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Acronyms

	FGD
	Focus Group Discussion

	IDI
	In-depth Interview

	QRP
	Quality Reading Program

	AIR
	American Institute for Research


Terms
	Department of Education
	Office of  Ministry of Education at the district administrative level in Tajikistan

	In-service training
	State run training program mandatory for all public sector teachers

	District mentoring system
	Mentoring system operated at district administrative level

	School mentoring system
	Mentoring system operating independently within schools

	Union of mentors 
	Name given to a group of experienced teachers mentoring other teachers on teaching a specific grade level (in primary school) or on a specific subject (after grade 4)

	Methodological materials
	Materials that explain teaching methods

	Visual aides
	An instructional aid that is used to supplement spoken and written information

	Non-textbooks
	All books not a part of the school curriculum 

	Open class
	Class that is opened to interested parties, namely the school administration, district representatives and parents 

	Respondent
	Person being interviewed

	CSR Zerkalo
	Centre of Sociological Research in Tajikistan

	El-Pikir
	Research Group in Kyrgyzstan 


1. EXECUTIVE SUMMARY
i. Introduction
a) Goal and objectives

The USAID funded A Baseline Qualitative Study of Reading in the Home, School and Community in Kyrgyzstan and Tajikistan is a regional baseline project, which is tasked with examining the reading of children studying in forty primary schools in selected regions of Kyrgyzstan and Tajikistan. This qualitative research helps to identify current patterns of reading in the home, in the school and in the community. The research objectives are design to identify the following:

· the culture around reading outside of the classroom;

· the attitude of teachers and school administrators to reading instructional practice; 

· the techniques teachers use to help students develop skills;

· the appropriateness of teachers’ classroom instructional materials

· the understanding and usage of national standards and assessments;

· the barriers and supports, which influence reading practice

b) Methodology

In both Tajikistan and Kyrgyzstan, 20 schools were chosen for the sample by AIR (American Institute for Research). However, the project targets factors influencing reading in schools, in homes and in communities and as such it was necessary to engage other stakeholders involved in children’s’ reading. Therefore, according to the demands of the research, the following set of instruments was formulated:
· School Demographic Questionnaire;

· Classroom Observation List (OL);

· Individual Interview with Principal;

· Individual Interview with Librarian;

· Focus Group Discussion with Teachers;

· Focus Group Discussion with Parents

Quantitative data was obtained through School Demographic Questionnaires, and Classroom Observation Lists (OL). This supported the qualitative information gathered by In-depth Interviews (IDI) and Focus Group Discussions (FGD).The instruments were used in each school once, except for OLs, which involved the observation of one class from each of the four grades (1-4) in every school. Quantitative data was entered and processed using SPSS and qualitative data was coded and entered in a specialised database in Excel.
ii. Findings: Kyrgyzstan and Tajikistan
a) Reading culture outside of the classroom;
HOME: Literacy was highly valued in both countries with parents seeing it as pre-requisite for a good career and In Tajikistan for a better life in general and a better country in the future. Only in Kyrgyzstan was there notable gender differentiation with some regarding literacy as a mere plus factor for a woman in search of a husband. Although children are generally reading at home, parents are neither reading themselves, nor are reading with their children at home due to migration, a heavy workload, or a lack of education. In Tajikistan, parents noted about the positive role other family members play in helping children to learn.
COMMUNITY: Many communities do not have public libraries. In Kyrgyzstan there was a very low level of awareness about libraries and few respondents could describe their condition, reading environment or available resources. Although parents in Tajikistan were aware of the libraries and they were often nearby, libraries were underused with parents complaining about their condition. Generally, books can only be purchased in major towns. However, parents in Kyrgyzstan were more concerned with the exorbitant cost of the books and the lack of books in Kyrgyz rather than the point of sale. There are few community based reading initiatives in Kyrgyzstan, but even fewer in Tajikistan despite the seemingly high level of enthusiasm from parents. Public messages are rare in Kyrgyzstan but despite their prominence in Tajikistan, they often go unnoticed as they are not designed with children in mind.
b) Attitudes in the education system towards reading instructional theory and practices;
IN-SERVICE TRAINING: Absolute majority of teachers and principals are aware of the state sponsored trainings, understand their importance, and are participating. Teachers generally feel the trainings are useful and that they add new techniques to their teaching practice, in particular group work and role playing. However, the in-service trainings do not spend time on teaching reading and the trainings in Tajikistan now follow more of a lecture format than before leaving less time for modelling by trainers, practice by participants and the sharing of experiences. Respondents in Kyrgyzstan noted the value of somewhat more informal trainings organised by international or non-governmental organisations.
SCHOOL MENTORING SYSTEM: Almost every school in the sample has a school mentoring system separate from the district run system and the workings of the individual school systems are not regulated. There is almost no knowledge about courses taken by mentors but they are nonetheless held in very high regard owing to their years of experience. There is some form of payment for mentors in Kyrgyzstan, whereas in Tajikistan there is none. Although there is no set payment for mentors in Kyrgyzstan, there is a form of payment in contrast with Tajikistan where there seems to be none at all. The majority of respondents in both countries feel the program is effective but that it would benefit if mentors were paid / better paid and if they had more support in terms of materials.
DISTRICT MENTORING SYSTEM: Principals are familiar with the workings of the district mentoring system but, at least in Tajikistan, they are not held in as high esteem as the school mentors. Schools make no payments to the district mentors and there is no strict scheduling or procedure to regulate the number of teachers under one mentor. Principals generally feel that the system is useful but respondents in Tajikistan were keen to point out the necessity of reform. Yet generally, the system helps teachers, particularly younger teachers, and is a big plus in places, notably in Tajikistan, where there are few experienced teachers due to migration and retirement.

c) Student’s skills and the techniques teachers use to develop those skills;
STUDENT’S SKILLS: According to the OL, the vast majority of students in both countries did not exhibit the skills identified by this study (see Annex 1) during class. In Kyrgyzstan, teachers identified speed as the most important reading skill whereas in Tajikistan, teachers chose comprehension.
TECHNIQUES USED IN CLASS WHEN TEACHING STUDENTS TO READ: In both countries teachers see the benefits of in-service trainings and spoke of the techniques they acquired but few learned methods that helped when teaching reading. Most participants also want to participate in further trainings. Although, teachers stated that thus far the trainings have brought about significant change in their classroom practice, the OLs paint a different picture. It was found that teachers were not making use of many of the techniques this study identified (see Annex 7). Further, teachers are not testing students reading skills, using non-textbook materials or answering questions that students may have although they are assigning reading homework.

