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BBEOEHWUE

B 2018 rogy 6enopycckue obyvarowmecs BhnepBble MPUHANM ydactve B MexayHapogHowm
nporpaMmme no OLeHKe obpasoBaTenbHbIX AOCTWXKEHWN obyvatowmxca PISA. PISA — aTto
nccriegoBaHne, KOTOPOe OLeHMBaeT ypoBeHb 3HaHWM 15-neTHux obyyalowmxcsi no KroYeBbIM
KOMMeTeHUusM, a Takke cnocobCcTByeT MOBbIWEHMIO KayecTBa UM 3PdEKTUBHOCTU
obpasoBaTenbHbiX cuctem. B 2018 rogy B mMexayHapooHOM MCCredoBaHUWM MPUHANW y4acTue
okosio 600000 nogpocTkoB 13 79 cTpaH.

KntoueBbiMM HanpaBneHnsiMm nccnegoBaHvsa PISA ABNsOTCA yMTaTenbckas, MaTematmyeckasi u
€eCTeCTBEHHOHay4Hasi rpamoTHOCTb. B umkne 2018 roga akueHT Obln caenaH Ha U3yYeHUn YpoBHS
YnTaTENBLCKOW NPAMOTHOCTM NOAPOCTKOB.

TecTnpoBaHue BkNo4aeT B cebsa 2 Gnoka 3agaHwi, HamnpaefiEHHbIX Ha OnpedesieHMe YpPOBHS
rPaMOTHOCTM MOAPOCTKOB MO COOTBETCTBYHOLLUMM HamnpaBfieHMAM uccrnenoBaHusi. TecTupoBaHue
NPOBOAMTCA B KOMMbIOTEPHOM ¢hopMaTe. Ha BbINOMHEHUE 3agaHui TeCTMpyeMbIM OTBOAMTCS 2
yaca.

B uukne uccnegosaHma 2021 roga Bnepsble NPONOET OLEHKA KpeaTUBHOIMO MblLUfeHUs 15-neTHMxX
NnoapOCTKOB.

lMepBas 4acTb OaHHOro Mocobus cooepXWUT OTKPbITble 3agaHus PISA no oueHke KpeaTUBHOIMoO
MbILLMEHMS, MPU MOMOLLM KOTOPbIX OByyallmeca CMOryT O3HAaKOMUTbLCA C pas3HoOOBpasHbIMU
dopMamMn U1 TUNamMM BOMPOCOB, C KOTOPbIMW OHW MOFYT CTOMNKHYTbCA MNpU y4acTuu B
uccnegosaHuun. Bece 3agaHusa conpoBoXaaroTcs npaBuibHbIMKM OoTBEeTamMuU. B HEKOTOPLIX 3agaHUsAX
Takke npeacTaBreHbl OTBEThbl, KOTOpble MOryT 3acyMTbiBaTbCA YacTUYHO, W BapuaHThbl
HenpasuWIbHbLIX OTBETOB, K KOTOPbLIM NPUBOASATCA KOMMEHTapUn U NOSICHEHUS.

BTOpaFI yacTb nocobus npeacraBndaeT cobon CI'IeLI,I/ICt)VIKaLl,I/II'O ncerneagoBaHnAa KpeaTtuBHOIO
MbILLJTEHUA. ,D,J'IFI COXpaHeHua ayTeHTUYHOCTU MaTepunanos WU TOYHOCTU TEPMUHONOrnmn
CI'IeLl,I/Id)VIKaLI,VIFI npmnBoanUTCA Ha A3blke OpUrnHana.



YACTb 1: MPUMEPbI 3A0AHUN NO KPEATUBHOMY
MbILLUNEHUIO

KYBUKU U UCTOPUM

Bonpoc 1: KYBUKU U ICTOPUU

PISA 2021 Mpumepsi 3agaHuii NO KPEaTUBHOMY MbILUTIEHUIO . ' . . . . . ﬂ n u

MucbMmeHHoE 3aaaHne
Bonpoc 1/3 KYBUKU U UCTOPUKU

Obpamumecs K uzobpaxeHuro cnpasa.

Bbi urpaeTe B urpy, B KOTOpOIi Bam Heobxoaumo Bpocatb
KkyBuky, a 3aTem 0bbeauHATL Bbinaslune u3obpaxeHus B
MCTOpHIO. B KayecTBe NOArOTOBKM K UTPe Bbl MCTIOMNb3yeTe
TONbKO 2 KybuKa.

CoynHuTe 2 pasHble MCTOPMM, KOTOpbIE ODBEANHSAIOT
u300pakeHus, NpeacTasneHHble cnpasa. Maeu uctopmit
[0M#HbI HACTONMBKO OTANYATLCS APYT OT APYTa, HACKOMbKO
370 BO3MOXHO.

Bam pexomerayeTcs noTpaTuTh Ha 3TOT Bonpoc He Bonee 7
MuHyT. OBbem uctopuit He formkeH npesbiwatb 80 cnos.

Mepsas uctopus

Bropas ucropus

KYBUKUA U UICTOPUN: OLLEHKA OTBETA HA BOIPOC 1

Omeem npuHumaemcsi NOJiIHOCMbHO

OTBeThI, COCTOSALLME N3 OOHOrO UNu Gonee pacnpocTpaHeHHbIX npep,no>|<eH|/||7|, OonuncbiBakOLWLNX
BO3MOXHbII CIOXKET W CCbINaloLLMXcsl Ha 0ba PUCYHKa, npeactaBlieHHbIX B BOMPOCe. MCTOpI/II/I
OOJDKHbI OTInN4aTbCA APYr OT Apyra B OOCTaTOYHON CTENEHMN.

Omeem He npuHumaemecs

[1Be ncTopmm ¢ oANHaKOBbIM CIOXXETOM, B KOTOPbIX HECKOSbKO CIOB 3aMEHEHbI HA CUHOHUMbI.
o «CTpena oTnpaBnseTcs B KPYroCBETHOE MyTELLEeCTBME» U «CTpera NeTUT BOKPYr cBeTay.

0117

OTBeT OTCyTCTBYET.



Bonpoc 2: KYBUKU U ICTOPUU

PISA 2021 Mpumepki 3a0aHui NO KPEATUBHOMY MEILINEHHIO

MuceMerHOE 3aaaHne
Bonpoc 2/3

Obpamumecs K u30bpaxeHuro cnpasa.

KYBWKU U UCTOPUKN

Bbl yke HEMHOrO NONPaKTUKOBAMKCH C UTPOHA, MO3TOMY
ceiiyac nonpody¥iTe HanucaTb OfHY KpeaTusHyio
MCTOPHIO, 0D BbEAMHAIOLLYH0 6 PUCYHKOB B TOM NOPAAKE,
B KOTOPOM OHW NpeACTaBNeHbl cnpasa. Batwa uctopus
MOMY4UT BbICOKYH) OLIEHKY, €Cnu oHa ByaeT
[AEeMOHCTUPOBATb OPHIHMHANBLHOCTL, Goratoe
BooOpaeHue, a ee CTpyKTypa OyaeT XopoLLo
npoayMaHa.

Bam pexomeryeTcs noTpaTHTh Ha 3TOT BOMPOC He
donee 5 muHyT. OBbeM UCTOPHM He JOmKeH
npesbiwars 80 crnos.

Hanuwume cgoto ucmopuro 3decs

KYBUKU U UICTOPUU: OLLEHKA OTBETA HA BOMNPOC 2
Omeem npuHumMaemcsi NOJIHOCMbIO

OTBeTbI, COCTOSAILLME U3 OAHOMO UNM Gornee pacnpPoCTPaHEHHbIX NPEANIOXEHWIN, ONUCLIBaOLLINX
BO3MOXHbII CIOXXET M CCbINaloLLNXCS Ha BCE PUCYHKWN B TOM NOPSIAKE, B KOTOPOM OHU
npeacTaeneHbl B Bonpoce. Ytobbl onpeaenvtb opurmHanbHOCTb UCTopun (ee TemMbl NMBo nogxoaa
K €e HanucaHuio), KOAVPOBLLMKM CBEPSIOTCS C PYKOBOACTBOM MO KOAVPOBAHMIO.

Omeem He npuHumaemecs

OTtBeTbI C HeopurnHarbHbIM TeEMaMun:

e licTopus o cepaue, KOTOpOe HaYMHaET NyTellecTBoBaTb.
e VicTtopusi o yenoBeke, KOTOPLIV ULLET NMBOBbL 1 YXOAUT U3 AOMa.

e lcTopusa 0 YenoBeke, KOTOPLIN YyBCTBYET ce0si HECYACTHBIM JOMA, MO3TOMY OH peLlaeT yuTu 13
aoma.

OpgHako npu Hann4nmn HeopanHapHOro noaxona K HannmcaHu NCTopunmn (B CloXXeTe NpUCcyTCTBYyHOT
opurnHanbHble getann nnm HeoXxngaHHble I'IOBOpOTbI) Takmne oTBeTbl MOTryT ObITb 3acynTaHbI.

nnu

OTBeT OoTCYTCTBYET.



Bonpoc 3: KYBUKU U ICTOPUU

PISA 2021 Mpwumepkl 3anaHuii N0 KPEATUBHOMY MEILINIEHHIO . | . . . . . n n D

MucbMeHHoE 3aaaHne ‘
Bonpoc 3/3 KYBUKU U UICTOPUKN

Obpamumecs K LU306paxeHusM U mekcmy cnpasa.

6 PUCYHKOS, UCNONb308aHHbIX 8aLLUM Opy20M

Tenepb Bbl UrpaeTe B BEPCHIO MIPbI, COTMAcHo KOTOPOil BaM
HYHO NpHaYMaTb UCTOPUIO BMECTE € ApyroM. [TpoyuTaitte
Havano UCTOPUM, HanucaHHOE BaLLMM APYrOM Ha OcHoBe 6
PHMCYHKOB B BEDXHE#t YacTu akpaHa. Bam Heobxoaumo
NPOAOITAMTL MCTOPUIO, MCNIOMNB3YS TPH PUCYHKA,
pacrnonoXeHHble B HIKHEN YacT akpaHa.

WcTopua BaLwero fpyra

HanuwiTe KpeaTBHOE NPOAOITKEHUE HCTOPUM BALLETO
ApyTa, COXPaHSAA ero CTUMb.

Bam pexomerayeTcs noTpaTuTh Ha 3T0T Bonpoc He Bonee 5
MHyT. OBbEM NPOLOITKEHNS MCTOPMM HE IOITKEH
npesbiwats 80 cnos.

3 pucyrka 0ns eawe20 NPOGOMKEHUS LCMOpPUL

25 g

[Nevaraitte 3geco

KYBUKU U UICTOPUU: OLEHKA OTBETA HA BOMNPOC 3
Omeem npuHumMaemcsi NOJIHOCMbIO

OTBeTbIl, NpeacTaBnsatoLLIMe COOON CBA3HOE M OpUrMHANIbLHOE NPOAOIKEHNE NCTOPUN, B KOTOPOE
WHTerpMpoBaHa AoMnonHUTeNbHaa npueeaeHHas MHopmaumsa (TPU HOBbIX PUCYHKA).
MpoOomKeHne NCTOPUN YMECTHO (T.€. OCHOBaHO Ha 3 JOMONHUTENbHBIX PUCYHKaX U CBA3aHO C
n3HavanbHON UCTopuei apyra), a Takke ABMSeTCs OpUrMHanbHbIM NPOOOIKEHNEM CIOXETA.
OpurMHanbHOCTb MOXET NPOSIBMATLCA B TEME UMW HanMcaHUM UCTOPUN.

Omeem npuHuUMaemcsi 4acCmu4Ho

OTBeTbl, XapakTepu3yrLnecs TornbKO YMECTHOCTbIO (T.€. OCHOBAHO Ha 3 AOMNOMHUTENbHbIX
PUCYHKax 1 CBA3aHO C U3Ha4arbHON UCTopuen apyra).

Omeem He npuHumaemecs
OTBeThI, HE OTNMYatoLLMecs YMECTHOCTbIO N OPUTUHAITbHOCTbIO.
nnu

OTBeT OoTCYTCTBYET.



norotTun ®eECTUBAIA EObI

Bonpoc 1: JIOFOTUN ®ECTUBAIA EAbI

PISA 2021 pumepk! 3aaaHuil N0 KpeaTUBHOMY MBLILFIEHUIO D

BusyaneHoe 3agaHue
Bonpoc 1A4/2

NOroTUn ®ECTUBANA EObI

B Balem ropoge k2xabii rof NpoXoguT gecTieans efsl "Eqan
npyaba”. OpraHusatopsl GecTMBANA YCTPOWMA KOHKYPC HA
Co3faHue norotuna ecTMBanNs 3T0r0 roga.

CHa4ana Bam HeoDXogMMO co34aTE 2 pasHelx norotuna. OxK
[OTTAHBI HACTONBKO OTAMYATLCA APYT OT APYra, HACKOMbKD 3T0
BO3MOWHO.

[Inf co3gaHuA NEPBOTO NOTOTUNA MCNONMB3YIATE UHCTDYMEHTEI ANA
PUCOBAHWA, NPEACTABNEHHbIE CMPAEA.

OnUWwKTE CBOI NOrOTUN OQHAM NPEANOKEHWEM B NONE,
PacnoNOMEHHOM HUKE.

Bam pekoMeHAyeTcA NoTpaTuTh He DoNee 5 MUHYT HA AaHHbIA
BOMpPOC.

OnucaHue

[locTynHele wTamnbI:

[T SO —(1

WQW'Q@.




PISA 2021 Mpumepbl 3aaaHNi NO KPeaTMBHOMY MbILLINEHUIO .| . . . . .

BusyaneHoe 3afaHue
Bonpoc 1B/2

NOroTMn ®ECTUBANA EObI

Henone3ylime udcmpymenms! ANA pUCOSaHUR chpaea U none
OnR mexcma Huxe ONA 8bINONHEeHUA 380aHUR.

Mecnonb3ayiiTe WHCTPYMEHTBI ANA PUCOBAHWA, NPEACTABNEHHbIS
Cpaga, ANA CO3AAHWA BTOPOro NOroTMna. Bawm noroTunsl
[OM#HBI HACTOMNBKO OTINYATLCSA APYT OT APYTa, HACKONEKD 3T0
BO3MOKHO.

OnKwWwHTE CBOIM NOTOTUN OAHAM NPEANCHKEHWEM B NONE,
PaCNONOHKEHHOM HILKE.

Bam pekoMeHgyeTcA NOTPaTHTL He DONee 5 MAHYT HA AaHHGIR
BONpOC.

OnucaHue

[locTynHble Wramnb:

[T = O —((1

noroTvn ®eECTUBAIA EAbl: OUEHKA OTBETA HA BOINPOC 1
Omeem fnpuHumaemcsi NOJIHOCMbHO

,D,Ba YMECTHbIX U pa3HbIX foroTuna. Pasnunune norotnnos npoAaBndAeTCdA B UCMNOJIb30OBaHNN pa3HbIX
BU3yalibHbIX 3JIEMEHTOB UM Pa3fTINYHbIX KOM6I/1HaL|,VII‘/J1 cbmryp M wtamMmnos, npuBeaeHHbIX B
Ka4yeCTBe MHCTPYMEHTOB A4 PUCOBaHUA.

Omeem npuHumMaemcsi 4acCmu4YyHoO
[lBa pasHblx foroTmna.

Omeem He npuHuUMaemcs

[lBa 0QMHAKOBbIX HEYMECTHBIX JTOroTmna.
nnm

OTtBet OTCYTCTBYET.

10



Bonpoc 2: JIOroTUn ®ECTUBAIA EAbI

PISA 2021 lNpumepel 3agaHuil N0 KPEAaTUBEHOMY MbILLNEHUID .| .....

BuzyaneHoe 3anaHue
Bonpoc 212

NOroTUN ®ECTUBANA EObI

Bbl yaHanu, 4To B atom rogy dvectusans Oyaet nocesweH
BereTapuaHckon ege 1 bMoaam U3 oBOLLEH.

Bawm wanckl nobenuTs B KOHKYPCE YBEMWYATLEA, ECMK BalL
norotun Byaet oTpakats Temy decTueana. Mamenute caoi
NOroTMN Takum obpazom, 4Tobbl OH COOTBETCTEOBAN TeMe
thecTHBana W 4ToDLI BAL NEPBEOHAYANEHLIA NoroTHn B6in BUOSH
B (hMHANBHOM BApHaHTE.

