skills
location

US

Major findings

Authors

Measures the ability of persons
11 years and older to perceive
socio-interpersonal relationships
and to appropriately adapt their
interaction goals and behaviours.
Sophisticated multi-dimensional
measure consists of six dimensions:
(a) social experience, which
assesses affect for, and participation
in, varied social settings; (b)
social confirmation, which taps
Hinrichs,
Communicative
maintenance of the other's projected
1990
adaptability
social image; (c) social composure,
which measures the degree to which
an individual feels relaxed in social
situations; (d) appropriate disclosure,
which assesses sensitivity to the
intimacy level of social exchanges;
(e) articulation, which measures the
appropriateness of an individual’s
syntax and semantics; and (f) wit,
which taps the use of humor to
diffuse social tension.
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Despite the serious
and ongoing
conflicts, ECEP
retained its
significant effect 15
months after the
programme.

Berger
and
others,
2016,
p. 53

France,
Russia,
Thailand,
US

Comprises 12 items chosen
to measure self-perceptions of
oral communication skill in (a) 4
Oral
communication contexts: public
communication speaking, talking in a large meeting,
competence
talking in a small group, and talking
in a dyad; with (b) 3 common
types of receivers: strangers,
acquaintances, and friends.

Dallimore
and
others,
2008

Fostering Ethnic and
12–15
Religious Harmony
years
Nigeria
through Classroom
old
Language Experience

Ethnic and
religious
prejudice

Classroom-based critical thinking
game that targeted rational
appraisals of ethnic and religious
prejudices. The result showed that
classroom language experiences
could lead to positive changes in
ethnic and religious prejudices.

The Comparative
Impacts of Social
Justice Education-al
18–21
Methods on Political years
US
old
Participation, Civic
Engagement, and
Multicultural Activism

Multi-cultural
activism

Participation in social justice
education courses is related to
increases in political participation
and multicultural activism.

Multi-cultural
sensi-tivity

Psychology module on current affairs
designed in a way to encourage
students’ discussion. The result
showed that students significantly
increased their civic engagement,
Camp and
civic knowledge, multicultural
Baugh,
sensitivity, and applied thinking
2016
skills; and their skills to consider
alternative viewpoints, appreciate
diversity, monitor current events, and
think critically.

Encouraging Civic
Knowledge and
Engagement:
Exploring Current
Events through a
Psychological Lens

18–21
years
US
old

Obiekezie
and
Timothy,
2011

Krings and
others,
2015

Additional evidence from cross sectional studies also show that there is also evidence for an indirect link of learning
on respect for diversity through civic knowledge learnt in citizenship education classes (Galston, 2001; Delli
and others, 1996) and educational attainment more generally has also been associated with increased levels of
tolerance (Nie and others, 1996).
5. Measuring skills for respect for diversity

The different operational components or attributes of the skill, respect for diversity, from the UNICEF definition for
the LSCE measurement instrument were defined within the initial research for the new LSCE instrument as respect
for equality; tolerance; recognition for how diverse identities and other factors influence the ability to live together;
managing, negotiating, and resolving conflict non-violently; engaging critically with and deconstructing stereotypes
of social groups; and caring about and actively promoting the values of respect for diversity. The instruments that
have been reviewed at least partially measure the majority of the aspects identified in the UNICEF definition of
respect for diversity developed for this initiative (Table 1.20). The measures selected in Table 1.20 have acceptable
levels of reliability and validity for social science research. The main limitation of these instruments is that the target
age group for these studies typically tends to be older students. Other limitations are the self-reported nature of the
cognitive scales that are open for public use, lack of prior use of many of the scales in the MENA region, and lack
of use of these items within longitudinal and experimental design research that could prove causality.
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Table 1.20. Shortlisted measurement instruments for skills for respect for diversity39
Name of instrument

Age
group

International
Association for
the Evaluation
of Educational
14 years
Achievement (IEA)
old
International Citizenship
and Civic Education
Studies (ICCS)

Accept-Pluralism
Tolerance Indicators
Toolkit

World Values Survey
(WVS)

Geographic
location

Target life skills

Brief description

International
including
Poland,
Spain,
Sweden, UK

Gender
equality,
attitudes
toward
immigrants

IEA ICCS (2009 and 2016) are the most
recent IEA data collections on Citizenship
for students. These studies investigate the
ways in which young people learn to
play active roles as citizens at the local,
national, and global levels.

Presentation
International of self and
interaction
including
in school,
Denmark,
14–17
curriculum and
France,
years old
Germany,
pedagogy,
Netherlands, structure of
Sweden, UK the education
system

18 years
old and
over

International
including
Spain,
Sweden,
UK, US

Religious
diversity,
gender
equality,
general
diversity/
attitudes
toward
diversity

During 2010–12, in 16 European
countries, the ACCEPT PLURALISM
project investigated different claims for
the accommodation of ethnic, religious,
and cultural diversity in school life and in
politics. The toolkit particularly investigates
two areas of public policy: a. education
and, more specifically, challenges that
arise in school life;b. politics and related
issues.

WVS is a global research project that
explores people’s values and beliefs;
how they change over time; and what
social and political impact they have.
Survey is carried out by a worldwide
network of social scientists who, since
1981, have conducted representative
national surveys in almost 100 countries.
WVS measures, monitors, and analyses:
support for democracy; tolerance of
foreigners and ethnic minorities; support
for gender equality; role of religion and
changing levels of religiosity; impact
of globalization; attitudes toward the
environment, work, family, politics,
national identity, culture, diversity,
insecurity; and subjective well-being.

39. The ranking criterion for selection of instruments comprised five components that were introduced in the section on methodology for instrument selection in the introduction of Chapter 1. Only
the two instruments that were considered of medium to high suitability appear in Table 1.8. For more details on all the instruments reviewed, see the online appendix, www.lsce-mena.org.
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EMPATHY
CONCEPTUALIZATIONS, IMPORTANCE, MEASUREMENT
INSTRUMENTS, AND EFFECTIVE INTERVENTIONS
1. Definition of empathy

Defining and measuring empathy has been a contested field of science among
psychoanalysts (Freud, 1921; Reik, 1948; Kohut, 1959), humanistic therapists
(Rogers, 1957), psychologist (Davis, 1983), social and developmental
psychologists (Batson, 1987; Hoffman, 2000), and, more recently, social-cognitive
neuroscientists (Rameson and Lieberman, 2009; Decety and Moriguchi, 2007).
Although definitions vary among these disciplines, the basic components have similarities. Definitions of ‘empathy’
usually contain a cognitive component of understanding the feelings of another by imagining his/her perspective
and situation. The definitions also contain an affective dimension in which individuals can reproduce these feeling
in themselves and simultaneously realize that these feeling are not their own. As a result of these internal processes,
individuals are able to sympathize and to act to support the other person. Finally, and in order to help the other
person it is necessary to have emotional control so that the individual can help but not become overwhelmed by the
feelings of the other.
Social-cognitive neuroscience has developed this composite definition of empathy into a framework for assessment
and separated them into four measurable constructs (Decety and Moriguchi, 2007). The framework comprises (a)
affective sharing, in which an individual can feel and reflect the emotions of another person by observing them,
for example, by becoming sad when another person is upset; (b) self-awareness, in which an individual is able
to separate the emotions of the other from her/his own situation; (c) mental flexibility and perspective taking: a
cognitive process in which a person is able to learn about another’s situation and to imagine what it would be like
to be in that situation; and (d) emotional regulation: the ability to turn down the volume on emotions to be able to
take constructive and compassionate action. These measurable constructs have been taken forward and were used
in the LSCE instrument field trial.
Recently, empathy increasingly has been understood to be one of the core underlying elements of another life
skill in the LSCE Framework: respect for diversity (Council of Europe, 2016). From this lens, empathy is seen as
fundamental to understanding other cultures and world views (Wang and others, 2003). Thus, an individual with
empathy can “…see the world through another’s eyes, hear as they might hear, and feel and experience their
internal world…” (Ivey and others, 1993). OECD (2017) identified that culturally empathic learners have the
capacity to retain their separate cultural identities while being simultaneously aware of the cultural values and beliefs
of people with different cultural backgrounds. Empathy is said to minimize the psychological barriers caused by
cultural differences and is “essential to help people to build good relationships and achieve smooth communication”
(OECD, 2017, 14).
In the LSCE Framework, use Salovey and Mayer’s (1990) definition of empathy: “…the ability to comprehend
another’s feelings and to re-experience them oneself.” Importantly, UNICEF and partners (2017) complete the
definition by adding that the concept of empathy is without moral judgment of the other person.
2. Relationship between skills for empathy and life outcomes

Empathy has been described as a prosocial skill that forms the foundations of socially cohesive societies (de Waal
and others, 2008). Higher levels of empathy of students aged 12–16 have been found to lead to greater levels
of openness to diversity in emerging adulthood (Gerson and Neilson 2014). Analysis of German and Swiss
longitudinal data across 35 years demonstrated a significant correlation between empathetic skills measured at
ages 12–16 with adult empathy, communication skills, social integration, and relationship satisfaction 35 years later
(Steiger, 2014). Additionally, research suggests that having empathy increases the chance of altruistic and adult
helping behaviour (Eisenberg and others, 1999; de Waal 2008 and others) and more cooperative and socially
competent behaviour (Eisenberg and Miller, 1987; Saliquist and others, 2009; Zhou and others, 2002).
Proficiency in empathetic skills is found to reduce levels of violence. Rigorous research methods consistently have
shown low levels of empathy to be associated with higher chances of violent behaviour (see Gates and others,
2016). Evidence also shows that low empathetic skills are associated with higher chances of entering gangs
(Dmitrieva and others, 2014; Valdez and others, 2000), violent crime (Deschenes and Ebsensen, 1999), and
higher chances of violence toward partners (Calvete and others, 2016) (Van and Dawes, 2007).
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3. Development of skills for empathy in children and youth

Empathetic skills are understood to start developing in early childhood through the interaction with parents (OECD
2017). Hoffman describes learning skills for empathy as progressing along a developmental continuum: “…infants
mimic emotion through physical mirroring, with virtually no cognitive processing. Later, they gradually develop the
ability to take on other roles and imagine the feelings of others” (1984, 285). If the initial development process is
normal and successful, Hoffman states that the ‘cognitive processing’ facet of empathy eventually emerges.
How the skills for empathy changes, if at all, beyond the early stages of child development is contested.
Nevertheless, the latest research that analyses and compares changes in empathy throughout the life course (ages
13–72) and across six different longitudinal datasets demonstrates that empathy increases steadily throughout the
life span but accelerates after age 40 (Oh and others, 2019). The study by Oh and others (2019) also indicates
that younger generations demonstrate higher levels of empathy than do earlier generations, suggesting that younger
generations are becoming more empathetic.
Although contested, empathy is understood by educational scholars to be an ability that can be learned through
educational programmes in schools (Wang and others, 2003). Various educational programmes developed
to enhance empathy focus on (a) training interpersonal perception and empathetic responses, (b) focusing on
understanding one’s own feelings and then (c) training on the similarities and differences between one’s own feelings
and another (Castillo and others, 2013; Cotton, 1996).
4. Actively improving skills for empathy

Prosocial behaviour intervention and education strategies are quite widely developed and studied (LoSciuto and
others, 1999). However, these concepts usually are much broader than the concept of empathy. Nevertheless, a
smaller and more specific set of studies has focused on social and educational interventions that could enhance
empathy (Table 1.21). One of the most interesting relative to the LSCE Framework is an educational intervention
and experimental research conducted for 1 hour per week on a two-year emotional intelligence programme in
Spain for 600 students aged 11–17. This research measured empathy using the Interpersonal Reactivity Index (IRI)
(Castillo and others, 2013; Table 1.21). The training involved a variety of activities that (a) improved the accuracy
of perceiving one’s own and others’ emotions; (b) improved effective emotional communication and understanding
of emotional processes, and (c) built the students’ repertory of effective regulatory strategies, and (d) encouraged
optimal social interactions. The interventions significantly improved the empathy of male students.
A MENA region education intervention that took place in Iran was the study that explored the effects of a cognitive
reading course using literary texts on improving empathy, emotional intelligence, and anxiety about foreign
language learning. Using the Multi-Dimensional Emotional Empathy Scale (MDEES) empathy test on a sample of
70 English-as-a-foreign-language (EFL) students, the results showed that the cognitive affective reading-based course
significantly improved empathy scores (Table 1.21).
A wide array of education interventions has been implemented to attempt to increase empathy. A recent and
innovative education intervention has been the training that accompanies the commercial Crystals of Kaydor video
game. This training significantly improved empathic accuracy in children aged 11–14 years (Kral and others,
2018). Participatory interventions such as volunteering and community service programmes also positively affected
empathy in the US (Lakin and Mahoney 2006) (Table 1.21). Studies are underway to test the extent that dance
elements, such as interactional movement, imitation, synchronous movement, and motoric cooperation can develop
empathy (Behrends and others, 2012).
In contrast to the above studies, the Roots of Empathy intervention (Table 1) was less favourable. The nine-month
programme introduced across North America had a child and parent visit the school class regularly as the basis
for teaching the students about empathy (Schonert-Reichl and others, 2012). The results showed significant effects
on prosocial behaviour and reductions in aggression more generally but had no significant effect on the specific
measures of empathy highlighting the challenges in teaching this skill.
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Table 1.21. Examples of successful interventions for empathy-related skills
Name of work

Two-Year Evaluation
of the Wood Rock
Youth Development
Project

Age
group

Geographic
location

6–14
US
years old

Promoting Children's
Prosocial Behaviors
in School: Impact
of the “Roots of
Empathy” Program
9–12
Canada
years old
on the Social
and Emotional
Competence of
School-Aged
Children

Major findings

Empathy

Risk-focused approach that not only
explores facts about dangers but
also covers individual’s psychosocial
well-being, school environment and
LoSciuto
family relations. The result showed
and others
that participants made made
1999
improvements in perceptions of others.
Participants self-reported reductions in
substance use and increased school
attendance.

Empathy

Social and emotional learning
programme that used monthly family
visits as the basis for classroom
discussions. The result showed that
doing the program increased levels
of peer and teacher reports of prosocial behaviour. Nevertheless, no
significant results were found for the
measure of empathy.

SchonertReichl and
others
2012

The community service learning
programme using school-based
activities was experienced as both
empowering (guided by student
initiative, preferences, and strengths)
and promoting a sense of community
(encouraged cooperation and
collective decision making). Results
also suggest that participating in
the community service programme
increased youths' self-reported
empathy and willingness to be
involved in future community actions,
compared to a group of matched
controls.

Lakin and
Mahoney
2006

Empowering Youth
to Change Their
World: Identifying
Key Components
of a Community
Service Program
to Promote Positive
Development

10–13
US
years old

Empathy

Crystals of Kaydor
(Crystals): Online
Empathy Training
Game

11–14
US
years old

The Crystals training game increased
Empathic empathic accuracy. It created
concern behaviourally relevant, functional
neural changes.

Effects of an
Emotional
Intelligence
Intervention on
Aggression and
Empathy among
Adolescents
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Target life
skills

11–17
Spain
years old

Empathy

Authors

Kral and
others
2018

An Emotional Intelligence (EI) training
using emotion-focused activities.
The result shows that students in the
training group demonstrated lower
levels of physical/verbal aggression,
anger, hostility, personal distress and
fantasy in comparison with students
Castillo
in the control group. Additionally,
and others
the EI programme was particularly
2013
effective for males’ empathic abilities.
These findings confirm that social
and emotional learning interventions
were effective in a Spanish academic
context and extends the literature of
gender-related differences during
adolescence.

Mentoring Factor
Evaluation of
the across Ages’
Intergenerational
Approach to Drug
Abuse Prevention.

An Investigation
into Emotional
Intelligence, Foreign
Language Anxiety
and Empathy
through a CognitiveAffective Course in
an EFL Context

11 years
old and
55 years
old and
over

US

18–27
Iran
years old

Moving in and
out of Synchrony:
A Concept for a
New Intervention
N/A
Fostering Empathy
through Interactional
Movement and
Dance

N/A

Empathy

The programme used older adults as
mentors for youth, providing students
community-service activities and
classroom-based, life-skills curriculum,
and offered support for parents and
families. The result shows that student
participants demonstrated increased
Taylor, A.S.
sense of well-being, knowledge about
1999
elders, attitudes toward drugs, and
positive attitudes regarding community
service. Positive attitudes toward
school and the future also increased.
It also was found to support adults
(55 years and older) to maintain
active roles in their local communities.

Empathy

A cognitive-affective reading-based
course using short literary readings.
The result showed the course
significantly improved subjects'
emotional intelligence scores, as
measured by MSCEIT (Mayer,
Salovey and Caruso's Emotional
Intelligence Test); and empathy,
as scored on Multi-Dimensional
Emotional Empathy Scale (MDEES).

Empathy

Dance and movement therapy.
Presented body of literature indicated
that specific elements of joint
Behrends
movement and dance, namely,
and others
imitation, synchronous movement, and
2012
motoric cooperation were suitable to
foster empathic abilities, particularly
in people with empathy deficits.

Rouhani
2008

5. Measuring skills for empathy

Table 1.22 lists the highest quality instruments for measuring the skill empathy.40 The instruments that were reviewed
for this list measure, at least partially, most of the aspects identified in the UNICEF definition of empathy. Generally
speaking, the measurement tools that follow consistently have been used and adapted in previous and current
studies on measuring empathy. Many of these tools have been validated across different countries, including in the
MENA region, suggesting their potential use for collecting cross-national data. The Multi-Dimensional Emotional
Empathy Scale (MDEES) is useful because it provides strong evidence of their reliability and validity. MDEES has
been used extensively including in the MENA region. It targets young people and is relatively cheaply administered.
The Index of Empathy for Children and Adolescents (IECA), Computer Attitude Questionnaire (CAQ), Questionnaire
Measure of Emotional Empathy (QMEE), and the Basic Empathy Scale (BES) have many of the same qualities as
MDEES. However, to the authors’ knowledge, these measurement tools have yet to be tested in the MENA region.
The recent Adolescent Measure of Empathy and Sympathy Scale (AMES) has had limited international use including
no evidence of testing in MENA. The Balanced Emotional Empathy Scale (BEES) was developed for adults so is
unlikely to be age appropriate for MENA. Finally, the Scale of Ethnocultural Empathy (SEE) was developed for
university students, who are older than the age groups who will be tested in the LSCE study.

40. The ranking criterion for selection of instruments comprised five components that were introduced in the section on methodology for instrument selection in the introduction of Chapter 1. Only
the two instruments that were considered of medium to high suitability appear in Table 1.8. For more details on all the instruments reviewed, see the online appendix, www.lsce-mena.org.
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Table 1.22. Shortlisted measurement instruments for empathy skills
Target life
skills

Brief description

Affective
empathy

IECA includes 22 self-report questions.
Index was developed and validated by
Bryant (1982) to measure dispositional
affective empathy in children 6 years
and older. Derived from Mehrabian
and Epsteins’s (1972) adult measure of
emotional empathy, IECA was designed to
measure emotional responsiveness rather
than accuracy of cognitive insight. The scale
covers items that tap a range of affective
reactions, such as empathy (“Seeing a
(boy/girl) who is crying makes me feel like
crying”), sympathy (“It makes me sad to see
a (boy/girl) who can’t find anyone to play
with”), and personal distress (“I get upset
when I see a (boy/girl) being hurt”).

Empathy

CAQ assesses attitudes (feelings toward a
person, or thing) and prevailing attitudes
(dispositions).

• 85-item, 5-point
Likert-type self-report
questionnaire to use
with students in grades
6–12. CAQ includes YCCI
7 separate subscales
(Computer Importance,
10–13
Computer Enjoyment,
US
years old
Study Habits, Empathy,
Motivation/Persistence,
Creative Tendencies, and
School) plus subscales for
Anxiety and Email Use.
CAQ also includes three
paired-comparison sets.

Empathy

Program was experienced as both
empowering (guided by student initiative,
preferences, and strengths) and promoting
a sense of community (encouraged
cooperation and collective decision
making). Results also suggest that
participating in the community service
programme increased youths' self-reported
empathy and willingness to be involved in
future community actions, compared to a
group of matched controls.

• CAQ Subscales can be
used separate from the
instrument.

11–14
US
years old

Empathic
concern

Crystals training game increased empathic
accuracy. It created behaviourally relevant,
functional neural changes.

Adolescent Measure of
Empathy and Sympathy
(AMES)

10–15
The
years old Netherlands

Empathy

AMES is a 12-item measure using a 5-point
Likert scale. AMES measures three domains:
affective empathy, cognitive empathy, and
sympathy.

Empathy

MDEES comprises six subscales: Empathic
Suffering, Positive Sharing, Responsive
Crying, Emotional Attention, Feeling for
Others, and Emotional Contagion. The total
scale score is obtained by summing across
all the items although six negatively worded
items are reverse scored. Reverse-worded
items may measure a rather different
construct (Boyle and others 2008).

Name of instrument

Age
group

Index of Empathy for
6 years
Children and Adolescents
old and
(IECA/Bryant's Empathy
over
Index)

Computer Attitude
Questionnaire (CAQ)

Geographic
location

This test has
been used
internationally,
including in
Greece, the
Netherlands,
and Spain.

9–17
US
years old

Multidimensional
11–70
Emotional Empathy Scale
Iran
years old
(MDEES)
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Interpersonal Reactive
Scale (IRI)

Basic Empathy Scale
(BES)

Hogan Empathy Scale
(HES)

Questionnaire Measure
of Emotional Empathy
(QMEE)

Scale of Ethnocultural
Empathy (SEE)

12 years
old and
over

IRI has
been used
internationally,
including in
France, the
Netherlands,
and Sweden.

IRI has 4 subscales (David 1983), each
covering 7 different items. Subscales
are: Perspective Taking– tendency to
spontaneously adopt the psychological
Perspective
point of view of others; Fantasy–taps
taking,
respondent’s tendency to transpose self
fantasy,
imaginatively into the feelings and actions
empathic
of fictitious characters in books, movies, and
concern,
plays; Empathic Concern–assesses "otherpersonal
oriented" feelings of sympathy and concern
distress
for unfortunate others; Personal Distress–
measures "self-oriented" feelings of personal
anxiety and unease in tense interpersonal
settings.

Empathy

BES measures empathy for four basic
emotions: fear, sadness, anger, and
happiness. The measurements correlate
more generally with cognitive and affective
empathy.

18 years
old and
over

HES has
been used
internationally,
including
in the
Netherlands,
Spain.

N/A

HES is a 64-item scale composed of
31 items selected from the Minnesota
Multiphasic Personality Inventory (MMPI;
Hathaway and McKinley 1943), 25 items
from the California Psychological Inventory
(CPI; Gough1964), and 8 items created by
Hogan and colleagues.

18 years
old and
over

QMEE has
been used
internationally,
including
in Finland,
Japan.

Affective
empathy

QMEE has 33 items that measure affective
role-taking empathy. QMEE measures
emotional empathy.

Empathy

SEE is a self-report instrument that measures
empathy toward people of racial and ethnic
backgrounds different from one’s own. It
covers 4 domains: Empathic Feeling and
Expression, Empathic Perspective-Taking,
Acceptance of Cultural Differences, and
Empathic Awareness. This scale was
correlated in the predicted directions with
general empathy and values towards
people’s similarities and differences.

14–15
England
years old

SEE has
been used
18–30
internationally,
years old including in
Turkey and
US.