d) Suitability and availability of materials;
MATERIALS FROM IN-SERVICE TRAININGS AND MENTORS: 70% of teachers participating indicated that they have bought materials during the training. Similarly in Tajikistan over a third of teachers received materials for free. Thus teachers receive for free, or pay for, materials, mostly methodological literature, at the beginning of in-service trainings. Respondents generally did not complain about the cost of these materials. In Tajikistan teachers receive material showing how to use assessment results and have access to the materials used by mentors.
TEXTBOOKS: Principals stated that students have the necessary textbooks. Generally this was confirmed by OLs but many schools have shortages or, as was common in Tajikistan, the textbooks in different editions, which proves problematic for teachers.
ADDITIONAL READING MATERIALS (NON-TEXTBOOKS, JOURNALS, ETC.): In Tajikistan, principals were allusive when asked about additional reading materials although parents stated that schools have the materials. Kyrgyz principals generally admitted that they have a shortage and parents were aware of this. In any case in both countries, teachers are preparing extra materials themselves despite having no training in the area. They often share costs, materials and expertise with other teachers. Libraries are subscribed to children’s journals in the local languages but librarians often gave unrealistic answers for the number of non-textbook in the libraries themselves for children in grades 1 – 4. What is clear is that resources are limited and there are language issues, namely a lack of children’s books in Kyrgyz in Kyrgyzstan, a lack of children’s books in Uzbek in Tajikistan as well as a lack of books in the sort of everyday Tajik that children are used to. There are rarely restrictions on children taking books home from the school libraries in Tajikistan and in Kyrgyzstan.
CLASSROOM INVENTORIES: Schools in Kyrgyzstan generally have a good array of visual aids in class. This runs contrary to the situation in Tajikistan where, by the same indicator, schools have a lack of materials in classrooms. Further, resources that are readily available to teachers are rarely put to use.
e) Understanding and usage of national standards and assessments in schools;
NATIONAL READING ASSESSMENT STANDARDS: 29 out of 40principals interviewed in both countries claimed to be well informed on the issue, but few knew the specifics when asked. Interestingly teachers were well aware of the assessment in Kyrgyzstan but few had even heard of it in Tajikistan. Principals are not directly involved but instead oversee the assessment. Generally they believe the assessment motivates students and teachers and, particularly in Tajikistan, that it gives insight into the problems students face.
NATIONAL READING CONTENT STANDARDS: The roles were reversed in terms of reading content standards with respondents in Tajikistan aware of their existence and respondents in Kyrgyzstan unaware. In Tajikistan the standards are set by the Ministry of Education and implemented via strict scheduling that teachers must follow. However, many are unhappy with the complexity of the Tajik in the new textbooks.
NATIONAL READING PERFORMANCE STANDARDS: In Tajikistan, all principals are aware of the standards, as are the teachers who are implementing them. However when probed further, respondents once again couldn’t answer specific questions. Similarly in Kyrgyzstan, principals had difficulties describing the exact usage of the standards and teachers answers to specific questions varied from person to person.

f) Situation Analysis
INFLUENCING READING PRACTICE IN THE SCHOOL: In Tajikistan students are enthusiastic about reading, books appear to be of interest to students, there are some reading initiatives in schools, and students can use the library and take books home. Further, teachers feel supported in their efforts and inform parents of student progress, but both teachers and principals agree that parents must contribute more. Respondents in Kyrgyzstan echoed this but, as things stand, it seems that teachers do not feel supported in their efforts to teach reading. In both countries teachers believe that parents are not reading at home with their children. Teachers also find it hard to get interesting texts in the respective local languages that are appropriate for, and of interest to, primary school students. This is particularly true in Tajikistan where newer storybooks are not as good as before and new textbooks use overly complex, literary language. Moreover, many libraries have no fixed schedules, are in bad shape and only have old books in Tajikistan. Poor infrastructure and overcrowded classrooms were also noted as serious barriers for students in both countries.
INFLUENCING READING PRACTICE IN THE HOME: All parents attach great value to literacy in both countries. However, many parents don’t seem to value the actual act of reading itself and are not prioritizing it. Tired old excuses from parents that children aren’t interested are also common. Further, parents have few books at home and most are textbooks. Parents don’t buy new books for their children and although the economic circumstances of many families should not be overlooked, it seems that books often do not feature high on the list of priorities when some families are budgeting.
INFLUENCING READING PRACTICE IN THE COMMUNITY: Local libraries are a serious issue as many communities simply have none or have libraries that are in such a bad shape that they are not used. Few communities have a place to purchase books and only five communities (four in Kyrgyzstan and one in Tajikistan) had community based reading initiatives. Further, public messages about reading don’t engage adults and fail to appeal to the sensibilities of young children. Parents in Tajikistan noted some of the other barriers facing their children such as the expectation to work on the cotton harvest in summer and the bitter cold in winter. The unpredictable electricity supply in Tajikistan can also be an issue but generally electricity in both countries is available along with some other sources of light.
iii. Recommendations

Although, there are nuances and discrepancies, the study found that the general issues faced in both countries are comparable and that four broad priority area recommendations fit Tajikistan and Kyrgyzstan equally. In light of this, the research recommends targeting the four priority areas listed below in a bid to improve reading in the home, the school and the community in Tajikistan and Kyrgyzstan. It should be stated at the outset that the introduction of computers and the internet to school libraries, coupled with the appropriate instruction in their use, would greatly help in each of the priority areas discussed below. This would be particularly effective if done in conjunction with the creation of education websites for the target countries that would provide information, such as national reading standards, and resources, such as additional materials, to administrators, teachers, librarians, parents and students. This would help address material shortages and would greatly facilitate the dissemination of up to date information and ease coordination between parents, schools and all educational facilitators. 

Priority Area 1: Support the creation and dissemination of colourful age appropriate materials in easy to understand day to day language for early grade learners.

Research found that there is a shortage of age appropriate materials available in the home, in classrooms, in school libraries and in community libraries. There are few genuine children’s books available in Tajik and Kyrgyz and few books in Uzbek in general, the first language of many students in both countries. Further, in Tajikistan, teachers have noted that newer storybooks are not as good as previously and that the Tajik used in textbooks has become too difficult. Although this was noted in Kyrgyzstan, as the use of Kyrgyz grows it is a possible consequence and should be kept in mind when designing future materials in Kyrgyzstan also.

Supporting the creation of children’s reading materials that are well printed, colourful and in day to day Tajik and Kyrgyz will help address the issues noted above. The creation of a illustrated storybook series, published intermittently, that follows the adventures of strong young characters is one example of the kind of idea that would appeal to children according to answers given by parents when asked about materials that interest their children. This activity should seek to engage with relevant local designers, businesses, printing houses and newspapers. The materials can then be distributed to schools and libraries to help alleviate their shortages as well as being offered online.
Priority Area 2: Support new designs and new channels for public messages and new community reading initiatives to encourage reading itself for ALL family members. 

Research found that although literacy is valued by parents, reading is less valued and as a result parents do not prioritise it accordingly. Some parents excuse this behaviour by saying that their children aren’t interested in reading. This reflects the comments of teachers who stated that parents are not playing an active role in their children’s education. In schools, few reading events are organised for grades 1 - 4 while community initiatives are rare. Children also face other obstacles, weather, erratic electricity supplies and overcrowded classrooms. Public messages about reading are not well designed or colourful enough or appeal to children and parents pay them little heed.

Supporting new designs and new channels for public messages about reading and connecting these messages to community based events, for parents and children, will help to address these issues. Public messages on reading need new channels as the current standard approach are often ignored in both countries. New designs with children in mind are also needed. These public messages should highlight the importance of reading for all ages and will be more effective if they are tied in with a programme of community based initiatives that engage parents and children in reading and help to spread and share reading resources. The messages and initiatives should encourage parents to read more and take more interest in their children’s reading and overall education. This will have a significant impact on reading habits and help foster better home environments for reading.

Priority Area 3: Support a more interactive format for in-service trainings that emphasises reading. Complement this activity by implementing a meaningful follow-up mentoring system that is coordinated with an expanded school and district system.
Research found that there is no shortage of teacher trainings in Kyrgyzstan and that the trainings themselves are not a problem. Although there is much less training on offer in Tajikistan, teachers are content with in-service trainings despite their shortcoming, namely the lecture format limits the modelling and practising of techniques and sharing of experiences. Despite this, teachers do not seem to be using the techniques they acquire at trainings. The lack of follow up mentoring and coordination between trainers, and school and district mentors goes some way to explaining this. Further, the trainings do no focus on teaching reading.

Supporting more interactive formats for in-service trainings, that focus on techniques for teaching reading, would have a positive impact on teaching outcomes and help etch the techniques in the minds of teachers and illustrate their usefulness. This will only be effective if the appropriate follow up and mentoring system is in place to encourage the use in class of the techniques acquired. Given that teachers attend in-service trainings only once every five years, a special interactive training focused on reading would have more immediate impact. To ensure the best results, follow up mentoring should be better coordinated to include, and create constructive dialogue between, in-service trainers, school and district mentors and teachers. Although the school and district mentoring systems seem to be working well, better pay, better access to materials and better scheduling would improve the systems and help ensure that the skills and techniques acquired in trainings make it to the classroom floor.