OnuwKTe CBOA NOFOTMN OAHAM NPELNOKEHWEM B None,
PACNONOHKEHHOM HUKE.

Bam pexoMeHyeTca noTpaTTh He Bonee 5 MUHYT Ha AaHHbIR
BOMPOC.

OnucaHue

[locTynHble WTamnbl:

IAWACE=I F2Y O Ean (I

norotun ®eCTUBAINA Ebl: OUEHKA OTBETA HA BOINPOC 2
Omeem npuHumaemcsi N0IHOCMbO

IMOHATHBIN NOroTUN, CBSA3aHHbLIA C TEMOWN BeFeTapMaHCKOVI €0bl, B KOTOPOM XOTA Obl YaCTUYHO
COXpaHeHbl 3N1eEMEHTbI N3Ha4YarlbHOro fiorotTuna. HoBbI norotvn AomkeH ObITb opuUrnHarbHbIM.

Omeem He npuHumaemecs

HeopurnHanbHbI HENOHATHBLIM NOrOTUM, HE CBA3aHHLIN C TEMOW BereTapuaHCKon efibl, B KOTOPOM
OTCYTCTBYIOT 3fIeMEeHTbI U3HaYarbHOro fiorotuna.

nnu

OTBeT OoTCYTCTBYET.
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NMPUNOXEHUE ANA 3KOHOMWKU BOObI

Bonpoc 1: MPUNOXEHUE AJTA 9KOHOMUU BOAbI

PISA 2021 Mpumeps! 3aaaHuii N0 KPEaTUBHOMY MEILUNEHNIO . \ . . - . .

PelueHue couuansHon npobnembi
Bonpoc 1/3

NPUNOXEHUE ANsi SKOHOMWWA BOAbI

Onuwute 3 pasHble WA O TOM, KaK NKAM MOryT

3KOHOMMTbL BOALY. Miien AOMKHbI OTNHYATLCA ApyT OT

[Apyra HacTonbKo, HACKOMbKO 3TO BO3MOKHO. Balum Mepsan ugen
1aeu QOMKHbI HOCHTL KOHKPETHBIN XapakTep.

TpeanoxeHHbIE Bamu CNOCODbI 3KOHOMMM BO/bI
JOMKHb! BbITb AEHCTBMAMM, KOTOPLIE MOTYT BbINONHATL

BCE.
Bropas uaes
Bam pexomerayeTcs noTpaTMTh Ha 3TOT BONPOC He )
Bonee 5 MuHYT.
Tpetea naen

NPUNOXEHUE O SKOHOMUM BOObl: OLUEHKA OTBETA HA BOMNPOC 1
Omeem npuHumMaemcsi NOJIHOCMbIO

OTBeTbl, NpeacTaBnstoLwmne cobon NOHATHbIE U pasHble NAeN, KOTOpPbIe MOTYT NMOMOYb SKOHOMUTL
Boay. Pasnuune naen saknio4aeTcs B MpUMMEHEHUN pasHbIX METOL0B, UHCTPYMEHTOB UNK
OEeNCTBYIOLLMX NULL.

Omeem He npuHumaemecs
HenoHATHLIE 1 OAUHAKOBLIE MaEN, KOTOpPbl€ HE NO3BOJIAKT S3KOHOMUTL BOAY.
nnu

OTBeT OoTCYTCTBYET.
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Bonpoc 2: MPUNOXEHUE AINA 3KOHOMUU BObI

PISA 2021 MNpumeps! 3anaHMii N0 KPEaTUBHOMY MBILITEHNIO

Pelenue couuansHoi npobnemsl
Bonpoc 2/3

NPUNOXEHWUE AN S3KOHOMWW BObI

Bbl 1 Bawm Apyabs cozpani MoGiunbHoe NpUNoxeHue, B
KOTOpOM 3@ AeHCTBNA, CNOCODCTBYIOLLME 3KOHOMWM BO/bI,
NIOAN NMONYYatoT Harpagbl.

Bam HeoOXxommMo NpuaymaTh, Kak npopeknamMiposatb
npunoxeHue, ytobbl Nioan ckaunsanm ero. MNpuaymaiite
OPUrMHaNbHYH MK PeKnambl BALLETO NPUMOKEHMS.

OpMrMHanbHOCTb MOEH 3aKNKNAETCA B TOM, YTO OHa
BO3HUKNa Obl y HeBOMBLLOTO KONMYECTBA YYaLMXCS.

WUpes

NMPUNOXEHUE AJ11 3KOHOMUU BOObl: OLUEHKA OTBETA HA BOINPOC 2
Omeem npuHuUMaemcsi NoJIHOCMbIO

OTBeT, NpeacTaBnsAoLLmMA COBON NOHATHYIO OPUTMHATBHYHO UAEK PeKNambl MPUMOXEHMS.
Omeem He npuHuUmMaemcs

HeOpI/lFI/IHaJ'IbeIe no TemMe n nogxoay naeu.
° PaamecTtutb NOoCTepbl UK peKnaMHble LWNTbI.

e Peknama Ha TeneBMOEHNM, KOTOpasi JEMOHCTPUPYET HEraTMBHOE BIUSIHWE 3aCyXM, a Takke
NPUIOXEHNE.

nnn

OTBeT oTCYyTCTBYET.
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Bonpoc 3: MIPUNOXEHUE O0NA SKOHOMMUU BOAbI
PISA 2021 MNpumepkl 2a0aHMIA N0 KPEATUEHOMY MEILUNEHHIO | | n ﬂ I]

PeleHne coumansHol npoGnemel
Bonpaoc 3/3

NPUNOKEHWUE ANA SKOHOMWK BOLbI

Bam KakeTcR, YTo Yepes HeCKOMbKD AHeRA nocne
YCTAHOBKM NONb30BATENM HAYHYT WCNONb30BATH
NPUNOKEHWE FOPA30 PEKE.

MpuaymariTe, KK W3MEHWTL MPUNOKEHWE TAKMM
obpazom, YTobbl NOAM NONB3OBANHCE WM AOMbLUE.

OnuwuTe ceo WOESH B NONE HWAE.
Krora

. Knomxa —— >
- I ]
Knonka — »

NPUNOXEHUE ONA SKOHOMUM BOAbI: OLLEHKA OTBETA HA BOINPOC 3
Omeem npuHumaemcsi NOIHOCMbHO

OTBeTHI, npencrasndaowme CcoBOW NOHATHbIE 1 opurnHanbHble naenm o TOM, Kaknum 06pa30M MOXHO
N3MEHUTb NPUNnoXxeHne, YTOOLI nogn nonb3oBanncb UM OonbLue. OpVIFI/lHaJ'IbHOCTb noen
npoABndeTCcd B TeMe unn nogxoae.

Omeem He npuHumaemecsi

HeopurvHanbHble No Teme 1 Noaxoay naew.
nnn

OTtBet OTCYTCTBYET.
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BEJIOCUNEAO BYOAYLWEIO

Bonpoc 1: BEIOCUNEQ BYAYLWEIO

PISA 2021 Mpumepsi 3agaHni NO KPEaTUEHOMY MEILLIEHHIO . . . . . .
PelueHue Hay4HoW npoGnems! BENOCUNER BYAYLIErO
Bonpoc 1/3

[MoneiTaiTeck npeacTasuth cefe "senocunen Oyayulero”.
[MpuaymaiiTe 3 OpUrHHANBHBIX M3MEHEHNUS, C NOMOLLLIO
KOTOPbIX MOXHO YNyuLUMTb CTaHaapTHbIN Benocunen. Maen
[OMKHbI HACTONMbKO OTANYATLCA APYT OT Apyra, HACKOMbKO
3T0 BO3MOXHO.

ObbscHUTE hyHKUMIO Kaxxgoi Waeu W TO, YTO Bbl
ucmonb3oBani Obl AN BONNOLLEHUS 3TON e B
peanbHoCTb.

Bam pexomeryeTcs noTpaTHTL Ha 3T0T BOMPOC He Gonee
5 MUHYT.

Hepsoe USMEHEHUE

Bropoe usmeHexue

Tpenae M3MEHeHne

BENOCUNEN BYAYWENO: OLUEHKA OTBETA HA BONPOC 1

Omeem npuHumaemcsi NOJiIHOCMbHO

OTBeTbl, NpeacTaBnstowmne cobon ymecTHble U pasHble naemn o ToM, Kakmm o06pasom MOXHO
N3MEHNTb Benocunea, Npu ycrnoBun, YTo CyLLHOCTb Benocuneaa He U3MeHUTCA (T.€. OH OCTaHeTCs
CPeLCTBOM NepeaBwXeHnsa ansa ogHoro Yenoseka). Pasnuuve naen oomkHO NposiBASTLCA B
pasnnyHbIX N3MEHEHMAX CTaHAAPTHOro Benocuneaa, Hanpumep, B 3aMeHe pasHbiX 3/1IEMEHTOB.

Omeem He npuHumaemecs

HeymecTHble 1 ognHakoBble MOEW, a TaKKe MOEN, U3MEHSIIoLLME CYLLIHOCTb Berocuneaa.

nnu

OTtBet OTCYTCTBYET.
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Bonpoc 2: BENNIOCUNEAQ BYAYLLEIO

PISA 2021 lMpumeptk! 3agaHunii N0 KpeaTHBHOMY MEILUNIEHUIO . . . . . .

Pewenne Hay4Hoh npobnemel
Bonpoc 2/3

Baw apyr npegnonaraeT, 4To Benocunes Gyaywlero, cxopes
Beero, ByaeT AOpOrkM, NOITOMY OH [OIDKEH BbITh 3ALNLIEH OT
kpak. OH MpeanaraeT npu NOMOLM JEPHKATENA YCTAHOBMTL HA
pynb KAMEDY C NPOTPAMMHBIM 0BECTIEYSHUEM, DACTIO3HAIOLLIMM
nvua. Kamepa oTnpaeuT Ha Tened)oH BNagensLa onoBelLeHIe,
ECTIM KTO-TO [IPYTOi UCTIOMNb3YeT BENOCUNEe.

[Mpeanoxure, KaK MOXHO CAenaTb WASH Balwero Apyra bonee
3dihEKTHBHOIA B CHIKEHWN KONWMECTBA KPaK BENOCHNEN0B.

OnnwuTe Bally MOEHK Kak MOXHO fonee TOMHO B NONE HUHE.

Waen

Texem

BENOCWNEQR EYOYLIErO

Mdes saliez0 Opyaa NO CHLKEHLIO KOMUYECMEa Kpa eenocunedos

Kamepa ¢ npozpammHeiM [lepxamens AnA kpennenus Kameps! K
oﬁecneueﬂuem, PECNO3HSHWLM Tula Dy genocuneda
TG

BENOCUNEL BYAYLWEIO: OLUEHKA OTBETA HA BOINPOC 2

Omeem npuHumaemcsi NOJiIHOCMbHO

OTBeTHI, npencrasndaowne cobon YMEeCTHbIE U OpUrnHaribHble naen o ToOM, Kakum o6pa30M
MOXHO ynyyllnTb naew gpyra, cCbinarvwmnecda Ha ee HeaoCTaTku (Kamepy MOXHO J1erko CHATb C
pyn4d, a Takxke TO, 4TO nocne nojiydeHna onoseweHnAa oCtaHOBUTb BOpa ObIS10 Obl yxXe

HEBO3MOXHO).

Omeem He npuHumaemcs
HeymecTHble 1 HeopurMHanbHble naew.
nnu

OTBeT oTCYyTCTBYET.
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Bonpoc 3: BENOCUMNEQ BYAYLWEINO
PISA 2021 Mpumepkl 3aaaHKii NO KPEATHEHOMY MEILLNEHHIO . . . . . . ﬂ u

PeweHme Hay4Hoil npoGnems! ‘ BENOCUNEN BYOYLLUETO
Bonpoc 313

Benocunen Gyaylwiero NnpUBOAMTCA B ABIKEHNE
ABTOMATHYECKM, NOITOMY B Nefansax Gonbwe HeT
HeOBX0IMMOGTH.

Mpenna#uTe OPMIMHaNEHLIA cnocod apyroro
WCTIOMNb30BAHWA I W3MEHEHMA HA3HauYeHWA neganei
BENocHnena.

Bawa unen Gynet opHrMHaNsHOI, ECNK OHA BOSHWKHET Y
HEBOMBILOND KOMMHECTEE YALUMKCH.

Bam pexomeHIyeTCA NOTpaTUTL Ha aToT BONPOC He Gonee 5
MUHYT.

Wper

MNenant

BEJTOCUNEAQ bYAYLWENO: OLEHKA OTBETA HA BOINPOC 3

Omeem npuHumMaemcsi NOJIHOCMbIO

OTBeTbl, NpeacTaBnsatoLLMe CO60OM YMECTHbIE Y OPUTMHANbHbLIE MOEN O HOBbIX (PYHKLUSIX Neaanen.
Omeem He npuHUMaemcsi

HeyMecTHble 1 HeopurMHanbHble uaeu.

HeyMeCTHble N HeopurnHaribHble naeu.
e lcnonb3oBaTb Neganb B Ka4ecTBe Kpro4Ka (I'IpVIerI'IVITb ee K CTeHe 1N NoBeCUTb Ha Hee naano).

e lcnonb3oBaTb Nedanu kak OBEPHYH PYYKY.
e lcnonb3oBaTb Nneganu ans Toro, YTobbl 4OCTaTb YTO-TO C BEPXHUX NOJIOK / NOAHATL YTO-TO C nona.

nnu

OTtBet OTCYTCTBYET.
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YACTb 2: CNELUNDPUKALNA UCCNEOOBAHUA
KPEATUBHOIO MbILWWIEHUA

The case for assessing creative thinking
Why assess creative thinking?

1. Creative insights and advances have driven forward human culture across the world in diverse
areas (Hennessey and Amabile, 2010y): in the sciences, technology, philosophy, the arts and
humanities. Creative thinking is thus more than simply coming up with random ideas. Itis a
tangible competence, grounded in knowledge and practice, that supports individuals in achieving
better outcomes, oftentimes in constrained and challenging environments. Organisations and
societies around the world increasingly depend on innovation and knowledge creation to address
emerging challenges (OECD, 2010y, giving urgency to innovation and creative thinking as
collective enterprises.

2. While it is true that creative thinking drives the types of innovation that have a society-wide
impact, it is also a more universal and democratic phenomenon than one might first believe. That is
to say that every individual, to a greater or smaller degree, has the potential to think creatively
(OECD, 20173). Furthermore, there is a general consensus among psychologists and educators
alike that creative thinking, understood as engagement in the thinking processes associated with
creative work, can improve a host of other individual abilities, including metacognitive capacities,
inter- and intra-personal and problem-solving skills, as well as promoting identity development,
academic achievement, future career success and social engagement (Beghetto, 20104; Plucker,
Beghetto and Dow, 2004s;; Smith and Smith, 2010g;; Torrance, 19597;; National Advisory
Committee on Creative and Cultural Education, 1999, Spencer and Lucas, 2018, Long and
Plucker, 2015,¢;; Barbot, Lubart and Besangon, 20161,;; Barbot and Heuser, 2017;,,;; Gajda,
Karwowski and Beghetto, 201713 (Higgins et al., 2005(14)).

3. Developing an international assessment of creative thinking can encourage positive changes in
education policies and pedagogies. The PISA 2021 creative thinking assessment will provide
policymakers with valid, reliable and actionable measurement tools that will help them to make
evidence-based decisions. The results will also encourage a wider societal debate on both the
importance and methods of supporting this crucial competence through education. This work in
PISA is connected to another OECD project that aims at supporting new pedagogies that can
foster creative thinking. For the past years, the OECD’s Centre for Educational Research and
Innovation (CERI) has been leading an eleven-country study on ways of teaching and assessing
creative and critical thinking with encouraging early results* (see EDU/CERI/CD(2017)12 and
EDU/CERI/CD(2016)13).

! Since 2015 CERI has led an exploration of the teaching and assessment of Creative Thinking in 11
countries — Brazil, France, Hungary, India, Netherlands, Russia, Slovak Republic, Spain, Thailand, United
Kingdom (Wales), and United States. Taking at its starting point the work piloted by Lucas, Claxton and
Spencer (2013[124]) in England, it has prototyped a new teacher-friendly conceptual framework to think
about creative and critical thinking in the classrooms in primary and secondary education. It has developed
OECD rubrics on creative and critical thinking meant to support teachers to develop or improve pedagogical
activities that nurture the creative and critical thinking skills of their students. An international network of
experts and teachers has defined creative thinking as “coming up with new ideas and solutions”. According
to the CERI framework, creative thinking has 6 dimensions: (1) feel, empathise, observe, describe relevant
experience and information; (2) explore, seek and generate ideas; (3) make connections, integrate other
disciplinary perspectives; (4) stretch and play with unusual, risk or radical ideas; (5) envision, express,
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What is the role of education in creative thinking?