PARTICIPATION
CONCEPTUALIZATIONS, IMPORTANCE, MEASUREMENT
INSTRUMENTS, AND EFFECTIVE INTERVENTIONS
1. Definition of participation

Participation is a very broad and contested concept. It could include notions as
varied as active citizenship, defined as engagement in civil society, community, and
political life (Hoskins, and Mascherini, 2009), and participatory learning (UNICEF
and partners, 2017) and could stretch as far as participation in sport (Fejgin,
1994). Within the LSCE Framework, participation has been defined less in terms
of the location of the participation and more in terms of the process (UNICEF and partners, 2017). UNICEF and
partners define participation as “partaking in, and influencing, processes, decisions and activities” (UNICEF and
partners, 2017, p. 68, adapted from UNICEF, 2001). UNICEF and partners (2017) suggest that this behaviour
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requires positive attitudes, disposition, and interests in participation along with a clear belief that one can make a
difference. The transversal skills needed were said to be communication and negotiation. Building from Hoskins, and
Mascherini (2009) and Borgonovi and others (2010), the LSCE definition highlights the importance of the quality
of the participation. LSCE’s definition also acknowledges the need for participation to be anchored in the values of
human rights and based on knowledge and critical reflection (UNICEF and partners, 2017).
Participation is elaborated by UNICEF and partners (2017) to be a social behaviour embedded in diverse social
environments such as the family, school, work, community, and society. Opportunities for young people to participate
are argued to form part of a useful active empowerment strategy within the decision-making processes of these
social environments allowing children and young people to have a sense of ownership and control (UNICEF and
partners, 2017). Thus, the opportunities for participation are a component of participation equally as important as
the proficiency of the student to engage and influence decisions. In particular, the definition in the LSCE Framework
(UNICEF and partners, 2017) highlights the need for schools to “allow children to have a say in their education,
and requires teachers and head teachers to listen to them and involve them as much as possible in school life”
(UNICEF and partners, 2017, p. 26). As a consequence of the importance of the process within the LSCE definition
of participation, it will be necessary within the measurement instrument to contain both measures for opportunities for
participatory processes as well participatory learning outcomes.
2. Relationship between skills for participation and life outcomes

Participation is both a skill and a life outcome. Learning the skills, attitudes, and values for participation begins in
the home (Lauglo, 2016). The school then can have additional positive and/or negative effects on learning these
attributes (Hoskins and Janmatt, 2019; Hoskins and others, 2017). Research has demonstrated that if the school
provides a safe and open environment for all young people to learn participatory skills, this experience will enable
young people, regardless of their background, to learn how to participate in their community and at work (Hoskins
and Janmatt, 2019; Hoskins and others, 2017). Unlike many skills that can deteriorate over time, longitudinal
research has demonstrated that once a person as young as the age of 11 or 12 has developed the skill to
participate, this training is likely to have a positive and durable effect into adulthood (Keating and Janmaat, 2016;
Hoskins and Janmatt, 2015; Achen and Blais, 2010). Thus, developing the skill to participate at a school age is
likely to lead to the positive life outcome of participation in society.
Research is limited on the relationship between participatory skills and wider life outcomes other than for the skill of
participation itself. Longitudinal research has shown that participation in school decision making leads to a more
positive experience of school and to more positive health and well-being life outcomes (John-Akinola and NicGabhainn, 2014). Participation in sport also has been found to have long-term benefits on health, anxiety reduction,
and well-being (Fejgin, 1994; Dimech and Seiler, 2011). Participation in volunteering has had mixed results
for employability and the quality of careers. Some of the research indicated more positive relationships (Wilson
and Musick, 2000), whereas other experiences of volunteering particularly in the Middle East, find no positive
relationships (Kurtz and Corps, 2012). These mixed results suggest that the type of volunteering and the employers’
norms matter.
3. Development of skills for participation in children and youth

Skills for participation are understood by research and educationalists as malleable, and scholars have argued that
these skills can be learned throughout an individual’s life (Field, 2005). However, life span research on participatory
skills is limited. As stated earlier, the home environment and the early pre-school years play very important roles in
developing participatory skills (Lauglo, 2016; Persson, 2013, 2014; Kam and Palmer, 2008). From this early age,
children learn through interaction and negotiation with their family and by observing and replicating the actions of
their parents as role models (Hoskins and Janmatt, 2019). Education and participation levels always have had a
strong association (Niemi and Junn, 1998; Emler and Frazer, 1999). However, only in the last 10 years or so has
rigorous research identified an additional causal positive effect of learning at school––that surpasses the learning
in the home environment––on the development of skills for participation (Hoskins and others, 2008; Borgonovi and
others, 2010; Hoskins and others, 2017; Hoskins and Janmatt, 2019).
Scholars have argued that the skills for civic engagement begin to be learned as children start to become aware of
the wider world and practice decision making at home and in their schools (Flanagan and Levine, 2010). These
skills then are further developed during adolescence as young people take on greater responsibilities and access
opportunities to engage in the community. Flanagan and Levine (2010) argue that it is at this point that young
people begin to decide the values by which they want to live and the type of world in which they want to live.
These two decisions enhance their disposition to participate.
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4. Actively improving skills for participation

The evidence shows that young people learn participation skills most effectively through social, collaborative, and
interactive methods (Hoskins and others, 2011; Keating and Janmaat, 2016). These methods have been found to
be applied effectively from early primary school education to grade 6 and upward (Kus, 2015). For many youth,
the school is the first institution and social environment outside the family home that they experience and thus is
integral to learn to participate in wider society (Hoskins and others, 2012).
Quantitative research using the IEA CivEd data from five European Union countries (Hoskins and others, 2012),
qualitative longitudinal research in the UK (Biesta, Lawy, and Kelly, 2009) and a cross-sectional study in primary
schools in Turkey (Kus, 2014) suggest that participatory attitudes are learned through discussion with parents,
teachers, and peers about civic topics; classroom discussions; and social participation in school decision-making
structures. Young people also learn through observing role models (peers, teachers) and then experiment with acting
out these competences in similar contexts. Haste’s review (2004) of empirical research on learning participation
identified identity formation as central to civic engagement. She argues that to feel ownership of the topic, that is,
to define oneself as part of a group of people who hold such beliefs, is central to civic participation. Knowledge
by itself is insufficient. For the issues to become salient, the individual needs to become engaged in relevant action.
In addition, young people learn the skills to participate in real-world environments, or in contexts that reflect the real
world. In other words, even though it is happening at school, the learning needs to be situated (Biesta, Lawy, and
Kelly, 2009).
Schools can be understood as participatory communities for learning life skills such as how to live in a diverse
society and how to carry out democratic practices (Daniels, 2001). However, school communities are not always
open and democratic environments, and schools often are managed through implementing strict rules by using a
system of rewards and punishments (Hoskins and Janmatt, 2019, Kus, 2014).
In addition, not all young people are treated equitably by all teachers. Some teachers project differing expectations
onto students according to a student’s economic status and/or social class or ethnic group to which s/he belongs
(Hoskins and Janmatt, 2019). When a young person or social group feels unable to engage openly in classroom
discussions or to participate on an equal footing in debates, the learning environment becomes restricted for
this individual or group. Such young people thus are pushed to the edge of the community, that is, they are
marginalized. For a school to become a truly democratic learning community requires additional effort, time, and,
often, personal conversations with potentially marginalized individuals to bring all voices into discussions and
decision making. When these additional efforts are not made to ensure that all voices are brought in, other social
groups may advance and socially reproduce participatory skills while marginalized young people are left behind
(Hoskins and Janmatt, 2019).
A range of teaching practices exist in both formal and non-formal education to improve student participation skills.
However, few examples exist of research using randomized control trials that can identify the causal relationship
between teaching methods and developing participation skills. The instruments discussed in this chapter are used
mainly in cross-sectional international studies and/or longitudinal research rather than being developed and used
in nationally based experimental design studies. Nevertheless, this report chronicles four studies that have used
experimental design methodology with control groups to test the learning of participation skills (Table 1.23). The
topic of interest for two of these studies was the experience of volunteering/service learning as a method for
learning participation. The first (Henderson, Brown and Pancer, 2012) (Table 1.23), identified that compulsory
volunteering in high schools in Canada had positive impacts on students’ levels of civic participation, measured in
the study as political involvement, political activism, political interest, and political efficacy. The crucial factors for
the volunteering to enable this learning was the commitment to a single placement and a positive experience as
evaluated by the student.
The second study on volunteering by Italian young people did not find a significant effect on their participatory
skills or levels of volunteering. These results again suggest that the type of volunteering, its duration, and how the
experience is evaluated by the student are determinative toward positive learning outcomes (Table 1.23).
The second two studies (Table 1.23) using experimental design research focused on the effect of university courses:
Psychology in Current Events (Krings and others, 2015) and Education and Social Justice (Camp and Baugh,
2016). Both these university courses were designed to develop critical thinking and engage with political and social
issues. Both studies found that students’ levels of participation increased after taking these courses.
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Table 1.23. Examples of successful interventions for participation-related skills
Name of work

Age
group

Major findings

Authors

Civic
engagement

Community Service in high school affected
positively the political dimensions of the
students’ subsequent civic engagement,
including political involvement, political
activism, political interest, and political
efficacy. Nevertheless, the impacts
depended largely on two features of the
Henderson
volunteering experience: a. sustained
and others,
commitment to one placement, and b. a
2012
positive experience as evaluated by the
student. High school community service
seems not to be associated with social
dimensions of civic engagement, measured
here as involvement in a variety of social,
cultural, and religious organizations.

Volunteering

Programme using in-classroom training
and service activity in a voluntary
organization. No intervention effects
on civic responsibility. However, the
‘training+volunteering’ group reported a
significant reduction in antisocial behavior.

Santinello
and others,
2012

US

Civic
engagement

Psychology class exploring current
social, political and civic issues. The
result showed that students significantly
increased their civic engagement, civic
knowledge, multicultural sensitivity, applied
thinking skills, and their ability to consider
alternative viewpoints, appreciate diversity,
monitor current events, and think critically.

Camp and
Baugh,
2016

18
years
US
old and
over

Political
participation

Engagement in social justice education
courses was associated with increased
political participation and multicultural
activism.

Krings and
others,
2015

Political and Social
Dimensions of
Civic Engagement: 14–17
The Impact of
years
Compulsory
old
Community
Service

Volunteering to
Promote Civic
15
Responsibility and years
Civic Engagement: old
Does It Work?
Encouraging Civic
Knowledge and
18–21
Engagement:
years
Exploring Current
old
Events through a
Psychological Lens
The Comparative
Impacts of Social
Justice Educational
Methods
on Political
Participation,
Civic Engagement,
and Multicultural
Activism

Geographic Target life
location
skills

Canada

Italy

5. Measuring skills for participation

To monitor and assess whether an intervention designed to increase skills for participation is effective, it is necessary
to operationalize and reliably measure participatory skills. The measurable attributes that were developed in the
initial stage of the LSCE instrument were: Participation in the school’s decision making, actual/intended participation
at school/ community/ work, interest in social and civic issues, actual/intended participation in civic engagement,
and attitudes toward participation and self-efficacy in the context of participation.
There is considerable coverage of participatory attitudes, dispositions, and behaviour within existing instruments.
Nevertheless, the existing instruments are limited in covering cognitive skills and addressing the quality of
participation, that is, how informed the engagement was and the levels of reflection and critical thinking applied
to the participation activity. These limitations were particularly true for interesting instruments such as the IEA
International Citizenship and Civic education Study (ICCS), which provides only public access to its attitude and
behavioural instruments.
Table 1.24 presents the existing measurement instruments that have the most rigorous psychometric properties for
participation.41
41. The ranking criterion for selection of instruments comprised five components that were introduced in the section on methodology for instrument selection in the introduction of Chapter 1. Only
the two instruments that were considered of medium to high suitability appear in Table 1.8. For more details on all the instruments reviewed, see the online appendix, www.lsce-mena.org.
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Table 1.24. Shortlisted measurement instruments for participation skills
Name of
instrument

Age group

Geographic
location

5–22 years
old

Home participation,
community
Australia,
participation, school
Canada, US participation, home
and community living
activities

The CASP (Bedell 2004, 2009) was
originally designed to assess children and
youth’s participation in life following a
childhood acquired brain injury.

IEA
International
Citizenship
14 years
and Civic
old
Education
Studies (ICCS)

International
including
Asian,
European,
and Latin
American
countries

Political discussions,
community
participation, school
participation,
open classroom
discussions

IEA ICCS (2009 and 2016) are the most
recent IEA data collection on Citizenship for
students in school. Two ICCS explore the
approaches in which young people learn
to play active roles as local, national, and
global citizens.

Programme
for
International
Student
Assessment
(PISA) 2000

15 years
old

International
including
Australia,
Austria,
Belgium,
Canada

Student sense of
belonging; school of
attendance

Construct of engagement generally covers
an affective component relating to students’
sense of belonging at school and how much
students identify with and value schooling
outcomes; and a behavioural component
relating to students’ participation in academic
and nonacademic activities.

Deliberative
Process
Perceived
Quality Scale
(DPPQS)

Age groups
were not
specified in
Mannarini
and Talò
(2013).
Authors use Italy
words such
as “young
people”
and “adults”
(mean age
=24.1).

Dialogue,
knowledge/
understanding

DPPQS served as a measure for assessing
features of the discursive interaction among
participants (dialogue dimension) and the
cognitive processes triggered by the group
discussion (knowledge/understanding
dimension). DPPQS was developed based
on the most agreed evaluative criteria drawn
from the literature on public participation
and deliberative democracy. Six criteria
were chosen to evaluate dialogue: equality,
trust, respect, disagreement, reciprocity, and
common good. Five criteria were agreed
to evaluate knowledge/understanding:
argument, understanding, collective learning,
reflexivity, and topic.

Child and
Adolescent
Scale of
Participation
(CASP)

18 years
World Values
old and
Survey (WVS)
over

International
including
Spain,
Sweden,
UK, US

Target life skills

Brief description

WVS is an international research project that
investigates people’s values and beliefs, how
these shift over time, and what social and
political impact they could have. WVS is
carried out by a worldwide network of social
scientists who have conducted representative
national surveys in approximately 100
Volunteering; political countries since 1981. WVS measures,
participation
monitors, and analyses: support for
democracy, tolerance of foreigners and
ethnic minorities, support for gender equality,
the role of religion and changing levels
of religiosity, the impact of globalization,
attitudes toward the environment, work,
family, politics, national identity, culture,
diversity, insecurity, and subjective well-being.
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Chapter 2: Findings From The Evidence Base and
Implications for Measurement
The aim of this chapter is to provide analysis of the scientific evidence base from Chapter 1 and draw out the
important findings for the purpose of measurement. It will also provide useful findings to help develop a better
understanding of the qualities of life skills – the extent to which they are malleable and what education interventions
can bring about positive changes in the development of life skills within individuals.
Chapter 2 is comprised of three sections. Section 1 synthesizes the definitions of life skills and their implications for
developing measurement instruments. Section 2 consolidates the evidence on the characteristics of life skills; (i) the
extent to which and when during the life cycle they are malleable and (iii) the evidence for how they can be taught.
Section 3 focuses on measurement instruments. It assesses the availability of existing instruments to measure life skills
and reviews the literature on innovation in test development.

DEFINING LIFE SKILLS FOR MEASUREMENT PURPOSES
The scientific evidence base from Chapter 1 began each skill section by providing a definition. However, these
original definitions had been developed for the purpose of unpacking the concept of life skills and relating them
to the LSCE Framework and not to measurement. The definitions developed within this publication have narrowed
down the concept further, identifying the measurable sub-constructs or attributes that researchers have suggested
should be encapsulated within the concept of life skills. This process has uncovered a number of common challenges
towards the development of life skills measurement instruments.
The common themes and challenges for measurement that have emerged from reviewing the scientific evidence base
on definitions of life skills are: (i) the multi-dimensional nature of life skills, (ii) the interlinkages and overlaps between
different life skills, (iii) the extent to which they are learning outcomes and/or learning processes, (v) defining the
measurable components of a life skill, and (vi) life skills as a real-world performance for both the individual and the
common good. The gaps in the evidence base on the definitions were: (i) limited information on proficiency levels
or benchmarks for achievement and (ii) limited information on possible cultural differences in the understanding and
measurement of life skills.
(i) The multi-dimensional nature of life skills

Each of the life skills has a number of sub-constructs and performing a life skill requires several processes or steps to
complete. An example of this is for the life skill of decision making that has four attributes and four steps. Decision
making requires belief assessment – for each option, judging the likelihood of specific outcomes if it is chosen; value
assessment – judging how well outcomes meet one’s goals; integration – combining beliefs and values into coherent
decisions, and metacognition – understanding the strengths and limits of one’s abilities (Strough and others, 2015).
Another example of the multi-dimensional nature of a life skill is problem solving, which is said to require a number
of different steps beginning with “recognizing that a problematic situation exists (…). It requires the solver to identify
the specific problem(s) to be solved, plan and carry out a solution, and monitor and evaluate progress throughout
the activity” (OECD 2015, p.13).
As a life skill contains multiple attributes, it could well be that an individual has two attributes of the skill but not
the third or can perform one step of the skill much better than the next step. It is unclear if there is an association
between the sub-constructs or different steps/processes within each life skill. It is also unclear if the different steps
actually refer to different levels of performance or are related to different proficiency levels in different attributes
within the life skill. The challenge regarding measurement in this case is that testing typically looks for internal
consistency and coherence. Selecting items for a measurement instrument may actually require other reliability and
validity tests such as test and retest or triangulation of different methods (Galloway and others, 2010).
(ii) Interlinkages and overlaps between life skills

The boundaries between the definitions of the different life skills have been described as being porous – with each
having a close relationship to and sometimes overlapping with other life skills. Examples of this are creativity, critical
thinking, decision making and problem solving that were all described as being closely interconnected. Decisionmaking skills were described as both an attribute of and crucial for high proficiency levels in the life skill of selfmanagement. Cooperation skills were described as being part of a wider set of social skills. The skill of empathy
was considered a necessary skill to enact the skill of respect for diversity. The skill of cooperation was considered a
necessary part of negotiation skills whilst the skill of participation was said to need critical thinking, communication
and negotiation skills. Thus, it is possible to surmise that it is fairly difficult to establish where one life skill ends and
another begins.
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It is perhaps not surprising that the life skills are interconnected because of how they are performed in the real world.
For example, resolving interpersonal, community or group conflict may require the use of a wide range of life skills
such as respect for diversity, empathy, participation, critical thinking, problem solving, creativity, self-management,
decision making, resilience, communication and negotiation.
The lack of distinction and considerable overlaps between the life skills makes measurement a challenge as the
development of measurement instruments usually requires the establishment of a distinct construct. An example of the
difficulties with the overlapping nature of life skills is that if creativity, critical thinking, decision making and problem
solving really share a variety or combination of certain attributes, as suggested by the evidence base, it is difficult
to know exactly what needs to be measured when developing a measurement tool. This matters because when an
education intervention is being evaluated, the test should provide feedback on the extent to which specific outcomes
are being learnt. The alternative solution would be to develop education interventions and tests that measure a
combination of all the life skills at once although the feedback would be less precise as to what has exactly been
achieved.
(iii) Learning outcomes and/or learning processes

A further level of challenge is the ambiguous distinction between the education process and the life skill outcome.
For a number of the life skills, the distinction and boundaries between the learning processes (the treatment) and
the learning outcome is not always clear. This is in particular the case for the life skills of participation, cooperation
and problem solving. For example, participatory and cooperation learning helps to develop participation and
cooperation life skills whilst problem solving can be understood as a learning process, a life skill and a process
for learning other social and emotional skills (Barry and others, 2017). These fuzzy distinctions will be discussed
further in the section on actively improving life skills in cooperation and participation. The main implication of
this for measurement purposes is the challenge that it poses for differentiating the measurement of the education
intervention/treatment and making sure that this is distinct and different to the measurement of the outcome.
(iv) Defining the measurable components of a life skill

One of the main findings from reviewing the scientific evidence base is that to perform a life skill requires a
combination of cognitive and affective elements including attitudes, values, behaviours, dispositions and domainbased knowledge. The definition of life skills used for this publication reflects this finding: life skills are the holistic
performance of skills, attitudes, values, behaviours and domain-based knowledge in symphony. An example of a
skill that combines cognitive and affective elements is empathy. Empathy is said to contain a “cognitive component
of understanding of the feelings of another ..… [and] an affective dimension in which the individual is able to
reproduce these feeling in themselves.… and … emotional control” (see Chapter 1).
The explicit merging of cognitive and affective components within the performance of a life skill challenges current
testing modes that attempt to extract the cognitive component from the affective ones. Typical education tests
contain a separate cognitive test and a background questionnaire that includes items on attitudes, values and
behaviours. Most analyses keep these types of data as distinct constructs. The viability of this approach comes
into question in the context of measuring a life skill where the individual must combine these attributes together
for successful performance of a life skill. These findings point to a more holistic and explorative approach to
instrument development and analysis that does not maintain the dualism and divide between cognitive and effective
components. This holistic approach is supported in the literature that suggests that the distinction between cognitive
and non-cognitive components is a false dichotomy and that very few processes can really be defined as only one
or the other (Gutman and Schoon, 2013).
Individual agency, self-efficacy and motivation towards active use of each of the life skills are common attributes
across many of the 12 Life Skills as outlined in the LSCE Framework. The agency of the skill user is regularly
emphasized in the description of life skills, for example, the skill of resilience “should enable and transform
individuals to be actively engaged in the process” (UNICEF and partners, 2017). Another example is for the life skill
of tolerance, where “individuals need to be more than passively tolerant, that individuals are expected to promote
the equal worth of peoples, without condescension” (Chapter 1). Thus, life skills are frequently defined in terms of
pro-active agency and empowerment that they offer individuals within their daily lives. Test items on self-efficacy
and dispositions are well developed in the field of psychology and will need to be drawn on within the instrument
development process.
Specific subject knowledge of a given situation in which the skill is being performed – referenced in the literature as
domain-based knowledge – was found to also be necessary for high-level performance of a life skill. One example
of this from the scientific evidence base is for the life skill of critical thinking, where domain-based knowledge was
said to be “essential but not sufficient”. Thus, the scientific evidence from Chapter 1 is not suggesting that specific
subject-based knowledge is not important but that by itself it is not enough to be able to perform a life skill. Is it then
necessary to test domain-based knowledge of the situation in which the life skill is taking place? This remains an
open question.
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(v) Life skills as a real-world performance for both the individual and common good

Another commonality between the life skills in the scientific evidence base is that they are defined mostly through
individuals performing the skills as actions. These performances take place in real-life contexts, in interaction with
others and in everyday life situations such as in the family, school and community. For example, self-management
skills are described as being practiced in “personal relationships at home, peer-relationships at school, … a range
of jobs and having your voice heard on decisions that affect one’s life” (Blades and others, 2012). In other words,
life skills are defined in practical and applicable ways in everyday environments and less in terms of abstract
processing that would be more associated with skills assessed in intelligence tests. The implications for testing are
that it is necessary to select test items that are placed in real-world contexts.
Building from the real-world context of the life skills, the specific social need of life skills for society is frequently made
explicit within the definition of the 12 Life Skills. An example of this is the definition of critical thinking where the
“social function of critical thinking in society” is emphasized. The definition goes on to describe further how critical
thinking can “empower the individual to critically assess norms, values, power structures and social media messages
and to uncover and resist sexist, racist, extremist, radical and populist influences and pressures, making society a
fairer place for all social groups” (Chapter 1). The implication for measurement of the social orientation of the life
skills is that values and attitudes need to be captured as part of any life skills instrument and, unlike many existing
education tests, the values involved in the test are upfront and explicit.
Although the scientific evidence base in Chapter 1 provides a rich source of information, it also identifies the gaps in
the field and these are discussed below.
(i) Limited information on proficiency levels or benchmarks for achievement

Although the elements that need to be measured within a life skill have become clearer throughout the analysis of the
literature on definitions, what is noticeable by its absence is a lack of detail regarding what constitutes performance
of proficiency levels within each skill. There is an absence of information both in the literature and the scientific
evidence base as to what can be understood as necessary levels of performance. For example, what is a level one
performance of a life skill like resilience compared to, say, a level three or level five and what level of performance
is acceptable or desirable within the population? (Lipman and others, 2011; Lipman and others, 2014; Galloway,
2017). This topic becomes more sensitive again when discussing the attitudes and values needed to perform life
skills. For example, are there absolute levels when demonstrating respect for diversity? Is there an absolute optimal/
necessary level for young people to have for a socially cohesive society? What levels of respect for diversity are
dangerously low? Thus, there is little in the way of information to begin to create benchmarks.
(ii) Cultural differences

What is also not covered in the scientific evidence base is the extent, if any, of cultural differences in performance
of life skills. Much of the evidence base on measurement instruments has been developed by OECD and other
Western countries largely due to the cost of conducting rigorous studies. Although the LSCE Framework is based on
the concepts of life skills from the MENA region, until now the measurement instruments and rigorous testing have
most of their origins from OECD countries. There is limited research on and guidance for expectations of potential
differences in performances.

BETTER UNDERSTANDING OF THE QUALITIES OF LIFE SKILLS
The evidence base provides important findings regarding the qualities of the life skills and how they relate to
life outcomes, the extent of their malleability and how they can be taught. For each life skill the most rigorous
quantitative empirical research evidence was reviewed mostly through drawing on longitudinal research and
supplementing this with cross-sectional survey data where necessary (see methods for selection of the research in the
introduction section of Chapter 1). This research was used to guide these findings, which are synthesized below.
Malleability: It is important when discussing and prioritizing life skills to ensure that the skills to be addressed are

changeable and not pre-set at birth (Stecher and Hamilton, 2014). Indeed, in the past, it was believed that skills
such as resilience, creativity and empathy were innate. However, the scientific evidence base for the 12 Life Skills
indicates that all 12 have been found to be malleable (see Table 2.1). The three factors that have been found to
change proficiency levels were: (1) basic material needs (food, water, housing, electricity, safety), (2) social and
emotional support and healthy relationships with parents or guardians, and (3) a safe community environment with
access to health care, education and positive role models. These factors were seen to change the proficiency levels
either positively and/or negatively throughout the life course.

70

Table 2.1: Likely optimal period to develop the 12 Life Skills
Life Skills

Early childhood

Early adolescence

Mid to late adolescence

Creativity

*

*

*

Critical thinking

*

Problem solving

*

Cooperation

*

Negotiation

*

Decision making

*

Self-management

*

Resilience

*

Communication

*

Respect for diversity

*

Empathy

*

Participation

*

*

The evidence from Chapter 1, nevertheless, suggests that some skills appear to be more malleable and open to
interventions at different moments along the life cycle and learning can occur in bursts, and that proficiency levels
can potentially get worse. It is necessary to keep in mind when looking at this research that many of these optimal
age bands for malleability are contested. In addition, having optimal ages for interventions does not mean that
other age groups should not undergo training in these skills but it could be worth considering to emphasize the
development of a specific skill when it is likely to have the most effect. It is also worth noting that the average
optimal age means that for some young people an older or a younger age intervention may be more effective for
them.
For some skills the literature is reasonably clear that early childhood is a critical development phase for learning
communication, cooperation, empathy, participation, resilience and self-management. Interestingly, the skill of
respect for diversity typically appears to regress for five- to seven-year-olds before increasing in proficiency levels
again between 8 and 10 years. For skills such as critical thinking, negotiation and problem solving – although
research implies that these skills can be learnt much earlier – the empirical evidence suggests that the optimal age
for malleability is between 9 and 14 years. For decision making and participation, mid to late adolescence (as well
as the early years) is also considered an important period when these life skills can be developed.
Research on the learning of skills in later life is notable by its absence across the 12 Life Skills. The research
mentioned thus far suggests that interventions are successful during adult life (see for example, Feinstein and
Hammond, 2004, for respect for diversity) but without these interventions the stability of the proficiency levels are
unclear and under researched. One exception is for the life skill of participation where patterns of participation
achieved in early adulthood are shown to be fairly durable throughout the lifespan.