Priority Area 4: Support the annual publication and distribution nationwide of a short, up-to-date booklet on national reading assessments, content and performance standards. Encourage the government to actively share ALL aspects of the results with schools and teachers.
Research found that there is a low level of knowledge about what national reading assessment, content and performance standards are, mean and actually consist of. Although systematic assessment in primary schools is essential, naturally schools will find it hard to plot an effective response to poor results when almost no information is provided about the assessment results, as is the case in Tajikistan. Teachers also find it hard to implement the standards in overcrowded classrooms with students of varying degrees of levels in 45 minute classes. Further, teachers often could not agree on when instruction should focus on comprehension in favour of speed or how many words students should be able to read in each of the grades. 

Supporting the publication of booklets on the whole range of government standards in both countries would help to address the information deficit. As these standards change regularly, an annually printed booklet, also available online, would be more effective. Disclosing all assessment results will help schools to plan more effective strategies to deal with underperforming students or groups of students. Policy dialogue with governments is essential to do the following: raise the issue of overcrowded classrooms; ensure the full disclosure of assessment results; help alleviate some of the scheduling difficulties faced by teachers; and raise awareness of the standards at schools.

2. INTRODUCTION

This report provides a qualitative overview of reading, and culture surrounding it, in homes, schools and communities in the central Asian Republics of Tajikistan and Kyrgyzstan. Centre of Sociological Research Zerkalo (CSR Zerkalo) was contracted by the American Institute for Research (AIR) to conduct this research as part of the USAID funded Quality Reading Project (QRP), a regional baseline project tasked with revising the current in-service teacher training package for reading.

i. Background

During the 20th century, significant strides were made in education and literacy in the constituent republics of Soviet Central Asia. In the wake of the collapse of the Soviet Union, the ill prepared emerging political establishments, shorn of generous central funding, were incapable of maintaining these standards. Without the resource wealth of their larger neighbours, Tajikistan and Kyrgyzstan have struggled markedly with political instability further exacerbating the situation. The Tajik Civil War (1992 - 1997) and the revolutions in Kyrgyzstan (2005 and 2010) led to the exodus of many skilled professionals, teachers included, particularly from Tajikistan. Post-conflict but mired in corruption, neither society can offer either a good salary or room for career advancement. This means that many highly skilled teachers and teaching instructors are still destined to leave home and work abroad.

Further, nation-building in both countries has seen Tajik and Kyrgyz, after years relegated to the status of ‘street’ languages, begin to replace Russian in the public space and attempt to meet the rigours of modern statehood. This linguistic transition coupled with political and administrative inconsistency has had a direct influence on the respective education systems, both of which are constantly being altered.
ii. Research Objectives

Within the overarching goal of reviewing the current in-service teacher training package for reading, a Data Collection Manual was created by AIR identifying several research questions. Following further consultation with AIR and a thorough review of the research instruments, the following report structure was formulated by CSR Zerkalo and approved by AIR to address the issues at hand:

· Reading culture outside of the classroom;

· Attitudes within the education system towards reading instructional theory and practices;

· Student’s skills and the techniques teachers use to develop those skills;

· Suitability and availability of materials;

· Understanding and usage of national standards and assessments in schools;

· Situation Analysis.
iii. Methodology

a) Research Design

As previously stated, the QRP is a regional project aiming to examine reading in primary schools both in Kyrgyzstan and in Tajikistan. 40 schools were chosen in both countries according to the framework of the project. As quality reading involves circumstances within the school, within the home and community; it was necessary to question and receive information from those who have a direct influence on children’s’ reading activity. Therefore, according to the goals and objectives of the project, qualitative research methods were utilised, which included focus group discussions with teachers and parents along with in-depth interviews with principals / vice-principals and librarians. The qualitative information gathered was supported by quantitative data about the schools and the classrooms in particular. The quantitative data was obtained by school demographic questionnaires (the information was requested from principals), and classroom observation lists (filled out by moderators during class).
b) Instruments

The following instruments were used during the data collection process: 

· School Demographic Questionnaire;

· Classroom Observation List;

· In-depth Interview with Principal;

· In-depth Interview with Librarian;

· Focus Group Discussion with Teachers;

· Focus Group Discussion with Parents.
The instruments were used once in each school, except for classroom observation, with four classes observed per school, one for each primary school grades (1 - 4). 

· The School Demographic Questionnaire collects basic information about each school. This information was requested from school principals, prior to the in-depth interview.  

· The Classroom Observation List tool records precisely what is happening in the classroom particularly in regard to the teaching of reading. Firstly, information about the respective teachers is gathered, namely his/her working experience, home language and experience teaching the class in question. The classroom observation form also draws attention to:

· Physical setting; 

· Availability and use of instructional resources;

· Language use in the classroom; 

· Student participation and engagement; 

· Instructional technique;

· The teaching of specific reading skills; 

· Assessment.
Each section is supported with several questions that allow the measurement of components in multiple classrooms, across multiple grade levels, schools, and regions. In addition, it provides data, which makes it possible to determine what changes would be most useful in order to improve reading outcomes. As four observations lists (one for each primary school grade) were required, a total of 80 observation lists were made in each country. The results of the observations were entered in SPSS and detailed tables are provided in Annex 7.

The purpose of the in-depth interviews was to gain more in-depth responses about the practice of reading, teacher support and community involvement in reading. By speaking with school administrators, teachers, parents and librarians, it was possible to gain valuable information about the practice and culture of reading in the selected schools and communities.

· The In-Depth Interview with Principals instrument consists of the following six sections:

· Trainings;

· Mentoring support;

· National assessments;

· Reading materials;

· Reading standards; 

· General

The instrument was designed to gain school-level information about teacher training, mentoring, student assessments, reading materials, and standards in the primary grades from the perspective of school administrations.

· The In-Depth Interview with Libraries instrument is much shorter and examines the operations of the library and its effect on children’s ability to read at school. Librarians were asked about the amount of books for primary school children, amount of students (from grades 1-4) signed up to the library and school based reading initiatives. Moderators also described the conditions of the libraries in their reports, writing about the space itself, the amount of books available and the space assigned for reading.

Teachers and parents were invited to focus groups discussions. Unlike surveys or in-depth interviews, focus groups allow for a discussion among participants and yield a greater depth of information and opinion. As certain questions may prompt serious discussion during FGDs, the stream of conversation may diverge from the order of the questions set out in the instrument. Moderators are tasked with keeping track and ensuring that all questions are addressed, even if they are done out of order. The number of participants varied depending on attendance; however it was a requirement to ensure that each grade was represented, i.e. at least one teacher from each grade and at least one parents of a children studying in each grade. 

The FGD with teachers instrument consists of the following sections:

· Trainings;

· School mentoring support;

· National assessments;

· Reading standards;

· Classroom assessments in reading instruction;

· Reading materials;

· General.
The purpose of the focus group with teachers is to gain classroom-level information about teacher training, mentoring, student assessments, standards, reading materials and general information about teaching reading in primary grades from the perspective of teachers.