4. A fundamental role of education is to equip students with the competences they need — and will
need — in order to succeed in society. Creative thinking is a necessary competence for today’s
young people to develop (Lucas and Spencer, 2017;5). It can help them adapt to a constantly and
rapidly changing world, and one that demands flexible workers equipped with ‘21st century’ skills
that go beyond core literacy and numeracy. After all, children today will likely be employed in
sectors or roles that do not yet exist, using new technologies to solve novel problems. Educating
for creative thinking can help young people to adapt to develop the capacities to undertake work
that cannot easily be replicated by machines and address increasingly complex local and global
challenges with out-of-the-box solutions.

5. The importance of nurturing creative thinking in school also extends beyond the labour market.
Schools play a crucial role in helping young people to discover, develop and define their talents —
including their creative talents. Schools play a vital role in making children feel that they are part of
the society they live in, and that they have the creative resources to contribute to its development
(Tanggaard, 2018;¢)).

6. Creative thinking can also benefit the way in which students learn by supporting the
interpretation of experiences, actions and events in novel and personally meaningful ways
(Beghetto and Kaufman, 200717). Student imagination and curiosity can drive the learning
process: creative thinking can thus be a vehicle for understanding, even in the context of
predetermined learning goals (Beghetto and Plucker, 2006:g)). In order to increase students’
motivation and interest at school, new forms of learning that engage with the creative energies and
recognise the creative potential of all students need to be developed. Such development may
particularly help those students who show little interest in school, and guide them students to
express their ideas and achieve their potential (Hwang, 2015(;9)).

7. Just like any other ability, creative thinking can be nurtured through practical and targeted
application (Lucas and Spencer, 2017;5). For some educators, developing students’ creative
thinking skills may seem to imply taking time away from other subjects in the curriculum. In reality,
students can think creatively in arrange of subjects. Creative thinking can be developed while
promoting the acquisition of content knowledge through approaches that encourage exploration
and discovery rather than rote learning and automation (Beghetto, Baer and Kaufman, 2015,).
Teachers need to understand how creative thinking can be recognised, the circumstances that
encourage it, and how they can effectively guide students to become more creative in their
thinking. A greater understanding of how creative thinking unfolds may in turn motivate teachers to
allow their students to take time “incubating” creative ideas in their learning processes
(Csikszentmihalyi, 1996,y)).

produce, prototype new product (or solution or performance); (6) appreciate the novelty of solution and or its
possible consequences.
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Evidence-centred design as a general framework for the PISA 2021 assessment

8. Evidence-centred design (ECD) (Mislevy, Steinberg and Almond, 2003,;) provides a conceptual
framework for developing innovative and coherent assessments that are built on evidence-based
arguments, connecting what students do, write or create on a computer platform, with
multidimensional competences (Shute, Hansen and Almond, 2008,3; Kim, Almond and Shute,
2016(24). ECD starts with the basic premise that assessment is a process of reasoning from
evidence to evaluate specific claims about students’ capabilities. In essence, students’ responses
to the assessment items and tasks provide the evidence for this reasoning process, and
psychometric analyses establish the sufficiency of the evidence for evaluating each claim. Using
ECD as an organising framework for the PISA 2021 creative thinking assessment can help to
address a series of important test design questions, namely: which creative thinking constructs or
processes does each task within the assessment reveal? Do the proposed scoring methods
effectively recognise and interpret the evidence generated by students’ responses and interactions
with the assessment platform? How is all of the evidence that is generated by students’ choices
synthesised across multiple tasks? Is all of the evidence for a particular construct comparable
when different students attempt different tasks?

9. ECD provides a strong foundation for the development of a valid assessment of the complex
and multidimensional construct of creative thinking. It requires documented, explicit linkages
among the test purpose, the claims made about the test takers and the evidence supporting the
claims. Adopting the ECD process for the PISA 2021 creative thinking assessment requires the
following sequence of steps:

1) Domain definition: reviewing the relevant literature and engaging with experts to define the
domain of creative thinking in an educational context. This foundational work clarifies the
creative thinking competences that policy makers and educators wish to promote, and the
types of creative expressions that 15-year-old students can achieve and that can be most
meaningfully and feasibly assessed in PISA.

2) Construct definition: describing the precise construct the PISA test will assess and
specifying the claims that can be made about the relevant attributes of test takers on the
basis of the assessment. In ECD terminology, this step is generally referred to as defining
the Competency or Student Model (Shute et al., 2016[25]).

3) Evidence identification: describing the evidence that needs to be generated in the test to
support the subsequent claims made about test-takers (i.e. the behaviours or performances
that demonstrate the skills being assessed, for example what students might select, write or
produce, and which constitute evidence for the claims). In ECD, this is referred to as
defining the Evidence Model. This step includes providing rules for scoring the tasks and for
aggregating scores across tasks that extract the evidence required to support the claims
(including process data stored in log files).

4) Task design: identifying, conceptualising and prototyping a set of tasks that provide the
desired evidence within the constraints of the PISA assessment. This stage corresponds to
the Task Model step in ECD terminology.

5) Test development: assembling the tasks into test formats that support all of the stated
assessment claims with sufficient evidence. This corresponds to the Assembly Model step
in ECD terminology.

6) Cross-cultural validation: ensuring that all assessment instruments provide reliable and
comparable evidence across countries and cultural groups. This step is generally not
discussed in ECD approaches, but is clearly important in the context of PISA.

7) Analysis and reporting: illustrating appropriate, meaningful and easy-to-communicate
representations of the assessment results.
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10. Validation and pilot studies can increase the iterative nature of this design cycle: for example,
the analysis of validation data can inform choices regarding evidence identification and task
design.

11. The structure of this framework document follows this sequence of evidence-centred design
steps. First, creative thinking is outlined, both in general and specifically in an educational context.
Then, the elements of the construct and the methods of evidence identification and collection are
explicitly set forth. Finally, the framework discusses issues related to validation and reporting.

Defining the assessment domain
What is creative thinking?

12. PISA employs a definition of creative thinking that is relevant to 15-year-old students around
the world. Creative thinking in PISA 2021 is defined as the competence to engage productively in
the generation, evaluation and improvement of ideas, that can result in original and effective
solutions, advances in knowledge and impactful expressions of imagination.

13. This definition of creative thinking is aligned with the one proposed by the Creative Thinking
Strategic Advisory Expert Group (OECD, 2017[3])2. It highlights the fact that students in all contexts
and across all levels of education need to learn how to engage productively in the practice of
generating ideas, how to reflect upon ideas by valuing both their relevance and novelty, and how to
iterate upon ideas until they reach a satisfactory outcome. It has also been informed by the
guidance of interdisciplinary experts and a comprehensive review of the literature on creativity.

14. While creative thinking is still an emerging construct, the broader yet intrinsically related
construct of creativity has a strong research tradition. Plucker, Beghetto and Dow (2004s)) define
creativity as “the interaction among aptitude, process, and environment by which an individual or
group produces a perceptible product that is both novel and useful as defined within a social
context”, reflecting its multidimensional and social nature.

15. Achieving creative outcomes requires the capacity to engage in creative thinking, but it can
also demand a wider and more specialised set of attributes and skills, such as intelligence, domain
knowledge or artistic talent. For example, the ‘Big C’ creativity that is associated with technology
breakthroughs or art masterpieces demands that creative thinking be paired with significant talent,
deep expertise and high levels of engagement in a particular area, as well as the recognition from
society that the product has value. Conversely however, ‘little ¢’ or everyday creativity (e.g.
creatively arranging family photos in a scrapbook; combining leftovers to make a tasty meal; or
finding a creative solution to a complex scheduling problem at work (Kaufman and Beghetto,
2009,¢))) can be achieved by nearly all people capable of engaging in creative thinking.

16. Overall, the literature agrees that ‘little ¢’ creativity can be developed through practice and
honed through education. The PISA 2021 test of creative thinking will thus focus on tasks related
to this ‘little ¢’ creativity in order to minimise the importance of innate talent for performance and to
put a stronger focus on the malleable capacity of individuals to engage in creative thinking. This
type of creative thinking can be applied not only to learning contexts that mainly require the
expression of one’s inner world, such as creative writing or the arts, but also to other areas where
the generation of ideas is functional to the investigation of issues, problems or society-wide
concerns.

’The Strategic Advisory Board defined creative thinking as ‘...the process by which we generate fresh ideas.
It requires specific knowledge, skills and attitudes. It involves making connections across topics, concepts,
disciplines and methodologies’. This definition builds on the five dimensional model by Lucas, Claxton and
Spencer (2013), that identifies five creative thinking habits - being inquisitive, being imaginative, persevering,
collaborating and being disciplined.
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Domain generality versus domain specificity

17. A ‘domain’ can be understood as “any specific area of knowledge, such as art literature,
history, or astronomy” or “the set of representations that underlie and support thinking in a specific
area of knowledge” (Baer, 2011,7)). Researchers have long debated whether creative abilities are
domain specific: are creative people creative in everything they do, or only when engaging in
specific activities? This debate on the nature of creativity logically extends to creative thinking: is
creative thinking in science different to creative thinking in the arts? Are those who can easily
generate ideas to explain a scientific phenomenon also good at generating ideas for a story?

18. The first generation of creative thinking tests mainly reflected the notion of domain generality,
based on the idea that a set of general attributes influence creative endeavours of all kinds.
Researchers like (Torrance, 1959,) assumed that the performance of individuals in creativity tests
could be generalised, and that creative performance in one domain could be transferred to
another. However, more recent studies tend to reject this assumption. They rather claim that the
skills and traits necessary for creative performance are specific to and thus differ by domain (Baer,
20117), or present models of creativity that integrate aspects of both approaches (e.g. Kaufman
and Baer (2005,g)).

Domains of creative engagement

19. Related to the debate on the domain specificity of creativity is the question of which and how
many domains of creativity might exist. Over the years, various creativity theorists and researchers
have attempted to establish the different domains of creativity, with research on this topic most
notably coming from the various works of Kaufman (et al.) (200450}, 200525, 200630, 200931;;
2012;3;). In more recent work, he distinguishes five different domains of creative engagement:
everyday, scholarly, performance, scientific, and artistic (Kaufman, 20123).

20. Others have reported similar groupings of domains of creativity: Runco and Bahleda (198633))
distinguish between ‘artistic’ and ‘scientific’ spheres of creative activity. According to Amabile
(198334;; 1996(35), creative tasks can be categorised into the three broad domains of verbal, artistic
and problem-solving. Similarly, Chen et al. (20063 identify the domains of verbal, artistic and
maths. Elsewhere, the separation of artistic and verbal domains of creativity is supported by Conti
et al. (199637) who found no correlations in participant performances across the two domains.

21. A comprehensive meta-analysis of empirical studies examining the domains of creativity
supports the existence of a math/scientific domain that is consistently distinct from other domains
of creativity (Julmi and Scherm, 201635)). The meta-analysis indicates that stable patterns are
visible across studies, generally corresponding to “the factors ‘hands on’ creativity,
empathy/communication and math/science identified by Kaufman and Baer (2004 ,).”

Confluence approaches of creativity

22. ‘Confluence approaches’, or ‘componential theories’, describe creative thinking and creativity
as multi-dimensional phenomena (Lucas, 20163q). Amabile’s (198334;; 201640) componential
theory of creativity outlines four necessary components for any individual to produce creative work:
domain-relevant skills, creativity-relevant processes, task motivation, and a conducive
environment. The model specifies that creative production fundamentally requires some base
resources or raw materials (i.e. domain-specific skills, including knowledge and technical skills), a
set of processes or skills for combining these base resources in new ways (i.e. creativity-relevant
processes, including appropriate cognitive styles such as breaking out of performance scripts and
keeping response options open), and a driver in order to do so (i.e. task motivation). It also
suggests that a number of environmental factors can serve as either inhibitors or facilitators of
creative engagement. These four components include both relatively stable elements and
elements that are more amenable to development and social influences.
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23. Sternberg and Lubart’s (1991;; 19951,) ‘investment theory of creativity’ suggests that six
distinct yet interrelated resources are necessary for creativity: intellectual skills (such as synthetic
and analytical skills); domain-related knowledge; particular ‘thinking styles’ (such as a preference
for thinking in new way); motivation; specific personality attributes; and an environment that is
supportive and rewarding of creative ideas. Sternberg (20063) later elaborated on the importance
of the confluence of these resources, explaining that creative endeavours are far more complex
than the simple sum of each respective component. Interactions between different components
may lead to a variety of outcomes: for example, high levels in many components could
multiplicatively enhance creative engagement; in contrast, there may be a minimum threshold for
each component below which creative achievements are not possible, irrespective of the presence
or the degree of other components.

Understanding and assessing creative thinking in the classroom

24. Confluence approaches of creativity emphasise the importance of various internal resources
for successfully engaging in creative work, as well as the importance of the environment in which
creative work takes place. They thus provide a useful schema for the PISA assessment of creative
thinking. However, in order to better understand children’s creative thinking, it is necessary to
contextualise these approaches in a way that is relevant to students in their everyday school life
(Glaveanu et al., 2013,4; Tanggaard, 2014,s)).

25. Figure 1 sets out some key points of observation of creative thinking in the classroom, as well
as the relationships between the respective elements. This model builds upon the five-dimensional
model of creative thinking proposed by the Creative Thinking Strategic Advisory Expert Group
(OECD, 2017(3).

Figure 1. Enablers and manifestations of creative thinking in the classroom

Individual Enablers

. Goal .
Domain . . Collaboration
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beliefs

Task
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Cognitive skills Openness

Cultural norms Creative
& expectations expression

. School &
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26. Schools can influence several dimensions of students’ internal resources (described henceforth
as ‘individual enablers’) for engaging in creative thinking, including: cognitive skills; domain
readiness (domain-specific knowledge and experience); openness to new ideas and experiences;
willingness to work with others and build upon others’ ideas (collaboration); willingness to persist
towards one’s goals in the face of difficulty and beliefs about one’s own ability to be creative (goal
orientation and beliefs); and task motivation.

27. As for the features of students’ social environments that might incentivise or hinder creative
thinking (described henceforth as ‘social enablers’), the classroom culture, the educational
approach of schools and wider education systems, and the broader cultural environment all
represent distinct social environments for students. They can all influence the extent to which
students value and invest in their own creative abilities, and can provide incentives or obstacles for
engaging in creative thinking.

28. Finally, schools are arenas in which students’ manifestations of creative thinking, either as
individuals or as part of a group, can be observed and measured. Creative achievement and
progress in the classroom can refer to forms of creative expression (i.e. communicating one’s
internal world and imagination through writing, drawing, music or other arts), knowledge creation
(i.e. generating knowledge that is new to the group and understanding in a collaborative enquiry
process), or creative problem-solving (i.e. finding creative solutions to a variety of problems across
domains).

29. These distinct enablers of creative thinking in the classroom are strongly interconnected. Social
enablers are inherently shaped by cultural norms, which in turn affect how students’ individual
enablers are developed and honed.

Individual enablers of creative thinking
Coghnitive skills

30. Several authors have tried to identify the cognitive skills necessary to think creatively.
Guilford’s (19564¢)) conceptions of convergent thinking and divergent thinking have strongly
influenced research in this area. Convergent thinking is generally defined as the ability to apply
conventional and logical search, recognition and decision-making strategies to stored information,
in order to produce an answer (Cropley, 20067). By contrast, divergent thinking is defined as the
ability to follow new approaches and produce original ideas by forming unexpected combinations
from available information, and by applying abilities such as semantic flexibility and fluency of
association, ideation and transformation (Cropley, 2006y7). It has also been described as the
ability to break out of performance scripts and search for different solutions, to try something
counterintuitive when everything else fails, to look at problems from different angles, to approach
tasks from a different starting point, and to construct new methods rather than following ready-
made ones (Schank and Abelson, 19774g; Duncker, 19729). In essence, divergent thinking
brings forth answers that may never have existed before and that are often novel, unusual or
surprising.