ACTIVELY IMPROVING LIFE SKILLS
So far, the synthesis from the evidence base from Chapter 1 has established that the 12 Life Skills are malleable,
it is now important to find out the extent to which education interventions are able to make a difference in
developing levels of skills proficiency. Despite considerable recent growth in the teaching and training of life skills
and citizenship education, rigorous research is limited on the effectiveness of these activities (Gutman and Schoon,
2017). This is due to the fact that few interventions have been rigorously evaluated and those which have, have
been hampered by deficiencies in the capacity to measure the life skills and to assess improvement/change
(Stecher and Hamilton, 2014). The more scientific research that has taken place on evaluating the effectiveness of
interventions to improve life skills has mostly used the method of experimental design research using randomized
control trials, the gold standard in evidence for policy making (Gutman and Schoon, 2013). The findings in Chapter
1 drew almost entirely from the evidence based upon this research design for each of the 12 Life Skills.
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In addition, the findings of this section are consistent with the wider evidence base from the LSCE CPF study (see
section 3 on the programmatic framework) that uses qualitative evidence and evidence specifically from the MENA
region. Although it is the gold standard, experimental design research also has its limitations as it is frequently limited
by a small sample size and has focused predominantly on the short-term effects of specific trainings rather than the
durability of skill development. Nevertheless, taking these drawbacks into account there are some interesting and
quite consistent findings across the 12 Life Skills and these will be discussed below. For all the life skills at least three
scientific and rigorous research evaluations had found that teaching and learning projects can improve proficiency
in the life skill, a point which is supported by the wider literature in the field (See Gutman and Schoon, 2013).
The good news is that, in the main, the evidence base suggests there are a set of general principles for teaching
and learning that will support the learning of life skills and few skills require their own specific methodology to
learn (Gutman and Schoon, 2013). These principles include: (i) learning through participation and cooperation,
(ii) learning through performing life skills (iii) learning in a safe environment, and (iv) targeted strategies to support
disadvantaged youth. These will be explained below.

THE PRINCIPLES OF EFFECTIVE TEACHING OF LIFE SKILLS
(i) Learning through participation and cooperation

Consistently across the evidence base the recurrent theme of how to teach life skills effectively is through the active
participation and cooperation of students in the learning process. This is where two life skills (participation and
cooperation) have become part of the learning process for all of the 12 Life Skills, as well as being learning
outcomes in their own right.42
Learning through participation is the process of actively involving the learner in each step of the learning process.
This includes empowering students to take decisions and have a voice in: (1) the preparation of the learning activity,
(2) within the learning activity itself (trying out ideas and debating and discussing different perspectives), and (3) in
the reflection and evaluation of the learning activity after it has been completed (Sfard, 1998).
Learning through cooperation is the process where students learn to work together, typically in small but diverse
groups, and learn how to learn from each other’s knowledge and experience to complete a task (Johnson, 1998;
Lai, 2012; Johnson and others,1993; Slavin, 1991). This learning process typically focuses on implementing the
values of equity and inclusivity of all members of each group in the learning process.
Learning through cooperation and participation can take the form of learners sharing ideas, challenging each
other’s preconceptions and working together to solve a real-life problem. Both learning through participation and
cooperation form part of constructivist teaching methods that conceptualize learning as a social process developed
through social interaction and negotiation of meaning (Richardson, 1997). The consistency of the methods for
achieving life skills outcomes lead towards the conclusion that life skills development is interrelated, both in terms of
learning methodologies and outcomes.
(ii) Learning through performing life skills

Learning through participation and cooperation, discussed above, provides an opportunity for students to learn these
life skills by performing them. This methodology has been referred to as ‘learning by doing’ – a method which has
been considered a useful technique for learning most of the life skills. The scientific evidence base from Chapter 1
has identified various approaches that have been employed successfully for achieving learning life skills by doing
life skills – namely through simulation and real-life experience itself.
Simulation of real-world activities is one method for enabling performance of life skills in a school environment. These
simulations can encompass many different forms, including mock elections, simulations of United Nations debates
on topics such as climate change and more recently, various scenarios created using computer-based gaming.
Ideally the simulation is employed after a more theoretical input and then followed by a debrief as explained in the
evidence base for the skill of negotiation. Another success factor for simulations is making sure that the participatory
activity is as true to life as possible.
Real-life experience is another method for enabling students to learn by practicing life skills. An example of this,
from the evidence base, is for the skill of respect for diversity where contact with people from different social groups
within the classroom or through school exchanges has been identified as a successful method for reducing bias and
stereotyping. The method was said to need careful management to ensure “equal status of the groups engaging in
the contact, common goals and intergroup cooperation” (Schlueter and Scheepers 2010).
Another way to bring young people into a real-life environment is to practice skills through volunteering. Volunteering
in real-life circumstances through service-learning programmes have also been found to increase life skills. These
programmes are not always successful but have, when effective, increased skills in empathy and participation.
42. Problem solving has also been found to be a useful method for developing life skills (see Section 2.1).
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(iii) Learning in a safe environment
Coherence on values. The evidence base suggests that there is a need for coherence between the values that are
taught and the values embedded in the learning process. Thus, in particular for the skills of respect for diversity,
participation, empathy, cooperation and critical thinking, it is necessary for the teaching process to actually practice
the values involved in performing these skills. This is discussed in the section on cooperation skills in Chapter 1 with
regards to the life skill of respect for diversity when bringing together a classroom of diverse learners.
Open and accepting classroom climate. Building from the coherence on values, an open and safe classroom
climate is considered important to enhance and enable participatory and cooperation learning and the development
of life skills. For example, for the life skill of critical thinking, it is crucial for teachers to support students to express
their divergent opinions, and for teacher to explain and demonstrate that this should not be feared within the
classroom environment.

A wide range of cross-sectional studies have supported the effectiveness of real-life interventions through exchange
programs and natural experiments where participants from ‘in-groups’ are exposed to ‘out groups’ in schools and
classrooms. The following conditions are said to facilitate or enable these benefits: equal status of the groups
engaging in the contact, common goals, intergroup cooperation, and institutional support and monitoring (Schlueter
and Scheepers, 2010). More recent research has also identified how self-disclosure leading to friendship between
different social groups is effective in further reducing both conscious and unconscious bias and stereotyping (Turner
and others 2007).
Examples from the evidence base of the above success factors are given in Box 1 below.
Box 1.: Principles of effective teaching of life skills

Critical thinking
The essential underlying element for teaching and learning critical thinking is the necessity of an open and
accepting classroom climate in which teachers use methods that show students how to identify and embrace
divergent opinions without fearing dissent.
Collaborative or cooperative approaches can stimulate cognitive development while nurturing students’ ability
to work constructively with others. Constructivist approaches that encourage open-ended discussions and
place students at the centre of the learning process have also been found effective. Empirical research further
suggests that critical thinking can be fostered using real-world or authentic scenarios.
Learning cooperation
Cooperation also promotes the creation of effective inclusive classrooms of diverse learners. Cooperative
learning can create a sense of equity in cooperative groups, which can then instill values of equity and
justice in society. Teaching students to work with others on social issues can also improve students’ tolerance,
commitment to civic participation, community acceptance, and conflict resolution abilities. (Johnson, 1998;
Lai, 2012; Johnson and others, 1993; Slavin, 1991).
Negotiation
Negotiation training is grounded in models of learning that combine theory, simulations, repeated
experimentation, and reflection – called the ‘theory-roleplay-debrief’ model (Tyler and Kukier, 2016).
Participation
The evidence shows that the most effective and durable methods for young people to learn the skills for
participation is through social, collaborative and interactive methods (Hoskins and others, 2011; Keating
and Janmaat, 2016). Young people learn the skills to participate in real-world environments or contexts that
reflect the real world i.e. the learning – even though it is happening at school – needs to be situated (Biesta
and others, 2009). For many young people the school is the first institution and social environment outside the
family home they experience and is therefore integral to learning to participate in wider society (Hoskins and
others, 2012).
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(iv) Targeted strategies to support disadvantaged youth

Although the above principles have been shown to be effective for all social groups, there are some additional
methods that have been shown in the evidence base to help in particular disadvantaged students. These are: (1)
explicit instructions about the life skills that the students need to learn, and (2) targeted interventions.
Explicit instructions. The evidence base identifies that giving explicit instructions on the learning outcomes is an
important success factor for the skills of cooperation and critical thinking. These skills have sometimes been taught
implicitly across subject disciplines and as a result have not always been identified and absorbed by all student
groups. Explicit instructions are said to include explaining to students what the learning outcomes are, what the
skills looks like when they is done well, and how they can demonstrate the skills. The explicit instructions help
students know exactly what they are trying to learn, which is particularly helpful for disadvantaged students who
may not have observed such skills in their home or community life. These methods are likely to be applicable to the
learning of many of the skills as these methods follow general best practices from the current literature on supporting
disadvantaged and less engaged students (Biggs and Tang, 2011).
Targeted interventions. Another success factor for teaching disadvantaged young people is the targeting of life

skills training at specific sub-groups. Recent research has indicated that educators can generate specific, costeffective interventions to improve life skills for students, especially those at risk of low achievement and attainment
(Dweck, 2008; Walton and Cohen, 2011; Yeager and Walton, 2011; Yeager and others, 2013). The evidence
base for the skills of communication and resilience identified that activities targeted directly at low skilled or young
people at risk were particularly effective (see Box 2).
Box 2.: Principles of effective teaching of life skills: Supporting less advantaged students

Explicit instructions
Cooperation
The review of the literature on collaboration (Lai and others, 2017) found that educational practitioners
recommend explicitly articulating the objectives of fostering cooperation in the classroom, and engage in
direct instruction on what good cooperation looks like, including the desired gains in academic and social
skills.
Critical thinking
Empirical evidence shows that explicit instruction in critical thinking – as opposed to including it as an implicit
goal – produces the highest gains in students’ critical thinking capabilities. Students should be aware what
they are being taught and are expected to demonstrate critical thinking. Explicit critical thinking instruction can
be incorporated into general and/or subject-specific components.
Targeted training
Resilience
Targeted training was found to be particularly important for youth at risk: high risk children were found to
report less smoking, drinking, inhalant use and drug use in research than untrained youth (see Table 1; Griffin
and other, 2003).
Communication
Targeted efforts have proven useful, particularly among those with low communication skills. Presentation selfefficacy improved most among the least skilled students (Tucker, 2001).
The one skill that may require much more specialized approaches and is more difficult to train is empathy.
This is the one skill that appeared to require quite specific programmes to achieve results. Successful training
for this life skill include interventions “that improved the accuracy of perceiving ones and other emotions,
improving effective emotional communication and understanding of emotional processes, and building the
students’ repertory of effective regulatory strategies”. These interventions are likely to need more than good
teaching practices to achieve these results.
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MEASUREMENT INSTRUMENTS
Existing instruments. The evidence base contains a review of the existing life skills measurement instruments
and a list of those which are most valid and reliable. As explained in the introduction of Chapter 1, the review
of the instruments was conducted for a specific purpose: to support the development of new LSCE measurement
instruments. The instruments from the evidence base in Chapter 1 were then reviewed a second time and the lead
developer was contacted to confirm the publicly available use of the instruments. An overview of coverage from
existing measures was made. Table 2.2 provides a summary of this overview. The main findings from this analysis
are presented below.
1. The majority of existing reliable instruments are privately owned and not available for public use.
2. There is limited use of innovation in the development of existing instruments and they are dominated by
traditional self-report items.
3. There is very limited availability of open access cognitive test items for life skill.
4. Some skills have received more attention than others. The skill of participation is notable by having a rich
source of existing instruments. Creativity, decision making, self-management and empathy are also quite
well developed. In contrast, the availability of instruments to measure problem solving and communication
is low. There are almost no reliable open access existing instruments to measure cooperation, negotiation
and critical thinking.
5. Most of the existing tools have not been tested in low-income countries or across different socio-cultural
contexts.
Table 2.2: Summary of the review of the existing instruments for the public use
If it is open, no. of cognitive and
affective

Estimated
coverage
from existing
resources (%)

No. of
highly
suitable
instruments

No. of open access instruments

Open

No
response

Not open

Resilience

40%

7

3

3

1

Cooperation

0%

6

0

4

2

Critical thinking

10%

8

1

Creativity

60%

3

3

Problem solving 25%

7

1

2

4

Negotiation

0%

2

0

1

1

Decision
making

60%

6

4

2

Communication

25%

5

2

2

1

2

Selfmanagement

60%

10

8

1

1

1

Participation

80%

7

6

1

1

7

Empathy

60%

10

6

2

2

6

Respect for
diversity

50%

7

3

2

2

Skills

Cognitive
test

Cognitive
self-report

Affective

3

7

1
1

2

1
2
2

1

2

7

2

Table 2.2 The results of the exercise to identify reliable existing instruments that were open for public use that would be suitable for an assessment
of 12–14-year-olds.

The details of the instruments that are available for public use have been made available through the LSCE website.
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Due to the lack of existing instruments, a review has been undertaken to identify different methods of assessment for
creating new instruments to measure life skills. The findings of this review are presented next.

TYPES OF INSTRUMENTS
To address the lack existing instruments that can currently be used to measure life skills, it is clear that new instruments
need to be developed. A literature review of the different assessment types and innovations that could be used in the
development of new measures of life skills has been undertaken and the findings are presented below. The review
includes (i) observation, (ii) self-reports, (iii) anchoring vignettes, (iv) situation judgement tests (SJTs) and (v) computerbased and serious games-based assessments.
(i) Observations

The type of questions to be used to test life skills is currently under considerable debate within the academic
literature. A wide range of question types exist for testing life skills (for a detailed review of the full range of
possibilities see Soland and others, 2013). The basic underlying principle of skills testing is that the best predictor
of future skill performance is through assessing current skill performance (Lievens and others, 2008). Thus, it is of
little surprise that the most desirable method resulting from the academic literature is testing through observation
of performance of a life skill. An example of this would be demonstrating problem-solving abilities in a simulation
conducted at a test centre developed by employers. Testing of the performance of skills through observation also
occurs in classrooms. Examples include testing motivation for reading (Turner, 1995), metacognition (Hennessey,
1999) self-regulation (Whitebread and others, 2009) and collaboration (Dillenbourg and others, 1996). For a more
complete review of the literature on testing through observation, see Lai and Viering, 2012.
There are many advantages to testing via observation of performance. The most obvious one is that the test taker
is actually performing the skill in real time. It also means that the test taker can demonstrate many different and
overlapping life skills within one activity, which enables capture of multi-faceted life skills. Another advantage of
observation of performance of skills in classrooms is that the skills are situated in students’ everyday environment in
scenarios that are relatively normal and meaningful to them (Lai and Viering, 2012).
The challenges with these formats include the cost involved and the subjectivity of the assessment (Soland and others,
2013). Costs are often high due to the fact that each individual has to be assessed on their own or in small groups
over an extended period of time. The assessors also have to be highly trained specialists, which necessarily implies
an additional burden to undertaking this assessment on a large scale. Concerning reliability, even with the highest
quality assessors there is some subjectivity in the assessment results due to the results being based on the individual
observations of the assessor (Soland and others, 2013). In order to be able to conduct a large-scale study, national
evaluation of students’ life skills through observation of performance of life skills is currently not a viable proposition.
(ii) Self-reports

Given the current limitations of testing by observation, the dominant format of conducting large-scale assessments
of life skills has been through self–reported performance. Self-report takes many forms (Lai and Viering, 2012).
Concerning performance of skills, the items/questions can be self-reported behaviour, self-reported disposition/
motivation/intended behaviour, or it can be self-reported self-efficacy/self-belief in the performance of the skill (see
Table 3.1 for examples). Finally, attitudes and values needed for skills performance can also be measured through
self-reports (see Table 2.3 below).
Typically, self-reported items use Likert response formats that employ a rating scale. The scale rates the extent to
which individual are likely to perform the skill in the future on a scale going from one extreme to another (Griffith,
2016), for example, ‘I would certainly do this/I would probably do this/I would probably not do this/I would
certainly not do this’ (see other examples in Table 2.3). Alternatively the question the test taker is usually asked is
about their level agreement with a statement ranging typically from strongly agree to strongly disagree (see examples
in Table 2.3). Other response options include open ended responses and multiple-choice options, for example, the
Global Competence Aptitude Assessment (by Hunter and others, 2006).
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Table 2.3: Diverse types of self-report and examples
Type of self-report

Example

Response scale

Actual behaviour/
performance of a
skill

How often are you involved in each of the
following activities? Using the internet to find
information about <civic or social issues (e.g. poverty,
climate change)>; posting a comment or image regarding
<a civic or social issue (e.g. poverty, climate change)>
on the internet or social media; sharing or commenting on
another person’s online post regarding <a civic or social
issue (e.g. poverty, climate change)>.

Daily or almost daily/
weekly/monthly/ never or
hardly ever

Disposition/
motivation/intended
behaviour and
performance of skill

Listed below are different ways adults can be
active in society. When you are an adult, what do
you think you will do? Vote in <local elections>; vote in
<national elections>.

I would certainly do this/I
would probably do this/I
would probably not do
this/I would certainly not
do this

Self-efficacy or
self-belief in the
performance of the
skill

Other attitudes and
values needed to
perform the life skill

For each statement, indicate how often it occurs.
I can think up multiple ways to solve a problem; I can solve Almost always/often /
sometimes/never
problems even when there is no obvious solution; I can
recognize if a problem is going to be difficult to solve.
How much do you agree or disagree with the
following statements? I can easily tell how others are
feeling; I can understand how people are feeling even
before they tell me. I can tell when a friend is angry even if
he/she tries to hide it.

Strongly agree/agree/
disagree/strongly disagree

How much do you agree or disagree with the
following statements about men and women?
Men and women should have equal opportunities to take
Strongly agree/agree/
part in government; men and women should have the same disagree/strongly disagree
rights; when there are few jobs available, men should have
a greater right to a job than women.

The small number of response options (4 or 5) for self-reported question items has recently been criticised as it
has been argued to limit the full range of abilities of on a life skill (Lipman and others, 2014 and Galloway and
others, 2017). The difficulty is for students at the top of the range where there is little difference between an above
average ability and a student with exceptional skills (Lipman and others, 2014). Lipman goes on to argue that these
limitations are particularly strong when there is a desire to measure change. There is said to be a ceiling effect
where students already mark themselves quite high and often at the top of the response scale at the outset leaving no
space for students to demonstrate improvement. As with the example in Table 1. of actual behaviour, the frequency
of times that a skill has been performed is argued to give a more reliable result and have less of a ceiling effect than
other forms of Likert response scales (Lipman and others, 2014 and Galloway and others, 2017).
Another criticism often made of the Likert self-reported response scale is that it assumes that each individual
understands and scores the response options in similar ways (King and others, 2004). This research suggests that
there are differences between individuals and groups of individuals (often based on cultural norms) regarding how
people understand and use the response options. One widely used first step towards tackling this issue is to apply
commonly understood terminology at the end points of the scale i.e. ‘strongly agree’ to ‘strongly disagree’ (King and
others, 2004; see the example in Table 2.2). Several more sophisticated attempts have been made to reduce these
differences including the development of a method called Anchoring vignettes that will be outlined in the following
section.
Other challenges regarding self-reports are the selection of the group of comparison that the test taker uses when
rating their ability on skills. Frequently, the test taker is likely to be comparing their performance of skills with their
peer group and each individual’s peer group is unlikely to precisely reflect the average performance of skills for that
particular age group (Stecher and Hamilton, 2014).
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As well as unintended differences in individual responses, concerns have been raised over the years that self-report
items allow individuals to deliberately overrate their performance towards what is commonly understood to be
socially desirable outcomes (Lai and Viering, 2012; Stecher and Hamilton, 2014 and Soland and others, 2013).
Social desirability in given responses is particularly the case if the measures developed are for use in high stakes
testing such as exams and is still a relevant issue when researching or evaluating the success of an education
intervention or an educational system (Stecher and Hamilton, 2014).
However, even after considerable efforts, a more reliable alternative to self-reported behaviour has yet to be found.
Despite the wide criticism, there are benefits of using self-reported behaviour. Instruments that use self-reports are: (i)
inexpensive to administer, (ii) quick to complete and (iii) a certain number of instruments form part of behavioural,
attitude and value scales that have been used widely in psychology, sociology and political science disciplines
across many countries over many years and have consistent reliability and validity scores (Soland and others,
2013). Examples of good practice that use self-reports are the IEA International Civic and Citizenship Education
Study (2009, 2016), the Grit Scale (Duckworth and Quinn, 2009), the World Values Survey and the Work
Extrinsic/Intrinsic Motivation Scale (Ryan and Deci, 2000).
Several innovative approaches to improving self-reported measurements of skills are in the process of being
developed and two are discussed below: anchoring vignettes and SJTs.
(iii) Anchoring vignettes

As described in the previous section, there is a concern that individuals and groups of individuals understand
and score response scales differently – indeed there is a concern that this leads to cross-cultural differences in
measurement scores. The anchoring vignettes method was originally developed in the field of political science to
improve cross-cultural comparisons of complex life skills such as self-efficacy (King and others, 2004). The method
was used in the background questionnaire on the topic of student motivation for PISA 2012 and was claimed to
have improved the comparability of this measure and its association with academic success (Kyllonen and Bertling,
2014).
The theory behind the anchoring vignette is that for each test taker it is possible and indeed necessary to capture
how an individual uses a response scale or what is referred to as the individuals’ response style. This information
can then be used as an anchor to adjust each individuals’ score and thus improve the reliability of measurement
instrument. The method works as follows: several descriptions of individuals behaviour called ‘vignettes’ are
developed and each vignette indicates a different level of the life skill being tested. The test taker then has to judge
on the response scale how they would rate the individuals who appear in the vignettes. This information is then used
to align the individuals self-reported scores on this particular life skill.
To provide an example of this method, some of the original vignettes are given below from a seminal study (King
and others, 2004). What is provided are two of the five vignettes used to understand test takers response style for
the topic of political efficacy.
“[Imelda] lacks clean drinking water. She and her neighbors are drawing attention to the issue by collecting
signatures on a petition. They plan to present the petition to each of the political parties before the upcoming
election.”
“[Moses] lacks clean drinking water. He would like to change this, but he can›t vote, and feels that no one in the
government cares about this issue. So he suffers in silence, hoping something will be done in the future.”
The response options range from (1) no say at all, (2) little say, (3) some say (4) a lot of say,(5) unlimited say (King
and others, 2004, p.193).
The self-reported question undertaken before completing the vignettes is: “How much say do you have in getting the
government to address issues?” (King and others, 2004, p.194). The same response options are used. The selfreported scores are then adjusted using the information from the responses given on the vignettes.
This approach and its application within the PISA 2012 background questionnaire is contested (von Davier and
others, 2017). There are two major assumptions that are said to limit this approach. First, that the vignette and the
response to the vignettes are understood in the same way by all individuals and all sub-groups. Second, that people
rate other people’s behaviour in the same way as they rate their own behaviour (von Davier and others, 2017).
(iv) Situational judgement tests

One promising innovation in terms of improving self-reported measurement has been the development of SJTs.
The improvement in reliability is done through by reducing the possibility that the test taker can guess the socially
desirable response.
SJTs are measurement instruments that present the respondent with a real-world scenario and ask the individual to
select the action that they would most likely take in that given situation (Lievens and others, 2008). A standard
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range of response options is provided to the individual to select from. Experts from the relevant field decide the most
preferable behaviour prior to the test being administered. The benefit of SJTs in comparison to the standard self-report
question items is that it is less easy for the test taker to judge what the correct answer should be and fake the result
(Lievens and others, 2008). In addition, the fact that the behaviour options are predefined and the most desirable
option is decided by experts beforehand enables the removal of some of the subjectivity involved in comparison to
some forms of observation testing (Lievens and others, 2008).
There are existing differences between how SJTs are delivered as tests. For example, the scenario can be delivered
as a written text or as a film clip, and there are costs and benefits for selecting the different approaches. Lievens
and others (2008) have reviewed the different ways of conducting a SJT and have noted the implications for internal
consistency and reliability for the different way of conducting these studies. For more information see Lievens’ 2008
review.
Examples of life skills that have been developed and tested using SJTs are empathy, integrity, resilience, interpersonal
awareness and communication. Instruments measuring these life skills have been developed and are now in fairly
frequent use within job selection for the medical profession (Patterson and others, 2012). One example of an SJT
from a medical selection test is given below.
“You are looking after Mrs Sandra Jones, who is being investigated in hospital. You are asked by her family not to
inform Mrs Jones if the results conﬁrm cancer. Choose the THREE most appropriate actions to take in this situation (a)
Ignore the family’s wishes (b) Agree not to tell Mrs Jones (c) Explain to the family that it is Mrs Jones’ decision (d) Ask
Mrs Jones whether she wishes to know the test results (e) Ask Mrs Jones whether she wishes you to inform the family
(f) Inform Mrs Jones that her family does not wish her to have the results (g) Give the results to the family ﬁrst (h) Give
the results to the next of kin ﬁrst” (Patterson and others, 2012 p.852)
Closer to the field of assessment of the LSCE instrument and to the age group in question, there are also a small
number of SJTs that have been developed to measure the life skills of respect for diversity (Griffith, 2016) and social
skills such as cooperation (Soland and others, 2013).
Griffith (2016) identifies two instruments that use SJTs to assess respect for diversity. First, the Cultural Intelligence
Assessment (Thomas and others, 2015) that gives the test taker a scenario and then asks them to select a behaviour
that either demonstrates cultural knowledge, cultural skills or metacognition. Second, the Cross-cultural Social
Intelligence Test (Ascalon and others, 2008) that asks test takers to select the culturally appropriate behaviour after
a given scenario that has been already rated by experts according to the level of empathy and no ethno-centric
behaviours. These SJTs are, however, not publicly available.
SJTs have also been developed for young people in schools to test their social skills such as cooperation. Soland
(2013) identifies an interesting example of one such instrument – the Mission Skills Assessment Instrument – which
has been developed by Educational Testing Services. The example scenario given by Soland is where the students
are involved in a group task and one student provides a very badly written contribution just before the deadline.
The test taker is then given four actions that they could undertake. The options included informing the teacher and
suggesting to the student how they could rewrite the work. The examples of tests developed for the life skill of respect
for diversity and social skills demonstrate the potential for testing of life skills through SJTs.
A recent systematic review of 1,000 citations of empirical research on SJTs found that in the field of employment SJTs
are more predictive of future success than either cognitive scores or personality tests (Patterson and others, 2012).
Success in employment was measured in a number of ways in different studies including task performance (core
technical proﬁciency), contextual performance (dedication to job, initiative and interpersonal skills) and overall job
performance (criteria validity undertaken by supervisors). Also, compared with cognitive tests, SJTs have been found
to be fairer and less skewed towards the majority groups in a population with minorities and women performing
equally well or better than dominant groups (Lievens and others, 2008). Additionally, test takers have a strong
preference for SJTs in comparison to cognitive tests (Patterson and others, 2012). Nevertheless, it should still be
noted that the academic reviews find that observations of actual performances continue to be the most effective
method of testing of skills (Patterson and others, 2012).
Further limitations of SJTs are that they are frequently affected by the multi-dimensional characteristics of the life skills
that they are aiming to measure and they rarely obtain high levels of internal consistency. Traditional reliability tests
are therefore not recommended and alternative forms such as comparing with other tests and retesting of the items
are seen as better alternatives (Griffith, 2016). Further limitations of SJTs are that they remain susceptible to both
faking and coaching, and the developments of scenarios can place high demands on the test taker in terms of their
reading ability (Lai and Viering, 2012). Finally, the definition of who is the expert to make the judgement on the
correct behaviour is also subjective and there can be different cultural interpretations of the ‘ideal’ response (Griffith,
2016).
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(v) Computer-based and serious games-based assessments