· The FGD with parents instrument consists of the following five sections:

· Reading at home;

· Libraries / community book access;

· Reading materials;

· Reading activities;

· Public messages about reading.
The purpose of this focus group is to gain community-level information about the home reading environment and materials, community libraries and access, reading activities and public messages about reading. Other family members, who are participating in the studies of a child at home, were also welcome to join the FGD, for example, grandparents or older sisters/brothers involved in a child’s schooling were also considered appropriate participants.
The records of interviews and focus groups were immediately transcribed and later coded, entered in the database and cleaned according to each indicator, found in Annex 2 and Annex 3. The school demographic questionnaire and classroom observation list data was entered using SPSS.

c) Field testing

At first the project coordinators in the respective countries made pilot field collections using the instruments mentioned previously. Based on the pilot field test, the instruments were finalized. Afterwards, prior to the start of field collection, 10 groups of trainers (2 persons per group, moderator and assistant) were gathered for a 4-day training, where the project and each instrument was introduced and participants were given a chance to familiarize themselves  with the project and the instruments and test their practicality. The data collection process then began in earnest. Throughout this process, all the records and observation lists were monitored by analysts and feedback was constantly provided to moderators in order to improve the quality of work.

d) Sampling

As was mentioned above, 40 schools were selected, 20 in each country. The School Sampling Procedures was prepared by AIR prior to data collection. In each country, two cities were selected and, afterword, schools were selected at random in the above mentioned urban areas and in rural areas surrounding the cities. Thus, Bishkek and Osh, in Kyrgyzstan, and Dushanbe and Kurgon-Teppa, in Tajikistan, were chosen as the urban areas as defined by their respective city limits, and the rural areas are the districts that surround those cities. From these four areas, AIR selected schools randomly that met the eligibility criteria. The eligibility criteria consisted of the following:

· Lyceum schools were excluded as they do not provide primary education.

· Schools which have grades 1-4. It may be a primary school or a school that teaches all of the grades.

· Schools, which teach in the Kyrgyz and Russian languages in Kyrgyzstan, and in the Tajik and Russian languages in Tajikistan;

· The total sample of schools must have an 80% rural and 20% urban distribution, see Table 1. There must be eight schools from the capital and around, and twelve schools in other regions. For the areas in and around the capital, this means two urban schools and six rural schools. For the secondary region, two urban schools and ten rural schools.

Table 1: Distribution of selected school within urban and rural areas

	Country
	City
	Urban area
	Rural area
	Total

	Kyrgyzstan
	Bishkek
	2
	6
	8

	
	Osh
	2
	10
	12

	Tajikistan
	Dushanbe
	2
	6
	8

	
	Kurgon-Teppa
	2
	10
	12

	Total
	
	8
	32
	40


Taking into consideration previous criteria, the applicable school were listed in Excel and a random number generator in Excel was used to choose the schools. 

Concerning the sampling of target groups in the field, the teams (moderator and assistant) were required to choose classes to observe at random so that school administrators, teachers or other education officials could not interfere with the work. The classes were supposed to be language classes, where reading is taught. Because the data collectors had no previous knowledge of these classes, their selection was indeed random. Data collectors did not consider the language of instruction when making this selection. Almost every school had only one principal / vice-principal and one librarian, so there was no difficulty in selecting these participants. However, for teachers and parents the process was more complex. Participants were selected from the classes that were observed, i.e. four teachers one each from grades 1-4. Parents were selected by purposive sampling: in the observed class, children living near the schools were asked to raise their hands. Four students were chosen randomly, and asked to invite their parents to the schools. Again, the emphasis was on random selection, rather than leaving it to the schools themselves to determine who comes to focus groups.
iv. Study Limitations

There were a number of factors limiting this study, namely the size of the sample, the geographic distribution of the schools and the omission of the Uzbek language from consideration. The team attempted to minimise the effect of these factors but they may have influenced the study’s findings.

Firstly, the number of schools selected could not capture the true diversity of problems found in each country. Second, the geographic distribution of schools limits the relevance of the study to the regions surveyed and may not reflect problems in more unique regions, such as in the high Pamir. Thirdly, the importance of minority groups, particularly the large Uzbek minorities in each country, was not taken into consideration. This placed a serious limitation on the study as neither country has an education system that has reconciled their respective nation building programs with the needs and demands of their ethnic minorities.
3. TAJIKISTAN
This chapter will provide an overview of quality reading in schools, homes and communities in Tajikistan.  To best accomplish this task, the chapter will be divided into the following six sections:
i) reading culture outside of the classroom;

ii) attitudes within the education system towards reading instructional theory and practices;

iii) student’s skills and the techniques teachers use to develop those skills;

iv) suitability and availability of materials;

v) understanding and usage of national standards and assessments in schools;
vi) situation analysis of reading instructional practice
i. Reading Culture Outside of the Classroom
This section is based on information collected from the FGDs with parents. It is divided into two sub-sections which will look at reading culture in the home and reading culture in the community respectively. This will help to provide an overall view of reading culture outside of the classroom.

a) In the home
Essential to understanding this topic is to understand the value placed on literacy by parents generally, see Table 2. Parents gave a wide range of answers when asked about the value of literacy but the most frequent responses suggest that parent’s believe education will help their children to have a good career in the future so that they can provide for their own families one day. “If you are not educated, you can't manage your problems, but if you are educated, you can find a job, you don’t suffer, and it’s easier to earn and provide for your family.”

	Table 2: The Value of Literacy
	# of groups of parents

	Child’s future
	9

	Career
	9

	Literacy is good
	5

	Country’s future
	4

	Live is hard without it
	3

	To educate children
	3

	Hang out less on streets
	2


There was no serious gender differentiation when speaking about the importance of literacy, yet the reasons for its importance differed, reflecting the existing gender dynamics of migration in Tajikistan. 
Perspectives fit with the general trend amongst parents to equate literacy with a better future, but for boys, literacy provides a source of income that can prevent future migration, while for girls, literacy provides a source of income that gives some financial independence. Mothers, drawing comparisons with their own husbands’ present situations, stressed that their sons will be literate and well-educated unlike their fathers, and thus they won’t have to “migrate in search of work and leave their families as their fathers have done”.
At the same time when asked about female literacy, respondents, again predominantly mothers, emphasised the necessity of having a profession and a steady source of income, “she will be a teacher, a doctor, or have any profession”
, with another adding that her daughter “won't depend on anyone”.
 Such views are no doubt nurtured by the widespread migration of Tajik men and the resulting feelings of isolation, dependency and often abandonment common to many families. Here we can see parents, mothers in particular, stressing the importance of literacy and education in determining the long term financial independence of their daughters. "We didn’t study when we could, and now we regret it a lot. Our daughters have to learn."

Generally, respondents felt that literacy is essential with no respondent saying that it is not important for either boys or girls. “Children's literacy honours the family and is useful for the country as well as the individual.”
 However, One respondent stated that for girls “home-making starts from literacy
”,but this view on girl’s literacy was an exception. The only notable gender differentiation in numerous groups was that respondents mentioned that literacy is “good for the development of the country”
, when speaking of literacy for boys but, interestingly, not when girl’s literacy was discussed. 
Respondents’ opinions on when children should achieve literacy varied with some indicating that children should attain literacy as early as preschool, others grade 4. The average is grade 2. Similarly, parents’ responses varied concerning their time spent reading at home with children, with answers ranging from a high of 20 hours a week to a low of none. The average is 8 hours per week. On average their children spend a total of 13 hours per week reading at home, usually in preparation for class.
Moving to the reading habits of individual family members, from 20 FGDs, six entire groups of parents said that fathers do not read at home with children at all with respondents pointing to migration and others to a general lack of education: "I read with my children, my husband is illiterate".
 From the other groups parents indicated that fathers normally spend five hours per week reading at home with children while in the week before the FGD, they spent five and a half hours. The materials read include textbooks, newspapers, religious books, fairy tales, and crosswords. Respondents stated that most fathers discuss content with children, “children are curious and want to understand the meaning of the stories”
. 