31. Creative thinking is often described in divergent thinking terms, and most assessments of
creative thinking to-date have focused on measuring divergent thinking cognitive processes.
However, the literature clearly highlights that convergent thinking cognitive processes, such as
analytical and evaluative skills, are also important for creative production (Cropley, 20067, Reiter-
Palmon and Robinson, 2009;s,;; Tanggard and Glaveanu, 2014s,;). For example, the ability to
generate novel and valuable ideas may depend on the prior execution of other activities, such as
successfully defining the problem space, or on ‘late cycle’ processing skills, such as evaluating the
creative value of several possibilities or successfully assessing the extent to which a potential
solution corresponds to the given task constraints (Runco, 1997s,). Indeed Getzels and
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Csikszentmihalyi (1976s3)) found that art students’ success in ‘problem construction’ was strongly
correlated with measures of the originality and aesthetic value of their resulting paintings, and that
these measures were furthermore linked to long-term artistic success.

32. Schools can promote the use of pedagogies that encourage the development of the cognitive
skills and approaches inherent to the creative process (Beghetto and Kaufman, 2010s,). For
example, Mayer (1989;s5)) demonstrated how learning strategies for forming mental representations
can lead to improvements in students’ creativity in science, mathematics and computing problems.

Domain readiness

33. Domain readiness conveys the idea that an individual requires some degree of pre-existing
knowledge and experience within a particular domain in order to successfully produce creative
work (Baer, 2016s¢)). The assumption is that the more knowledge one possesses and the better
one understands the relationships between pieces of information within a domain, the greater the
likelihood one has of generating a creative idea (Hatano and Inagaki, 198657, Schwartz, Bransford
and Sears, 2005(s)).

34. However, this relationship may not be strictly linear, particularly in the case of ‘little ¢’ or
everyday manifestations of creative thinking. While it is generally accepted that some degree of
domain-relevant knowledge or skills is beneficial for creative thinking, the prior cultivation of
established routines for deploying knowledge or skills may also present a barrier for creative
thinking, by resulting in fixation and a reluctance to think beyond those established routines.

35. Schools naturally have an important role to play in developing children’s domain readiness
(knowledge and experience) in a range of subject areas in which students can express their
creative thinking.

Openness to experience and intellect

36. There is a vast literature dedicated to identifying the personality traits that characterise ‘creative
people’. Empirical studies examining the personality and behaviour of creative individuals typically
employ questionnaire instruments and operationalise creativity as a relatively enduring and stable
personality trait (Hennessey and Amabile, 2010;;). These studies have shown that many creative
people share a core set of tendencies, but particularly ‘openness’: both ‘openness to experience’
and ‘openness to intellect’ (although both variants are seen as comprising the larger ‘openness’
factor) (Amabile, 2012sq; Batey and Furnham, 2006s; Feist, 1998s,;; Prabhu, Sutton and Sauser,
20085, Sternberg and Lubart, 1991,;; Sternberg and Lubart, 1995,)).

37. Kaufman et al. (2009;3;)) found that openness to experience was the only one of the ‘Big Five’
personality dimensions that was significantly and positively correlated with creative achievements
across all domains. The study was then repeated with Chinese participants, who recorded similar
results (with the exception of creativity in the maths/science domain) (Werner et al., 20143)).
McCrae (1987s4)) also found that divergent thinking was consistently associated with openness to
experience, but not with the other remaining dimensions of personality. Meta-analyses of studies
on creativity and personality have confirmed that openness to experience appears to be a common
trait in creative achievers across domains, whereas other personality traits appear to interact with
creativity only insofar as they benefit individuals within specific domains of endeavour (for example,
‘conscientiousness’ seems to enhance scientific creativity but detract from performance in the arts)
(Batey and Furnham, 2006, Feist, 1998s)).

38. More specifically, ‘openness to experience’ refers to an individual’'s receptivity to novel ideas,
imagination and fantasy (Berzonsky and Sullivan, 19925)). It has been suggested that its

% Also referred to as the Five Factor Model of personality traits: Openness to experience; Conscientiousness;
Extraversion; Agreeableness; and Neuroticism (see McCrae and Costa (19871,s))).
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predictive value for creative achievements across domains is due to its “broad constellation of traits
with cognitive (e.g. fantasy, imagination), affective (e.g. curiosity, intrinsic motivation) and
behavioural manifestations (e.g. being adventurous, stepping outside of one’s comfort zone,
actively trying new things), all of which are related to creativity” (Werner et al., 2014 s3). Several
scholars have further emphasised the importance of a sense of curiosity for successfully producing
creative work (Chavez-Eakle, 2009, Feist, 1998s,;; Guastello, 2009;; Kashdan and Fincham,
2002[68])-

39. ‘Openness to intellect’ is a related yet distinct trait that has also been shown to predict creative
achievement. This construct refers to cognitive engagement with abstract and semantic
information, primarily through reasoning (DeYoung, 2014g). In contrast to openness to
experience, openness to intellect seems particularly correlated with scientific creativity (Kaufman et
aI., 2016[70]).

Goal orientation and creative self-beliefs

40. Persistence, perseverance and creative self-efficacy are all attitudes that have been shown to
influence creativity by providing individuals with both a strong sense of goal orientation, and the
belief that they can go on to achieve those goals.

41. Persistence — the act of single-mindedly continuing to invest effort towards one’s goal in spite
of difficulty — and perseverance — enduring and overcoming difficulty to achieve one’s goal — are
essential for creativity. Cropley (1990(,;) characterised creative individuals by “their willingness to
expend effort”, and Torrance (1988;,;)) emphasised perseverance as one of the main traits of
creative individuals. Amabile (198334) argues that the ability to concentrate effort for long periods
and to persevere in the face of frustration is an important component of creative capacity.

42. Creative self-efficacy refers to the beliefs that individuals have about their own ability to
perform a task creatively (Beghetto and Karwowski, 201773). Goal orientation and creative self-
beliefs are closely linked: several researchers consider creative self-efficacy essential in
determining whether an individual will sustain effort in the face of resistance (i.e. persist) and
ultimately succeed (i.e. persevere) in performing tasks creatively (Bandura, 1997,4). These beliefs
can in turn be influenced by prior performance history, mood and the social environment in which a
task is performed (Bandura, 199774, Beghetto, 2006s)).

43. Efforts to stimulate creative thinking in the classroom might therefore aim to strengthen
students’ beliefs in their creative abilities and their proficiency in self-regulatory attitudes and
behaviours (including persistence and perseverance) (Davis and Rimm, 1985)).

Collaborative engagement

44. Contemporary research is increasingly looking beyond creative thinking as a purely individual
construct and towards creative thinking as a collective endeavour, for example by examining the
actions of teams in generating new knowledge (Thompson and Choi, 200577}, Prather, 2010g;
Grivas and Puccio, 2012;¢;; Scardamalia, 2002;g). This particular understanding of creative
thinking posits that creative work is the result of the interaction between an individual and their
environment, including other individuals within that environment. Creative thinking and
engagement is thus structured as a continuous cycle of “doing” (actions directed at the
environment) and “undergoing” (taking in reactions of the environment) (Glaveanu et al., 2013 44).
Through collaborative engagement, teams can provide new answers to complex problems that are
beyond the capabilities of any one person (Warhuus et al., 2017 gyy).

45. Research on collaborative creative thinking shows that team members engage in a complex
intentional, opportunistic, improvisational and emergent process, setting goals and monitoring
progress as different members of the team assume leadership based on their own strengths. Being
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able to engage in dialogic and improvisational processes in particular creates the conditions for
new ideas to emerge (Montuori, 2003;g; Tsoukas, 2009s3)). Through collaboration, action is fused
with idea creation and improvement, the reparation of weaknesses in ideas, and the discovery of
new ways around dead ends.

46. The capacity to engage in collaborative work is an important driver of knowledge creation, also
in a classroom context. Schools can provide a rich environment in which students can explore and
build upon others’ ideas in an iterative process, and thus collaboratively create new knowledge.
Students need to learn how to get inspired by the ideas of others, and appreciate co-authorship
and collective action (Starko, 20104, Scardamalia, 2002g).

Task motivation

47. The role of task motivation as a driver of creative work has been well documented in research,
namely in the works of Amabile (1997(ss); 201605; 2010, 198334). The basic assumption is that
individuals may possess the ideal constellation of components for high creative potential, and yet
still not produce creative work if they are not sufficiently motivated to do so.

48. Motivation to be creative can be both intrinsic and extrinsic in nature. Individuals who
experience intrinsic task motivation: find their work meaningful, engage in the task purely for
reasons of enjoyment, self-interest or desire to be challenged; and are relatively insensitive to
incentives, contingencies or other external pressures. Csikszentmihalyi (1996,,;) proposed that
creative work is powerfully facilitated by the related experience of ‘flow’ because, in the state of
flow, people “persist ... single-mindedly, disregarding hunger, fatigue, and discomfort” (Nakamura
and Csikszentmihalyi, 2002g6)) precisely because they are fully engaged in a task for reasons
inherent to the work itself. Conversely, extrinsic task motivation refers to the external incentives,
goals or pressures that can motivate people to engage in a particular task.

49. In general, research has emphasised the conducive role of intrinsic task motivation and the
detrimental effect of extrinsic task motivation on creative performance (Amabile, 2012sq;
Sternberg, 2006,3). More recent theories, however, have acknowledged that extrinsic motivators
such as pressures (e.g. deadlines) or rewards (e.g. incentives and recognition) can successfully
motivate people to be or persist in their creative endeavours (Eisenberger and Shanock, 20035,
Amabile and Pratt, 2016q).

Social enablers of creative thinking
Cultural norms and expectations

50. Creative outputs are embedded within social contexts (Baer, 20165, Csikszentmihalyi,
1996,15), and these social contexts are inherently shaped by cultural norms and expectations.
Cultural norms and expectations affect creative thinking as they can influence the skills and
cognitive processes that individuals prioritise for development, the emergence of values that shape
personality development, and the differences in performance expectations within a given society
(Niu and Sternberg, 2003sg;; Wong and Niu, 2013gg). Cultural norms can also encourage creative
thinking in some situations and for some topics, but discourage it for others (Lubart, 1998 ).
Some studies have investigated the effect of cultural differences on measures of national creativity
and innovation. In general, they conclude that only variations along the individualism/ collectivism
axis of cultural difference have reliably demonstrated a significant impact on creative outputs
(Rinne, Steel and Fairweather, 2013;;; Ng, 200395)).

Educational approaches

51. Cultural norms affect educational approaches, in particular the outcomes an education system
values for its students and the content it prioritises in the curriculum. These approaches may, in
some cases, result in a lack of encouragement or even the active discouragement of certain
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creative behaviours at school (Wong and Niu, 2013sg)). The investment theory of creativity argues
that being creative is in large part a decision that anyone can make yet few actually do because
they find the social costs to be too high. Schools therefore play an important role in encouraging
students’ creative thinking by increasing the rewards and decreasing the social costs associated
with it in the classroom (Sternberg, 20063). For example, it has been argued that the pressures of
standardisation and accountability in educational testing systems have reduced the room afforded
to students for creative thinking in their school work (DeCoker, 2000y3). Some researchers have
even claimed that increasingly narrow educational approaches and assessment methods are at the
root of a ‘creaticide’ affecting today’s young people (Berliner, 201194)).

Classroom climate

52. Organisational research has demonstrated the effects of certain features of the working
environment on the creativity of workers. Informal feedback, goal setting, positive challenges,
teamwork, relative freedom in carrying out tasks, and appropriate recognition and encouragement
to develop new ideas are all environmental enablers of creativity (Amabile, 2012s¢;; Zhou and Su,
2010;95)). Conversely, harsh criticism of new ideas, emphasis on the status quo, low-risk attitudes
among top management, and excessive time pressures are among the environmental factors that
can inhibit creativity (Amabile, 2012;sq)). It could be argued that the effects of similar environmental
factors could also apply to creative thinking in the classroom.

53. With regards to schools specifically, Nickerson (2010g) provides a list of school practices that
can stifle creative thinking: (1) perpetuating the idea that there is only one correct way to do a task
and only one correct answer to a question; (2) cultivating attitudes of submission and fear of
authority; (3) adhering to lesson plans at all costs; (4) promoting the belief that originality is a rare
quality; (5) promoting beliefs in the compartmentalisation of knowledge; (6) discouraging curiosity
and inquisitiveness; (7) and above all, never permitting learning and problem solving to be fun.

54. Teachers are more likely to focus on teaching creatively and developing learner creativity
within school and policy environments that encourage innovation (and accept its associated risks)
and that allow them to develop and express their own creativity. Teachers thus need to understand
the importance of students’ idea diversity, risk taking, and working with peers in order to
accomplish difficult tasks. These approaches are all supported by teachers’ beliefs that creative
thinking competences are something that can be developed in the classroom, even if this
development takes time.

55. Beghetto and Kaufman (2014e7) propose that teachers should monitor implicit messages sent
by the classroom environment as well as actively cultivating an environment that helps students
learn how to take charge of their own creativity. For example, this could be achieved by
encouraging higher levels of student agency in setting goals, monitoring progress, identifying
promising ideas, and taking collective responsibility for contributing to productive, creative team
work. Teachers should also help students to recognise how and when creative thinking is task
appropriate.

56. Some educational researchers have explored different ways of teaching and learning that
increase the likelihood of knowledge creation. The research shows that creative thinking can be
successfully engendered through collaboration in knowledge-building communities, in other words,
when schools operate as knowledge-creating organisations in which students are directly engaged
in sustained, creative work with ideas (Scardamalia and Bereiter, 2006q5;; Scardamalia and
Bereiter, 19994)). When knowledge creation becomes an intentional activity that is integral to
classroom life — a norm of engagement — students can contribute new ideas to their community
and work towards continually improving those ideas (Scardamalia, 2002g)).
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57. Knowledge creation can also be promoted through ‘questions of wonderment’. Questions of
wonderment describe the process of trying to understand the world and trigger students to put forth
their ideas about different phenomena (Scardamalia and Bereiter, 1992(,o0;; Bereiter and
Scardamalia, 2010y01)).

Creative engagement

58. The creativity of students’ products provides indicators of their capacity to think creatively,
particularly in tasks where much of the creative thinking process is ‘invisible’. Students’ creative
products can therefore be useful to determine whether their creative thinking process has been
successful (Amabile, 1996;5;; Kaufman and Baer, 2012(1¢;)).

59. Over the years, an impressive body of literature on the importance and analysis of creative
products across a range of domains has emerged. According to accepted definitions within the
literature, creative products are both novel and useful as defined within a particular social context.
In the context of schools, creative engagement can take distinct ‘everyday’ forms: for example,
through expressive activities of writing, drawing, music or other ‘arts’ subjects; the creation of new
knowledge and understanding; or the generation of creative solutions to different types of open
problems. These forms of creative engagement in the classroom are multi-disciplinary and extend
beyond traditional subjects, such as art and science (Beghetto and Kaufman, 20104; Sawyer,
2011103).

Creative expression

60. Creative expression consists of both verbal and non-verbal forms of creative engagement, in
instances where individuals communicate their internal world and imagination to others. Verbal
expression refers to the use of language, including both written and oral communication. Non-
verbal expression includes not only drawing, painting, modelling and musical expression, but also
expressive movement and performance, for example dance and drama.

Knowledge creation

61. Knowledge creation refers to the advancement of knowledge where the emphasis is placed on
progress rather than achievement per se, for example by establishing improved conceptual ideas
such as better explanations or theories. Knowledge creation is not only reserved for discoveries of
historical importance, but can also occur at all levels of society and in all domains. Scardamalia
and Bereiter (1999,9q)) have elaborated parallels among the work of scientists, designers and
young students in creating knowledge: for example, it can be helpful for all, regardless of domain,
to reconstruct knowledge in order to interpret the findings of others and to make sense of existing
theories.

Creative problem solving

62. Closely linked to knowledge creation is creative problem solving. Not all cases of problem
solving require creative thinking: creative problem solving is a distinct class of problem solving
characterised by novelty, unconventionality, persistence, and difficulty in problem formulation
(Newell, Shaw and Simon, 1962;04). Creative thinking becomes particularly necessary when
students are challenged with problems outside of their realm of expertise, and where the
techniques with which they are familiar do not work (Nickerson, 1999 ;s)).

Implications for the design of the PISA 2021 creative thinking assessment
Focus and objectives of the PISA 2021 assessment of creative thinking

63. PISA 2021 focuses on the creative thinking processes that one can reasonably expect from 15-
year-old students. It does not aim to single out exceptionally creative individuals, but rather to
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describe the extent to which students are capable of thinking creatively when searching for and
expressing ideas, and how this capacity is related to teaching approaches, school activities and
other features of education systems.