Another innovative way that performance of a life skill can be captured and assessed is through the adaption of
serious games (Michael ad Chen, 2005). Serious games are defined as games where the objective is educational
(Michael ad Chen, 2005) and can be designed to teach and or assess 21st century skills (Romero and others,
2015). In terms of assessment they can take the form of placing the individual in an authentic looking virtual
reality and asking the test taker to perform the skill. The principles of this approach are the same as observation of
performance and SJTs. First, a scenario or simulation is developed and then the test taker needs to perform or select
the correct behaviour to succeed.
The testing of any skills using gaming methodology is very much in its infancy with the vast majority of computerbased testing of skills currently not fulfilling the potential of the technology and ending up like a paper and pencil test
but just appearing online (Masters, 2013; Quellmalz and others, 2009). The gains for these limited technological
assessments are the efficiencies in speed of analysis of data, the option for fast feedback to students (Ramalingam
and Adams, 2018) and the potential to personalise the experience according to the ability of the test taker, which is
important when there is a high degree of variability in the proficiency of the students (Soland and others, 2013).
Certain developments have been made to make better use of the technology, for example, some developments
have been made in the testing of digital literacy skills within the OECD PISA 2012 digital reading assessment
that assessed digital text navigation (OECD 2012a). In this assessment the student had to navigate through a
specifically created website to find the text needed to answer the question. The PISA assessment in 2015 assessed
simultaneously collaboration and problem solving using a simulation in which the test taker had to collaborate with
their partner who is a computer-generated avatar to solve the problem (Soland and others, 2013).
In addition, there have been some developments on testing scientific inquiry through computer-based assessment
where the test taker has to conduct experiments in a virtual laboratory. These virtual assessments enable the test take
to conduct experiments that would be impossible or too dangerous to conduct in the real world (Masters, 2013).
Examples of highly advanced virtual assessments are in the field of medicine and the testing of skills for surgery
(Masters, 2013). The potential from data collected via computer-based assessments and serious games are high as
the whole process of the performance of the skill, including initial errors, can be captured, recorded and analysed
(Ramalingam and Adams, 2018).
Research and development of assessment of life skills through serious games is very much in its infancy. There is,
however, one example of progress for the life skill of empathy called ‘Crystals of Kaydor’, developed for children
aged 11–14 years. The purpose of getting young people to play the game is to assess the test taker’s learning
processes of empathy and to measure the extent to which they have learnt empathy from playing the game (Herold,
2013). So far controlled trials have demonstrated that using the training that accompanied the game developed a
significant increase in the capacity of young people’ skills in empathetic accuracy and brain scans demonstrated a
change in young people’s neural activity (Kral and others, 2018). Nevertheless, as of the date of going to press,
there is no published research on the effectiveness of this game for assessment purposes. For more details on this
game see the section on empathy in the evidence base.
The challenges in the use of serious games for assessment are, first, the huge costs involved in developing a virtual
environment to perform the skills and securing the necessary technology for the test takers to use it. Second, there
appear to be equally large challenges in developing the methodologies to make use of the mass of data collected
for assessment purposes. The technology has the potential to capture every interaction the test taker has made in the
virtual environment but the knowledge to develop this data into reliable assessments is currently lagging. Third, it is
difficult to establish whether demonstrating a skill in a virtual environment will be replicable or performed the same
way in the real world.
Challenges going forward in measuring life skills

•

•
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Multi-dimensional characteristics of life skills: The fact that life skills are described as having multiple
attributes may well contribute to the fact life skills measurement instruments may not be as internally coherent
as traditional cognitive educational measures. Early examples of new measures of life skills using SJTs have
found this to be the case (Galloway, 2017). This will be a challenge for developing new instruments. The
literature has suggested using different ways of testing reliability such as the use of testing and retesting and
or triangulation with other methods such as observation to verify the reliability of new instruments. Considering
these alternative options may well be useful way to proceed.
The distinction between cognitive and non-cognitive needs to be re-examined: The dichotomy that
separates cognitive and non-cognitive test items needs to be reconsidered in order to produce useful
measures of life skills. Life skills contain a combination of knowledge, skills, attitudes and values that are
performed together and to try to artificially separate these processes is unlikely to provide useful measures in
the long term.

•

•

•

•

Proficiency levels and benchmarking: There is little in the way of evidence to guide instrument development
on expected proficiency levels of the different life skills. There is currently not enough research and
development to classify the proficiency levels of life skills and to indicate an absolute level or benchmark on
the levels of attainment, which are necessary. At this stage, one of the few possibilities is to create average
levels of performance of the life skills for a country and compare students or sub-groups of students within the
population to that average. If the study is then completed, again some years later, the benchmark could be
the average score obtained from that country from the first round of conducting the study.
Measuring change: Further difficulties have been highlighted with creating instruments that measure change
or skill development within an individual. The current response scales for self-reports typically do not provide
sufficient variation to measure change (Lippman and others, 2014). Further experience in learning a skill can
also lead to a decline in response rates when an student realizes their proficiency level on this skill is perhaps
not as high as they had first thought (Lippman and other, 2012; Herman, 2016; Duckworth and Yeager,
2015).
Cultural differences in life skills: The cultural differences in life skills are under researched as most measures
have been developed within wealthy OECD countries. There is little research to indicate if life skills are
performed in the same way in different countries or regions. There are also questions as to whether
respondents also have the same response style in different countries and regions. One innovation has been
to use anchoring vignettes to try to reduce the effects of cultural differences. This method is still contested and
requires further development to be certain of its usefulness.
Self-reporting items still the most useful in the field: There has been a lack of research, development and
innovation on better measures of capturing skills and reducing the limitations of self-reported skills. SJTs provide
another promising innovation to reduce desirable responses given by test takers but this method is still in its
infancy and requires further development.
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Chapter 3: Conclusions
Teaching and learning life skills, when done effectively, is incredibly important for empowering children and young
people to achieve in education, employment, personal goals and enabling them to have a say in decisions that
affect their lives. Not everyone has the chance to learn positive life skills. This publication, however, has provided
compelling evidence that it is possible through education to enable all children and young people regardless of
their background to become more proficient on these skills. This highlights the necessity for mainstreaming life skills
in education systems and more broadly within non-formal education activities. Nevertheless, to date, few education
systems have integrated life skills into their education systems. Some of the reasons for this are challenges concerning
the lack of knowledge as to what life skills are, how they can be taught and how they can be measured, assessed
and evaluated.43

WHAT ARE LIFE SKILLS?
•
•
•
•
•
•

Life skills are transferable skills that enable individuals to deal with everyday life, and to progress and succeed
in school, work and societal life.
They are comprised of skills, attitudes, values, behaviours and domain-based knowledge which need to be
applied in harmony with each other.
They can be learnt throughout life though there are different optimal ages for when interventions are most
likely to be effective.
Life skills are frequently defined in terms of the empowerment that they offer individuals in their daily lives.
They are also understood in terms of their social benefits and their contribution towards societal change.
Each of the life skill has a number of sub-constructs and performing a life skill requires several processes or
steps to complete.
The boundaries between the different life skills are fluid with each having a close relationship and sometimes
overlapping with other life skills.

HOW CAN LIFE SKILLS BE TAUGHT?
The literature on education interventions generated a set of basic teaching principles that appeared to be effective
for the teaching of life skills.
1. Learning through participation is the process of actively involving the learner in each step of the learning
process. This includes empowering students to take decisions and have a voice in: (a) the preparation of the
learning activity, (b) within the learning activity itself (trying out ideas and debating and discussing different
perspectives), and (c) in the reflection and evaluation of the learning activity after it has been completed.
2. Learning through cooperation is the process where students learn to work together, typically in small but diverse
groups, and learn how to learn from each other’s knowledge and experience to complete a task. This learning
process typically focuses on implementing the values of equity and inclusivity of all members of each group in
the learning process.
3. Learning through practicing life skills
a. Simulation of real-world activities. Ideally the simulation is employed after a more theoretical input and
then followed by a debrief. Another success factor is making sure that the participatory activity is as
true to life as possible.
b. Real-life experience requires careful management of the experience to ensure that the desirable
learning outcomes are achieved.
4. Learning in a safe environment
a. Coherence between the values being taught and the values embedded in the teaching and learning
process.
b. An open and accepting classroom climate is crucial for teachers to support students to express their
divergent opinions and for teacher to explain and demonstrate that this should not be feared within the
classroom.
c. A conducive school climate that build upon and reflects what is being promoted in the classroom,
providing room for both teachers and students to voice their opinions on issues such as school
management.

43. Another reason for lack of implementation of life skills in particular in developing countries education systems can be due to the lack of resources.
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5. Targeted strategies to support disadvantaged children and young people
a. Explicit instructions that include explaining to students the learning outcomes, what the skills looks like
when they are done well and how they can demonstrate this skill. These methods are useful for all
students but are a necessity for students that have not had the chance to learn about these life skills in
their home environment.
b. Targeted interventions that target life skill training at specific sub-groups at risk of low attainment and
dropping out of school.
These principles need to be applied within the specific programmes/activities tailored towards the specific life skills
learning outcomes.

ASSESSING LIFE SKILLS
Quality measures for assessing life skills would enable education decision makers and practitioners to track
current levels and distribution across target populations, identify progress of policies and programmes designed to
enhance these skills, as well as to inform on the nature and scope of potentially useful interventions. In addition,
these instruments could enable research to identify sub-groups who need more support in the learning of life skills.
Nevertheless, significant research and development is required to develop quality assessment instruments on life
skills.

STATE OF THE ART ON CURRENT INSTRUMENTS
•
•

•
•

Most existing valid and reliable instruments are privately owned and not available for public use. This is
particularly the case for cognitive test items.
Some skills have received more attention in measurement development than others with skills such as
cooperation, negotiation and critical thinking having almost no existing instruments that have found to be
reliable and open for public use.
There is limited use of innovation in the development of existing measures and they are dominated by
traditional self-report items.
The majority of the existing tools have not been tested in low-income countries or across different socio-cultural
contexts.

THE CHALLENGES IN MEASURING LIFE SKILLS
The review of the evidence highlighted a series of challenges regarding the development of future measurement
instruments on life skills.
•

Multi-dimensional characteristics of each life skill: Each individual life skill is described as encompassing
multiple and possibly distinct attributes. This will contribute to the fact life skills measurement instruments may
not be as internally coherent as traditional cognitive educational measures. Multiple measures may well be
needed to capture the different components of a life skill. The added value of life skill measurement compared
to traditional cognitive measures undertaken in exams or in large-scale assessments are that they capture the
richness and complexity of the practicing of skill in real life. Nevertheless, different ways of measuring reliability
such as the use of testing and retesting and or triangulation with other methods such as observation to verify the
reliability of new instruments need to be considered.

•

The distinction between cognitive and non-cognitive test items: Life skills contain a combination of knowledge,
skills, attitudes and values with cognitive and non-cognitive elements that are performed together. Separating the
cognitive and non-cognitive test items needs to be reconsidered in order to produce useful measures of life skills.

•

Proficiency levels and benchmarking: There is little current evidence or guidance on expected proficiency
levels of the different life skills in general or age specific. There is not enough research and development to
classify the levels of the life skills and to indicate an absolute levels or benchmark on the levels of attainment,
which are necessary. In addition, one could question whether it is possible or even desirable to determine
absolute levels. At this stage, one of the few possibilities when evaluating the education system is to create
the average levels of performance on the life skills and compare students or sub-groups of students within the
population to that average. If the study was then completed, again some years later, the benchmark could be
the score from the first stage of undertaking the test.
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•

Measuring change: Further difficulties have been highlighted with creating instruments with the purpose to
measure change or skill development within an individual. The literature suggests that the current response
scales for self-reports typically are said not to provide enough variation to measure change (Lippman and
others, 2014). Further experience in learning a skill can also lead to a decline in response rates when a student
realises perhaps their proficiency levels on this skill is not as high as they had first thought (Lippman and others,
2012; Herman, 2016; Duckworth and Yeager 2015). Research and development are required on measuring
change.

•

Cultural differences in life skills: The cultural differences in life skills are under researched as most measures
have been developed within OECD countries. There is little research to indicate if life skills are performed in
the same way in different countries or regions and the social-cultural dimensions that may contribute to different
scores. There are also questions as to whether respondents also have the same response style in different
countries and regions.

•

Self-reporting items are currently still the most useful in terms of cost-benefit: As observation of skill
performance is so expensive self-reported test items continue to be the most useful method for the collection of
large-scale data on life skills. Further development and innovation towards better measures of capturing skills
beyond self-reporting at a reasonable expense is still required.

INNOVATION IN ASSESSMENT
The basic underlying principle of skills testing is that the best predictor of future skill performance is through assessing
current skill performance (Lievens and others, 2008). This is why testing through observation of performance is still
considered the most reliable and valid forms of testing. Due to the expense of this format, the field is dominated by
self-reported question items which are low cost and easy to administrate but widely critiqued for being influenced
by social desirability, individuals deliberately misrepresenting themselves and cultural differences in response styles.
Nevertheless, there is a range of different forms of self-reports and response format options and some inroads have
been made to improve the quality. Notable recent innovations are:
1. Anchoring vignettes are used to reduce differences in response styles and asks participants to rate other people’s
behaviour in a given scenario before rating their own. The data on the ratings on other people is used to
understand participants’ individual response style.
2. Situational judgement test are used to reduce errors created through participants giving socially desirable or
deliberately wrong answers. It develops a scenario and asks the participants what they would do in this given
situation. Situational judgement tests have been found to be predictive of future success in employment and are
a better predictor than either cognitive scores or personality tests (Patterson and others, 2012).
3. Computer-based assessment is the use of virtual reality/serious games testing of life skills. Nevertheless, most
computer-based testing of skills does not fulfil the potential of the technology and ends up as online versions of a
paper and pencil test. The greatest barriers to achieving the technological potential in skills testing are the huge
costs involved in developing a believable virtual environment to perform and demonstrate skill proficiency and
the difficulties in developing the necessary methodologies to make use of the mass of data collected within the
virtual environment created.

FUTURE DIRECTIONS
The ultimate objective of improving the measurement of life skills is to i) facilitate the integration of life skills in to
education systems through the curricula and assessment (what is not tested is not taught) and ii) to develop a better
understanding of the level of life skills that students have acquired in order to enhance the learning and life outcomes
for all children and young people. Despite the existing challenges regarding measurement of life skills, recent
innovation and development in the field suggest that it is possible. Concerted effort from policy makers, practitioners
and researchers is required to integrate life skills into education systems and non-formal learning settings and to
collaborate to generate the global knowledge and evidence on how to effectively integrate and measure life skills.
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Appendix 1
VARIABLE INFORMATION
1. Politic trust is a combined indicator that asks about citizens’ attitudes (1 = a great deal, 2 = quite a lot, 3 = not
very much, 4 = none at all) towards a list of political institutions in the WVS database, including the police, the
government (in your nation’s capital), political parties, and parliament.
2. Association is comprised by multiple question items that measure participants’ memberships (0 = don’t belong,
1 = inactive member; 2 = active member) in a list of voluntary organizations, including church or religious; sport
or recreational organisation; and art, music or educational organization.
3. Gender equality is a combined indicator that asks participants’ attitudes (agree = 1, neither = 2, disagree
=3) on the following statements: when jobs are scarce, men should have more right to a job than women; if a
woman earns more money than her husband, it is almost certain to cause problems; and having a job is the
best way for a woman to be an independent person.
4. Support for democracy measures citizens’ attitude towards democracy as a way of governing the country by
asking their attitudes towards (1 = very good, 2 = fairly good, 3 = fairly bad, 4 = very bad) four research
questions: having a strong leader who does not have to bother with parliament and elections; having experts,
not government, make decisions according to what they think is best for the country; having the army rule; and
having a democratic political system.

VARIABLE RECODING INFORMATION
The key principle of recoding is to use a higher score to denote a positive attitude. In light of political trust, the order
of the answer scale is reversed. In terms of gender equality, the answer scale is only reversed for the last question
item: having a job is the best way of a woman to be an independent person (disagree = 1, neither =2, agree =3).
A positive answer on this question is more likely to represent the support for the equality of gender.
When it comes to support for democracy, I select everything important for democratic values. As presented above,
a ‘very bad’ value equates to very important for democratic values for the first three items; whereas a ‘very good’
value equates to very important for democratic values for the last item. Therefore, only the polarity of responses to the
last item is reversed, with the aim of using a higher score to predict a positive attitude towards democratic values.

85

References
Abrami, P. C., Bernard, R. M., Borokhovski, E., Wade, A., Surkes, M. A., Tamim, R., and Zhang, Dai. (2008). Instructional interventions affecting critical thinking skills and dispositions: A stage
1 meta-analysis. Review of Educational Research, 78(4), 1102–1134.
Abdulmalik, J., Ani, C., Ajuwon, A. J., and Omigbodun, O. (2016). Effects of problem-solving interventions on aggressive behaviours among primary school pupils in Ibadan, Nigeria. Child
and Adolescent Psychiatry and Mental Health, 10(1), 31. doi:10.1186/s13034-016-0116-5
Aboud, F. E, Tredoux, C., Tropp, L. R, Brown, C. S., Niens, U., and Noor, N. M. (2012). Interventions to reduce prejudice and enhance inclusion and respect for ethnic differences in early
childhood: A systematic review. Developmental Review, 32, 307–336.
Achen, C.H., Blais, A., (2010). Intention to vote, reported vote and validated vote. Paper presented at the APSA 2010 Annual Meeting, May, Orlando FL.
Acosta Price, O., Biehl, M., Solomon, C., and Weir, M. (2014). The impact of school-connected behavioral and emotional health interventions on student academic performance.
Adachi, P. J. C., and Willoughby, T. (2013). More than just fun and games: The longitudinal relationships between strategic video games, self-reported problem-solving skills, and academic
grades. Journal of Youth and Adolescence, 42(7), 10411052. doi:10.1007/s10964-013-9913-9
Adavi, A., Hamid, N., Attari, Y., Madmoli, Y., and Madmoli, M. (2016). Study of the effect of problem-solving skills training on creativity and assertiveness among high school students. Iranian
Journal of Nursing Research, 11(5), 4855.
Adler, A. (2016). Teaching well-being increases academic performance. Evidence from Bhutan, Mexico, and Peru. Scholarly Commons Journal. 1572
Ahern, N. R., Kiehl, E. M., Lou Sole, M., and Byers, J. (2006). A review of instruments measuring resilience. Issues in comprehensive pediatric nursing, 29(2), 103125
Ahghar, G. (2012). Effect of problem-solving skills education on auto-regulation learning of high school students in Tehran. Procedia-Social and Behavioral Sciences, 69, 688694.
Ahghar, G. (2014). Effects of teaching problem-solving skills on students› social anxiety. International Journal of Education and Applied Sciences, 1(2), 108112.
Albiero, P. and Matricardi, G. (2013).Empathy towards people of different race and ethnicity: Further empirical evidence for the Scale of Ethnocultural Empathy, International Journal of
Intercultural Relations, 37(5), pp. 648655.
Allport, G. (1954). The nature of prejudice. Reading, MA: Addison-Wesley.
Allport, G. W. (1979). The nature of prejudice. Cambridge, MA: Perseus Books.
Almlund, M., Duckworth, A. L., Heckman, J. J., and Kautz, T. D. (2011). Personality psychology and economics. Handbook of the Economics of Education. Amsterdam: Elsevier, forthcoming.
Alvord, M. K., and Grados, J. J. (2005). Enhancing resilience in children: A proactive approach. Professional Psychology: Research and Practice, 36(3), 238
American Association of Colleges and Universities. (2005). Liberal education outcomes: A preliminary report on student achievement in college. Washington, DC: AACandU.
Ananiadou, K. and M. Claro (2009), 21st century skills and competences for new millennium learners in OECD countries, OECD Education Working Papers, No. 41, OECD Publishing, Paris,
https://doi.org/10.1787/218525261154.
Anderson, T., Howe, C., Soden, R., Halliday, J., and Low, J. (2001). Peer interaction and the learning of critical thinking skills in further education students. Instructional Science, 29(1), 132.
Ang, S., Van D.L. and Koh, C. (2006). Personality correlates of the four-factor model of cultural intelligence, Group and Organization Management, 31, pp. 100123.
Asher, S. R., and Wigfield, A. (1980). Training referential communication skills. Center for the Study of Reading Technical Report; no. 175.
Ashraf McGinn; Bau and Low, 2017, Negotiating a better future: How interpersonal skills facilitate inter-generational investment (forthcoming).
Assaad, R.A., Hendy, R., Lassassi, M. and Yassin, S., 2018. Explaining the MENA Paradox: Rising Educational Attainment, Yet Stagnant Female Labor Force Participation.
Australian Council for Educational Research. (2002). Graduate skills assessment. Australia: Commonwealth of Australia.
Bahrami, F. (2006). Efficacy of problem solving skills education for high school girl students aggression reduction. Iran J Psychiatry Clin Psychol, 11(4), 4679.
Bailin S., Siegel H. (2003). Critical thinking. In Blake N., Smeyers P., Smith R., Standish P. (Eds.), The Blackwell Guide to the Philosophy of Education (pp. 181193). Oxford, England:
Blackwell.
Bailin, S. (2002). Critical thinking and science education. Science and Education, 11(4), 361–375.
Bailin, S., Case, R., Coombs, J. R., and Daniels, L. B. (1999). Conceptualizing critical thinking. Journal of Curriculum Studies, 31(3), 285–302.
Baiocco, R., Laghi, F., and D›Alessio, M. (2009). Decision-making style among adolescents: Relationship with sensation seeking and locus of control. Journal of Adolescence, 32(4), 963976.
Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioural change. Psychological Review, 84(2), 191.
Bandura, A. (1997). Self-efficacy: The exercise of control. New York: W.H. Freeman.
Bandy, T., and Moore, K. A. (2010). Assessing self-regulation: A guide for out-of-school time program practitioners. Washington, DC, Child Trends.
Banich, M. T. (2009). Executive function: The search for an integrated account. Current Directions in Psychological Science, 18(2), 8994.
Banks, J.A., McGee Banks, C. A., Cortes, C., Hahn, C. L., Merryfield, M. M., Moodley, K. A., Murphy-Shigematsu, S., Osler, A., Park, C., and Parker, W. C. (2005). Democracy and
diversity: Principles and concepts for educating citizens in a global age. Seattle, WA: Center for Multicultural Education, University of Washington. Available at: http://depts.washington.edu/
centerme/demdiv.htm.
Barbey, A. and Baralou, L. (2009). Reasoning and problem-solving: Models. Encyclopedia of Neuroscience, 8, 3543.
Baril, C. P., Cunningham, B. M., Fordham, D. R., Gardner, R. L., and Wolcott, S. K. (1998). Critical thinking in the public accounting profession: aptitudes and attitudes. Journal of Accounting
Education, 16(3), 381406.
Barkley, A., Boone, K. and Holloway, W.Z. (2005). Openness to diversity and challenge: assessment of undergraduate attitudes and experiences in the college of agriculture at Kansas State
University, presentation at the American Agricultural Economics Association Annual Meeting, Province, Rhode Island, July 2427, 2005.
Barrett, M., de Bivar Black, L., Byram, M., Faltýn, J., Gudmundson, L., van’t Land, H. and Zgaga, P., (2018). Reference Framework of Competences for Democratic Culture, Volume 1: Context,
concepts and model.
Barrett, M., The assessment of competences for democratic culture (CDC): An introduction to the hearing on assessment.
Barron, F. (1955). The disposition toward originality. The Journal of Abnormal and Social Psychology, 51, 478 – 485. http://dx.doi.org/ 10.1037/h0048073.
Barry, M. M., Clarke, A. M., Morreale, S. E., and Field, C. A. (2017). A review of the evidence on the effects of community-based programs on young people’s social and emotional skills
development. Adolescent Research Review, 115.
Barton, K. and McCully, A. (2007). Teaching controversial issues where controversial issues really matter. Teaching History, 127, 1319.
Bataineh, R. F., and Zghoul, L. H. (2006). Jordanian TEFL graduate students’ use of critical thinking skills (as measured by the Cornell Critical Thinking Test, Level Z). International Journal of
Bilingual Education and Bilingualism, 9(1), 3350.
Batson, C. D. (1987). Prosocial motivation: Is it ever truly altruistic? In L. Berkowitz (Ed.), Advances in Experimental Social Psychology (Vol. 20, pp. 65122). New York: Academic Press.
Bauer, T. N. (1995). How three factions rate job and applicant attributes. Journal of Career Planning and Employment, 55(2), 4346.
Bavolar, J. (2014). Decision-making competencies and risk behaviour of university students. Psychology Applications and Developments Advances in Psychology and Psychological Trends Series,