Mothers generally spend three hours per week reading at home with children while in the week before the FGD they spent four hours. Almost all mothers are discussing content with their children and reading materials such as textbooks, fairy tales, stories, newspapers, riddles, and poetry. Although parents mentioned that “most children do homework with their mothers”
, four groups said that mothers were not reading at all. "Mothers are busy with chores and don’t have time for books."
 Generally in households, either both parents were reading, or neither were reading except in some households where only mothers were helping their children to prepare their homework because their husbands were in Russia.
In general grandparents, aunts and uncles and siblings are also reading at home with children. These other family members are spending on average three hours per week reading at home while in the week before the FGD they spent eight hours. However, this is only based on a small sample as few respondents gave a precise answer to this question. Almost all family members are discussing content with children and reading materials such as newspapers, textbooks, fairytales and books on religion, science, history and poetry. It is clear that other family members can and often do play an important role in reading with children at home particularly in families with absentee fathers due to migration as one mother stated: "life is hard so my husband goes to work in Russia, so my mother in-law works a lot to help the kids prepare for class".
 In two schools, neither fathers, nor mothers nor any other family members are reading at home with children.
b) In the community
From 20 FGDs, six groups of parents said that there was no community library at all, with one respondent saying: “There is no library, if there was a library, we would use it”.
 The remaining 14 groups of parents indicated that there are libraries in their respective communities, usually not far from the respondents’ homes; on average around 1.5 kilometres. "The community library is here in the teahouse."
 All have books in Tajik with three quarters having books in Russian, a quarter having books in Uzbek. One parent mentioned a library that had books in Farsi.

Generally all parents are aware that both they and their children may take books home from the community library with only one parent stating that their children could not. Despite this, when asked directly, about whether or not they are using the library, only about a third of respondents said they or their children are using it, with the one parent who stated proudly that: "if the library receives new books my child takes them."
, somewhat of an exception. Parents who were not using their local library gave the following reasons: it’s too much work to go to library; the library doesn’t have the needed books; the books are too old; it’s not free; there is no reading space; and that it’s always closed. In some cases, parents simply indicated that “children get books from the school” instead. In only five communities out of 20 sampled there are places to buy books, such as a bazar, a book shop, or a travelling bookseller, with respondents largely indicated that: "(we) can only buy books from town".

There are almost no community based reading initiatives. However, schools organize events for alphabet day and golden autumn day as well as to celebrate bigger holidays such as Independence Day, Mother’s Day, and Armed Forces Day. In addition, parents mentioned interschool Olympiads, where school teachers bring students to compete. The only community based initiative is one organized by the UN and other international NGOs in Vakhsh (Khatlon) in the Children’s Centre ‘Kudakiston’. Although the exact activities of the initiative were not clarified, the group meets three to four times per year, has no restrictions or obstacles to participation, and is open to “everyone, who is willing”.

There was general enthusiasm about the idea of local reading initiatives and parents were confident that their “children would be excited by any initiative”.
 The initiative that most parents think would be of interest to their children are poetry readings, such as celebrations in the memory of poets as parents believe that “children love learning poems by heart”.
 Other parents listed various activities they believe would be of interest to children such as sports, checkers, drawing, singing, working with computers, reading fairy tales and participating in a Tajik kids television show called ‘The Golden Key’. 

As previously stated, parents seem eager for reading initiatives with one respondent stating that it “would be good to organize reading events at schools every Saturday”.
 However, it cannot be overlooked that only one community currently has a reading based initiative outside of school.

Moving to public messages about reading, it should first be mentioned that seven groups of parents stated that there are no public messages about reading. For the remaining respondents radio and, in particular, television are the main sources of public messages about reading, with most pointing to the speeches of the President as the primary source, and a few noting children’s programming. Some indicated that they have noticed public messages about reading at schools and the quotes of famous figures near pharmacies, hospitals and libraries. It is clear that the majority of public messages on reading visible to parents are state sponsored. Many respondents mentioned that the frequency with which they come across these messages depends on the availability of electricity with only one group indicating that they constantly see messages on reading, although answers from other groups suggest that parents come across the public messages regularly, but don’t pay much attention to them. An overwhelming majority agreed on the usefulness of these messages. However, parents soon began to express suggestions for improvement, including that the amount of public messages should be increased and that the messages should target children more and be more colourful and exciting.
Section i: Conclusion
This sample segment of society raises several salient issues about reading culture outside of the classroom in both the home and the community. Firstly, all parents highly value literacy, both for boys and girls, and see it as a prerequisite for a good career, a happier life and a better country in the future. Generally children are reading at home, or at a minimum preparing their homework. In a slight majority of families, fathers and mothers are reading at home however, due to migration, in the case of fathers, workload at home, in the case of mothers, or a general lack of education, many are not reading very frequently or in some cases, at all. As a result other family members can play a pivotal role in helping children to learn to read particularly in families with absentee fathers. 

Secondly, parents listed several reasons for not using their community libraries but the fact remains that they are not using the libraries even though the libraries are usually nearby and they, and their children, can take books home. However, it must be stated that over a quarter of the sample communities don’t have a local public library at all. Further, several parents indicated that there is nowhere to purchase books, except in the major towns. These dynamics, added to the fact that there are basically no community based reading initiatives despite the seemingly high level of enthusiasm from parents, go some way to highlighting the difficulties parents can face when they want to get materials encourage their children. The general impression of public messages about reading is that they are useful in theory but that in practice they often go unnoticed by parents. Further, the public messages are not really colourful or exciting enough to appeal to the sensibilities of young children.

ii. Attitudes in the Education System towards Reading Instructional Theory and Practices

This section is based on information collected from the IDIs with principals and FGDs with teachers. It is divided into three sub-sections which will look at in-service training, the in-school mentoring system, and the district mentoring system. This will help to provide an overall view of attitudes within the education system towards reading instructional theory and practices.
a) In-service training
In Tajikistan, according to the government there are mandatory in-service trainings for primary school teachers. All teachers are required to attend once every five years. They are run by the Institute of In-Service Training under the direction of the Ministry of Education. The trainings are all inclusive, covering all subjects that teachers must cover in class, with reading a component. The courses last five hours per day for 18 days, and take place during school holidays in January or August or once per week every week between September and January. 

Eighty-five per cent of principals stated that there are mandatory government run in-service trainings organised for primary school teachers. Principals suggested that the trainings are offered to both young and experienced teachers with half indicating that their teachers had attended trainings within the last year. This correlates with the data from FGDs with teachers, where half of participants also indicated that they had their last in-service training this year with others stating that it had been more than one year. One teacher also stated that they had never attended any in-service training and it’s likely that respondents from the two FGDs, that didn’t answer this question, never attended trainings either. Sixty-five per cent of groups of teachers are aware that they are required to attend once every five years. However, some teachers indicated that they thought they had to participate every year, every two years or every three years, see Table 3.
	Table 3: Reality and Perception of In-Service Training

	Regulations
	% of Principals aware
	% of Teacher groups aware

	Mandatory In-Service Training
	85
	90

	All teachers must participate
	100
	(question not asked)

	Organised by the government
	65
	(question not asked)

	Run every 5 years
	(question not asked)
	65

	Trainings are all inclusive
	35
	65


Sixty-five per cent of principals, and most teachers, are aware that the trainings are run by the Institute of In-Service Training under the direction of the Ministry of Education. “Courses are offered by the Ministry of Education, and we send them the list of teachers with the information on when they have passed in-service trainings.”
 However, there was some confusion with a couple of respondents unsure whether the Ministry of Education, the local government or district mentors were organising the trainings. Similarly only 25% of principals know the exact timing, schedule and duration of in-service trainings.
Though in-service trainings are all inclusive, only a third of principals stated this with others suggesting that teachers had attended trainings on teaching Tajik, Russian, or on class behaviour. Instead respondents noted that the trainings are focused on several components, “how teachers should start lessons, how they should talk to other teachers privately and discuss their mistakes, how they should work according to guidelines, how to communicate with their students, etc.”
Sixty-five per cent of the groups of teachers mentioned that in-service trainings are supposed to cover all subjects taught in primary school. However, several teachers indicated that no attention was given to teaching reading. Other teachers mentioned that the trainings focus on working with a new curricula, new books and new techniques, or had a focus on languages or mathematics. "Teachers receive new teaching plans, books, curriculum, and new teaching methods/techniques from in-service trainings."