64. The main objective of PISA is to provide internationally comparable data on students’ creative
thinking competence that have clear implications for education policies and pedagogies. The
creative thinking processes in question therefore need to be malleable through education; the
different enablers of these thinking processes in the classroom context need to be clearly identified
and related to performance in the assessment; the content domains covered in the assessment
need to be closely related to subjects taught in common compulsory schooling; and the test tasks
should resemble real activities in which students engage, both inside and outside of their
classroom, so that the test has some predictive validity of creative achievement and progress in
school and beyond.

65. Collecting information on the complex set of enablers of creative thinking in PISA is challenging
yet achievable, at least in part. The PISA 2021 creative thinking assessment is composed of two
parts: a test and a background questionnaire. The test provides information on the extent to which
students are able to mobilise their creative thinking cognitive processes when working on tasks
requiring the generation, evaluation and improvement of ideas. The background questionnaires
complement this information with data on other enablers of students’ creative thinking, including
creative attitudes (openness, goal orientation and beliefs), perceptions of their school environment,
and activities they participate in both inside and outside the classroom.

66. In the assessment some enablers of creative thinking are better covered than others. For
example, while collaborative skills are a key enabler of knowledge creation in the classroom,
students’ capacities to engage in collaborative, creative thinking is not directly measured (although
several test tasks ask the students to evaluate and improve the work of others) due to the
organisational and technical difficulties of making students work together in PISA. Nonetheless,
collaboration skills are recognised as an important individual enabler of creative thinking in the
classroom in this framework, in the hopes of inspiring future assessments of creative thinking.

Domains of creative thinking included in PISA 2021

67. The literature suggests that the larger the number of domains included in an assessment of
creative thinking, the better the coverage of the construct. However, certain practical and logistical
constraints of PISA have had important implications for the possible domains included in the PISA
2021 assessment of creative thinking.

68. The first relates to the age of test-takers. Given that the PISA target population (15-year-old
students) only has a limited amount of knowledge and experience in many domains, those
selected as assessment domains need to be based on the knowledge and experiences that are
common to most students around the world (such as drawing, writing or problem-solving). The
assessment domains (and related tasks) must also be reflective of the realistic manifestations of
creative thinking that 15-year-olds can realise in this context.

69. A second constraint is the amount of available testing time. Under the current design of PISA
assessments, students will take a one-hour creative thinking test. This means that the range of
possible assessment domains must necessarily be limited, in order to ensure that a sufficient
amount of data is collected in each domain. As PISA aims to provide comparable measures of
performance at the country level, rather than at the individual level, it is possible to apply a rotated
test design in which students take different combinations of tasks within domains (with some
overlap). Nonetheless, ensuring the ability to produce reliable measures of country-level student
performance by each domain requires that a sufficient amount of testing time be dedicated to the
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tasks within each domain, therefore limiting the number that can reasonably be covered in the
assessment.

70. A third constraint is the necessity to implement the creative thinking test within the standard
PISA testing platform. The PISA test is administered on standard desktop computers with no
touch-screen capability and no internet connection. The platform currently supports a range of item
types and response modes, including multiple choice, text entry, drag and drop, hot spots (clicking
on areas within a text or image), a chat interface, and interactive charts and graphs. While it has
been possible to include new functionalities to the platform during the development of this
assessment, such as a drawing tool, both the choice of assessment domains and the design of the
tasks had to take into due consideration the technical limitations of the platform.

71. Taking these main constraints into account, and building upon the literature that discusses the
different domains of creativity, the PISA 2021 creative thinking assessment focuses on two broad
thematic content areas: ‘creative expression’ and ‘knowledge creation and creative problem
solving’. ‘Creative expression’ refers to instances where creative thinking is involved in
communicating one’s inner world to others. This thematic content area is further divided into the
domains of ‘written expression’ and ‘visual expression’. Originality, aesthetics, imagination, and
affective intention and response largely characterise creative engagement in these domains. By
contrast, creative engagement in ‘knowledge creation and creative problem-solving’ involves a
more functional employment of creative thinking that is related to the investigation of open
questions or problems (where there is no single solution). It is divided into the domains of ‘scientific
problem solving’ and ‘social problem solving’. In these domains, creative engagement is a means
to a ‘better end’, and it can thus be characterised by generating solutions that are original,
innovative, effective and efficient.

72. The four assessment domains represent a reasonable coverage of the creative thinking
activities in which 15-year-olds typically engage, and reflect the nature of real world and everyday
creative thinking. While they clearly do not exhaust all possible manifestations of creative thinking
in school, they do provide a sufficiently diverse coverage of the construct of creative thinking as
well as adequately respect the various logistical and technological constraints of the PISA 2021
assessment.

73. Finally, given that differences in cultural preferences for certain forms of creative engagement
exist, as do differences in what is valued in education and in how subjects are taught across the
world, we can expect some degree of variation in student performance across domains. By having
students work on more than one domain, it will be possible to gain insights on country-level
strengths and weakness by domain of creative thinking. The data may also uncover the differences
in the extent to which students are encouraged to search for their own solutions and ways to
express their ideas, with important implications for how creative thinking in different domains
should be taught in school.
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Figure 2. Proposed focus domains for the assessment

Creative Expression

Problem Solving

Written expression

74. Written work represents a natural means for creative expression both inside and outside of the
school context, and creative writing is important for developing children's cognitive and
communication skills (Tompkins, 1982;0¢)). Good creative writing requires logical consistency;,
creative writers ask the readers to understand and believe in their imagination, and this requires
that they focus on details and continuity. For example, even stories that are based on fantasy, with
monsters and space aliens, need to obey a certain set of rules of logic and to make sense within
the universe the author has created.

75. Individuals engaged in creative writing reflect upon the craft and process of writing, define
expectations for their work, and respond imaginatively to the text of others (Carter, 2001107)).
These processes can stimulate many new areas of intellectual and emotional development for
students, deepening their understanding of themselves and of the world (Essex, 1996;0g)).
Moreover, creative writing does not only apply to works of fiction: engaging in non-fictional writing
can also be creative, such as writing slogans and tag-lines, and these forms of creative written
expression can help students to understand and master basic rules of effective communication
they need for their life.

76. In the cognitive test, students will need to demonstrate a capacity to express their imagination
in a written format, respecting the rules and conventions that make written communication
understandable and appreciated for its originality by different audiences. Several test unit
templates have been designed for the domain of written expression. Students are asked to:
engage in open and imaginative writing (with constraints limiting the length of written text that
human raters will need to evaluate); generate ideas for various written formats by considering
different stimuli, such as cartoons without captions or fantasy illustrations; and make an original
improvement to someone else’s written work (as provided in the task stimuli).

Visual expression

77. In the domain of visual expression, students explore, experiment and communicate ideas and
their own experiences using a range of media, materials and processes (Irish National Teacher
Association (INTO), 2009109)). Producing visual representations can help students to interpret both
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overt and subtle images and to develop a better understanding of how information, communication
and design work in general. Creative visual expression has arguably become more important in
recent years: with the ubiquity of desktop publishing, digital imaging and design software, nearly
everyone will, at some point, be making visual communications that will affect either themselves or
the wider public (think, for example, about the importance of the visual quality of a curriculum
vitae).

78. The test unit templates designed in the domain of visual expression ask students to: engage in
open visual design tasks, using a digital drawing tool; generate visual design ideas based on the
scenario and stimuli provided in the unit (e.g. specific details to include, provision of certain
drawing tools); and suggest or make original improvements to different forms of visual expression
(as provided in the task stimuli), following given instructions or additional information.

Social problem solving

79. In their everyday life, students use creative thinking to tackle (inter-)personal, and social
problems. Creative thinking in this context involves looking at the problem not just from a technical
perspective but also from the social perspective, in other words trying to understand and address
the needs of others to find solutions to central problems — be they at a personal, school, wider
community or global level. Creative thinking in this domain depends on the students’ ability to
empathise with and evaluate the needs of a specific group, recognise patterns, and construct ideas
that have emotional meaning, as well as propose innovative yet functional solutions (Brown and
Wyatt, 2010[110]).

80. The test unit templates designed in the domain of social problem solving ask students to:
engage in open problem-solving tasks with a social focus, either individually or in simulated
collaborative scenarios; generate ideas for solutions to social problems, based on a given
scenario; and suggest original improvements to problem solutions (as provided in the task stimuli).

Scientific problem solving

81. Creative thinking in science can manifest itself in various ways: in the conception of new ideas
that contribute to advancing scientific knowledge; in the conception of experiments to probe
hypotheses; in the development of scientific ideas or inventions applied to particular domains of
practical interest; or in the novel implementation of plans and blueprints for scientific/ engineering
activities (Moravcesik, 1981;115). Students can demonstrate creative thinking as they engage in
inquiry sessions during which they explore, manipulate and experiment with materials in any way
they choose (Hoover, 1994;12).

82. Creative thinking in science is closely related to scientific inquiry skills, yet several
characteristics of this test fundamentally differentiate it from other assessments of mathematics
and science. First, this assessment focuses on the generation of new ideas, rather than on the
application of taught knowledge. Secondly, the originality of students’ approaches and solutions
are credited (provided that responses are valid). The third difference is the use of open problems
that have multiple possible solutions and where there is no clear optimal solution. Lastly, the this
assessment focuses on students’ processes of creative thinking in scientific contexts — i.e. the
ways in which students go about solving open problems and searching for original ideas— rather
than their ability to produce a ‘right’ or ‘most optimal’ solution.

83. The test unit templates in the scientific problem solving domains cover these different aspects
of creative thinking in various scientific contexts. In general, students are asked to: engage in open
problem solving tasks in a scientific context; generate ideas for hypotheses or solutions to
problems of a scientific nature, based on the given scenario; and suggest original improvements to
experiments or problem solutions (as provided in the task stimuli). Possible units might present
students with observations on a scientific phenomenon and ask the student to formulate different
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research questions or hypotheses to explain the phenomenon; others might ask students to invent
something in a laboratory environment, utilising different tools. Units with a more mathematics
focus could require students to develop different methods to demonstrate a given property of data
or geometrical figures, or might ask students to make as many valid inferences as possible from a
given set of data. Alternatively, units might present students with an open engineering problem that
requires an innovative solution, or presents a system that can be made more efficient or effective.

84. Interactive simulations and games are particularly appropriate modes for assessing creative
thinking in scientific problem solving because such environments provide immediate feedback to
students on their choices and actions; observing how students react to this feedback can provide
relevant measures of their capacity to engage in the process of failure and discovery that often
characterises scientific innovation.

85. The importance of domain readiness is clearly an issue that inevitably arises with most tasks
that can be imagined in this domain. Originality has little value without validity (i.e.
appropriateness), and validity in turn requires at least some level of background knowledge or
understanding of basic scientific principles. Moreover, finding scientific tasks that are equally
demanding with regards to the level of background knowledge necessary, across all countries and
groups of students, is challenging. This issue could be mitigated by incorporating learning
supports, such as short tutorials, that adequately cover the base knowledge necessary to complete
the task. Another alternative is to design tasks that obey scientific rules, but for which all students
would have very limited experience.

Competency model of creative thinking

86. Figure 3 outlines the competency model for the PISA 2021 creative thinking test. The
competency model deconstructs creative thinking into three facets for measurement purposes:
‘generate diverse ideas’, ‘generate creative ideas’, and ‘evaluate and improve ideas’.

87. The test measures creative thinking by asking students to engage productively in the cognitive
processes of idea generation (the generation of diverse or creative ideas respectively) and idea
evaluation and improvement. It therefore does not only look at the divergent cognitive processes of
creative thinking (the ability to generate diverse or creative ideas); students are also asked to
evaluate other people's ideas and develop and suggest original improvements to those ideas.

88. ‘Ideas’ in the context of the PISA assessment can take many forms: for example a story, a
drawing, a solution to a social problem, or a research question concerning a scientific
phenomenon. The test units provide a meaningful context and sufficiently open tasks in which
students can prove their capacity to produce multiple ideas and think outside of the box. The test
units will be assembled in such a way that the test provides, as a whole and at the population level,
an adequate coverage of all the facets of creative thinking. However, not every unit within the test
provides points of observation for all of the facets of the competency model.
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Figure 3. Competency model for the PISA test of creative thinking

Generate Generate
diverse creative
ideas ideas

Evaluate and

W

89. The skills demanded by the cognitive processes of idea generation and idea evaluation and
improvement are partly defined by context. For example, although composing a poem and
considering viable scientific hypotheses to explore in a laboratory can both be conceived as acts of
creative idea generation, the actual cognitive and domain-relevant skills an individual needs to
successfully think creatively in these two activities are somewhat different and can rely on a
different set of domain knowledge and experience. In written expression, idea generation generally
involves the writer identifying a memory probe based on the topic of the writing and using this
probe to explore long-term memory (Bereiter and Scardamalia, 1987(;13). In a scientific setting,
idea generation mainly originates from an inquiry process that involves formulating new questions
and carrying out experiments in order to collect evidence concerning those questions (Getzels and
Csikszentmihalyi, 1967114)).

90. Similarly, idea evaluation and selection can involve distinctive cognitive skills, domain
knowledge and experience across different creative domains. For example, creative written
expression requires revision based on an effort to achieve clarity and coherence, and address
audience needs (Bereiter and Scardamalia, 1987113)); in a scientific context, evaluation entails
verifying that a solution is effective and is feasible.

91. The balanced coverage of four domains will make it possible to investigate the extent to which
students who are proficient in one area of creative thinking can also demonstrate proficiency in
others.

Generate diverse ideas

92. A common indicator of someone’s capacity to think creatively is the number of ideas he or she
is able to generate, often termed ideational fluency. In fact, ideational fluency has long been the
most-used measure for assessing an individual’s potential for creative work. However, more than
the simple generation of many ideas, which all may be very similar to one another, it is the diversity
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of those ideas, or ideational flexibility, that truly demonstrates creative thinking and the ability to
avoid functional fixedness in the idea generation process (Amabile, 1983z4).

93. In the measurement of idea generation, those ideas offered in distinctly different categories
should be weighted more than those that fall within the same category (Guilford, 1956¢). For
example in a hypothetical task asking students to list possible uses for a piece of paper, a student
who suggests “writing, making a funnel, cutting paper dolls, using as insulation” (four distinct
categories of use) shows a higher level of skill in idea generation than a student who suggests
“writing, scribbling, printing and drawing” (all in the same category, i.e. paper as a canvas).

94. The facet ‘generate diverse ideas’ of the creative thinking test focuses on students’ capacities
to think flexibly across domains: for example, by providing different solutions for a problem, writing
different story ideas, or creating different ways to visually represent an idea. In tasks relating to this
facet, students are presented with an open scenario and instructed to provide two or three answers
that are different from one another. It should be noted that the measure of the diversity of students’
ideas is contingent upon the responses being appropriate with respect to the specific task.

Generate creative ideas

95. Creative thinking begins with an intention and ends with a tangible product or idea. Despite the
differences that exist in the conceptual and empirical research on creativity, the literature generally
agrees that creative outputs are both novel and useful.

96. However, this new-and-useful criteria for measuring creative ideas nonetheless requires further
qualification. Firstly, there is uncertainty in the literature about whether ‘new’ means completely
unique or only pre-eminent, or whether creative outputs need only be new for the creator or for
society at large (Batey and Furnham, 2006(,15)). Clearly, measuring 15-year-olds’ creative ideas
against the criteria of total uniqueness and society’s positive judgement in PISA is inappropriate. In
this context, the related and often cited criterion of ‘originality’ for measuring novelty is a useful
concept to measure creative ideas. Defined by (Guilford, 1950y:1¢)) as “statistical infrequency”, this
criterion encompasses the qualities of newness, remoteness, novelty or unusualness, and refers to
deviance from patterns observed within the population at hand. Essentially it poses the question,
how frequent is this kind of response? In the PISA assessment, originality is thus relative to a
reference point: the responses of other students who complete the same task.

97. Secondly, there is also the issue of whether the new-and-useful definition of creative ideas
applies uniformly across domains. The requirement of novelty may be less appropriate for some
scientific endeavours, where the efficiency, feasibility and effectiveness of advancements in
knowledge or solutions to problems provide greater value than novelty, just as a requirement of
usefulness may be less essential for creative engagement in the arts (Batey and Furnham,
2006(1177)- These differences in the meaning and relative value of ‘usefulness/relevance’ and
‘originality’ across domains need to be taken into account in the test design: for example, it is
important to provide to students a clear justification for searching for an original scientific
explanation when not-original explanations might be more plausible.