86

Edited by: Clara Pracana, 125.
Bavolar, J., and Orosová, O. G. (2015). Decision-making styles and their associations with decision-making competencies and mental health. Judgment and Decision-Making, 10(1).
Bazerman, M. H., Curhan, J. R., Moore, D. A., and Valley, K. L. (2000). Negotiation. Annual Review of Psychology, 51(1), 279314.
Beelmann, A. and Heinemann, K.S., (2014). Preventing prejudice and improving intergroup attitudes: A meta-analysis of child and adolescent training programs. Journal of Applied
Developmental Psychology, 35(1), pp.10–24.
Beelmann, A., Friedrich, L., and Mark, S. (2010). Die Entwicklung von sozialer Informationsverarbeitung und die Vorhersage physischer Aggression im Vorschulalter. Psychologie in Erziehung und
Unterricht, 57, 119–31.
Beelmann, A., Saur, M., Ziegler, P., Diener, K. and Noack, P., 2010. The Parts-Project. The evaluation of a multimodal intervention program to prevent prejudice and promote intergroup relations
in elementary school children. In 18th Annual Meeting of the Society on Prevention Research, Denver, CO, US.
Beghetto, R. A. (2016). Creative learning: A fresh look. Journal of Cognitive Education and Psychology, 15, 6–23. http://dx.doi.org/10 .1891/19458959.15.1.6.
Behrends A, Mueller S, Dziobek, I. (2012). Moving in and out of synchrony: A concept for a new intervention fostering empathy through interactional movement and dance, The Arts in
Psychotherapy, 39, pp. 107–116.
Benard, B. (1995). Fostering resilience in children. ERIC Digest.
Ben-Chaim, D., Ron, S., and Zoller, U. (2000). The disposition of eleventh-grade science students toward critical thinking. Journal of Science Education and Technology, 9(2), 149159.
Benedek, M., Jauk, E., Sommer, M., Arendasy, M., and Neubauer, A.C. (2014). Intelligence, creativity, and cognitive control: The common and differential involvement of executive functions in
intelligence and creativity. Intelligence, 46, 7383.
Benedek, M., Jauk, E., Sommer, M., Arendasy, M., and Neubauer, A.C. (2014). Intelligence, creativity, and cognitive control: The common and differential involvement of executive functions in
intelligence and creativity. Intelligence, 46, 7383.
Benedek, M., Jauk, E., Sommer, M., Arendasy, M., and Neubauer, A.C. (2014). Intelligence, creativity, and cognitive control: The common and differential involvement of executive functions in
intelligence and creativity. Intelligence, 46, 7383.
Berger, R., Gelkopf, M., Heineberg, Y., and Zimbardo, P. (2016). A school-based intervention for reducing posttraumatic symptomatology and intolerance during political violence. Journal of
Educational Psychology, 108, 761–771. http://dx.doi.org/10. 1037/edu0000066.
Beyth-Marom, R., Fischhoff, B., Quadrel, M. J., and Furby, L. (1991). Teaching decision-making to adolescents: A critical review. Teaching Decision-Making to Adolescents, 1959.
Bienvenu, M. J. (1971). An interpersonal communication inventory. Journal of Communication, 21(4), 381388.
Blakemore, S.J. 2008. The social brain in adolescence. Nature Reviews Neuroscience. 9: 267–277
Bloom, B. S. (1956). Taxonomy of educational objectives: The classification of educational goals. In Handbook 1: Cognitive Domain. New York: McKay.
Bogg T., Roberts B.W. (2004). Conscientiousness and health behaviours: A meta-analysis. Psychol Bull 130:887–919.
Bolstad, O. D., and Johnson, S. M. (1972). Self-regulation in the modification of disruptive classroom behaviour. Journal of Applied Behavior Analysis, 5(4), 443454.
Bonk, C. J., and Smith, G. S. (1998). Alternative instructional strategies for creative and critical thinking in the accounting curriculum. Journal of Accounting Education, 16(2), 261–293.
Bordone, R. C. (2000). Teaching interpersonal skills for negotiation and for life. Negotiation Journal, 16(4), 377385
Borman, G., Slavin, R. E., Cheung, A., Chamberlain, A., Madden, N. A., and Chambers, B. (2005). Success for all: First year results from the national randomized field trial. Educational
Evaluation and Policy Analysis, 27(1), 1–22.
Bosworth, K., and Espelage, D. (1995). Teen conflict survey. Bloomington, IN: Center for Adolescent Studies, Indiana University.
Boxtel, C. V., van der Linden, J., and Kanselaar, G. (2000). The use of textbooks as a tool during collaborative physics learning. The Journal of Experimental Education, 69(1), 5776.
Bracken, B., Bai, W., Fithian, E., Lamprecht, S., Little, C., and Quek, C. (2003). The test of critical thinking. Williamsburg, VA: Center for Gifted Education.
Brame, C.J. and Biel, R. (2015). Setting up and facilitating group work: Using cooperative learning groups effectively. Retrieved [8.12.2017] from http://cft.vanderbilt.edu/guides-sub-pages/
setting-up-and-facilitating-group-work-using-cooperative-learning-groups-effectively/.
Brewer, L. and Comyn, P., (2015). Integrating core work skills into TVET systems: Six country case studies. Geneva, Switzerland: International Labour Organization.
Brewer, L., (2013). Enhancing youth employability: What? Why? and How? Guide to core work skills. International Labour Organization.
Broadbear, B. C., and Broadbear, J. T. (2000). Development of conflict resolution skills in infancy and early childhood. In Development of conflict resolution skills in infancy and early childhood.
IEJHE.
Broderick, P. C., Metz, S., and Broderick, P. C. (2011). Learning to BREATHE: A pilot trail of mindfulness curriculum for adolescents. Advances in School Mental Health Promotion, 2(1), 37–41.
Bronson, M. (2000). Self-regulation in early childhood: Nature and nurture. Guilford Press.
Bronson, M. B. (2000). Recognizing and supporting the development of self-regulation in young children. Young Children.
Brown, A. L. (1990). Domain specific principles affect learning and transfer in children. Cognitive Science, 14, 107–133.
Brown, A.N., Rankin, K., Picon, M. and Cameron, D.B., (2015). The state of evidence on the impact of transferable skills programming on youth in low-and middle-income countries.
International Initiative for Impact Evaluation (3ie) Scoping Paper, (4).
Bruine de Bruin, W., Parker, A. M., and Fischhoff, B. (2007). Individual differences in adult decision-making competence. Journal of Personality and Social Psychology, 92(5), 938956.
Brundrett, M. (2007). Bringing creativity back into primary education. Education 313, 35, 105107.
Bryant, B. (1982). An index of empathy for children and adolescents, Child Development, 53, pp. 413425.
Bryce, D., and Whitebread, D. (2012).The development of metacognitive skills: Evidence from observational analysis of young children’s behaviour during problem solving. Metacognition and
Learning, Vol.2. No.1.
Buckley, J. A., and Epstein, M. H. (2004). The Behavioral and Emotional Rating Scale-2 (BERS-2): Providing a comprehensive approach to strength-based assessment. The California School
Psychologist, 9(1), 2127.
Buckmaster, L. (1994). Effects of activities that promote cooperation among seventh graders in a future problem solving classroom. The Elementary School Journal, 95(1), 4962.
Burke, C. a. (2009). Mindfulness-based approaches with children and adolescents: A preliminary review of current research in an emergent field. Journal of Child and Family Studies, 19(2),
133–144. doi:10.1007/s10826-009-9282-x
Burke, L. A., and Williams, J. M. (2008). Developing young thinkers: An intervention aimed to enhance children›s thinking skills. Thinking Skills and Creativity, 3(2), 104124.
Burnard, P. (2006). Reflecting on the creativity agenda in education. Cambridge Journal of Education, 36, 313318.
Burnett, S., and Blakemore, S. J. (2009). The development of adolescent social cognition. Annals of the New York Academy of Sciences, 1167(1), 5156.
Burns, S., Lyons, E. and Niens, U. (2017). The world would just fall apart if there is no respect at all: Children’s understanding of respect for diversity in a post-conflict society, Journal of Peace
Education. DOI: 10.1080/17400201.2016.1269313.
Butler, H. A. (2012). Halpern Critical Thinking Assessment predicts real-world outcomes of critical thinking. Applied Cognitive Psychology, 25(5), 721–729.
Butler, H. A., Dwyer, C. P., Hogan, M. J., Franco, A., Rivas, S. F., Saiz, C., and Almeida, L. S. (2012). The Halpern Critical Thinking Assessment and real-world outcomes: Cross-national

87

applications. Thinking Skills and Creativity, 7(2), 112121.
Calkin, J., and Karlsen, M. (2014). Destination imagination: Creativity in a world of complacency. Journal of Applied Research on Children: Informing Policy for Children at Risk, 5(1), Article
22. Available at: http://digitalcommons.library.tmc.edu/childrenatrisk/vol5/iss1/22.
Cabell, S. and others. (2013). How Do I Write…? Scaffolding Preschoolers’ Early Writing Skills. https://doi.org/10.1002/trtr.1173
Camp, D.V. and Baugh, S. A. (2016). Encouraging civic knowledge and engagement: Exploring current events through a psychological lens, Journal of the Scholarship of Teaching and
Learning, 16(2), PP. 1428.
Campbell, J. M., and Atas Akdemir, Ö. (2016). The development of interpersonal communication scale: The study of validity and reliability. Electronic Turkish Studies, 11(19).
Canale, M., and Swain, M. (1980). Theoretical bases of communicative approaches to second language teaching and testing. Applied Linguistics, 1, 1.
Care, E. and others,. (2016). Visualizing the breadth of skills movement across education systems. Washington DC: Brookings Institution.
Care, E., Anderson, K. and Kim, H., (2016). Visualizing the breadth of skills movement across education systems. Center for Universal Education at the Brookings Institution, Washington, DC.
Carnoy, M. (2005). Paper commissioned for the EFA Global Monitoring Report 2005: The quality imperative, UNESCO.
Carson, S. H., Peterson, J. B., and Higgins, D. M. (2005). Reliability, validity, and factor structure of the creative achievement questionnaire. Creativity Research Journal, 17(1), 3750.
Cartledge, G., and Milburn, J. F. (1978). The case for teaching social skills in the classroom: A review. Review of Educational Research, 48(1), 133156. http://dx.doi.
org/10.2307/1169912
Caruso, D. R. and Mayer, J.D. (1998). A measure of emotional empathy for adolescents and adults. Unpublished manuscript.
Case, R. (2005). Moving critical thinking to the main stage. Education Canada, 45(2), 45–49.
CASEL.org (http://www.casel.org/social-and-emotional-learning/core-competencies/)
Casner-Lotto, J., and Barrington, L. (2006). Are they really ready to work? Employers’ perspectives on the basic knowledge and applied skills of new entrants to the 21st century U.S. workforce.
New York, NY: The Conference Board, Inc.
Caspi A, Moffitt TE, Newman DL, Silva PA (1996). Behavioral observations at age 3 years predict adult psychiatric disorders. Longitudinal evidence from a birth cohort. Arch Gen Psychiatry
53:1033–1039.
Castillo, R., Salguero, J. M., Ferna´ndez-Berrocal, P., and Balluerka, N. (2013).Effects of an emotional intelligence intervention on aggression and empathy among adolescents, Journal of
Adolescence, 36, pp. 883–892.
Catterall, J. S. (1998). Risk and resilience in student transitions to high school. American Journal of Education, 106(2), 302–333.
Chaffee, J. (1992). Critical thinking skills: The cornerstone of developmental education. Journal of Developmental Education, 15(3), 2.
Choy, S. C., and Cheah, P. K. (2009). Teacher perceptions of critical thinking among students and its influence on higher education. International Journal of Teaching and Learning in Higher
Education, 20(2), 198–206.
Clark, E., Olympia, D. E., Jensen, J., Heathfield, L. T., and Jenson, W. R. (2004). Striving for autonomy in a contingency-governed world: Another challenge for individuals with developmental
disabilities. Psychology in the Schools, 41(1), 143–153.
Colangelo, N., Kerr, B., Hallowell, K., Huesman, R., and Gaeth, J. (1992). The Iowa Inventiveness Inventory: Toward a measure of mechanical inventiveness. Creativity Research Journal, 5(2),
157–163.
Coleman, P. T. and Y. Y. J. Lim. (2001). A systematic approach to evaluating the effects of collaborative negotiation training on individuals and groups. Negotiation Journal 17: 363–392
Collaborative for Academic, Social, and Emotional Learning (CASEL). (2007). What is SEL? Skills and Competencies. Chicago, IL: Author. Retrieved from http://casel.org/why-it-matters/whatis-sel/
Committee on Integrating the Science of Early Childhood Development (2000). From neurons to neighborhoods: The science of early childhood development. Washington, D.C.: National
Academies Press.
Conley Tyler, M., and Cukier, N. (2006). Making it fresh: Ideas for teaching negotiation skills. ADR Bulletin, 9(4), 2
Connor, K. M., and Davidson, J. R. (2003). Development of a new resilience scale: The Connor-Davidson resilience scale (CD-RISC). Depression and anxiety, 18(2), 76–82
Cooley, R. E., and Roach, D. A. (1984). A conceptual framework. Competence in communication: A multidisciplinary approach, 11–32.
Cotton K (1996). School size, school climate, and student performance. School Improvement Research Series. Portland, OR: Northwest Regional Educational Laboratory.
Council of Europe (2016).Competences for democratic culture: Living together as equals in culturally diverse democratic societies, Strasbourg: Council of Europe
Council of Europe. (2017).Competences for democratic culture. Living together as equals in cultural diverse democratic societies. Council of Europe, March 2016. Printed at the Council of
Europe.
Cox, S., and Robinson-Pant, A. (2008). Power, participation and decision-making in the primary classroom: Children as action researchers. Educational Action Research, 16(4), 457–468.
Craft, A. (1999). Creative development in the early years: Some implications of policy for practice. The Curriculum Journal, 10, 135–150.
Craft, A. (2003). The limits to creativity in education: Dilemmas for the educator. British Journal of Educational Studies, 51, 113–127.
Craft, A. (2006). Fostering creativity with wisdom. Cambridge Journal of Education, 36, 337–350.
Cropley, A. (2004). Creativity as a social phenomenon. In: M. Fryer, (Ed.), Creativity and Cultural Diversity (pp.13–23). The Creativity Centre Educational Trust Press., England.
Csikszentmihalyi, M. (1996). Creativity, flow and the psychology of discovery and invention. New York: Harper Collins.
Cunha, F., and Heckman, J. J. (2008). Formulating, identifying and estimating the technology of cognitive and noncognitive skill formation. Journal of Human Resources, 43(4), 738–782.
Cunha, F., Heckman, J. J., and Schennach, S. M. (2010). Estimating the technology of cognitive and noncognitive skill formation. Econometrica, 78(3), 883–931.
Dadush, U., 2019. Youth unemployment in the Middle East and North Africa, and the Moroccan case (No. 2019-4). Economics Discussion Papers
Daining, C., and DePanfilis, D. (2007). Resilience of youth in transition from out-of-home care to adulthood. Children and Youth Services Review, 29(9), 1158–1178
Dallimore, E. J., Hertenstein, J. H., and Platt, M. B. (2008). Using discussion pedagogy to enhance oral and written communication skills. College Teaching, 56(3), 163–172.
Daniels, H. (2001). Vygotsky and pedagogy. London: Routledge Falmer.
Darling-Hammond, L. (2008). How can we teach for meaningful learning? In L. Darling-Hammond (Ed.), Powerful Learning, 1–10.
Davidson, N., and Major, C. H. (2014). Boundary crossing: Cooperative learning, collaborative learning, and problem-based learning. Journal on Excellence in College Teaching, 25 (3and4),
7–55.
Davis, M. H. (1980). A multidimensional approach to individual differences in empathy, JSAS Catalog of Selected Documents in Psychology, 10 (85).
Davis, M. H. (1983). Measuring individual differences in empathy: Evidence for a multidimensional approach, Journal of Personality and Social Psychology, 44, pp. 113– 126.
DCSF (2003). Excellence and enjoyment: A strategy for primary schools. Internet available: www.nationalstrategies.standards.dcsf.gov.uk/node/85063.
De Dreu, C. K., Evers, A., Beersma, B., Kluwer, E. S., and Nauta, A. (2001). A theory-based measure of conflict management strategies in the workplace. Journal of Organizational Behaviour,
22(6), 645–668.

88

de Waal, F. B. M. (2008). Putting the altruism back into altruism: The evolution of empathy, Annual Review of Psychology, 59, pp. 279 –300.
Decety,J. and Moriguchi,Y. (2007). The empathic brain and its dysfunction in psychiatric populations: Implications for intervention across different clinical conditions, Bio Psycho Social Medicine,
(1), pp. 22–65.
Dekker, R., Elshout-Mohr, M., and Wood, T. (2006). How children regulate their own collaborative learning. Educational Studies in Mathematics, 62, 57–79.
Delany, C., Miller, K. J., El-Ansary, D., Remedios, L., Hosseini, A., and McLeod, S. (2015). Replacing stressful challenges with positive coping strategies: A resilience program for clinical
placement learning. Advances in Health Sciences Education, 20(5), 1303–1324
Delli Carpini MX, Keeter S. 1996. What Americans Know About Politics and Why It Matters. New Haven, CT: Yale Univ. Press. 397.
Dickhut, J. (2003). A brief review of creativity. Internet available : www.personalityresearch.org/papers/dickhut.html.
Dillenbourg, P. (1999). What do you mean by “collaborative learning?” Collaborative Learning: Cognitive and Computational Approaches. Elsevier Science.
Dillenbourg, P., Baker, M., Blaye, A., and O’Malley, C. (1996). The evolution of research on collaborative learning. In E. Spada and P. Reiman (Eds.), Learning in humans and machine:
Towards an interdisciplinary learning science (pp. 189–211). Oxford: Elsevier.
Dollman, L., Morgan, C., Pergler, J., Russell, W., and Watts, J. (2007). Improving social skills through the use of cooperative learning. Online Submission.
Domitrovich, C.E., Cortes, R., and Greenberg, M.T. (2007). Improving young children’s social and emotional competence: A randomized trial of the pre-school PATHS curriculum. Journal of
Primary Prevention, 28, 67–91.
Dotson, J. M. (2001). Cooperative learning structures can increase student achievement. Kagan online magazine, 1–11.
Duckworth, A. L., and Carlson, S. M. (2013). Self-regulation and school success. Self-regulation and autonomy: Social and developmental dimensions of human conduct, 40, 208
Duckworth, A. L., and Seligman, M. E. (2005). Self-discipline outdoes IQ in predicting academic performance of adolescents. Psychological Science, 16(12), 939–944.
Duckworth, A. L., and Yeager, D. S. (2015). Measurement matters: Assessing personal qualities other than cognitive ability for educational purposes. Educational Researcher, 44(4), 237–251.
Duckworth, A. L., Quinn, P. D., and Tsukayama, E. (2012). What no child left behind leaves behind: The roles of IQ and self-control in predicting standardized achievement test scores and
report card grades. Journal of Educational Psychology, 104(2), 439.
Duckworth, A. L., Tsukayama, E., and Kirby, T. A. (2013). Is it really self-control? Examining the predictive power of the delay of gratification task. Personality and Social Psychology Bulletin,
39(7), 843–855.
Duran, R. L. (1983). Communicative adaptability: A measure of social communicative competence. Communication Quarterly, 31, 320–326
Duran, R. L. (1992). Communicative adaptability: A review of conceptualization and measurement. Communication Quarterly, 40 (3), 253–268.
Durlak, J. A., Weissberg, R. P., Dymnicki, A. B., Taylor, R. D., and Schellinger, K. B. (2011). The impact of enhancing students’ social and emotional learning: A meta-analysis of school-based
universal interventions. Child Development, 82(1), 405–432.
Dwyer, C. P., Hogan, M. J., and Stewart, I. (2012). An evaluation of argument mapping as a method of enhancing critical thinking performance in e-learning environments. Metacognition and
Learning, 7(3), 219–244.
Dwyer, C. P., Hogan, M. J., and Stewart, I. (2014). An integrated critical thinking framework for the 21st century. Thinking Skills and Creativity, 12, 43–52.
Eacott, C., and Frydenberg, E. (2008). At-risk students in a rural context: Benefits and gains from a coping skills program. Journal of Psychologists and Counsellors in Schools, 18(2), 160–181.
Educational Testing Service. (2013). Quantitative market research [PowerPoint slides]. Princeton, NJ: Author.
Eisenberg N, Guthrie IK, Murphy BC, Shepard SA, Cumberland A, Carlo G. 1999c. Consistency and development of prosocial dispositions: A longitudinal study. Child Dev. In press
Eisenberg, N. and Miller, P.A (1987). The relation of empathy to prosocial and related behaviours, Psychological Bulletin, 101(1), pp.91–119.
Eisenberg, N. and others,. (2004). The relations of effortful control and impulsivity to children’s resiliency and adjustment. Child Dev. 75, 25–46.
Eisenberg, N. and others,. (2009). Longitudinal relations of children›s effortful control, impulsivity, and negative emotionality to their externalizing, internalizing, and co-occurring behaviour
problems. Dev. Psychol. 45, 988–1008.
Eisenberg, N., and RA. Fabes. (1992). Emotion, regulation, and the development of social competence. In Review of Personality and Social Psychology: vol. 14. Emotion and social behaviour,
ed. M.S. Clark, 119–50. Newbury Park, CA: Sage.
Eisenberg, N., Fabes, R. A., Shepard, S. A., Murphy, B. C., Guthrie, I. K., Jones, S., ... and Maszk, P. (1997). Contemporaneous and longitudinal prediction of children›s social functioning
from regulation and emotionality. Child development, 68(4), 642–664.
Eisenberg, N., Smith, C. L. and Spinrad, T. L. (2010). Effortful control: Relations with emotion regulation, adjustment, and socialization in childhood. In Handbook of Self-regulation: Research,
Theory, and Applications pp263–283.The Guilford Press, New York.
Emde, R.N., (1998). Early emotional development: New modes of thinking for research and intervention. Pediatrics, 102(5), pp.1236–1243.
Emler, N. and Frazer, E. (1999). Politics: The education effect. Oxford Review of Education, 25, 271–92.
Ennis, R. H. (1989). Critical thinking and subject specificity: Clarification and needed research. Educational Researcher, 18(3), 4–10.
Ennis, R. H. (2003). Critical thinking assessment. In D. Fasko (Ed.), Critical thinking and reasoning (pp. 293–310). Cresskill, NJ: Hampton Press.
Ennis, R. H., andWeir, E. (1985). The Ennis–Weir critical thinking essay test. Pacific Grove, CA: Midwest Publications.
Ennis, R. H., Millman, J., and Tomko, T. N. (1985). Cornell critical thinking tests (3rd ed.). Pacific Grove, CA: Midwest Publications.
Epstein, M. H., and Sharma, H. M. (1998). Behavioral and Emotional Rating Scale: A strength based approach to assessment. Austin, TX: PRO-ED.
Ercoskun, M. H. (2016). Adaptation of Self-Control and Self-Management Scale (SCMS) into Turkish Culture: A Study on Reliability and Validity. Educational Sciences: Theory and Practice,
16(4), 1125–1145.
Erozkan, A. (2013). The Effect of Communication Skills and Interpersonal Problem Solving Skills on Social Self-Efficacy. Educational Sciences: Theory and Practice, 13(2), 739–745.
Esquivel, G. (1995). Comment and reflection. Educational Psychology Review, 7, 215–218. doi:10.1007/BF02212496 Feldman, D., and Benjamin, A. (2006).Creativity and education: An
American retrospective. Cambridge Journal of Education, 36, 319–336.
Facione, P. A. (1990). Critical thinking: A statement of expert consensus for purposes of educational assessment and instruction (The Delphi Report). The California Academic Press. Millbrae, CA.
Facione, P. A. (1990b). The California Critical Thinking Skills Test. The California Academic Press. Millbrae, CA.
Facione, P. A. (1998). Critical thinking: What it is and why it counts. Retrieved June, 9, 2004.
Facione, P. A. (2000). The disposition toward critical thinking: Its character, measurement, and relation to critical thinking skill. Informal Logic, 20(1), 61–84.
Facione, P. A. (2011). Critical thinking: What it is and why it counts. Insight Assessment, 2007(1), 1–23.
Facione, P. A., and Facione, N. C. (1992). California Critical Thinking Disposition Inventory. Millbrae, CA: California Academic Press.
Facione, P. A., and Facione, N. C. (2013). Critical thinking for life: Valuing, measuring, and training critical thinking in all its forms. Inquiry: Critical Thinking Across the Disciplines, 28(1), 5–25.
Facione, P. A., Facione, N. C., and Giancarlo, C. A. F. (1996). The motivation to think in working and learning. New directions for higher education, 1996(96), 67–79.
Facione, P. A., Sánchez, C. A., Facione, N. C., and Gainen, J. (1995). The disposition toward critical thinking. The Journal of General Education, 44, 1–25.