Sixty-five per cent of the groups of teachers indicated that trainers modelled recommended practices for teachers, “first, lecture, and then the practice, working in small groups”.
 However, one group of respondents pointed out that previously trainers were modelling everything with many respondents claiming that trainers now conduct the in-service trainings in lecture form only. Although, 90% of the groups of teachers shared experiences during trainings, teachers from two schools pointed out that, because of the lecture format of the training, they couldn’t share experiences with other teachers. Some teachers noted that although only experienced participants were asked to solve problems, so that they could share their experience with younger teachers, the older teachers “have 30-35 years’ experience and we, young teachers, who went to the trainings for the first time, learn a lot from those teachers”.
 Further, almost all teachers stated that trainings include examples from other schools that illustrate some of the problems that students face when reading with trainers and other teachers named as the sources of the information.

Many teachers did not reply when asked whether trainers provided feedback; 35% of the groups of teachers indicated that trainers gave feedback and 25% that they did not. According to these teachers, trainers either provide feedback right after an exercise, or the day after an assignment. Fifty-five per cent of the groups of teachers indicated that there is follow up mentoring from trainers but only a few said that trainers actually come to schools. “They visited the school, observed and helped during the class, and afterward gave feedback on how we can improve our teaching.”
 The other respondents, who said that there was follow up mentoring, said teachers can instead refer to trainers when they have questions or problems implementing new techniques. This is somewhat similar to the statements of respondents who indicated that there was no follow up mentoring as they stated: “mentors gave us their contacts only”.
 This correlates with principals who generally stated that there is no follow up mentoring. Instead their own teachers, who participated in trainings, share what they learnt with others during an open class organized by the school. This would suggest that often there is no real follow-up mentoring from trainers in practice.

b) School mentoring system

Each school should have a mentoring system separate from the district mentoring system and almost all respondents, in both IDIs with principals and FGDs with teachers, indicated that their school has some form of a mentoring system separate from the district mentoring system. "These are two different systems. The union of mentors works within the school."
 Ninety-five per cent of principals and 70% of the groups of teachers described their respective school mentoring systems as a system separate from the district mentoring system whereby there is a Union of Mentors for each subject, except for primary school teachers who are grouped together. In general the school mentoring system involves experienced teachers within schools overseeing the work of younger teachers, checking their journals, work plans, and schedules as well as sharing techniques and experience. According to one respondent the Union of Mentors for primary teachers has “four main goals: assistance in math classes, in humanities, in educational classes and in classroom management.”

As is clear from IDIs with principals, the management of the mentoring system does not seem to be regulated and is determined within each school individually. Principals did not mention the mentors training or backgrounds but instead focused on their years of experience. The principals reported that the mentors have an average of 21 years of experience. Yet very few of the principals could identify what trainings mentors had completed, fewer still if they had completed trainings related to working with teachers. Over-all principals did not know what trainings mentors have completed but still spoke highly of them. “One teacher has 28 years of work experience and gave her whole life to her students."
Teachers consider mentors to be qualified teachers as well but do not hold them in as high a regard as principals do. 

Each mentor is personally mentoring eight teachers on average. However, it’s noteworthy that some mentors are mentoring as many as 23 teachers and others as few as two. The schedules of mentors are determined within each school separately and the same applies to the regularity of lesson observation with only half of teachers being able to specify how frequently mentors observed lessons with one respondent noting that “mentors visit the lessons of young teachers more frequently”. 
 However, the majority of teachers felt positively about the provision of feedback after observations with many receiving feedback individually after class and others receiving feedback during meetings. “Mentors provide detailed feedback including advice on what should be written on the blackboard and how long one student should be given to answer questions at the blackboard.”

Principals and teachers generally have a favourable view of the school mentoring program arguing that the system benefits younger teachers at their schools with respondents stressing several aspects that are working well, namely that the program encourages all teachers to prepare journals and work plans on time and that mentors help younger teachers by participating in class, offering help, advice, and new methods.

Three principals and teachers from three schools evaluated the program as only somewhat beneficial or not beneficial at all with some teachers saying that mentors don’t do enough for teachers. Several teachers said that mentors were basically inactive because of the lack of payment and the majority of respondents, from both IDIs and FGDs, said that the program would improve if mentors had more financial support. "If it would be paid, then mentors would be more encouraged to work".
 Another way to improve the program would be to offer more material support, “if the tools/instruments are available and visible, then students will get twice the knowledge”.
 Other respondents indicated that improved scheduling and an increase in the scope of work undertaken by mentors would improve the system. "I want school mentors to have more responsibility."
 According to one principal, their school's mentoring system is now already working much better “because of the attestation of teachers done by the districts’ mentoring system”.

c) District mentoring system
This sub-section will focus on the district mentoring system and is based on information collected from the IDIs with principals. One principal from Kolkhozobod said there is no district mentoring system. However the other respondent from a school in Kolkhozobod, and all the other respondents, said there is a district mentoring system run by the government separate from the school’s internal systems. Respondents answered consistently that the system involves specialists visiting schools, observing classes, asking questions, giving advice and generally overseeing teachers. Mentors also “come to the school and ask if there is something that is not understood”
 and principals also suggested that “whenever we have a question, we can go and ask the mentors.”
 According to respondents, management of the mentoring system is in the hands of a ‘mentoring superintendent’ or a ‘mentoring manager’ with one respondent noting that there is a ‘method room’ at the local department of education. Schools make no payments to district mentors.

Three principals referred to mentors as representatives of the local department of education, and four principals to as ordinary teachers making no mention of their experience. Five other principals did, however, describe the mentors as highly skilled or experienced, with one stating that the district mentor is “an experienced teacher, and an author of several mentoring guides”.
 However only three out of twenty respondents said that the district mentors had completed trainings in relation to working with teachers, "they passed in-service trainings in Dushanbe at a minimum."
 One respondent also noted that “as the school teaches in both Tajik and Uzbek languages, there are two mentors from the district”.

In each school, one district mentor works with primary school teachers and this seems to be the rule regardless of the number of teachers in the school. Others said that as many as 25 teachers or as few as nine were being mentored by one mentor, with an average of 19 teachers per mentor. However two principals stated that they feel like "there are 800-900 teachers under the control of two mentors".
 On average district mentors visit once every three weeks but schools are free to "call them as well if they are needed".

Two thirds of principals said the district mentoring system was effective with mentors coming regularly, getting to know the teachers and sharing their expertise and explaining how to use new books. "It's very effective as it helps young teachers to improve their professional capacity."
 However, one third of respondents had complaints, namely that mentors “just enter classrooms, check journals and leave. They do not work with teachers, or students".
 Another respondent suggested that because "they are not responsible for the school's activity; it decreases the effectiveness of their work”
, and added that: "during the last few years the usefulness of district mentors decreased. It's more about planning then working".
 However, this contrasts strongly with the views of another respondent who pointed out that "I am working for 31 years, and I can see that over the last two years, the district's mentoring system has become much more useful".
This highlights the challenge of understanding how the district mentoring systems is truly perceived. A further example of this comes from one respondent, who said the system was ineffective, who then admitted that because many “experienced teachers are leaving to Russia, so we (the school) need to take on young teachers. In these cases, the mentoring system at both levels (schools and district) is useful.”