98. In the PISA test, the facet ‘generate creative ideas’ focuses on students’ capacities to search
for appropriate and original ideas across different domains (e.g. an original story idea, an original
way to communicate an idea in visual form, or an original solution to a social or scientific problem).
In other words, students are asked to provide an appropriate, task-relevant response that other
people might not have thought of. The appropriateness criteria means that the response must
comply with the basic requirements of the task, respect the task constraints (if present), and reflect
a minimum level of usefulness in the response. This is to ensure that students are truly thinking
creatively (i.e. generating ideas that are both original and of use) rather than making random
associations (i.e. producing original ideas of no use with respect to the task context). In tasks
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relating to this facet, students are presented with an open scenario and asked to elaborate, in
some detail, one original idea.

Evaluate and improve ideas

99. Successfully engaging in creative thinking is not simply characterized by producing something
new by deviating from the usual, but also something that works for its intended purpose; a creative
output therefore generates “effective surprise” (Bruner, 197911g)). Evaluative cognitive processes
support the production of novel ideas that are at the same time adequate, efficient and effective
(Cropley, 200647)). They may serve to remediate deficiencies in ideas, and often lead to further
iterations of idea generation or the reshaping of initial ideas to improve the creative outcome.
Evaluation and iteration are thus at the heart of the creative thinking process. The capacity to
identify and provide feedback on the strengths and weaknesses of others’ ideas is also an
essential part of any collective effort of knowledge creation.

100. The facet ‘evaluate and improve ideas’ of the test focuses on students’ capacities to evaluate
limitations in given ideas and find original ways to improve them. In order to reduce problems of
dependency across items, students are not asked to iterate upon their own ideas but rather to
change or continue someone else’s work. In tasks relating to this facet, students are presented
with an open scenario and asked to suggest an original improvement for the given idea. Similarly
to tasks in the other facets, any measure of ‘evaluate and improve ideas’ is contingent upon the
appropriateness of a student’s response. In these tasks, an appropriate response must be an
original improvement. An ‘original improvement’ is defined as a change that preserves the essence
of the idea presented in the task but that incorporates original elements, thus incorporating both
elements of new-and-useful that characterise creative ideas.
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Table 1. Possible ways to measure creative thinking facets across domains

Expressive (written and visual domains)

Written

Visual

Knowledge creation and problem solving
(scientific and social domains)

Social

Scientific

Generate
diverse
ideas

Generate
creative
ideas

Evaluate
and
improve
ideas

The student writes
different captions,
titles or story ideas
for a given stimulus
(e.g. cartoon or comic
strip, picture or
illustration), which
suggest a different
interpretation of the
stimulus.

The student produces
an original title for
some artwork that is
somehow related to
the art.

The student makes
an original
improvement to a title
for some artwork in
light of new
information (e.g. the
artist’s inspiration
behind the
illustration), where
the student retains
elements of the given
title but incorporates
elements relating to
the artist’s inspiration
in an original way.

The student
combines given
shapes or stamps in
multiple ways to
produce distinct
visual products (e.g.
logo or customisation
designs), or the
student visually
represents data in
different ways (e.qg.
infographics).

The student produces
an original poster for
a school exhibition
that effectively
conveys the theme of
the exhibition.

The student makes
an original
improvement to a
poster for an
exhibition, where the
student retains the
images included in
the given poster but
makes a clearer
connection to the
theme of the
exhibition in an
original way.

The student finds
multiple, different
solutions to a social
problems (e.g. water
shortage), which rely
on different actors,
instruments or
methods to achieve
the desired outcome.

The student can think
of an original strategy
to effectively market
a product (where
effective simply
requires that the
strategy, if
implemented
properly, could result
in increased
awareness of the
product among the
target audience).

The student makes
an original
improvement to a
suggested solution
(e.g. reducing the
amount of household
waste), where the
student’s solution
effectively (i.e. if
properly
implemented, could
represent a possible
solution) builds upon
the given solution in
an original way.

The student develops
multiple, different
mathematical
methods to solve an
open problem (e.g.
most consistent
player on a team); or
the student generates
multiple, different
hypotheses or
experiment ideas to
investigate an
observation (e.g.
animals that suddenly
become aggressive).

The student
generates an
effective and original
solution to an
engineering problem
(where effective
simply requires that
the solution, if
properly
implemented, could
represent a possible
solution to the
problem).

The student makes
an original
improvement to a
suggested
experiment (e.g.
testing properties of
materials), where the
student’s response is
a valid and original
experiment idea and
builds upon the given
experiment.

Distribution of tasks, response format and scoring methods in the cognitive test

Distribution of tasks

101. According to the current PISA assessment design, students who take the creative thinking
assessment will spend one hour on creative thinking items with the remaining hour assigned to

38



mathematics, reading and scientific literacy items. Creative thinking items are organized into 30-
minute sections or ‘clusters’. Each cluster includes test units that vary in terms of the facets that
are measured (generate diverse ideas, generate creative ideas, and evaluate and improve ideas),
the domain (written expression, visual expression, social problem solving, or scientific problem
solving) and unit duration (guidelines of 5 to 15 minutes). The clusters are placed in multiple
computer-based test formats according to a rotated test design.

102. The desired balance, by percentage of items, among the facets of creative thinking is shown
in Table 2. These weightings reflect a consensus view among the experts consulted during the
drafting of this assessment framework.

Table 2. Desired distribution of items, by facets of the competency model

Facet Percentage of testing time
Generate diverse ideas 40%
Generate creative ideas 30%
Evaluate and improve ideas 30%

103. The assessment aims to achieve a good balance between units that situate creative thinking
within the two thematic content areas and the four domains. Table 3 shows the desired distribution
of items, by domain, in the PISA 2021 creative thinking assessment.

Table 3. Desired distribution of items, by thematic content area and domain

Thematic content area Domain Percentage of total items
Creative expression Written expression 25%
Visual expression 25%
Knowledge creation and Social problem solving 25%

problem solving
Scientific problem solving 25%

Response types

104. The items used to assess the creative thinking facets identified in this framework consist of
the following different types of responses:

e Constructed-response tasks: these typically call for a written response, ranging from a few
words (e.g. cartoon caption or scientific hypothesis) to a short text (e.g. creative ending to a
story or explanation of a design idea). Some constructed-response items call for a visual
response (e.g. designing a poster or combining a set of given shapes) that is supported by
a simple drawing editor tool.

¢ Interactive simulation-based tasks: these tasks simulate lab-type environments in which
students can engage in scientific enquiry or game-type environments in which students
complete a level. In these tasks, students receive immediate automated feedback on their
actions.
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¢ Simple and complex multiple-choice: these tasks call for answers that are based on the
choice of one option among many (e.g. selecting a previously suggested idea as opposed
to generating a new idea), and drag-and-drop responses (e.g. categorising ideas).

105. The distribution of tasks by type of response differs across the four domains of creative
thinking.

106. A series of potential test units were designed, developed and assembled within the PISA
testing platform. The test units that progress to the final pool of units for the field trial (FT) have
been selected from this series of potential units with the support of country reviewers and the
Expert Group based on (but not limited to) the following key criteria:

o The representation of concepts key to creative thinking (e.g. competency model, domains)
as identified in the framework;

e The range of tasks that can accurately discriminate proficiency;

e The appropriateness and variety of the task types;

e The ability to produce reliable coding and scoring guides for the selected units;

e The familiarity and relevance of topics to all students, independent of their country and
socio-cultural context;

e Their performance in the cognitive labs and validation studies.

Scoring of the tasks

107. Constructed-response types corresponding to each facet of the competency model follow the
same format, and thus the same coding procedure. However, given that the precise form of
responses (e.g. a title, a solution, a design) will differ by domain and by task, so will the specific
criteria for assessing the diversity and originality of responses. The coding guide that has been
developed provide a detailed explanation of the specific criteria within each step of the coding
procedure, relative to the task in question, as well as example responses to help orient the coders
and increase consistency across coders.

108. However, scoring challenges are greater for this assessment than for any other PISA
domains, and are intrinsically related to the nature of this domain. The use of open-ended tasks
means that automated and human scoring methods that are applicable to all the participating
countries, cultures and languages represented in PISA must be developed. It is therefore helpful to
discuss these scoring challenges and the multiple ways that exist to mitigate them.

Scoring methods for ‘generate diverse ideas’ items

109. Every item corresponding to the facet ‘generate diverse ideas’ results in a list of two or three
responses for coding. These responses can vary in form: for example the students can be asked to
suggest ideas for titles, logos, solutions to a social problem, or ideas for an experiment.

110. There are two steps in the coding procedure for these items. First, the coder must identify
whether a student’s responses are ‘appropriate’. Appropriate responses are understandable with
respect to the specific task form, and relevant with respect to the specific task content. This means,
for example, eliminating text entries that have no meaning (e.g. random typing) or do not respect
the task form (e.g. a title is suggested instead of a story idea), or entries that are totally unrelated
to the task (e.g. the entry ‘eat more cherry pies’ in response to a task asking students to suggest
ideas for saving water).

111. Second, the coder must establish whether the responses are ‘sufficiently different’ from one
another. The coding guide provides examples of responses that belong to different categories (e.g.
two story ideas whose plot is sufficiently different, or two different approaches to solving a social
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problem). The specific criteria delimiting whether two entries are equivalent or sufficiently different
will be as objective and as inclusive of different response types as possible. For example in a
written expression item where students are asked to suggest different titles, the criteria for
determining sufficient difference between responses might be ‘using words that convey a different
meaning (i.e. not synonyms)’; in a visual expression item where students are asked to create a
company logo, the criteria might simply be ‘combining different shapes to generate a different
image’. For several tasks in the social and scientific problem solving domains, it will be possible to
list pre-defined ‘categories’ of distinct responses to orient the raters and to which students’ ideas
can be assigned (for example in a task asking students to suggest ways to save water, ‘take short
showers’ or ‘take a bath with little water’ would belong to same category).

112. Full credit is assigned where all the responses required in the task are both appropriate and
different from each other. Partial credit is assigned in tasks requiring students to provide three
responses, and where two or three responses are appropriate but only two are different from each
other. No credit is assigned in all other cases.

Scoring methods for ‘generate creative ideas’ items

113. Every item corresponding to the facet ‘generate creative ideas’ results in a single response for
coding. These responses may also vary in form: for example a short story idea, a t-shirt design, a
solution to a social problem or a scientific research question.

114. There are three steps in the coding procedure for these items. The first step in the coding
process mirrors that of the coding of ‘generate diverse ideas’ items. First, the coder must identify
whether the response is ‘appropriate’, whereby appropriate responses are understandable with
respect to the specific task form and they are relevant with respect to the specific task content.

115. The coder must then establish whether the response is original. In general, an original
response is a relatively uncommon one amongst those in the entire pool of responses. There is a
two-step approach for determining the originality of responses. Responses are original if they refer
to an unconventional theme with respect to the task prompt (for example, the response conveys an
original idea association in the choice of a title for an illustration, or suggests an uncommon type of
solution for a social problem). A list of the most conventional themes for each task is included in
the coding guide; if an appropriate response does not correspond to one of the conventional topics
listed, then it is coded as original. If the topic of the response is conventional (i.e. included in the
list of most conventional themes in the coding guide), however, it may still be considered original in
the next step of the coding process if it incorporates an original approach (for example, a
conventional solution for a scientific problem that is enhanced by some original features, or a
design that uses common images but presents them in an original way). The coding guide provides
contextualised explanations and examples of original approaches for each task.

116. This twofold criterion for establishing originality ensures that originality in both the conception
(i.e. the ‘theme’) of the idea and in the realisation of the idea (i.e. the approach) are taken into
account when establishing if a response significantly deviates from common ones. The list of
conventional themes and the examples of original approaches included in the coding guide is
based on an analysis of the patterns of genuine student responses gathered in the validation
studies. These lists will be further updated after an analysis of samples of responses from the Field
Trial to ensure that they reflect conventional responses across students in the different
participating countries.

117. While this approach to scoring originality may provide less granularity than a five or ten point
scale, thus failing to allow the most original responses to stand out, it has a clear advantage of not
being affected by culturally-sensitive grading styles that favour middle points or extremes. Full
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credit is assigned where the response is both appropriate and original. Partial credit is assigned
where the response is appropriate only, and no credit is assigned in all other cases

Scoring methods for ‘evaluate and improve ideas’ items

118. Every item corresponding to the facet ‘evaluate and improve ideas’ results in a single
response for coding. These items generally require students to make changes to or adapt a given
idea in an original way. Once again, responses may vary in form: for example an alternative story
ending idea, an improved design, an idea for making a social event more interesting or a way to
make a technological invention more useful or innovative.

119. There are three steps in the coding procedure for these items. First, the coder must identify
whether the response is appropriate. In general, a response is appropriate if it is understandable
with respect to the specific task form and it represents an improvement or possible continuation of
the idea presented in the stimulus. The appropriateness criteria for items measuring this facet is
thus strengthened (the response must not simply be relevant but also constitute an improvement)
in order to measure the type of creative thinking that results in the betterment of ideas. The coding
guide provides explanations and examples of what types of responses constitute an improvement,
with respect to the specific context of the task.

120. The coder must then establish whether the response is an original improvement. This steps in
the coding process thus mirrors those of the coding process of ‘generate creative ideas’ items
where, in general, an original improvement is a relatively uncommon one amongst those in the
entire pool of responses (for example, the response suggests an original experiment step in order
to gather more evidence about an observed phenomenon, or suggests an uncommon variation of a
logo design). A list of the most conventional iterations or improvement for each task is included in
the coding guide; if an improvement does not correspond to the conventional ones listed, then it is
coded as original. As for ‘generate creative ideas’, raters can code a response as original if the
type of improvement is conventional (for example, the student suggests to add images to a
webpage), but the approach he/she implements or the description of the idea contains original
elements (the images that the student suggests to include are original).

121. Full credit is assigned where the response is both appropriate and an original improvement.
Partial credit is assigned where the response is appropriate only. No credit is assigned in all other
cases.

Inter-rater reliability

122. The inclusion of open tasks and responses by its very nature generates a risk to the reliability
of scoring. Given that reliability and comparability of scoring are a primary objective of PISA
assessments, it will thus be important to verify that the coding approaches outlined in this
framework actually work. Multiple validation steps and empirical checks before the Main Study are
expected to significantly reduce this risk.

123. The success of these scoring approaches clearly depends on the quality of the coding rubrics
produced and in particular on a rigorous process of verification to ensure that the rubrics are not
culturally biased. Country raters will therefore be asked to provide feedback on the content and
language used in the coding guide and rubrics. Secondly, and according to practice that is already
established in PISA, ‘within-country inter-rater reliability’ is measured during the Field Trial by
having multiple raters code a set of randomly selected 100 responses for each human-coded item.
The evaluation of ‘across-country inter-rater reliability’ is achieved by asking English-speaking
raters in different countries to code a set of 10 anchor responses selected from responses to each
human-coded item of real students in different countries. For the PISA assessment of Creative
Thinking, a first verification of inter-rater reliability will be done as part of the validation exercises
that precede the Field Trial and additional studies for measuring reliability will be considered.
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124. In particular, research for this assessment will consider to ask all raters involved in the Field
Trial — and not only the English-speaking ones — to rate a number of translated, anchor responses.
This would reveal whether there are systematic differences across countries in the ‘leniency’ of
ratings and make it possible to estimate the effect of these differences on the final scores. Both the
gains in terms of reliability, and the consequences in terms of costs for countries, will be evaluated
before engaging in these additional exercises.

Example units and scoring methods in the cognitive test
Unit model in written expression

125. Figure 4 presents an example unit in the written expression domain. The unit is sequenced
into three tasks designed to provide data on the three facets of creative thinking as defined in the
competency model. This unit does not demand high levels of prior knowledge, but performance
can be influenced by students’ verbal abilities.

Figure 4. Examples of tasks in a written expression unit

PISA 2021 Sample Units Creative Thinking H BEERERR
Written Expression |
Task 1/3 DICE AND STORIES

Refer to the image on the right

You are playing a game in which you have to roll
dice and then connect the images that appear face
up as inspiration for a story. As a warm-up you are
using only two dice.

Create 2 different stories that connect the images
to the right. The story ideas should be as different
from each other as possible.

We recommend that you spend no longer than 7
minutes on this question, and use no more than 80
words.