89

Facione, P.A. and Facione, N.C. (2001). Analyzing explanations for seemingly irrational choices: Linking argument analysis and cognitive science. International Journal of Applied Philosophy
15, 2, 267–286.
Fadel, C., and Trilling, B. (2012). Twenty-first century skills and competencies. In N. M. Seel (Ed.), Encyclopedia of the sciences of learning, pp. 3353–3356. New York: Springer.
Fall, R. Webb, N., and Chudowsky, N. (1997). Group discussion and large-scale language arts assessment: Effects on students’ comprehension. CSE Technical Report 445. Los Angeles,
CRESST.
Farokhzad, P., and Mardani, R. (2015, July). Effectiveness of Problem-Solving Skills Training on Social Adjustment of High School Students. In International Academic Conference on Social
Sciences (p. 159).
Fehr, E., H. Bernhard and B. Rockenbach. 2008. Egalitarianism in young children. Nature 454: 1079–1083.
Feinstein*, L. and Hammond, C., 2004. The contribution of adult learning to health and social capital. Oxford Review of Education, 30(2), pp.199–221.
Fejgin, N. (1994). Participation in high school competitive sports: A subversion of school mission of contribution to academic goals?, Sociology of Sport Journal, 1994(11), pp.211–230.
Ferrari, A. and others,. (2009). Innovation and Creativity in Education and Training in the EU Member States: Fostering Creative Learning and Supporting Innovative Teaching. Seville: European
Commission.
Field, J. (2005).Social Capital and Lifelong Learning, Bristol, Policy Press.
Field, J., (2003). Civic engagement and lifelong learning: Survey findings on social capital and attitudes towards learning. Studies in the Education of Adults, 35(2), pp.142–156.
Fischhoff, B. (2008). Assessing adolescent decision-making competence. Developmental Review, 28(1), 12–28.
Flanagan, C. and Levine, P. (2010). Civic engagement and the transition to adulthood. The Future of Children, 20(1), 159–179.
Francisco, J.M. (2013). Learning in collaborative settings: Students building on each other›s ideas to promote their mathematical understanding. Educational Studies in Mathematics, 82,
417–438.
Freud, S. (1921). Group psychology and the analysis of the Ego. Standard Edition, 18. London: Hogarth Press, 1955.
Friborg, O., Hjemdal, O., Rosenvinge, J. H., and Martinussen, M. (2003). A new rating scale for adult resilience: what are the central protective resources behind healthy adjustment?.
International journal of methods in psychiatric research, 12(2), 65–76
Fryer, M. (2003). Creativity across the curriculum: A review and analysis of programmes designed to develop creativity. QCA, 2003. Guilford, J. (1975). Creativity: A quarter century of
progress. In: I. Taylor, and J. Getzels (Ed.), Perspectives in Creativity (pp. 37–59). Chicago, IL: Aldine Publishing Company.
Furtwengler, C. B. (1992). How to Observe Cooperative Learning Classrooms. Educational Leadership, 49(7), 59–62.
Gajda, A., Karwowski, M., and Beghetto, R. A. (2016). Creativity and academic achievement: A meta-analysis. Journal of Educational Psychology. Advance online publication. http://dx.doi.
org/10.1037/edu0000133.
Galla, B. M., Plummer, B. D., White, R. E., Meketon, D., D›Mello, S. K., and Duckworth, A. L. (2014). The Academic Diligence Task (ADT): Assessing individual differences in effort on tedious
but important schoolwork. Contemporary educational psychology, 39(4), 314–325.
Gallardo-Virgen, J.A., DeVillar, R. (2011). Sharing, talking, and learning in the elementary school science classroom: Benefits of innovative design and collaboration. Computers in the Schools,
28(4), 278–290.
Galloway, T., Lippman, L., Burke, H., Diener, O. and Gates, S., (2017). Measuring Soft-Skills and Life Skills in International Youth Development Programs: A Review and inventory of Tools.
Galloway, T., Lippman, L., Burke, H., Diener, O. and Gates, S., (2017). Measuring Soft-Skills and Life Skills in International Youth Development Programs: A Review and inventory of Tools.
Galston, W. (2001). Political knowledge, political engagement, and civic education, Annu. Rev. Polit. Sci 2001(4), pp.217–234.
Gambrill, E. (2006). Evidence-based practice and policy: Choices ahead. Research on Social Work Practice, 16, 3, 338–357.
Garaigordobil, M., and Echebarría, A. (1995). Assessment of a peer-helping game program on children’s development. Journal of Research in Childhood Education, 10, 63–69.
Garaigordobil, M., Maganto, C., andEtxeberría, J. (1996). Effects of a cooperative game program on socio-affective relationships and group cooperation capacity. European Journal of
Psychological Assessment, 12, 140– 151.
Garmezy, N. (1991). Resiliency and vulnerability to adverse developmental outcomes associated with poverty. American behavioural scientist, 34(4), 416–430
Gartland, D., Bond, L., Olsson, C. A., Buzwell, S., and Sawyer, S. M. (2011). Development of a multi-dimensional measure of resilience in adolescents: The Adolescent Resilience
Questionnaire. BMC medical research methodology, 11(1), 134.
Garton, A.F., and Gringart, E. (2005). The development of a scale to measure empathy in 8- and 9-year old children, Australian Journal of Education and Developmental Psychology, 5,
pp.17–25.
Gary Bedell (2009). Further validation of the Child and Adolescent Scale of Participation (CASP), Developmental Neurorehabilitation, 12(5), pp. 342–351, DOI:
10.3109/17518420903087277.
Gates, S., Lippman, L., Shadowen, N., Burke, H., Diener, O. and Malkin, M., (2016). Key soft skills for cross-sectoral youth outcomes. Washington, DC: USAID’s YouthPower: Implementation,
YouthPower Action. See https://www. fhi360. org/sites/default/files/media/documents/resource-soft-skills-report. pdf.
Gates, S., Lippman, L., Shadowen, N., Burke, H., Diener, O., and Malkin, M. (2016). Key Soft Skills for Cross-Sectoral Youth Outcomes. Washington, DC: USAID’s YouthPower:
Implementation, YouthPower Action.
Geisler, M., and Allwood, C. M. (2015). Competence and quality in real-life decision-making. PloS one, 10(11).
Ghahfarokhi, F. S., Moradi, N., Alborzkouh, P., Radmehr, S., and Zainali, M. (2015). The impact of training problem-solving skills on self-esteem and behavioural adjustment in teenage girls
who have irresponsible parents or no parents. Journal of medicine and life, 8(Spec Iss 4), 125.
Giancarlo, C. A., Blohm, S. W., and Urdan, T. (2004). Assessing secondary students’ disposition toward critical thinking: Development of the California Measure of Mental Motivation.
Educational and Psychological Measurement, 64(2), 347–364.
Gibson, H. (2005). What creativity isn’t: The presumptions of instrumental and individual justification for creativity in education. British Journal of Educational Studies, 53, 148–167.
doi:10.1111/ j.1467-8527.2005.00288.x.
Gillies, R. M. (2003). Structuring cooperative group work in classrooms. International Journal of Educational Research, 39(1), 35–49.
Girolametto, L. (1997). Development of a parent report measure for profiling the conversational skills of pre-school children. American Journal of Speech-Language Pathology, 6(4), 25–33.
Gliebe, S. K. (2011). The development of self-control in young children. Lutheran Education Journal, Retrieved from http://lej. cuchicago. edu/research-in-education/a-study-of-the-relationshipbetween-cognitive-emotion-regulation-optimism-and-perceived-stress-among. selected-teachers-in-lutheran-schools.
Gokhale, A. A. (1995). Collaborative learning enhances critical thinking.
Gottfredson M, Hirschi T (1990). A General Theory of Crime (Stanford Univ Press, Palo Alto, CA).
Gottmann, J. and others, (1997). Meta-Emotion: How Families Communicate Emotionally. Mahwah, New Jersey: Lawrence Erlbaum Associates, Publishers.
Grainger, T., Barnes, J., and Scoffham, S. (2004). A creative cocktail: Creative teaching in initial teacher education. Journal of Education for Teaching, 30, 243–253.
doi:10.1080/0260747042000309475 Hayes, D. (2004). Understanding creativity and its implications for schools. Improving Schools, 7, 279–286.
Grant, A. M., Curtayne, L., and Burton, G. (2009). Executive coaching enhances goal attainment, resilience and workplace well-being: A randomized controlled study. The Journal of Positive
Psychology, 4, 396–407

90

Greenberg, M. T., Kusche, C. A., Cook, E. T., and Quamma, J. P. (1995). Promoting emotional competence in school-aged children: The effects of the PATHS curriculum. Development and
Psychopathology 7 (1995): 117–36.
Greene, J. O., and Burleson, B. R. (2003). Handbook of communication and social interaction skills. Psychology Press
Greene, J. O., and Burleson, B. R. (eds.). (2003). Handbook of communication and social interaction skills. Psychology Press.
Greiff, S., Wüstenberg, S., Goetz, T., Vainikainen, M-P., Hautamäki, J., and Bornstein, MH. (2015). A longitudinal study of higher-order thinking skills: Working memory and fluid reasoning in
childhood enhance complex problem-solving in adolescence. Front. Psychol. 6:1060.
Gresham, F. M., and Elliott, S. N. (2008). Social Skills Improvement System Rating Scales. Minneapolis, MN: NCS
Griffin, K. W., Botvin, G. J., Nichols, T. R., and Doyle, M. M. (2003). Effectiveness of a universal drug abuse prevention approach for youth at high risk for substance use initiation. Preventive
medicine, 36(1), 1–7
Griffith, R.L., Wolfeld, L., Armon, B.K., Rios, J. and Liu, O.L., (2016). Assessing intercultural competence in higher education: Existing research and future directions. ETS Research Report Series,
2016(2), pp.1–44.
Grotberg, E. H. (1995). A guide to promoting resilience in children: Strengthening the human spirit. The Hague, The Netherlands: Bernard van leer foundation
Guilford, J. P. (1967). The nature of human intelligence. New York, NY: McGraw-Hill.
Gutman, L. M., and Ingrid, S. (2013). The impact of non-cognitive skills on outcomes for young people. Education Endowment Foundation. http://educationendowmentfoundation.org.uk/
uploads/pdf/Non-cognitive_skills_ literature_review.pdf.
Gutman, L.M. and Schoon, I., (2013). The impact of non-cognitive skills on outcomes for young people. Education Endowment Foundation, 59(22.2), p.2019.
Halpern, D. F. (1996). Thought and knowledge: An introduction to critical thinking (3rd ed.) Mahwah, NJ: Erlbaum.
Halpern, D. F. (1998). Teaching for critical thinking: Helping college students develop the skills and dispositions of a teaching critical thinking for transfer across domains: Dispositions, skills,
structure training, and metacognitive monitoring. American Psychologist, 53, 449–455.
Halpern, D. F. (2001). Assessing the effectiveness of critical thinking instruction. The Journal of General Education, 50, 270–286.
Halpern, D. F. (2003). The “how” and “why” of critical thinking assessment. In D. Fasko (Ed.), Critical thinking and reasoning: Current research, theory and practice. Cresskill, NJ: Hampton
Press.
Halpern, D. F. (2006). Is intelligence critical thinking? Why we need a new definition of intelligence. Extending intelligence: Enhancement and new constructs, 293310.
Halpern, D. F. (2007). Halpern critical thinking assessment using everyday situations: Background and scoring standards. Claremont, CA: Claremont McKenna College.
Halpern, D.F. (2003). Thought and knowledge: An introduction to critical thinking (4th Ed.). New Jersey: Laurence Erlbaum Associates.
Halpern-Felsher, B. L., and Cauffman, E. (2001). Costs and benefits of a decision: Decision-making competence in adolescents and adults. Journal of Applied Developmental Psychology, 22(3),
257–273.
Hampf, F., Wiederhold, S. and Woessmann, L., (2017). Skills, earnings, and employment: Exploring causality in the estimation of returns to skills. Large-scale Assessments in Education, 5(1),
p.12.
Hanson, T. L., and Kim, J. O. (2007). Measuring Resilience and Youth Development: The Psychometric Properties of the Healthy Kids Survey. Issues and Answers. REL 2007-No. 34. Regional
Educational Laboratory West
Hart Research Associates. Forthcoming. Falling Short? College Learning and Career Success. Washington, DC: Association of American Colleges and Universities. https://www.aacu.org/
sites/default/files/files/LEAP/2015employerstudentsurvey.pdf
Hart, C. (2008). Affective association: An effective intervention in encountering fragmentation and dissociation, Journal of Child Psychology, 34(2), pp. 259–77.
Hartley, M. T. (2010). Increasing resilience: Strategies for reducing dropout rates for college students with psychiatric disabilities. American Journal of Psychiatric Rehabilitation, 13(4), 295–315.
Haste, H. (2004). Constructing the Citizen, Political Psychology, 25(3), pp. 413–439.
Heckman J. J. (2007). The economics, technology, and neuroscience of human capability formation. Proc Natl Acad Sci US 104:13250–13255.
Heckman J. J., Stixrud J., Urzua S. (2006). The effects of cognitive and noncognitive abilities on labor market outcomes and social behaviour. J Labor Econ 24:411–482.
Heckman, J. J., and Kautz, T. (2012). Hard evidence on soft skills. Labour economics, 19(4), 451–464.
Heckman, J. J., and Kautz, T. (2013). Fostering and measuring skills: Interventions that improve character and cognition (No. w19656). National Bureau of Economic Research.
Held, D. 2010, Cosmopolitanism; Ideals and Realities, Polity, Cambridge.
Henderson, A., Brown, S. D., and Pancer, S. M. (2012). Social and political dimensions of civic engagement: The impact of compulsory community service, Politics and Policy, 40, 93–130.
Heyman, G. D. (2008). Children’s critical thinking when learning from others. Current Directions in Psychological Science, 17(5), 344–347.
Hiltz, S. R., Coppola, N., Rotter, N., Turoff, M., and Benbunan-Fich, R. (2000). Measuring the importance of collaborative learning for the effectiveness of ALN: A multi-measure, multi-method
approach. Journal of Asynchronous Learning Networks, 4(2), 103–125.
Hinrichs, D. W. (1990). Teaching communication skills in the context of introductory sociology. Teaching Sociology, 32–38.
Hirschi, T., and Hindelang, M. J. (1977). Intelligence and delinquency: A revisionist review. American Sociological Review, 571–587.
Hjemdal, O., Friborg, O., Stiles, T. C., Martinussen, M., and Rosenvinge, J. H. (2006). A new scale for adolescent resilience: Grasping the central protective resources behind healthy
development. Measurement and evaluation in Counseling and Development, 39(2), 84
Hobson, C. G., and Zack, D. R. (1993). Educating for democracy: The close up story. The Social Studies, 84(5), 189–195.
Hoffman, M. (2000). Empathy and Moral Development, Cambridge: Cambridge University Press.
Hoffman, M. L. (1984). Empathy, its limitations, and its role in a comprehensive moral theory. In W. M. Kurtines and J. L. Gewirtz (Eds.), Morality, moral behaviour, and moral development (pp.
283–302). New York: Wiley.
Hofmann, W., Schmeichel, B. J., and Baddeley, A. D. (2012). Executive functions and self-regulation. Trends in cognitive sciences, 16(3), 174–180.
Hogan, R. (1969). Development of an empathy scale, Journal of Consulting and Clinical, 33, pp. 307–316.
Holtz, BA, and Lehman E.B. (1995). Development of children’s knowledge and use of strategies for self-control in a resistance-to-distraction task. Merrill·Palmer Quarterly 41: 361–80.
Honig, A., and Lansburgh, T. (1991). The Tasks of Early Childhood: The Development of Self–Control Part II. Day Care and Early Education, 18(4), 21–22.
Hoskins, B. and Mascherini, M. (2009). Measuring Active Citizenship through the development of a Composite Indicator. Social Indicator Research, Vol. 90, 459–488. http://dx.doi.
org/10.1007/s11205-008-9271-2.
Hoskins, B., and Janmaat, J.G., (2019). Education, Democracy and Inequality: Political Engagement and Citizenship Education in Europe. Basingstoke: Palgrave Macmillan.
Hoskins, B., and Janmaat, J.G., (2015). Educational trajectories and inequalities of political engagement among adolescents in England, Social Science Research. http://dx.doi.
org/10.1016/j.ssresearch.2015.11.005
Hoskins, B., Janmaat, J.G. and Villalba, E. (2012). Learning citizenship through social participation outside and inside school: an international, multilevel study of young people›e learning of
citizenship, British Educational Research Journal, 38(3), pp.419–46, DOI: 10.1080/01411926.2010.550271.

91

Hoskins, B., Janmaat, J.G., and Melis, G, ( 2017). Tackling inequalities in political socialisation: A Systematic analysis of Access to and Mitigation Effects of Learning Citizenship at School
Social Science Research. http://dx.doi.org/10.1016/j.ssresearch.2017.09.001
Hu, S. and Kuh, G. (2003). Diversity experiences and college student learning and personal development, Journal of college student development (44), pp.320–334.
Huitt, W. and Dawson, C. (2011, April). Social development: Why it is important and how to impact it. Educational Psychology Interactive. Valdosta, GA: Valdosta State University. Retrieved
from http://www.edpsycinteractive.org/papers/socdev.pdf
Hullman, G. A. (2007). Communicative adaptability scale: Evaluating its use as an ‘other-report’ measure. Communication Reports, 20(2), 51–74.
Hurtes, K. P., and Allen, L. R. (2001). Measuring resiliency in youth: The resiliency attitudes and skills profile. Therapeutic Recreation Journal, 35(4), 333
Hussain, Z. (2004). Synergy of East and West for greater creativity. In: M. Fryer (Ed.), Creativity and Cultural Diversity (pp. 90–97). England: The Creativity Centre Educational Trust Press.
Hwang, S., and Karnofsky, P. (2005). Defining, measuring, and improving collaboration though evaluating the Cornell library collaborative learning computer laboratory. Unpublished Cornell
class report.
Ianni, F. A. J. (1989). The search for structure. New York: The Free Press.
INCA (2009). Primary education: An international perspective. Internet Available: www.inca.org.uk/pdf/probe_singapore.pdf
Independent Schools Data Exchange (INDEX). (2014). MSA – A tool to alter the way schools think about education: 2014 NAIS conference [Slide presentation]. Retrieved from http://
indexgroups.org/msa/docs/2014%20MSA%20 NAIS%20Presentation.pdf
Inglehart, R., C. Haerpfer, A. Moreno, C. Welzel, K. Kizilova, J. Diez-Medrano, M. Lagos, P. Norris, E. Ponarin and B. Puranen and others,. (eds.). 2014. World Values Survey: Round Six Country-Pooled Datafile Version: http://www.worldvaluessurvey.org/WVSDocumentationWV6.jsp. Madrid: JD Systems Institute.
Innabi, H., and Sheikh, O. E. (2007). The change in mathematics teachers› perceptions of critical thinking after 15 years of educational reform in Jordan. Educational Studies in Mathematics,
64(1), 45–68.
Isac, M.M., Maslowski, R. and Werf, G. (2012). Native student attitudes towards equal rights for immigrants. A study in 18 European Countries, Journal of Social Science Education, 11(1), pp.
7–22.
Iskandar, N., Laursen, B., Finkelstein, B., and Fredrickson, L. (1995). Conflict resolution among pre-school children: The appeal of negotiation in hypothetical disputes. Early Education and
Development, 6(4), 359–376.
Iyer, R. B. (2013). Relation between cooperative learning and student achievement. International Journal of Education and Information Studies, 3(1), 21–25.
Jablin, F. M., and Sias, P. M. (2001). The New Handbook of Organizational Competence: Advances in theory, research and methods. Part IV: Communication behaviour in organizations Communicative competence, 1–911.
Jacobs, J. E., and Klaczynski, P. A. (2002). The development of judgment and decision-making during childhood and adolescence. Current directions in psychological science, 11(4),
145–149.
Jacobson, D., Parker, A., Spetzler, C., De Bruin, W. B., Hollenbeck, K., Heckerman, D., and Fischhoff, B. (2012). Improved learning in US history and decision competence with decisionfocused curriculum. PloS one, 7(9), 457–475.
Janmaat, J.G. (2012). The effect of classroom diversity on tolerance and participation in England, Sweden and Germany, Journal of Ethnic and Migration Studies, 38(1), pp.21–39.
Janmaat, J.G. (2014). Do ethnically mixed classrooms promote inclusive attitudes towards immigrants everywhere? A study among native adolescents in 14 countries, European Sociological
Review, 30(6), pp. 810–822.
Jeffrey, B. (2005). The redress of creative teaching and learning through specialist programmes and strategic partnerships. Paper given at the creativity in education seminar series. University of
the West of England.
Jeffrey, B. (2006). Creative teaching and learning: Towards a common discourse and practice. Cambridge Journal of Education, 36, 399–414.
Jew, C. L., Green, K. E., and Kroger, J. (1999). Development and validation of a measure of resiliency. Measurement and evaluation in counseling and development, 32(2), 75
John-Akinola, Y.O and Nic-Gabhainn, S (2014). Children›s participation in school: A cross-sectional study of the relationship between school environments, participation and health and wellbeing outcomes, BMC Public Health (2014, 14:964.
Johnson, D. W., and Johnson, R. T. (1989). Cooperation and competition: Theory and research. Interaction Book Company.
Johnson, D. W., and Johnson, R. T. (1990). Social skills for successful group work. Educational leadership, 47(4), 29–33.
Johnson, D. W., and Johnson, R. T. (1992). Positive interdependence: Key to effective cooperation. Interaction in cooperative groups: The theoretical anatomy of group learning, 174–199.
Johnson, D. W., and Johnson, R. T. (1999). Learning together and alone: Cooperative, competitive, and individualistic learning. Boston: Allyn and Bacon.
Johnson, D. W., and Johnson, R. T. (1999). Making cooperative learning work. Theory into practice, 38(2), 67–73.
Johnson, D. W., Johnson, R. T., and Stanne, M. B. (2000). Cooperative learning methods: A meta-analysis. Retrieved from: http://www.clcrc.com/pages/cl-methods.html
Johnson, D. W., Johnson, R., Dudley, B., and Acikgoz, K. (1994). Effects of conflict resolution training on elementary school students. The Journal of Social Psychology, 134(6), 803–817.
Johnson, D. W., Johnson, R., Dudley, B., Mitchell, J., and Fredrickson, J. (1997). The impact of conflict resolution training on middle school students. The Journal of Social Psychology, 137(1),
11–21.
Johnson, D.W., Johnson, R.T., and Holubec, E.J. (2008). Cooperation in the classroom (8th edition). Edina, MN: Interaction.
Johnson, D.W., Johnson, R.T., and Smith, K.A. (2006). Active learning: Cooperation in the university classroom (3rd edition). Edina, MN: Interaction.
Johnson, D.W., Johnson, R.T., and Smith, K.A. (2014). Cooperative learning: Improving university instruction by basing practice on validated theory. Journal on Excellence in College Teaching
25, 85–118.
Johnson, R. T., and Johnson, D. W. (1994). An overview of cooperative learning. In J. S. Thousand, R. A. Villa, and A. I. Nevin (Eds.), Creativity and collaborative learning: A practical guide to
empowering students and teachers (pp. 31–44). Baltimore, MD: Brookes Press.
Jolliffe, D. and Farrington, D.P. (2006). Development and validation of the basic empathy scale, Journal of Adolescence, 29(2006), pp.589–611.
Kagan, S. (1994). Cooperative Learning. San Clemente, California: Kagan Publishing.
Kabat-Zinn, J. (2003). Mindfulness-based stress reduction. Constructivism in the Human Sciences, 8(2), 73–83.
Kaila, H. (2005). Democratizing schools across the world to stop killing creativity in children: An Indian perspective. Counseling Psychology Quarterly, 18, 1–6.
Kam, C.D., and Palmer, C.L. (2008). Reconsidering the effects of education on political participation. Journal of Politics, 70(3), 612–631.
Kandel, E., Mednick, S. A., Kirkegaard-Sorensen, L., Hutchings, B., Knop, J., Rosenberg, R., and Schulsinger, F. (1988). IQ as a protective factor for subjects at high risk for antisocial behaviour.
Journal of consulting and clinical psychology, 56(2), 224.
Kanfer, F. H. (1970). Self-regulation: Research, issues, and speculations. Behavior modification in clinical psychology, 178–220.
Karantzas, G. C., Avery, M. R., Macfarlane, S., Mussap, A., Tooley, G., Hazelwood, Z. and Fitness, J. (2013), Enhancing critical analysis and problem-solving skills in undergraduate
psychology: An evaluation of a collaborative learning and problem-based learning approach. Australian Journal of Psychology, 65: 38–45. doi:10.1111/ajpy.12009
Karoly, P. (1993). Mechanisms of self-regulation: A systems view. Annual Review of Psychology, 44(1), 23–52.
Katz, L. G. (1986). Implications of recent research for kindergarten curriculum. Urbana, IL: ERIC Clearinghouse on Elementary Education. (ERIC Document Reproduction Service No. ED274463)