When discussing changes to the district mentoring system, two principals said that no changes were necessary. The vast majority of respondents said that changes should be made with a pay increase the most common suggestion as this would allow mentors to come more often and that therefore "the outcomes would be much better".
 Others gave a variety of suggestions such as more teaching methods, more in-service trainings, more frequent visits from mentors, stricter control of the mentoring system, and a separate system for each community as possible reforms to the system. One respondent also stated that: “It would be good to appoint at least 3 - 4 mentors per district, where each teacher has to control one school, because now 3 - 4 schools are under one teacher's control”.

Section ii: Conclusion

In reviewing prevalent attitudes within the education system towards reading instructional theory and practices, the study found firstly, that almost all principals know how the in-service trainings program works. Similarly, teachers are aware of the system and are by and large participating in it. In-service trainings now follow more of a lecture format meaning that there is not enough time for modelling by trainers, practice by participants and experiences to be shared, although all are occurring, teachers clearly want more of each. The majority did state that examples from other schools are given and that trainers provide feedback. However, it would seem that there is no real follow-up mentoring from trainers.

Secondly, almost every one of the sample schools has a mentoring system separate from the district mentoring system although how it works, and how it’s managed, is regulated within each school independently. There is almost none knowledge about what trainings mentors have in fact completed but respondents, in particular principals, spoke very highly of them based on their years of experience. The majority of teachers are provided with after observations and respondents generally have a positive view of the program. However, respondents feel that the program would really improve if mentors were paid and if they had more material support, better scheduling and more responsibility.

Thirdly, almost all principals are familiar with the workings of the district mentoring system and no individual school makes payments to the district mentors. They were not regarded as highly by respondents as the school mentors but a slight majority did describe them as highly skilled. From the responses, it is obvious that large numbers are being mentored by only one mentor as each school has just one mentor for primary school teachers regardless of the number of teachers. District mentors visit once every three weeks on average but principals feel free to get in touch with them when the need arises. However, it is hard to gauge people’s overall perception of the district mentoring system as many diverse and contradictory opinions were expressed although respondents were almost unanimous in declaring the necessity of change in the system. In the meantime, it’s evident that the system can and does help younger teachers and is particularly advantageous in the current climate as there are fewer experienced teachers in Tajikistan due to migration and retirement.
iii. Student’s Skills and the Techniques Teachers use to Develop Those Skills

This section is based on information collected from the FGDs with teachers and class observation lists. It is divided into four sub-sections which will focus on student’s skills, techniques used in classes, new techniques acquired from in-service trainings and methods teachers want to learn. This will help to provide an overall view of student’s skills and the techniques teachers use to develop those skills.

a) Student’s skills
Firstly, it is important to the note that the use of the Tajik language in class by students is near absolute in terms of both written (100%) and oral (99%) language use.
This sub-section will focus on student’s skills, which according to the class observations lists are quite limited, see Table 4.
	Table 4
	Skills exhibited by students in class

	Qs. #
	Question
	Yes in %

	OL41.4
	Students are reading orally (e.g., choral reading, partner reading, individual reading, and repeated reading)
	85

	OL39
	Students are applying letter/sound knowledge in reading and writing activities
	51

	OL40.4
	Students are actively involved with thinking about and using words in multiple contexts
	35

	OL41.2
	Teacher and students are academically engaged in shared reading activities (e.g., big books, choral reading, charts, poems, songs)
	30

	OL42.5
	Students and teacher discuss answers to higher-level questions (not factual questions from the text but questions that require the student to make inferences and think critically) about shared readings and selections read
	25

	OL40.5
	Students use dictionaries to find out the meaning of new words
	0


There was only one student skill which students were exhibiting extremely consistently across all schools in the sample, namely reading orally either individually, with a partner or in a group (85%). Further, there was only one other skill, using letter and sound knowledge in reading and writing activities, which more than half of students exhibited (51%). The majority of students were not exhibiting the other skills identified by this study.
According to FGDs with teachers, teachers have their own set of reading skills, which they look for in students during class, namely speed, fluency, comprehension, reading without errors, pronunciation, intonation and the ability to describe the text, see Table 5.
Although, the first skill named by all respondents was speed, the majority of teachers agreed that comprehension is the most important, and the most difficult, skill to master, see Table 5.
Table 5
[image: image1.png]Required reading skills named by teachers

Speed
Fluency
Comprehension
Reading without errors
Punctuation
Intonation

Ability to describe the text

W List of skills2

® Main reading skills




Although teachers claim to be focusing on wide a variety of skills, class observations have found that students are not exhibiting a number of the skills that this study deemed to be integral to the development of a child’s ability to read comfortably, such as thinking about and using words in multiple contexts, using dictionaries to find out the meaning of new words, being academically engaged in shared reading activities, and discussing answers to higher-level questions.

b) New techniques acquired from in-service trainings

This sub-section will focus on new techniques acquired from in-service trainings. The majority of teachers, in FGDs, said they were satisfied with in-service trainings, indicating that the trainings provide new methods, techniques, updated schedules and curriculum. “We acquire a lot of useful techniques and use them during class, singing songs on various topics, or other methods like using a ball, i.e. throwing the ball to a student and he/she has to answer a question quickly.”
 Several teachers alluded to the value of studying student psychology at trainings while others spoke of the benefits of receiving detailed instruction on how to fill out journals and lesson plans correctly. However, from all of the teachers, only two claimed that they acquired techniques that helped students to learn to read, namely using dictionaries more often during class, and using cards with different letters. They also noted “new techniques to help teach students how to connect letters together and to read syllables, words and sentences”. 
Further, several other shortcomings were mentioned, such as the lack of discussion about proper time management, too much time debating issues which were not clear to participants in the first place and that the trainings themselves are mostly only useful for young teachers. One respondent also mentioned that: “the trainers conduct lectures and practices but some of the techniques do not fit teaching in rural areas”.
 The respondent elaborated by saying that the lack of electricity and IT resources in rural schools prevents teachers from implementing these new methods.

The majority of teachers spoke of practicing new models and new techniques in in-service trainings. Some respondents said that trainers divided teachers into small groups to discuss a particular topic, and then this group had to choose a representative to speak. Other respondents indicated that teachers were role playing, as students, while one of the other teachers participating in the training gave a lesson, integrating new models, in front of the trainers. Several teachers had first a theory class and then a practice class, “trainers gave lectures and modelled new techniques, and then on the other day teachers were modelling the new methods”.

Teachers were generally positive about the trainings and this is reflected in the changes that have been implemented in their teaching practices. Two techniques in particular, working in groups and using games during class, have been integrated by multiple teachers following in-service trainings. Several teachers also mentioned acquiring other classroom techniques such as singing the national anthem at the start of the class and allowing children to talk and discuss more in groups. Some teachers also noted that they learned new ways to react when students answer incorrectly. “A teacher shouldn’t tell a student ‘you are wrong’, because it discourages them. They should first listen to all the answers and then identify the correct one.”


c) Techniques used in class when teaching students to read
This sub-section will focus on additional techniques used in class when teaching students to read. According to the observations lists, teachers were utilising a variety of techniques, see Table 6.
	Table 6
	Which of the following teaching methods did the teacher use?

	Qs. #
	Question
	Yes in %

	OL27.3
	Asks students literal recall questions about lesson
	81.3

	OL27.1
	Introduces lesson by explaining what students will learn
	80.0

	OL27.2
	Reads aloud to students
	75.0

	OL27.11
	Gives reading homework
	73.8

	OL27.6
	Provides explanation if student(s) don’t understand
	62.5

	OL27.7
	Gives classwork for students to practice
	53.8

	OL27.10
	Concludes lesson with summary of what was learned
	50.0

	OL27.12
	Praises or compliments students
	46.3

	OL27.4
	Asks students critical thinking questions about lesson
	43.8

	OL27.13
	Criticizes, scolds or punishes students
	6.3

	OL27.5
	Responds to student questions
	6.3

	OL27.8
	Gives differentiated work for students based on their ability
	6.3

	OL27.9
	Gives small group reading related work
	1.3


Teachers are asking students simple questions about the lesson in class but under half of teachers encourage critical thinking through their questions. Although most teachers introduce their lessons to students, only half conclude their lessons with a summary of what was covered in the class. One of the positive aspects of the results is the extremely low percentage of teachers reproaching students in class although, with that said, under half of teachers were praising their students. Over half of teachers were providing explanations to students when they had difficulties understanding and most were giving reading related homework. Despite these positives it must be noted that an extremely worryingly low percentage of teachers were answering student’s question in class. Further, only 1.3% of teachers were using group work despite claims that they are using this and other new techniques acquired from in-service trainings, see 3.b. Moreover, according to a further examination of the class observation list, it is obvious that teachers are not employing few of the techniques that this study identified as important.