Storvd

Story 2
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PISA 2021 Sample Units Creative Thinking 8 00

Task2/3

DICE AND STORIES

Refer to the image on the right.

Now that you have some practice with the game,
try to write one creative story that connects the six
images on the right in the order they appear. Your
story will receive a high score ifit is original,
demonstrates a rich imagination and is well
structured.

We recommend that you spend no longer than 5
minutes on this question, and use no more than 80
words.

Write your story here
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Written Expression
Task 3/3 DICE AND STORIES

Refer to the image and text on the right

The six images used by your friend

Now you are playing a variation of the game in
which you create a story with a friend. Read the
start of the story your friend has written using the
six images in the top panel. You have to continue
the story using the three images in the bottom
panel.

Your friend's story
Write a creative continuation of your friend’s story
trying to follow his inspiration and style.

We recommend that you spend no longer than 5
minutes on this question, and use no more than 80
words.

The three images you have to use to continue the story

o S

126. In the first task, students are asked to think of two different short story ideas based on the
images on the dice. This item thus provides information for the facet ‘generate diverse ideas’.
Variations of this task template can use different types of stimuli (e.g. images, titles, a photo), as
the difficulty of the task is likely to be affected by the stimuli characteristics, such as the degree of
abstractness of a title or image or the contextual familiarity of a photo. Ideas are ‘appropriate’ in
this task if they represent a story idea (i.e. one or more extended sentences outlining a possible
plot) and if they reference, in some way, both of the images shown in the stimulus. Students
demonstrate that they can generate diverse ideas by suggesting appropriate stories that are
sufficiently different from one another (as described in the earlier section on scoring). Two stories
that recount the same plot with only a few words changed for synonyms would not be considered
sufficiently different (e.g. ‘the arrow does a tour of the earth’ and ‘the arrow flies around the
planet’).

127. The second task of the unit provides information for the ‘generate creative ideas’ facet.
Students are asked to write a creative story, this time referring to six stimuli images. For this task,
‘appropriate’ ideas represent a story idea (i.e. one or more extended sentences outlining a possible
plot) and reference, in some way, all of the images in the order in which they appear, as shown in
the stimulus. To determine ‘originality’, the coders will refer to the task-specific coding guide to
determine whether the student’s response is considered unconventional, either in theme or
approach. Examples of conventional response themes for this item could be: (1) the story is about
a heart that starts travelling; (2) the story is about a person looking for love and leaving their house;
(3) the story is about someone who does not feel happy at home and decides to leave. If a
student’s response can be categorised within a conventional story theme, then it can nonetheless
be considered original if it employs an unconventional approach (the plot includes original details
or has unexpected twists).
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128. In the final task of the unit, students are provided with an additional stimuli and asked to
continue the story of a friend. This task will generate data for the ‘evaluate and improve ideas’
facet, and will be scored according to whether the student’s response successfully integrates the
additional information provided (i.e. the three new images) into a coherent and original story
continuation. Students will receive full credit if their story continuation is appropriate (i.e. makes a
connection to the additional three images provided and makes a coherent reference to the friend’s
initial story) and describes an unconventional plot continuation. Similarly to Task 2, a student’s
response can be unconventional in either its theme and its response. Students will receive partial
credit if their story is appropriate only.

Unit model in visual expression

129. Figure 5 presents an example unit in the visual expression domain. The unit is sequenced into
two tasks that provide information on each two of the three facets of creative thinking according to
the competency model. The virtual drawing tools provided in the platform have been simplified as
much as possible to limit dependency on digital drawing skills, while nonetheless offering sufficient
capability to allow students to produce variation in their responses.

Figure 5. Examples of tasks in a visual expression unit

PISA 2021 Sample Units Creative Thinking B BERERR

Visual Expression
Task 1A/2

FOOD FESTIVAL LOGO
Your town organises a Food Festival called the
‘Food & Friends Festival’ each year. The
Organisers have launched a competition to design
this year’s festival logo.

First, you have to design 2 different logos to that
you can submit. The logos should be as different
from each other as possible.

Use the drawing tools on the right to create your
first of two different logos.

Describe your design in one sentence in the box
below.

We recommend that you spend no longer than 5
minutes on this question.

Description

Available Stamps:

TS0 —(1

WOWQQ
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Use the drawing tools on the right and the text box
below to answer the gquestion.

FOOD FESTIVAL LOGO

Use the drawing tools on the right to create your
second logo. The logos should be as different from
each other as possible.

Describe your design in one sentence in the box
below.

We recommend that you spend no longer than 5
minutes on this question.

Description

Available Stamps:

(U O—(C ]
~—eoCB>®
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Visual Expression
Task 2/2

FOOD FESTIVAL LOGO
You have just found out that the theme of this
year’s festival is to celebrate vegetarian food and
the many ways in which vegetables can be
cooked

You have more chances to win the competition if
your design reflects the theme of the festival.
Change your chosen design to make it more
relevant to this year’s theme. Make sure that the
existing logo design is still visible in the final
design.

Describe your design in one sentence in the box
below.

We recommend that you spend no longer than 5
minutes on this question.

Description

Available Stamps:

OTO=haO—(0

wo@bm

130. The unit revolves around a scenario in which students are asked to apply their creative visual
imagination by designing logos for a local food festival. In the first task, students are asked to
create three unique designs for the festival organisers to consider using as a potential logo. This
task thus generates evidence for the facet ‘generate diverse ideas’. Students are provided with
some basic information about the theme of the festival, and are given a set of simple graphic tools
(e.g. basic shapes, stamps) that they can use to create their designs. Each design space is
accompanied by a text entry space in which students can briefly explain their design. Design ideas
are ‘appropriate’ in this task if they resemble a coherent logo that makes a connection to the theme
of food. Coders can refer to students’ explanations of their designs in cases where the coherence
or relevance of the design is ambiguous or not immediately obvious. Students demonstrate that
they can produce ‘different’ design ideas either by incorporating different visual elements into each
design, or by using different combinations of the shapes or stamps provided in the drawing tool.
Detailed scoring rubrics will provide examples of clearly distinct design solutions for this task,
informed by sample responses gathered in the cognitive labs, validation studies and the Field Trial,
to further help orient the coders. Full credit is awarded where students produce three appropriate
and different designs; partial credit is awarded where students only produce two designs that are
different to each other.

131. The second and final task of the unit asks students to make an original improvement to a
given logo design. The task provides students with some additional information about the theme of
the festival (i.e. it is a vegetarian food festival) and asks them to improve the chosen logo design in
a way that better reflects this new information. This task thus generates data for the facet ‘evaluate
and improve ideas’. An improved (i.e. ‘appropriate’) logo design in this task resembles a coherent
logo and makes a clear connection to the new theme of vegetarian food, yet at least partially
retains the initial elements of the given logo. To obtain full credit, the response must also be an
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original improvement. Coders will be provided with lists of conventional improvements, based on
the observation of real student responses.

Unit model in social problem solving

132. Figure 6 presents an example unit in the social problem solving domain. In the example,
students engage in three tasks that address the social problem of saving water. The choice of
social problem used in the unit scenarios within the social problem solving domain is clearly
paramount in test design considerations, as it is likely to influence the difficulty of the units. Saving
water or reducing wasteful consumption of water is a topic of which many students across the
world are familiar, and one that is often addressed in school. While prior knowledge of the issue
can probably influence a student’s ability to generate diverse and creative solutions for this unit,
the relationship between prior knowledge and creative thinking proficiency is not so obvious: for
example, prior knowledge might prompt responses that are effective, but may conversely reduce
the originality of responses. The test developers have made efforts to ensure that there is a variety
of issues presented within the social problem solving domain in order to mitigate any effects of
domain readiness over the aggregate population.

Figure 6. Example of tasks in a social problem solving unit

PISA 2021 Sample Units Creative Thinking H EEEEN B8 008

Social Problem Solving

Task1/3

E— AN APPLICATION TO SAVE WATER
Describe 3 different ideas of what people can do to

save waler. The ideas should be as different from

each other as possible. Be specific in your Ideat

descriptions

Include only activities that everyone can do

We recommend that you spend no longer than 5
minutes on this question. \dea2

Idea3
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Task2/3

AN APPLICATION TO SAVE WATER
You and your friends have created a smariphone

application that rewards users for the actions they
take to save waler.

You now need fo find a good way to advertise the
app so that people will download it Try to think of
an original idea to publicise your application

The idea should be original in the sense that not
many students wouid think of it.
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Social Problem Solving

Task3/3
AN APPLICATION TO SAVE WATER

You are worried that after a few days, users will
use the application much less frequently than at
first.

Can you think of an improvement to the application
that keep people using it for longer?

Describe your idea below.

Idea

133. The first task asks students to think of three different ways that individuals can save water in
their households. This task thus generates information for the facet ‘generate diverse ideas’. Ideas
are ‘appropriate’ in this task if they represent a coherent suggestion for a solution and if the
suggested solution, if properly implemented, can contribute to saving water in households. Coders
will be instructed not to consider the degree of efficiency and effectiveness of students’ responses,
beyond the criteria for appropriateness stated above, in order to reduce the influence of domain
readiness in the scoring (for both the students and the coders alike). In other words, if a solution
might work in some way to save water consumption in households, then the idea should be
considered appropriate, regardless of whether other solutions might be more effective or efficient.
In order for ideas to be ‘different’, they must employ either a different method, tool or actor in their
implementation. The coding guide will contain a comprehensive list of possible categories of
solutions to which responses can be assigned; responses within the same category are not
considered different.

134. The second task of the unit gathers information for the facet ‘generate creative ideas’. It
presents the idea of creating a smartphone application that rewards users for the actions that they
take to save water, and asks students to suggest a creative way to advertise the application to
potential users. An ‘appropriate’ idea in this task is one that resembles a coherent suggestion for
an advertisement strategy and one that, if properly implemented, might successfully work to
advertise the application. To determine ‘originality’, the coders will refer to the task-specific coding
guide to determine whether the student’s response is considered unconventional, either in its
theme or approach. Examples of conventional response themes for this item could be: (1) put up
posters or billboards that advertise the app; or (2) run a TV advert that shows the negative effects
of drought and the application. If a student’s response can be categorised within these
conventional themes, then it can nonetheless be considered original if it employs an
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unconventional approach. Examples of unconventional approaches are providing in the coding
guide.

135. The final task of this unit asks students to suggest an original improvement to the application
that addresses the particular issue of poor user retention (people quickly stop using the application
after downloading it). This task will generate evidence for the ‘evaluate and improve ideas’ facet of
the competency model. Students should understand that they need to provide incentives for users
to keep using the application; an ‘appropriate’ idea for this item therefore must represent a
coherent suggestion for a solution that, if properly implemented, improves the application by
providing an additional incentive for users to continue using it. The originality of the improvement
will be determined on the basis of whether the suggested improvement is conventional in either its
theme or approach.

Unit model in scientific problem solving

136. Figure 7 presents an example of a test unit in the scientific problem solving domain. The unit
is centred on a scenario in which students are asked to make engineering innovations to a
standard bicycle. This unit offers the opportunity for students to be creative as it requires finding
(non-prescribed) solutions to an open-problem, as opposed to finding a single-solution that is
typical of close-ended problems.

Figure 7. Example of template for a scientific problem unit

PISA 2021 Sample Units Creative Thinking ERRERR

Creative scientific problem-solving
Task1/3

BICYCLE OF THE FUTURE

Try to imagine a ‘bicycle of the future’. Think of 3
original improvements that can be made to a
standard bicycle. The ideas should be as different
from each other as possible

Clearly explain how each idea works, and be
concrete about the technique or tools you would
use.

We recommend that you spend no longer than 5
minutes on this question.

Improvement 1

Improvement 2

Improvement 3
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Creative scientific problem-solving | R T T

Task 2/3

A frniend of yours suggests that as a high-tech bike . . X

of the future is likely to be expensive, it should be Yourfriend's idea to reduce bike theft
well-protected against theft. He proposes to install

a camera with facial recognition software to the Camera with facial Clip to attach the camera
handlebar using a clip. The camera will then send recognition software to the bike’'s handlebar

a notification to the owners’ phone if someone else
is riding the bike.

Suggest an improvement to make your friend’s
idea more effective at reducing bike theft. Be
specific in your description.

Describe the improvement in the space below.

Improvement

Text
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PISA 2021 Sample Units Creative Thinking HEEREER < f D>

Creative scientific problem-salving

BICYCLE OF THE FUTURE
Task 3/3
The bicycle of the future is automatically powered
and pedals are no longer necessary.
Suggest an original way to reuse or repurpose the
pedal of the bicycle.
The idea should be original in the sense that not
many students would think of it
W d that d I than 5 (
& recommen at you spend no longer than {
i p q w_

minutes on this question.

Idea

Pedal

137. The first task of the unit asks students to describe three innovative ways that bicycles might
change in the future. This task generates evidence for the facet ‘generate diverse ideas’ of the
competency model. Ideas are ‘appropriate’ in this task if they represent a coherent suggestion for a
way that bicycles might change, and if the suggested solution, if properly implemented, still
maintains the essence of a bicycle (i.e. a transportation device for a single individual). Coders will
be instructed not to consider the degree of efficiency and effectiveness of students’ responses,
beyond the criteria for appropriateness stated above, in order to reduce the influence of domain
readiness in the scoring (for both the students and the coders alike). In order for ideas to be
‘different’, they must suggest a different variation to the standard bike, for example replacing
different elements.

138. In the second task of the unit, students are presented with a friends’ suggestion for an anti-
theft device and asked to think of an original way to improve their suggestion. This task generates
information for the facet ‘evaluate and improve ideas’ of the competency model. The student
should be able to evaluate that the friend’s idea is flawed for at least two reasons: it would be easy
for a thief to remove the camera from the bicycle, and that the notification sent to the individual's
mobile will likely be too late to stop the thief. An ‘appropriate’ idea for this item therefore must
represent a coherent suggestion for a solution that, if properly implemented, improves the anti-theft
device by addressing the weaknesses in the friend’s suggestion. The originality of the improvement
will be determined on the basis of whether the suggested improvement is conventional.

139. The third and final task of the unit asks students to suggest a creative way that the pedals on
the bicycle can be used for a different purpose, now bicycles can be automatically powered. This
item generates information for the facet ‘generate creative ideas’ of the competency model. An
‘appropriate’ idea in this item refers to any idea that resembles a coherent suggestion that, if
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implemented properly, might result in a new use for the pedals. The originality of the student’s
response depends on whether the response is conventional. Examples of conventional response
themes for this item might include: (1) use the pedal as a hook (e.g. attach to the wall and hang a
coat off of it); (2) use the pedals as a door handle; (3) use the two pedals as limb extensions (e.g.
to pick something up off a high shelf/off the floor).

Design considerations and opportunities for additional indicators based on process data.

140. While the test focuses on producing reliable indicators of students’ idea generation, evaluation
and improvement capacities, other factors that are not the primary focus of the assessment are
nonetheless likely to influence performance in the creative thinking test to some degree. Given the
limited testing time allocated to the PISA assessment of creative thinking, the test unit and item
design needed to focus on developing test material capable of generating sufficient evidence for
the individual facets of the competency model. However, the test design has also taken into
consideration possible ways to account for the importance of other drivers and mediators of
creative thinking performance, in particular the extent to which performance depends on domain-
and task-specific knowledge and experience, and engagement with the task (a proxy for task
motivation). Accounting for the impact of these variables on performance increases the validity of
the claims derived from the test scores, the interpretation of the test scores, and ultimately, the
utility of the assessment results.

Accounting for domain and task-specific knowledge

141. Domain- and task-specific knowledge and experience are key enablers of creative thinking
across domains. In order to create a valid and reliable assessment of creative thinking, the test
items need to be relevant to what students learn and do either inside or outside of schools; it would
not be meaningful to design a test with highly abstract tasks where background knowledge plays
no role whatsoever. However it is also important to ensure that test taker’s background knowledge
is not the primary driver of performance in items. This may be the case, for example, if a task
scenario is overly complex, causing students to refrain from attempting to be creative because they
do not understand what they are expected or able to do.