92

Kautz, T., and Zanoni, W. (2014). Measuring and fostering non-cognitive skills in adolescence: Evidence from Chicago Public Schools and the OneGoal Program. University of Chicago.
Kautz, T., Heckman, J. J., Diris, R., Ter Weel, B., and Borghans, L. (2014). Fostering and measuring skills: Improving cognitive and non-cognitive skills to promote lifetime success (No. w20749).
National Bureau of Economic Research.
Kautz, T., Heckman, J. J., Diris, R., Ter Weel, B., and Borghans, L. (2014). Fostering and measuring skills: Improving cognitive and non-cognitive skills to promote lifetime success (No. w20749).
National Bureau of Economic Research.
Keating, A., and Janmaat, J.G. (2016). Education through citizenship at school: Do school activities have a lasting impact on youth political engagement? In: Parliamentary Affairs, 69(2),
409–429. doi: 10.1093/pa/gsv017 [Open access].
Keen, R. (2011). The development of problem solving in young children: A critical cognitive skill. Annual Review of psychology, 62, 1–21.
Kelvin, W. T. (1883). Popular lectures and addresses (Vol. 1). London, England: Macmillan.
Kennedy, M., Fisher, M. B., and Ennis, R. H. (1991). Critical thinking: Literature review and needed research. In L. Idol and B.F. Jones (Eds.), Educational values and cognitive instruction:
Implications for reform (pp. 11–40). Hillsdale, New Jersey: Lawrence Erlbaum and Associates.
Kettler, T. (2014). Critical thinking skills among elementary school students: Comparing identified gifted and general education student performance. Gifted Child Quarterly, 58(2), 127–136.
King, P. M., and Kitchener, K. S. (2004). Reflective judgment: Theory and research on the development of epistemic assumptions through adulthood. Educational psychologist, 39(1), 5–18.
Klesner, J.L. (2006). Social Capital and Political Participation in Latin America. In proceedings of 2002 Annual Meeting of the American Political Science Association, Boston, MA, 2002.
Retrieved from http://apsaproceedings.cup.org/Site/abstracts/037/037014KlesnerJos.htm at May 10 2003.
Knezek, G. and Miyashita, K (1994). A preliminary study of the Computer Attitude Questionnaire. In Knezek, G. (Ed.). Studies on children and computers: The 1993–94 Fulbright Series.
Denton, TX: Texas Center for Educational Technology.
Kohut, H. (1959). Introspection, empathy and psychoanalysis – An examination of the relationship between mode of observation and theory, J. Amer. Psychoanal., 7, pp. 459–483.
Kokkonen, A., Esaiasson, P. and Gilljam, M. (2010). Ethnic Diversity and Democratic Citizenship: Evidence from a Social Laboratory, Scandinavian Political Studies, 33, 331–335.
Köse, E. (2016). The effect of decision-making competence on managerial performance. International Journal of Commerce and Finance, 2(2), 1.
Kouros, C., Abrami, P. C., Glashan, A., and Wade, A. (2006). How do students really feel about working in small groups? The role of student attitudes and behaviours in cooperative classroom
settings. In annual meeting of the American Educational Research Association, San Francisco, California.
Kral, T.R., Stodola, D.E., Birn, R.M., Mumford, J.A., Solis, E., Flook, L., Patsenko, E.G., Anderson, C.G., Steinkuehler, C. and Davidson, R.J., (2018). Neural correlates of video game empathy
training in adolescents: A randomized trial. NPJ science of learning, 3.
Kramarski, B., and Mevarech, Z. R. (2003). Enhancing mathematical reasoning in the classroom: The effects of cooperative learning and metacognitive training. American Educational Research
Journal, 40(1), 281–310.
Krings, A., Austic, E. A., Gutiérrez, L. M., and Dirksen, K. E. (2015). The comparative impacts of social justice educational methods on political participation, civic engagement, and multicultural
activism, Equity and Excellence in Education, 48(3), 403–417. doi:10.1080/10665684.2015.1057087.
Krueger, R. F., Caspi, A., Moffitt, T. E., White, J., and Stouthamer-Loeber, M. (1996). Delay of Gratification, Psychopathology, and Personality: Is Low Self-Control Specific to Externalizing
Problems?. Journal of personality, 64(1), 107–129.
Ku, K. Y. (2009). Assessing students’ critical thinking performance: Urging for measurements using multi-response format. Thinking skills and creativity, 4(1), 70–76.
Ku, K. Y., and Ho, I. T. (2010). Dispositional factors predicting Chinese students’ critical thinking performance. Personality and Individual Differences, 48(1), 54–58.
Ku, K. Y., and Ho, I. T. (2010). Metacognitive strategies that enhance critical thinking. Metacognition and Learning, 5(3), 251–267.
Ku, K. Y., Ho, I. T., Hau, K. T., and Lai, E. C. (2014). Integrating direct and inquiry–based instruction in the teaching of critical thinking: an intervention study. Instructional Science 42, no. 2,
251–269.
Kuh, G.D., Kinzie, J., Buckley, J., Bridges, B., and Hayek, J.C. (2007). Piecing together the student success puzzle: Research, propositions, and recommendations (ASHE Higher Education
Report, No. 32). San Francisco, CA: Jossey-Bass.
Kuhn, D. and Dean, D. (2004). A bridge between cognitive psychology and educational practice. Theory into Practice, 43(4), 268–273.
Kuhn, D., and Dean, Jr, D. (2004). Metacognition: A bridge between cognitive psychology and educational practice. Theory into practice, 43(4), 268–273.
Kumpfer, K. L. (1998). Prevention Interventions: The Strengthening Families Program. Drug abuse prevention through family interventions, 160–207.
Kurtz, J. and Corps, M. (2012). Civic engagement of youth in the Middle East and North Africa: An analysis of key drivers and outcomes. March 2012.
Lai, E. and Viering, M., (2012). Assessing 21st Century Skills: Integrating Research Findings National Council on Measurement in Education. Vancouver, BC Available at: http://
researchnetwork. pearson. com/wp-content/uploads/Assessing_21st_Century_ Skills_NCME. pdf.
Lai, E. R. (2011). Collaboration: A literature review. Retrieved from Pearson: Research Reports website: http://images. pearsonassessments. com/images/tmrs/Collaboration-Review. pdf.
Lai, E. R. (2011). Critical thinking: A literature review. Pearson’s Research Reports, 6, 40–41.
Lai, E. R., and Viering, M. (2012). Assessing 21st century skills: Integrating research findings. In annual meeting of the National Council on Measurement in Education, Vancouver, BC, Canada.
Lakin, R. and Mahoney, A. (2006). Empowering youth to change their world: Identifying key components of a community service program to promote positive development, Journal of School
Psychology, 44, pp. 513–31.
Landry S. H., Smith, K. E., and Swank, P. R., (2006). Responsive parenting: Establishing early foundations for social, communication, and independent problem-solving skills, Developmental
Psychology, Vol. 42, No. 4, 627–642.
Landy, R. J., and Borisoff, D. J. (1987). Reach for speech: Communication skills through sociodrama. The English Journal, 76(5), 68–71.
Larson, C. E., Backlund, P. M., Redmond, M. K., and Barbour, A. (1978). Assessing communicative competence. Falls Church, VA: Speech Communication Association and ERIC.
Lauglo, J. and Øia, T. (2006). Education and civic engagement among Norwegian youths. Oslo: Norwegian Social Research.
Lee, Y.H. and Lee, C.S. (2015). Mediating effects of self-esteem and peer support in relationship between racial diversity and social distance of elementary school students›, Indian Journal of
Science and Technology, 8(20), DOI:10.17485/ijst/2015/v8i20/78371, August 2015.
Lefebvre-Pinard, M., and Reid, L. (1980). A comparison of three methods of training communication skills: Social conflict, modeling, and conflict-modeling. Child Development, 179–187.
Leith, K. P., and Baumeister, R. F. (1998). Empathy, shame, guilt, and narratives of interpersonal conflicts: Guilt-prone people are better at perspective taking. Journal of personality, 66(1), 1–37.
Lemmon, K., and Moore, C. (2007). The Development of Prudence in the Face of Varying Future Rewards. Developmental Science, 10(4), 502–511.
Lewicki, R. J. (1986). Challenges of teaching negotiation. Negotiation Journal, 2(1), 15–27.
Lewicki, R. J. (1997). Teaching negotiation and dispute resolution in colleges of business: The state of the practice. Negotiation Journal, 13(3), 253–269.
Lewis, A., and Smith, D. (1993). Defining higher order thinking. Theory into practice, 32(3), 131–137.
Linares, L. O., Rosbruch, N., Stern, M. B., Edwards, M. E., Walker, G., Abikoff, H. B., and Alvir, J. M. J. (2005). Developing cognitive-social-emotional competencies to enhance academic
learning. Psychology in the Schools, 42(4), 405–417.
Lippman, L.H., Ryberg, R., Carney, R. and Moore, K.A., (2015). Workforce Connections: Key “soft skills” that foster youth workforce success: Toward a consensus across fields. Washington,
DC: Child Trends.

93

Liu, O. L., Frankel, L., and Roohr, K. C. (2014). Assessing Critical Thinking in Higher Education: Current State and Directions for Next-Generation Assessment. ETS Research Report Series,
2014(1), 1–23.
Long, J. V. F., and Vaillant, G. E. (1984). Natural history of male psychological health, XI: Escape from the underclass. American Journal of Psychiatry, 141, 341–346.
LoSciuto, L., Hilbert, S. M., Fox, M. M., Porcellini, L., and Lanphear, A. (1999). A two-year evaluation of the Wood Rock Youth Development Project, The Journal of Early Adolescence, 19(4),
pp. 488–507. Doi: 10.1177/0272431699019004004
Loveless (2002). Literature review in creativity, new technologies and learning Internet Available: www.future lab.org.uk/research/lit_revi ews.htm
Luthar, S. S., Cicchetti, D., and Becker, B. (2000). The construct of resilience: A critical evaluation and guidelines for future work. Child development, 71(3), 543–562
Luthar, Suniya S. Cicchetti, Dante (Ed); Cohen, Donald J. (Ed). (2006). Resilience in development: A synthesis of research across five decades Developmental psychopathology: Risk, disorder,
and adaptation, Vol. 3, 2nd ed., 739–795
Magno, C. (2010). The role of metacognitive skills in developing critical thinking. Metacognition and learning, 5(2), 137–156.
Mahoney, M. J., and Thoresen, C. E. (1972). Behavioral Self-Control: Power to the Person. Educational Researcher, 1(10), 5–7.
Mainert, J., Kretzschmar, A., Neubert, J. C., and Greiff, S. (2015). Linking complex problem solving and general mental ability to career advancement: Does a transversal skill reveal incremental
predictive validity? International Journal of Lifelong Education, 34(4), 393–411.
Mann, L., Harmoni, R. O. S., Power, C., Beswick, G., and Ormond, C. (1988). Effectiveness of the GOFER course in decision-making for high school students. Journal of Behavioral DecisionMaking, 1(3), 159–168.
Mann, L., Harmoni, R., Power, C., Beswick, G., and Ormond, C. (1988). Effectiveness of the GOFER course in decision-making for high school students. Journal of Behavioral Decision-making,
1(3), 159–168.
Marin, L. M., and Halpern, D. F. (2011). Pedagogy for developing critical thinking in adolescents: Explicit instruction produces greatest gains. Thinking Skills and Creativity, 6(1), 1–13.
Masten, A. S., and Coatsworth, J. D. (1998). The development of competence in favourable and unfavourable environments: Lessons from research on successful children. American
psychologist, 53(2), 205.
Masten, A. S., Best, K. M., and Garmezy, N. (1990). Resilience and development: Contributions from the study of children who overcome adversity. Development and psychopathology, 2(4),
425–444.
Masters, G.N., (2013). Reforming educational assessment: Imperatives, principles and challenges. Australian education review: no. 57. Retrieved from Australian Council for Educational
Research website: http://research. acer. edu. au/aer/12.
Maylor, U., Read, B., Mendick, H., Ross, A. and Rollock, N. (2006). Diversity and Citizenship in the Curriculum: Research Review. Other. Department for Education and Skills, Nottingham, UK.
McCabe, Lisa A., Cunnington, Marisol and Brooks-Gunn, Jeanne (2004). «The Development of Self-Regulation in Young Children: Individual Characteristics and Environmental Contexts.» in
Handbook of Self-Regulation: Research, Theory, and Applications. New York, NY, Guilford Press: 340–356.
McCarl, J. J., Svobodny, L., and Beare, P. L. (1991). Self-recording in a classroom for students with mild to moderate mental handicaps: Effects on productivity and on-task behaviour. Education
and Training in Mental Retardation, 79–88.
McCartney K. Effect of quality of day care environment on children›s language development. (1984) Developmental Psychology. 20(2): 244–260.
McClelland, Piccinin, Acock and Stallings (2011). Relations between pre-school attention and later school achievement and educational outcomes.
McCoach, M. (2008). The effects of self-management strategies for high school students with disabilities. Rowan University.
McCroskey, J. C., and Andersen, J. F. (1976). The relationship between communication apprehension and academic achievement among college students. Human communication research,
3(1), 73–81.
McCroskey, J. C., and McCroskey, L. L. (1988). Self report as an approach to measuring communication skill. Journal of Communication Research Reports, 5(2), 108–113
McDaniel, M.A., Hartman, N.S., Whetzel, D.L. and GRUBB III, W.L., (2007). Situational judgment tests, response instructions, and validity: A meta-analysis. Personnel psychology, 60(1),
pp.63–91.
McDaniel, M.A., Morgeson, F.P., Finnegan, E.B., Campion, M.A. and Braverman, E.P., (2001). Use of situational judgment tests to predict job performance: A clarification of the literature.
Journal of Applied Psychology, 86(4), p.730.
McGuinness, C. (2013). Teaching thinking: Learning how to think. Presented at The Psychological Society of Ireland and British Psychological Association’s Public Lecture Series, Galway, Ireland,
6th March.
McLaughlin, T. F. (1984). A comparison of self-recording and self-recording plus consequences for on-task and assignment completion. Contemporary Educational Psychology, 9(2), 185–192.
Mehrabian, A., and Epstein, N. (1972). A measure of emotional empathy. Journal of Personality, 40, pp. 525–543.
Mendelson, T., Greenberg, M. T., Dariotis, J. K., Gould, L. F., Rhoades, B. L., and Leaf, P. J. (2010). Feasibility and preliminary outcomes of a school-based mindfulness intervention for urban
youth. Journal of abnormal child psychology, 38(7), 985–94. doi:10.1007/s10802-010-9418-x
Mezo, P. G. (2009). The self-control and self-management scale (SCMS): Development of an adaptive self-regulatory coping skills instrument. Journal of psychopathology and behavioural
assessment, 31(2), 83–93.
Miliotis, D. M. (1996). Parenting and children’s educational outcomes in homeless families (Doctoral dissertation, ProQuest Information and Learning).
Miller, E. K., and Cohen, J. D. (2001). An integrative theory of prefrontal cortex function. Annual Review of Neuroscience, 24(1), 167–202.
Miri, B., David, B. C., and Uri, Z. (2007). Purposely teaching for the promotion of higher-order thinking skills: A case of critical thinking. Research in science education, 37(4).
Mirra, N., Garcia, A., and Morrell, E. (2015). Doing youth participatory action research: Transforming inquiry with researchers, educators, and students. New York, NY: Routledge.
Mischel, H.N., and W. Mischel. (1983). Development of children›s knowledge of self-control strategies. Child Development 54: 603–19
Mischel, W., Shoda, Y., and Rodriguez, M. L. (1989). Delay of gratification in children. Science, 244, 933–938.
Miyake, A., Friedman, N. P., Emerson, M. J., Witzki, A. H., Howerter, A., and Wager, T. D. (2000). The unity and diversity of executive functions and their contributions to complex “frontal
lobe” tasks: A latent variable analysis. Cognitive psychology, 41(1), 49–100.
Miyamoto, K., Huerta, M., Kubacka, K., Ikesako, H., and Oliveira, E. (2015). Skills for social progress: the power of social and emotional skills.
MOE (2009). Desired outcomes of education. Internet Available: http://www.moe.gov.sg/education/desired-outcomes/
Moffitt, T. E., Arseneault, L., Belsky, D., Dickson, N., Hancox, R. J., Harrington, H., ... and Sears, M. R. (2011). A gradient of childhood self-control predicts health, wealth, and public safety.
Proceedings of the National Academy of Sciences, 108(7), 2693–2698.
Moffitt, T.E., Arseneault, L., Belsky, D., Dickson, N., Hancox, R.J., Harrington, H., Houts, R., Poulton, R., Roberts, B.W., Ross, S. and Sears, M.R., (2011). A gradient of childhood self-control
predicts health, wealth, and public safety. Proceedings of the National Academy of Sciences, 108(7), pp.2693–2698.
Moilanen, K. L. (2007). The adolescent self-regulatory inventory: The development and validation of a questionnaire of short-term and long-term self-regulation. Journal of Youth and Adolescence,
36(6), 835–848.
Molnar, G., Greiff, S., and Csapo, B. (2013). Inductive reasoning, domain specific and complex problem solving: relations and development. Thinking Skills and Creativity, Vol. 9. pp 35–45.
Moseley, D., Elliott, J., Gregson, M., and Higgins, S. (2005). Thinking skills frameworks for use in education and training. British Educational Research Journal, 31(3), 367–390.
Mullis, I. V. S., Cotter, K. E., Centurino, V. A. S., Fishbein, B. G., and Liu, J. (2016). Using Scale Anchoring to Interpret the TIMSS 2015 Achievement Scales. In M. O. Martin, I. V. S. Mullis,

94

and M. Hooper (Eds.), Methods and Procedures in TIMSS 2015 (pp. 14.1–14.47). Retrieved from Boston College, TIMSS and PIRLS International Study Center website: http://timss.bc.edu/
publications/timss/2015-methods/chapter-14.html.
Multon, K. D., Brown, S. D., and Lent, R. W. (1991). Relation of self-efficacy beliefs to academic outcomes: A meta-analytic investigation.
Munroe, A. and Pearson, C. (2006). The Munroe Multicultural Attitude Scale Questionnaire: new instrument for multicultural studies, Educational and Psychological Measurement, 66(5),
pp.819–834.
Murphy, B. C., and Eisenberg, N. (1997). Young children›s emotionality, regulation and social functioning and their responses when they are targets of a peer›s anger. Social Development,
6(1), 18–36.
Murphy, S., and Faulkner, D. (2000). Learning to collaborate: Can young children develop better communication strategies through collaboration with a more popular peer. European Journal of
Psychology of Education, 15(4), 389–404.
NACCCE, (1999). All our futures: Creativity, culture and education. Internet Available: www.cypni.org.uk/downloads/alloutfutures.pdf NCSL (2004). Developing creativity for learning in the
primary school: A practical guide for school leaders. Internet Available: ww- w.ncsl.org.uk/media-1d7-d8-developing-creativity-in-the-primary-sc hool.pdf
Nadler, J., Thompson, L., and Boven, L. V. (2003). Learning negotiation skills: Four models of knowledge creation and transfer. Management Science, 49(4), 529–540
Nakkula, M. J., and Nikitopoulos, C. E. (2001). Negotiation training and interpersonal development: An exploratory study of early adolescents in Argentina. Adolescence, 36(141), 1.
National Academy of Sciences, National Academy of Engineering, Institute of Medicine, (2005). Rising above the gathering storm: Energizing and employing America for a brighter economic
future. Committee on Prospering in the Global Economy for the 21st Century, Washington, DC.
Neck, C. P., and Houghton, J. D. (2006). Two decades of self-leadership theory and research: Past developments, present trends, and future possibilities. Journal of Managerial Psychology,
21(4), 270–295.
Nelson, C. E. (1994). Critical thinking and collaborative learning. New Directions for Teaching and Learning, 1994(59), 45–58.
NESTA (2009). Barriers to the realisation of creative ideas. National Endowment for Science, Technology and the Art.
Neumann, D. L., Chan, R. C. K., Boyle, G. J., Wang, Y., Westbury, H. R. (2015). Measures of empathy: Self-report, behavioural, and neuroscientific approaches. In G.J. Boyle, D.H. Saklofske,
and G. Matthews (Eds.), Measures of personality and socialpsychological constructs (pp. 257–289), Amsterdam, The Netherlands: Elsevier/Academic.
Newcomb, A. F., Bukowski, W. M., and Pattee, L. (1993). Children›s peer relations: A meta-analytic review of popular, rejected, neglected, controversial, and average sociometric status
NICHD Early Child Care Research Network. The relation of child care to cognitive and language development. (2000). Child Development. 71(4): 960–980.
Niemi, R.G. and Junn, J. (1998). Civic Education: What Makes Students Learn. New Haven: Yale University Press.
Nieto, A. M., and Saiz, C. (2008). Evaluation of Halpern›s “structural component” for improving critical thinking. The Spanish Journal of Psychology, 11(01), 266–274.
Nollan, K. A., Horn, M., Downs, A. C., Pecora, P. J., and Bressani, R. V. (2002). Ansell-Casey Life Skills Assessment (ACLSA) and Lifeskills Guidebook Manual. Seattle, WA: Casey Family
Programs.
Novak, S.P., and Clayton, R. R. (2001). The influence of school environment and self-regulation on transitions between stages of cigarette smoking: A multilevel analysis. Healthy Psychology, 20,
196–207.
O’Donnell, S., and Micklethwaite, C. (1999). Arts and creativity in education: An international perspective. Internet Available: www.inca.or g.uk/pdf/1999_creativity_and_arts.pdf
Obiekezie, E.O, and Timothy, A.E. (2015). Fostering ethnic and religious harmony through classroom language experiences, Journal of Education and Practice, 6(25), pp. 55–62.
Ochsner, K. N. and Gross, J. J. The cognitive control of emotion. Trends Cogn. Sci. 9, 242–249 (2005).
O›Conner, R., De Feyter, J., Carr, A., Luo, J. L., and Romm, H. (2017). A Review of the Literature on Social and Emotional Learning for Students Ages 3–8: Outcomes for Different Student
Populations and Settings (Part 4 of 4). REL 2017–248. Regional Educational Laboratory Mid-Atlantic.
OECD (2017). Global competence for an inclusive world, available at http://www.oecd.org/pisa/aboutpisa/Global-competency-for-an-inclusive-world.pdf?dm_
i=LQE,49SDR,IOT79L,FLZFR,1.
OECD. (2015). PISA 2015: draft collaborative problem-solving framework. Available at https://www.oecd.org/pisa/pisaproducts/Draft%20PISA%202015%20Collaborative%20Problem
%20Solving%20Framework%20.pdf.
Ogilvy, C. M. (1994). Social skills training with children and adolescents: A review of the evidence on effectiveness. Educational Psychology, 14(1), 73–83.
Oh, J., Chopik, W.J., Konrath, S. and Grimm, K.J., (2019). Longitudinal Changes in Empathy Across the Life Span in Six Samples of Human Development. Social Psychological and Personality
Science, p.1948550619849429.
Olatoye, R. A., Akintunde, S. O. and Ogunsanya, E. A. (2010). Relationship between creativity and academic achievement of business administration students in South Western Polytechnics,
Nigeria. African Research Review, 4(3), 134–149.
Oral, G. (2006). Creativity of Turkish prospective teachers. Creativity Research Journal, 18, 65–73. doi:10.1207/s15326934crj1801_8
Oshima, J., Oshima, R., Murayama, I., Inagaki, S., Takenaka, M., Nakayama, H., and Yamaguchi, E. (2004). Design experiments in Japanese elementary science education with computer
support for collaborative learning: Hypothesis testing and collaborative construction. International Journal of Science Education, 20(10), 1199–1221
Oshio, A., Kaneko, H., Nagamine, S., and Nakaya, M. (2003). Construct validity of the adolescent resilience scale. Psychological reports, 93(3_suppl), 1217–1222
Oxford, R. L., and Nyikos, M. (1997). Interaction, Collaboration, and Cooperation: Learning Languages and Preparing Language Teachers: Introduction to the Special Issue. Modern Language
Journal, 440–442.
Patterson, J. M., and McCubbin, H. I. (1987). Adolescent coping style and behaviours: Conceptualization and measurement. Journal of adolescence, 10(2), 163–186.
Paige, R.M. (2004). Instrumentation in intercultural training, In D. Landis, J.M. Bennett and M.J. Bennett (Eds.), Handbook of intercultural training (3rd ed.) (pp.85–128). Thousand Oaks, CA:
Sage.
Pangallo, A., Zibarras, L., Lewis, R., and Flaxman, P. (2015). Resilience through the lens of interactionism: A systematic review. Psychological Assessment, 27(1), 1.
Parker, A. M., and Fischhoff, B. (2005). Decision-making competence: External validation through an individual-differences approach. Journal of Behavioral Decision-making, 18(1), 1–27.
Parkhurst, H. (1999). Confusion, lack of consensus, and the definition of creativity as a construct. Journal of Creative Behavior, 33, 1–21 Parnes, S. (1970). Education and creativity. In: P.
Vernon (Ed.), Creativity: Selected Readings, Penguin Books (pp. 341–354). Harmondsworth.
Partnership for 21st Century Skills. (2004). Moving education forward. Retrieved from http://www.p21.org.
Patterson, F., Ashworth, V., Zibarras, L., Coan, P., Kerrin, M. and O’neill, P (2012). Evaluations of situational judgement tests to assess non-academic attributes in selection. Medical education,
46(9), pp.850–868.
Paul, R. (1992). Critical thinking: What, why, and how. New directions for community colleges, 1992(77), 3–24.
Peredo, A. M., and M. McLean, M. (2006). “Social Entrepreneurship: A Critical Review of the Concept.” Journal of World Business 41(1): 56–65.
http://www.performwell.org/index.php/identify-outcomes/psychological-and-emotional-development/34-self-management
Perkins, D. N., and Ritchhart, R. (2004). When is good thinking? In D. Y. Dai and R. J. Sternberg (Eds.), Motivation, emotion, and cognition: Integrative perspectives on intellectual functioning
and development. Mahwah, NJ: Erlbaum.
Persson, M. (2013). Testing the relationship between education and political participation using the 1970 British cohort study. Political Behavior, doi: 10.1007/s11109-013-9254-0.
Persson, M. (2014). Testing the relationship between education and political participation using the 1970 British Cohort Study. Political Behavior, doi: 10.1007/S11109-013-9254-0.

95

Published online by Springer US, September 2013.
Petway, K. T., Rikoon, S. H., Brenneman, M. W., Burrus, J., and Roberts, R. D. (2016). Development of the Mission Skills Assessment and Evidence of Its Reliability and Internal Structure. ETS
Research Report Series, 2016(1), 1–15.
Pifarre, M., and Staarman, J.K. (2010). Wiki-supported learning in primary education: How a dialogic space is created for thinking together. International Journal of Computer-Supported
Collaborative Learning 6, no. 2 (2011): 187.
Pikkert, J. J., and Foster, L. (1996). Critical thinking skills among third year Indonesian English students. RELC Journal, 27(2), 56–64.
Pipe, T. B., Buchda, V. L., Launder, S., Hudak, B., Hulvey, L., Karns, K. E., and Pendergast, D. (2012). Building personal and professional resources of resilience and agility in the healthcare
workplace. Stress and Health, 28(1), 11–22
Piquero, A. R., Jennings, W. G., and Farrington, D. P. (2010). On the malleability of self-control: Theoretical and policy implications regarding a general theory of crime. Justice Quarterly, 27(6),
803–834.
PISA 2015 Collaborative Problem Solving Framework. Retrieved from the World Wide Web on August 15, 2017. From https://www.oecd.org/pisa/pisaproducts/Draft%20PISA%20
2015%20Collaborative%2...
Pithers, R. T., and Soden, R. (2000). Critical thinking in education: A review. Educational Research, 42, 237–249.
Plattner, H., Meinel, C., and Leifer, L. (2013). Design thinking research: Building innovations eco-systems. Springer.
Plomin, R (1990). Nature and nurture: An introduction to human behavioural genetics. Pacific Grove, CA: Brooks/Cole.
Plucker, J., Kennedy, C., and Dilley, A. (2015). What we know about collaboration. 4Cs Research. Washington DC: Partnership for 21st Century Learning.
Polatcan, M., Öztürk. ve Saylık, A. (2016). Ö-retmen adaylarının kamu personeli seçme sınavına (KPSS) ili-kin görü-leri. Route Educational and Social Science Journal, 3(1), 126–138.
Poole, M. (1980). Creativity across the curriculum. London: George Allen and Unwin.
Posner, Michael I. and Rothbart, Mary K. (2000). Developing Mechanisms of Self-Regulation. Development and Psychopathology 12(3): 427–441.
Powers, W., and Smythe, M. J. (1980). Communication apprehension and achievement in a performance-oriented basic communication course. Human Communication Research, 6(2),
146–152.
Prater, M. A., Hogan, S., and Miller, S. R. (1992). Using self-monitoring to improve on-task behaviour and academic skills of an adolescent with mild handicaps across special and regular
education settings. Education and Treatment of Children, 43–55.
Proyor, H. J. and Saenz, B.V. (nd) Using CIRP Data for Accreditation, Assessment, and Accountability.
QCA (1999). The national curriculum: Handbook for primary teachers in England, key stages 1 and 2, QCA.QCDA (2009). National Curriculum.
Raffaelli, M., Crockett, L. J. and Shen, Y. L. (2005). Developmental stability and change in self-regulation from childhood to adolescence. J. Genet. Psychol. 166, 54–75.
Rameson, L.T. and Lieberman, M.D. (2009). Empathy: A social cognitive neuroscience approach, Social and Personality Psychology Compass, 3(1), pp.94–110.
Rasoal, C., Jungert, T., Hau, S. and Andersson, G. (2011). Development of a Swedish version of the scale of ethnocultural empathy, Psychology, 2(6), pp.568–573.
Rebecca B. Rubin (1982). Assessing speaking and listening competence at the college level: The communication competency assessment instrument, Communication Education, 31:1, 19–32
Reed, I.C. (2005). Creativity: self-perceptions over time. INT’L. J> AGING AND HUMAN DEVELOPMENT, 60(1), 1–18.
Reik, T. (1948). Listening with the third ear. New York: Grove Press.
Renaud, R. D., and Murray, H. G. (2008). A comparison of a subject-specific and a general measure of critical thinking. Thinking Skills and Creativity, 3(2), 85–93.
Richardson, V., 2005. Constructivist teaching and teacher education: Theory and practice. In Constructivist teacher education (pp. 13–24). Routledge.
Robertson, I. T., Cooper, C. L., Sarkar, M., and Curran, T. (2015). Resilience training in the workplace from 2003 to 2014: A systematic review. Journal of Occupational and Organizational
Psychology, 88, 533–562
Robinson, K. (2001). Unlocking creativity: A strategy for development. Belfast: Department of Culture Arts and Leisure.
Rogers, C. (1957). The necessary and sufficient conditions for therapeutic personality change, Journal of Consulting Psychology, 21, pp. 95–103.
Rogers, C. (1970). Toward a theory of creativity. In: P. Vernon, Ed., Creativity: Selected readings (pp. 137–151), Harmondsworth: Penguin Books,
Roloff, M. E., Putnam, L. L., and Anastasiou, L. (2003). Negotiation skills. Handbook of communication and social interaction skills, 801–834.
Romero, M., Usart, M. and Ott, M., (2015). Can serious games contribute to developing and sustaining 21st century skills?. Games and Culture, 10(2), pp.148–177.
Rorhbeck, C. A., Azar, S. T., and Wagner, P. E. (1991). Child Self-Control Rating Scale: Validation of a child self-report measure. Journal of Clinical Child and Adolescent Psychology, 20(2),
179–183.
Ross, J. A. (1981). Improving Adolescent Decision–Making Skills. Curriculum Inquiry, 11(3), 279–295.
Rouhani, A. (2008). An investigation into emotional intelligence, foreign language anxiety and empathy through a cognitive-affective course in an EFL context, Linguistik Online, 34, pp.41–57.
Rubin, R. B., and Graham, E. E. (1988). Communication correlates of college success: An exploratory investigation. Communication Education, 37(1), 14–27.
Rubin, R. B., and Martin, M. M. (1994). Development of a measure of interpersonal communication skill. Communication Research Reports, 11(1), 33–44.
Rubin, R. B., Graham, E. E., and Mignerey, J. T. (1990). A longitudinal study of college students’ communication skill. Communication Education, 39(1), 1–14.
Rubin, R. B., Rubin, A. M., and Jordan, F. F. (1997). Effects of instruction on communication apprehension and communication skill. Communication Education, 46(2), 104–114.
Runco, M. A. (Ed.) (1996). Creativity from childhood through adulthood: the developmental issues (New Directions for Child Development No. 72). San Francisco, CA: Jossey-Bass.
Runco, M. A., and Jaeger, G. J. (2012). The standard definition of creativity. Creativity Research Journal, 24, 92–96. http://dx.doi.org/10.1080/ 10400419.2012.650092.
Russ, S. W. and Fiorelli, J. A. (2010). Developmental Approaches to Creativity. In Cambridge Handbook of Creativity. New York: Cambridge University Press: 233–249.
Rutter, M. (1990). Psychosocial resilience and protective mechanisms. In J. Rolf, A. S. Masten, D. Cicchetti, K. H. Neuchterlein, and S. Weintraub (Eds.), Risk and protective factors in the
development of psychopathology (pp. 181–214). New York: Cambridge University Press.
Rutter, M. (2006). Implications of resilience concepts for scientific understanding. Annals of the New York Academy of Sciences, 1094, 1–12
Rutter, M., and Quinton, D. (1984). Parental psychiatric disorder: Effects on children. Psychological Medicine, 14(4), 853–880.
Saliquist, J., N. Eisenberg, T. L. Spinrad, N. D. Eggum, and B. M. Gaertner. (2009). Assessment of pre-schoolers’ positive empathy: Concurrent and longitudinal relations with positive emotion,
social competence, and sympathy, The Journal of Positive Psychology, 4, pp. 223–233.
Salovey, P. and Mayer, J.D. (1990). Emotional intelligence, Imagination, Cognition and Personality, 9, pp. 185–211.
Saltzman, A., and Goldin, P. (2004). Mindfulness-Based Stress Reduction for School-Age Children. Acceptance and Mindfulness Treatments for Children and Adolescents pp. 139–161.
Sanchez-Perez, N. and others, (2014). Assessing children›s empathy through a Spanish adaptation of the Basic Empathy Scale: parent›s and child›s report forms, Frontiers in Psychology,
published: 15 December 2014, DOI: 10.3389/fpsyg.2014.01438.
Sandy, S. V. and Cochran, K. M. (2000). The development of conflict resolution skills in children: Preschool to adolescence.

96

Santinello, M., Cristini, F., Vieno, A., and Scacchi, L. (2012). Volunteering by chance to promote civic responsibility and civic engagement: Does it work?’, Journal of Prevention and Intervention
in the Community, 40(1), 64–79. doi:10.1080/10852352.2012.633068
Savin-Williams, R. C., and Berndt, T. J. (1990). Friendship and peer relations.
Sawyer, J., and Guetzkow, H. S. (1965). Bargaining and negotiation in international relations (pp. 464–520). H. Rinehart and Winston.
Saylik, A., Polatcan, M. and Saylik, N. (2016). Diversity Management and Respect for diversity at schools, International Journal of Progressive Education, 12(1), pp. 51–63.
Schlueter, E. and Scheepers, P. (2010). The Relationship Between Outgroup Size and Anti-Outgroup Attitudes: A theoretical synthesis and empirical test of group threat- and intergroup contact
theory. Social Science Research, 39, 285–295.
Schmitz, Bernhard, and Bettina S. Wiese. «New perspectives for the evaluation of training sessions in self-regulated learning: Time-series analyses of diary data.» Contemporary educational
psychology 31, no. 1 (2006): 64–96.
Schonert-Reichl, K. A., Smith, V., Zaidman-Zait, A., and Hertzman, C. (2011). Promoting Children’s Prosocial Behaviors in School: Impact of the “Roots of Empathy” Program on the Social and
Emotional Competence of School-Aged Children, School Mental Health, 4(1), 1–21. Doi:10.1007/s12310-011-9064-7
Schulz, W., Ainley, J., and Fraillon, J. (2010). ICCS 2009 technique report. Amsterdam. The Netherlands: International Association for the Evaluation of Educational Achievement (IEA).
Scoffham, S. (2003). Thinking creatively. Primary Geographer, 50, 4–6.
Scott, S. G., and Bruce, R. A. (1995). Decision-making style: The development and assessment of a new measure. Educational and Psychological Measurement, 55(5), 818–831.
Scudder, J. N., and Guinan, P. J. (1989). Communication competencies as discriminators of superiors› ratings of employee performance. The Journal of Business Communication (1973), 26(3),
217–229.
Seligman, M. E., Ernst, R. M., Gillham, J., Reivich, K., and Linkins, M. (2009). Positive education: Positive psychology and classroom interventions. Oxford Review of Education, 35(3),
293–311.
Seligman, M. E., Ernst, R. M., Gillham, J., Reivich, K., and Linkins, M. (2009). Positive education: Positive psychology and classroom interventions. Oxford Review of Education, 35(3),
293–311.
Selman, R. L. (1980). The growth of interpersonal understanding (p. 24). New York: Academic Press.
Sezer, R. (2008). Integration of critical thinking skills into elementary school teacher education courses in mathematics. EDUCATION-INDIANAPOLIS THEN CHULA VISTA-, 128(3), 349.
Sfard, A. (1998). On Two Metaphors for Learning and the Dangers of Choosing Just One, Educational Researcher, 27 (2), pp. 4–13.
Shallcross, D. (1981). Teaching creative behaviour: How to invoke creativity in children of all ages. Prentice-Hall Inc.-Scottish Executive (2004). Cultural policy statement.
Shantz, C. U., and Wilson, K. E. (1972). Training communication skills in young children. Child Development, 693–698.
Shively, C. H. (2011). Grow creativity! Learning and Leading with Technology, 38(7), 10–15.
Shoda, Y. Mischel, W. and Peake P.K. (1990). Predicting adolescent cognitive and self-regulatory competencies from pre-school delay of gratification. Developmental psychology, 26(6), 97886.
Shure, M.B. (2001). I can problem solve: An interpersonal cognitive problem-solving program: Intermediate elementary grades. 2nd edition,). Champaign, IL: Research Press.
Siciliano, J. I. (2001). How to incorporate cooperative learning principles in the classroom: It’s more than just putting students in teams. Journal of Management Education, 25(1), 8–20.
Siebert, J., and Kunz, R. (2016). Developing and validating the multidimensional proactive decision-making scale. European Journal of Operational Research, 249(3), 864–877.
Siegel, C. (2005). Implementation of a research-based model of cooperative learning. The Journal of Educational Research, 98(6), 339–349.
Siegel, H. (1999). What (good) are thinking dispositions? Educational Theory, 49(2), 207–221.
Simonton, D.K. (2000). Creativity: Cognitive, personal, developmental, and social aspects. American Psychologist, 55, 151–158.
Sinclair, V. G., and Wallston, K. A. (2004). The development and psychometric evaluation of the Brief Resilient Coping Scale. Assessment, 11(1), 94–101
Sinlarat, P. (2002). Needs to enhance creativity and productivity in teacher education throughout Asia. Asia Pacific Education Review, 3, 139–143.
Slavin, R. E. (1991). Synthesis of research on cooperative learning. Educational Leadership, 48, 71–82.
Slavin, R. E., and Cooper, R. (1999). Improving intergroup relations: Lessons learned from cooperative learning programs. Journal of Social Issues, 55(4), 647–663.
Smith, A. R., McCauley, R., and Guitar, B. (2000). Development of the teacher assessment of student communicative competence (TASCC) for grades 1 through 5. Communication Disorders
Quarterly, 22(1), 3–11.
Smith, B. W., Dalen, J., Wiggins, K., Tooley, E., Christopher, P., and Bernard, J. (2008). The brief resilience scale: assessing the ability to bounce back. International Journal of Behavioural
Medicine, 15(3), 194–200.
Smith, C., and Carlson, B. E. (1997). Stress, coping, and resilience in children and youth. Social Service Review, 71(2), 231–256.
Smith-Osborne, A. (2007). Life span and resiliency theory: A critical review. Advances in social work, 8(1), 152–168.
Soland, J., Hamilton, L. S., and Stecher, B. M. (2013). Measuring 21st century competencies.
Soland, J., Hamilton, L.S. and Stecher, B.M., (2014). Measuring 21st century competencies: Guidance for educators. Asia Society, Global Cities Education Network.
Sosa, A.S. (1986). Valued youth partnership program: Dropout prevention through cross–age tutoring. Newsletter, Intercultural Development Research Association. (ERIC Document Reproduction
Service Nos. ED 279 764 and ED 279 765).
Sosa, A.S. (1986). Valued youth partnership program: Dropout prevention through cross-age tutoring. Newsletter, Intercultural Development Research Association. (ERIC Document Reproduction
Service Nos. ED 279 764 and ED 279 765).
Spitzberg, B. H. (1983). Communication skill as knowledge, skill, and impression. Communication Education, 1, 323–329.
Spitzberg, B. H., and Cupach, W. R. (1981). Self-Monitoring and Relational Competence.
Spitzberg, B. H., and Cupach, W. R. (1984). Interpersonal communication skill. Beverly Hills, CA: Sage.
Spreng, R.N., McKinnon, M.C., Mar, R.A., and Levine, B. (2009). The Toronto Empathy Questionnaire: Scale development and initial validation of a factor-analytic solution to multiple empathy
measures, Journal of Personality Assessment, 91, pp.62–71.
Springer, L., Stanne, M. E., and Donovan, S. S. (1999). Effects of small-group learning on undergraduates in science, mathematics, engineering, and technology: A meta-analysis. Review of
Educational Research, 96(1), 21–51.
Sroufe, L.A (1995). Emotional development: The organization of emotional life in the early years. Cambridge, Cambridge University Press.
Stapleton, P. (2011). A survey of attitudes towards critical thinking among Hong Kong secondary school teachers: Implications for policy change. Thinking Skills and Creativity, 6(1), 14–23.
Stecher, B.M. and Hamilton, L.S., (2014). Measuring Hard-to-Measure Student Competencies: A Research and Development Plan. Research Report. RAND Corporation. PO Box 2138, Santa
Monica, CA 90407-2138.
Stein, M. I. (1953). Creativity and culture. The Journal of Psychology: Interdisciplinary and Applied, 36, 311–322. http://dx.doi.org/10.1080/ 00223980.1953.9712897.
Sternberg, R. (2006). The Nature of Creativity. Creativity Research Journal 2006, 18(1), 87–98. http://www.cc.gatech.edu/classes/AY2013/cs7601_spring/papers/Sternberg_Nature-ofcreativity.pdf.

97

Stevahn, L., Johnson, D. W., Johnson, R. T., Oberle, K., and Wahl, L. (2000). Effects of conflict resolution training integrated into a kindergarten curriculum. Child development, 71(3),
772–784.
Straker, K., and Wrigley, C. (2014). The educational design ladder: Creation of a multi-discipline design thinking program. NordDesign, August 27–29, 65–74.
Strayer, J. F. (2012). How learning in an inverted classroom influences cooperation, innovation and task orientation. Learning Environments Research, 15(2), 171–193.
Sun, J., and Stewart, D. (2007). Development of population-based resilience measures in the primary school setting. Health Education, 107(6), 575–599
Tabors, P.O. (1998). What early childhood educators need to know: Developing effective programs for linguistically and culturally diverse children and families. Young Children. 53(6):20–26.
Talboys, M. (2004). QCA’s creativity project. In: M. Fryer (Ed.), Creativity and Cultural Diversity (pp.181–188). England: The Creativity Centre Educational Trust Press Leeds.
Tan, C. (2006). Creating thinking schools through knowledge and inquiry: The curriculum challenge for Singapore. The Curriculum Journal, 17, 89–105.
Tan, S.C., Yeo, A.C., and Lim, W.Y. (2005). Changing epistemology of science learning through inquiry with Computer-Supported Collaborative Learning. Journal of Computers in Mathematics
and Science Teaching, 24(4), 367–386.
Tangney, J. P., Baumeister, R. F., and Boone, A. L. (2004). High self-control predicts good adjustment, less pathology, better grades, and interpersonal success. Journal of personality, 72(2),
271–324.
Tao, T., Wang, L., Fan, C., and Gao, W. (2014). Development of self-control in children aged 3 to 9 years: Perspective from a dual-systems model. Scientific reports, 4, 7272.
Tarullo, A. R., Obradovic, J., and Gunnar, M. R. (2009). Self-control and the developing brain. Zero to three, 29(3), 31.
Tausch, A. (2016). The Civic Culture of the Arab World: A Comparative Analysis Based on World Values Survey Data (August 21, 2016), Middle East Review of International Affairs, 20(1),
pp. 35–59.
Taylor, A. S., Losciuto, L., Fox, M., Susan, M., Sonkowsky, M. (1999). The mentoring factor: Evaluation of the across ages intergenerational approach to drug abuse prevention, Child and Youth
Services, 20(1–2), pp. 77–99.
Telle, N.T. and Pfister, H. R. (2016). Positive empathy and prosocial behaviour: A neglected link, Emotion Review, 8(2), pp.154–163.
Ten Dam, G., and Volman, M. (2004). Critical thinking as a citizenship competence: Teaching strategies. Learning and Instruction, 14(4), 359–379.
Terri,M. and Cosimo, T. (2013). Evaluating public participation: instruments and implications for citizen involvement, Community Development, 44(2), pp.239–256, DOI:
10.1080/15575330.2012.683799.
Thayer-Bacon, B. J. (2000). Transforming critical thinking: Thinking constructively. New York, NY: Teachers College Press.
The Partnership for 21st Century Skills Learning (P21). http://www.p21.org/storage/documents/docs/Research/P21_4Cs_Research_Brief_Series_-_Collaboration.pdf
Thomas, K. W., and Kilmann, R. H. (1978). Comparison of four instruments measuring conflict behaviour. Psychological reports, 42(3), 1139–1145
Thurston, A., Topping, K.J., Christie, D., Donaldson, C., Howe, C.J., Jessiman, E., Livingston, K., and Tolmie, A. (2008). Effects of group work training on science attainment in rural and urban
schools. Research in Science and Technological Education, 26(1), 31–45.
Tice, D. M., and Baumeister, R. F. (1997). Longitudinal study of procrastination, performance, stress, and health: The costs and benefits of dawdling. Psychological science, 8(6), 454–458.
Todd, A. W., Horner, R. H., and Sugai, G. (1999). Self-monitoring and self-recruited praise: Effects on problem behaviour, academic engagement, and work completion in a typical classroom.
Journal of Positive Behavior Interventions, 1(2), 66–122.
Tomasello, M., and Hamann, K. (2012). Collaboration in young children. The quarterly Journal of Experimental Psychology, 65(1), 1–12.
Torney-Purta, J., Cabrera, J.C., Roohr, K.C., Liu, O.L. and Rios, J.A., (2015). Assessing civic competency and engagement in higher education: Research background, frameworks, and directions
for next-generation assessment. ETS Research Report Series, 2015(2), pp.1–48.
Torrance, E. (1972). Predictive validity of the Torrance tests of creative thinking. The Journal of Creative Behaviour, 6(4), 236–262.
Torrance, E. P. (1977). Creativity in the classroom: what research says to the teacher. Washington, DC: National Education Association.
Totan, T., and Kabasakal, Z. (2012). The effect of problem solving skills training on the social and emotional learning needs and abilities of 6th grade students. Ilkogretim Online, 11(3).
Treffinger, D. (1996). Creativity on the educational scene. Internet Available: http://buffalostate.edu/orgs/cbir/Readingroom/html/Treffinger -96.html
Tremblay, R. E., Boulerice, B., Arse-neault, L., and TUNGER NISCALE, M. A. R. I. A. N. N. E. (1995). Does low self-control during childhood explain the association between delinquency and
accidents in early adolescence? Criminal Behaviour and Mental Health, 5(4), 439–451.
Triandafyllidou, A. (2013). The accept-pluralism tolerance indicators toolkit. Available from the EUI institutional repository CADMUS: http://cadmus.eui.eu.
Trilling B., Fadel C. (2009). 21st century skills: Learning for life in our times. San Francisco, CA: Jossey-Bass.
Tucker, M. L., and McCarthy, A. M. (2001). Presentation self-efficacy: Increasing communication skills through service-learning. Journal of Managerial Issues, 227–244.
Turner-Bisset, R. (2007). Performativity by stealth: A critique of recent initiatives on creativity. Education 3–13, 35, 193–203.
Turner, R. N., Hewstone, M., & Voci, A. (2007). Reducing explicit and implicit outgroup prejudice via direct and extended contact: The mediating role of self-disclosure and intergroup anxiety.
Journal of personality and social psychology, 93(3), 369.
Underwood, J. D. (2003). Student attitudes towards socially acceptable and unacceptable group working practices. British Journal of Psychology, 94(3), 319–337.
UNESCO. 2015. Global Citizenship Education: Topics and Learning Objectives. Available at http://unesdoc.unesco.org/images/0023/002329/232993e.pdf.
Ungar, M. (2008). Resilience across cultures. British Journal of Social Work, 38, 218–235
UNICEF and partners (2017). Reimagining Life Skills and Citizenship Education in the Middle East and North Africa: A Four-Dimensional and Systems Approach to 21st Century Skills.
Conceptual and Programmatic Framework.
UNICEF (2001). The participation rights of adolescents: a strategic approach. Working Paper Series, Programme Division. New York, NY, US.
UNICEF, 2017. Adolescent development and participation, UNICEF, viewed 15th December 2019, < https://www.unicef.org/eca/what-we-do/adolescent-development-and-participation >.
Vandell, D. L., Pierce, K. M., O’Cadiz, P., Hall, V., Karsh, A., Westover, T. (2010). Youth Outcome Measures Online Webb, N. M. (1993). Collaborative group versus individual assessment in
mathematics: Processes and outcomes. Educational Assessment, 1(2), 131–152. COLLABORATION 48
Van Gelder, T. (2005). Teaching critical thinking: Some lessons from cognitive science. College Teaching, 53(1), 41–48.
Van Gelder, T., Bissett, M., and Cumming, G. (2004). Cultivating expertise in informal reasoning. Canadian Journal of Experimental Psychology/Revue canadienne de psychologie
expérimentale, 58(2), 142.
Vazsonyi, A. T. and Huang, L. (2010). Where self-control comes from: On the development of self-control and its relationship to deviance over time. Dev. Psychol. 46, 245–257.
Villiers, M. De, and Berg, H. Van Den. (2012). The implementation and evaluation of a resiliency programme for children. Psychological Society of South Africa, 42(1), 93–102.
Vong, K. (2008). Developing creativity and promoting social harmony: The relationship between government, school and parents’ perceptions of children’s creativity in Macao-SAR in China.
Early Years (28), 149–158. doi:10.1080/09575140802065599.
Vossen, H.G.M., Piotrowski, J.T., Valkenburg, P.M. (2015). Development of the Adolescent Measure of Empathy and Sympathy (AMES), Personality and Individual Differences, 4, pp. 66–71.
DOI: 10.1016/j.paid.2014.09.040.
Wagner T. (2008). The global achievement gap: Why even our best schools don’t teach the new survival skills our children need - and what we can do about it. New York, NY: Basic Books.

98

Wagnild, G. M., and Young, H. M. (1993). Development and psychometric evaluation of the Resilience Scale. Journal of Nursing Measurement, 1, 165-178
Waksman, S. (1985). The development and psychometric properties of a rating scale for children›s social skills. Journal of Psychoeducational Assessment, 3, 111–121.
Walser N. (2008). Teaching 21st century skills. Harvard Education Letter, 24(5), 1–3.
Wang, Y., Davidson, M. M., Yakushko, O. F., Savoy, H. B., Tan, J. A., and Bleier, J. K. (2003). The Scale of Ethnocultural Empathy: Development, validation, and reliability, Journal of
Counselling Psychology, 50, pp. 221– 234.
Watson, G., and Glaser, E. M. (1980). Watson–Glaser critical thinking appraisal. Cleveland, OH: Psychological Corporation.
Wayne, F. S., and R. B. Mitchell. 1992. Vital communication skills and competencies in the workforce of the 1990s. Journal of Edu cation for Business 67 (3): 141–47.
Wayne, F. S., Mitchell, R. B., and Scriven, J. D. (1992). Vital communication skills and competencies in the workforce of the 1990s. Journal of Education for Business, 67(3), 141–146.
Webb, N. M. (1995). Group collaboration in assessment: Multiple objectives, processes, and outcomes. Educational Evaluation and Policy Analysis, 17(2), 239–261.

World Bank Group, 2013. Global financial development report 2014: Financial inclusion (Vol. 2). World Bank Publications.

99

100

101

Life Skills and Citizenship Education Initiative
Middle East and North Africa
102