142. Integrating learning resources into the task design would present another way to reduce the
impact of background knowledge on performance. This could take the form of short tutorials at the
beginning of tasks, or easy-to-access help functions. Moreover, it might be possible to infer some
level of students’ prior knowledge and experience from their interactions with these integrated task
tools or simply with the test environment more generally. For example, certain types of mouse
movement during drawing tasks might suggest the test taker has little or no prior experience in
drawing with a computer mouse. The test design could furthermore consider including questions
aimed at identifying students who may have insufficient knowledge of the task topic (e.g. no
knowledge of basic electricity principles in a scientific task asking students to build electric circuits)
or insufficient experience with the test tools (e.g. no previous experience in drawing on a computer)
to be able to successfully engage with the test material

Accounting for engagement with the task (task motivation)

143. Given the emphasis on motivation as a key driver of creative thinking in various componential
theories of creativity, the effect of task engagement and motivation on student performance in the
creative thinking test is likely to be substantial. The effect of task motivation is clear across all
domains of creative engagement: in the scientific domain, task engagement supports creative
thinking because it stimulates the exploration of how things work and the willingness to persist
before a solution or discovery begins to emerge (Mansfield and Busse, 1981;19); it also supports
the activation of imagination and the fluent execution of creative writing tasks, and an extensive
literature demonstrates that interest in and enjoyment of writing for its own sake positively
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influences creative engagement in writing (Amabile, 19851,)); in the domain of social problem
solving, the ability to find effective and novel solutions is tied to the curiosity of knowing more about
a given problem or other people’s needs, paired with a sense that one can make a difference by
proposing new ideas and perspectives. Ignoring these mechanisms might result in scores of
creative thinking that do not reflect true creative thinking potential simply because students were
unmotivated or uninterested in the test.

144. As applied to other experiences where individuals interact with technology — such as gaming,
web searching, online shopping, or taking a test on a computer — engagement has been
conceptualised as a process comprised of four distinct stages: point of engagement, period of
sustained engagement, disengagement and reengagement (O’Brien and Toms, 2008;,y)).

145. One way to operationalise this concept within PISA is to develop measures of the students’
activity level on the task. For example, one could hypothesise that students who use all the time
available or recommended for completing a task (or who engage in optional work once they have
completed the minimum output required) demonstrate greater task engagement. Some
experimental and validation work is needed to assess the reliability of such measures of student
engagement, especially as time-on-task data is not always straightforward to interpret; for
example, less time spent on a task might also reflect, in some cases, the speed of intellectual
work.

Design features to encourage students’ exploratory skills and trial and error

146. Almost by definition, the end result of the creative thinking process is not necessarily known
from the outset. Test takers should therefore be encouraged to explore all of the resources
available to them within their work environment, as is the case for creative engagement in real life.
For example in the arts, exploration can include searching for usable materials and tools, and
sources of inspiration. Scientists also use exploration to observe the environment or a given
phenomenon through multiple tools, in order to identify patterns and relationships among variables
and to identify unexpected occurrences.

147. Tasks in the PISA assessment of creative thinking allow students to explore possibilities by
creating multiple versions of the same product, by asking students open questions with no single or
prescribed answer, and by providing students with certain tools to aid their work (e.g. different
graphic tools, such as stamps, shapes and free drawing capabilities). Similarly, some scientific
tasks are situated within simulation-based units where students, through their interactions with the
online environment, can experiment with different tools in order to identify patterns, underlying
models, and relationships between variables.

148. In all of the test units and tasks, it must be easy for test takers to try things out and then
backtrack when unsuccessful or wanting to quickly try alternative options (e.g. an easy-to-use
‘undo’ capability in the drawing tool). It is especially important that tools be “self-revealing” so that it
is clear what test takers are able to do in the test environment. Finally, interactive tools should be
fun to use: if students focus too much of their efforts on how to use the tools, then they will have
less cognitive resources available to dedicate to the processes of creative thinking.

149. It will be relevant to analyse how students’ creative thinking performance is related to their
exploratory skills. In a similar method to establishing measures for student engagement, indicators
for student exploratory skills could be derived by interpreting the telemetry from their behaviours on
the computer platform. One can, for example, deduce that a student who tries using a larger
number of different tools or who spends more time exploring different functions and properties of
the digital environment, shows a higher engagement in exploratory processes.

150. Given that these process data on students’ interactions with the testing environments are
harder to analyse and interpret, the competency model does not include exploratory skills. Process
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data on students’ exploration will, however, be produced and made available for the units to the
public, to encourage research on students' exploratory and trial-and-error strategies in open,
computer-based tasks.

Test development and validation of the cognitive test
Ensuring appropriate coverage of the construct and cross-cultural validity

151. Test developers must take into account the test administration and format standards, as well
as consider cultural and linguistic issues such as construct equivalence, when designing test
materials for large scale international assessments. In psychometric terms, test bias describes the
notion that test scores based on the same items measure different traits and characteristics for
different groups.

152. In the PISA 2021 creative thinking assessment, such weaknesses might stem from the
possible challenges of formally determining a priori: (a) the similarity of the creative thinking
competence being measured across cultures, in terms of the conceptualisation, operationalisation,
dimensionality, and targeted behaviours of the construct; (b) students’ familiarity with the item
format, in terms of the required response (e.g. in interactive simulation-based tasks); and (c)
problematic item content, with respect to the level of necessary prior knowledge, the interpretation
of task instructions, and the clarity of the stimuli provided (e.g. the use of colloquialisms or images).
Failure to investigate these aspects through validation exercises almost certainly leads to the
introduction of test bias and ultimately, to structural and measurement non-equivalence across the
groups under study (Van de Vijver and Leung, 2011;5).

153. This section highlights the critical importance of multi-faceted equivalence, outlines a
recommended series of assessment design and psychometric analytic stages that can result in
rigorously adapted assessment tasks and scales, both within and across national groups
(International Test Commission, 2017123, and describes the specific validation exercises in which
the OECD Secretariat and the test development contractor have engaged during the development
process of the PISA creative thinking assessment.

Validation and cross-cultural comparability of the assessment material

154. To ensure the valid assessment of creative thinking, the proper coverage of the creative
thinking proficiency ranges in all the participating countries, and to account for possible inter-
country and sub-group differences, the following procedures have or will be applied throughout the
test development cycle:

1) Cross-cultural face validity reviews: ensuring that the construct under assessment is
understood in the same way across linguistic and cultural groups. Individuals who are
experts in the measurement of creative thinking, and who are familiar with the cultural
groups being tested, have engaged in several cycles of review of the assessment
framework and test material in order to evaluate the legitimacy of the construct across
cultural and linguistic groups. This enabled the cultural and linguistic characteristics
irrelevant to creative thinking to be identified during the early stages of the assessment
development process. All participating countries have also engaged in several cycles of
review of the test materials to help identify items that may be likely to suffer from cross-
cultural bias.

2) Cognitive laboratories: observing how individuals of the target test population interact with
and understand the test materials and expectations. Experienced testing professionals
have been engaged to conduct cognitive laboratory exercises with students in three
countries. In the format of thinking-out-loud exercises, students around the age of the PISA
population were asked to respond to the cognitive and non-cognitive questions, explain
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their thought processes in answering and point out any difficulties or misunderstandings in
the instructions or stimulus material. Further details hereon are provided in a separate
document [EDU/PISA/GB(2019)8].

3) Small-scale validation exercises: conducting validation exercises in parallel to the overall
test development process in order to observe how the current test materials function under
test conditions. An analysis of the genuine student data can indicate items that do not
perform as intended, and can inform evidence-based improvements to the test material
including the coding guide. The purpose and methodology of the validation exercises
conducted by the OECD Secretariat and the PISA contractors are detailed in the dedicated
section in the separate paper on validation exercises for the PISA 2021 creative thinking
test [EDU/PISA/GB(2019)8].

4) Translatability reviews: assessing potential issues of translatability, for example in the task
scenarios or prompts. The OECD Secretariat works closely with the experts and
contractors involved in the development of the test material to ensure that all assessment
content can be sufficiently translated into the many languages of the PISA main study. An
appropriate translation should represent a balanced adaptation of linguistic and cultural
considerations associated with each language group. This process requires a solid
understanding of the creative thinking competence and the assessment construction.
Linguistic quality assurance mechanisms ensure that all specificities of the construct are
taken into account.

5) Field Trial: administering the assessment to large, representative samples of the target
population. This crucial phase in the test development process provides the opportunity to
conduct a full-scale construct and assessment validation exercise prior to the Main Study. It
will be undertaken in all participating countries and used to exclude, through a statistical
analysis, the test items that demonstrate insufficient cross-cultural validity. The data
analyses address the issue of construct and score validity and reliability, within and across
countries, in addition to differential item functioning. Multi-group equivalence, measurement
equivalence, and structural equivalence analyses are typically performed on the data. Multi-
group confirmatory factor analysis (MGCFA), differential item functioning (DIF) proposed by
the Item Response Theory (IRT), and multidimensional scaling (MDS) are among the
valuable ways of assessing measurement invariance. Due to the operational timeline in
PISA, it is not possible to include new items in the test after this phase, and no substantial
modifications can be made to existing test items, i.e. poorly performing items will be
removed from the test item pool to ensure a proper coverage of the construct.

155. In summary, this approach to validation and cross-cultural comparability addresses construct
equivalence in addition to linguistic equivalence. This approach uses a committee method: groups
of construct and large-scale assessment experts work both separately and together to determine
the extent to which concepts, words, expressions and tools are culturally, psychologically and
linguistically equivalent in the target languages.

Scaling and reporting proficiency in the cognitive test

156. To communicate the results of the PISA assessment, it is necessary to develop proficiency
scales that are clearly interpretable in educational policy terms. The main goal of scaling and
reporting is to inform stakeholders in each country about the performance of their students in
creative thinking, as defined in this framework.

157. Generally, results of the PISA assessments are reported through a single, uni-dimensional
scale. The advantage of this reporting method is that all test material is geared towards producing
one single figure. This means that the scale is based on a large number of responses, and thus is
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highly reliable for the purposes of assessing differences across countries or sub-populations of
students.

158. An alternative approach to producing one single scale would is to derive multiple indicators
that can present a differentiated profile of strengths and weaknesses in student performance in
each country. Sub-scales can be either calculated using the estimated parameters for the overall
scale (thus assuming a one-factor/dimension solution) or can be calibrated separately (in which
case, a total score can be obtained by aggregating the scores for each scale). Other methods do
not produce a single, summary scale, but rather separate scores for each factor or dimension.

159. Sub-scales represent one way to expand on the set of information that is provided to
stakeholders. PISA already produces sub-scales for the main domain in each cycle, for example
when describing student competences in different areas of mathematics. One advantage of this
approach is that sub-scales allow policy makers to better understand the focus of remediation
activities and changes in the curriculum. However, without enough testing time, it might be not
possible to produce multiple scales that are sufficiently reliable and that are meaningfully
differentiated from the overall scale. It is for this reason that subscales were not produced in PISA
for the minor domains in past cycles.

160. The PISA 2021 creative thinking assessment faces this trade-off between reporting a larger
set of indicators in order to better inform policymakers about students' strengths and weaknesses,
and ensuring that each reported indicator is reliably measured. Over successive iterations, the
Expert Group has decided to simplify the competency model to reduce the challenge of reliably
measuring a large set of related but distinct abilities (i.e. the complex set of cognitive,
metacognitive and behavioural characteristics that constitute the individual enablers of creative
thinking. The majority of the test items focus on idea generation. However, given that this
assessment has not been implemented before, it is not yet possible to conclude that the data
should be reported according to one single scale.

161. Multi-dimensional reporting can be more appropriate if the different facets and domains of the
competency model represent clearly distinct factors: for example, it is possible that many students
might have a high level of proficiency in evaluating and improving ideas, but are less capable of
generating multiple, diverse ideas. Despite attempts to minimise the effect of background
knowledge and domain readiness in the design of the test units, it is also possible that student
performance might not be strongly correlated across the different domains of the assessment: for
example, some students might be highly successful in generating diverse and original solutions to
a social problem, but might struggle when they have to visually communicate an idea in a creative
way. If students like some type of tasks (creating a visual product) but not others (developing an
idea for a scientific experiment) this would reduce the observed correlations among items that are
mapped to different domains.

162. A critical first step in the analysis of the creative thinking test results will be to assess whether
the data can be represented by a model assuming uni-dimensionality, are better described through
sub-scales, or indeed they require a more complex, multi-dimensional model. The validation study
has provided a first set of real data to explore the dimensionality of the construct, although the
results cannot be considered as conclusive evidence given the small size of the sample. More
reliable information on dimensionality will be available after the Field Trial.

163. The analyses of the validation studies and the Field Trial should verify whether the units and
items have been designed in a way that replicates the assumptions of the model, such as the items
in the same domain should be more correlated with one another than items across different
domains, and equally the correlation between items in the same content area (expressive, creative
problem solving) should be higher than the correlation across items in the different content areas.
The actual magnitude of these correlations will be the first indication of the most appropriate
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reporting method. The measured reliability of the sub-scales/sub-scores that can be produced will
be the second element that will orient subsequent decisions on the direction of the reporting.

164. Not presuming the uni-dimensionality of the construct has implications on the method of
selecting items for the PISA main study. Under a strong assumption of uni-dimensionality, the
items that do not load onto the main factor will be discarded from the test item pool. For this
assessment however, it is important to recognise that, theoretically, students can perform better as
creative thinkers in some domains or some tasks than in others, and thus items that do not load
onto the main factor might contain some relevant information about test takers strengths and
weaknesses that should be used for reporting. In the process of selecting items for the main study,
it will be important to maintain a good balance in the coverage of the different domains.

165. The analysis of field trial data will also put a strong emphasis on assessing the comparability
of the results across countries. Given the influence of cultural background on the evaluation and
expression of creative work, it is possible that country-item interactions will be larger for this
assessment than in other PISA domains. The analysis will provide information that can evaluate
whether country-item interactions are related to the instruments’ design and scoring methods (and
could thus be mitigated through a careful selection of the units and items for the main study, and
through an improvement of the coding guide) or whether they provide genuine evidence of cultural
differences in creative thinking.

166. In addition to these summary indicators/scales, the reporting of this assessment will put a
greater emphasis on international comparisons at the task-level (therefore releasing at least four
units to the public, one in each of the four domains). In several units, task-specific information on
students’ strategies, exploratory skills and engagement can be captured through process data.
These depictions are powerful as they can be linked back to pedagogical approaches for
developing cognitive and metacognitive competences and supporting positive attitudes towards
creative thinking.

Defining content for the PISA background guestionnaires

167. In addition to the creative thinking test, the PISA assessment will gather self-reported
information from students, teachers and school principals through the use of questionnaires.

168. According to this framework, creative thinking is enabled by the combination of various
different individual components, and is influenced by contextual factors (see Figure 1). The
guestionnaires will therefore be used to extract information on those enablers and drivers that are
not directly assessed in the cognitive test of creative thinking.

Curiosity and exploration

169. The student questionnaire will provide information about individuals’ curiosity, openness to
new experiences, and their disposition for exploration. Questionnaire scales on openness can be
informed by the extensive literature on the relationship between personality and creativity, as well
as the existing inventory of self-report personality measures that have been used in previous
empirical studies of the ‘creative person’.

Creative self-efficacy

170. The student questionnaire will also gather information on the extent to which students believe
in their creative abilities. A scale on creative self-efficacy will measure students' general confidence
in their own ability to think creatively, as well as their beliefs about being able think creatively in
different domains.
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Beliefs about creativity

171. One scale in the student questionnaire would explore what young people believe about
creativity. The items will ask the students whether creativity can be trained or is an innate
characteristics, whether creative expression is possible only in the arts, whether being creative is
inherently a good thing in all contexts, and whether they hold other beliefs that can influence their
motivation to learn to be creative.

Creative activities in the classroom and school

172. One or more questions in the student questionnaire will ask students about the activities that
they participate in at school which, in turn, may contribute to their domain readiness in and
dispositions towards different creative domains. For example students could be asked about the
type of activities they are regularly asked to perform at school (e.g. painting, poetry, creative
writing, doing experiments, debating social problems, tinkering and design...) as well as collecting
information on students’ out-of-school experiences. The school and teacher questionnaire will also
include information on the inclusion of creative activities in the curriculum and in extracurricular
time.

Social environment

173. Information on students’ social environment will be collected in the student, teacher and
school principal questionnaires. Questionnaire items will gather information on student/teacher
interactions (e.g. whether students believe that free expression in the classroom is encouraged, or
if students believe that teachers take seriously the ideas and proposals that they put forward) and
the wider school ethos. These items can provide further information on the role of extrinsic
motivation on student creative performance (e.g. students’ perception of discipline, of time
pressures or assessment).

174. Additional questions may also cover information on other relevant social environments for 15-
years-old students, such as the family and the peer network.
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