Returning to the FGDs, the study found that teachers make use of the question answer method to assess whether or not students are ready for new content or new topics. “Before beginning a new topic we ask questions on covered materials, in order to assess how deeply children understood the topic.”
 Another method employed by the majority of teachers is to check homework. Other teachers use written assessments, class discussions on materials covered and assigning texts to read as methods to assess when students are ready to move on.

Seventy-five per cent of teachers assess their students reading skills. Two groups of teachers indicated that they are not assessing reading skills and a further two groups stating that there are only reading assessments for students from grade 4. From the respondents who are assessing reading skills, only two groups stated that schools are developing the assessments with most stating that they are the authors of the assessments themselves. Of this number, teachers from ten schools pointed to a textbook as a source in the development process with others mentioning fellow teachers, methodological literature, additional materials and journals, such as ‘Donoyak’, as a source.

According to the majority of teachers the most important criteria for assessment is comprehension. Other criteria include overall knowledge, reading fluency, class behaviour, the ability to describe a text, reading speed, quality of homework, pronunciation, general communication, intonation and natural ability. “For a mark of 5, a student has to be able to describe a text and answer all the questions.”
 Some teachers are assessing students every day and others only once per week. Individual teachers suggested that they can assess seven or eight pupils per day. However, the observation lists reveal that only a small percentage were giving a test or quiz in class.

Over 60% of groups of teachers, who answered to the question, stated that assessment results do not influence their teaching.  One teacher even gave an example of when they fell behind the schedule because of assessment results and afterwards had problems with the school’s administration because of it. Thus it seems that teachers don’t alter their schedules and instead try to devote more time to struggling students or try to find new techniques, which interest students more. “We try to call only students who are struggling to the blackboard, as they are not focused during class.”
 Almost every teacher stated that they provide feedback to individual students but class observations found that in practice, only some teachers (32.9%) gave feedback
. Further, an incredibly low number of teachers (6.3%)answered students’ questions during class observations.

Concerning reading homework, the majority of teachers stated that they do assign reading materials to their students. “We give fairytales and stories to read at home.”
 This was proved by class observations, which confirmed that most teachers (73.8%) gave reading homework.
 However, respondents didn’t give a consistent reply about the regularity of assigning reading homework with answer ranging from every day to only once per quarter. The huge discrepancy between respondents suggests that assigning reading homework is very much at the discretion of each individual teacher. Generally, teachers assign books for additional reading, newspapers, and texts from textbooks to read. The respondents who did not give reading homework said that they only give homework that is directly related to school subjects.

d) Methods teachers want to learn
Largely teachers are very interested in participating in government run in-service trainings although respondents from four schools were not intent on attending because of the long distance, and transportation costs, as one respondent remarked: “no one covers our transportation costs”.
  From the preferable skills listed by teachers, most are interested in acquiring new innovative teaching techniques that would help teachers to explain new topics in easier, more understandable ways, so that all students can keep up. Teachers also spoke about the need for more training on how to work with illustrated materials, new textbooks, visual aids, student’s assessment and methodological literature as well as the much needed provision of the materials themselves. In addition teachers would like to increase the number of courses for individual subjects, such as language, math and reading. “It would be good to organize training on reading, because the most difficult task for primary school children is learning how to read”.

Section iii: Conclusion
Further study of students’ skills, and the techniques teachers use to develop these skills, have led this study to a number of interesting findings and help to illustrate the sizeable gap between the methods and techniques teachers have, or claim to have, and their application in practice. Firstly, teachers look for certain reading skills from students with comprehension being the most important. However, the majority of students did not exhibit skills identified by this study during class observations.

Secondly, the majority of teachers are satisfied with in-service trainings and spoke of practicing new models and new techniques during the trainings, although very few respondents acquired techniques that helped them when teaching reading. Teachers claim that trainings have led to fundamental changes in their teaching practices, however, although classroom observation lists are not definitive, they seem to suggest that teachers do not employ those techniques. 

Thirdly, teachers are clearly not employing many of the techniques that this study was examining. Although teachers claim to be assessing whether students are ready for new content and assessing reading skills, only a small percentage of teachers gave some form of a test when observed. Whatever the case may be, the majority of teachers stated that the assessment results do not influence their teaching. Almost all teachers claim to provide feedback to individual students but this was in stark contrast with the findings of the class observations. The majority of teachers are assigning homework to their students with the regularity and content, of the assignment, up to the individual teacher

Fourthly, teachers are interested in participating in government run in-service trainings with most keen on gaining new innovative teaching techniques.

iv. Suitability and Availability of Materials
This section is based on information collected from the IDIs with Principals, IDIs with Librarian, FGDs with teachers, FGDs with parents and class observation lists. It is divided into four sub-sections which will focus on materials from in-service trainings and mentors, textbooks, additional reading materials (non-textbooks, journals, etc.) and classroom inventories. This will help to provide an overall view of the suitability and availability of materials.

a) Materials from in-service trainings and mentors
This sub-section will focus on materials teachers acquired during or as a result of participation in in-service trainings or from school / district mentors. 80% of the groups of teachers received materials at the beginning of in-service trainings but teachers from some schools indicated that they did not receive any materials, and instead had to take notes. The materials included mostly methodological literature, with materials on separate subjects, materials for additional reading and materials for schedules and curriculum also cited frequently. Teachers from one school noted that they received methodological information on CD but the audio quality was poor. 
Although over a third of teachers received the materials for free during in-service trainings, in the main “trainers sold materials”
, and some teachers were unhappy with the prices. “We could find the same books cheaper in the bazar.”
 One respondent had to pay for methodological books for different subjects but indicated that certain materials, “plan of the lesson, annual plan, and curriculum”
, were free of charge. This suggests that some materials are free of charge and some are not which may go some way to explaining the disparity in the answers given by teachers.

Fifty-five per cent of the groups of teachers believe that the training materials provided during in-service training are relevant to the school curriculum but the examples given only cover mathematics and testing. “I gave a math test recently and I used interesting games (from the materials)."
In addition, teachers indicated that they use the materials as a source of assignments. “Teachers give children some assignments from these materials.”

However, teachers from five schools felt that the materials were not relevant, stating that” “the topics in the materials do not match textbooks”.
 Several respondents stated that the materials match the curriculum for grade 1 only, whereas others indicated that the materials help only on occasion to explain certain unrelated topics, such as “How to construct sentences?”, and “How to pronounce several letters?”

About 80% of groups of teachers, who answered to the question, confirmed their receipt of materials explaining how to use assessment results as a consequence of partaking in in-service trainings. By and large these same teachers are using the materials regularly in class as they contain detailed information on how to assess students. This is the key strength of these materials as opposed to other materials that only have instructions on the “reading skills to prioritize in the different grades”
 and as, teachers from one school noted, these instructions change every year. One teacher noted that student assessment was discussed during training and that trainers urged teachers never to give a student a mark of 5, “because even teachers wouldn't get a mark of 5.”

This sub section will now switch its focus to the type of materials used by school mentors. At the outset it must be noted that teachers from nine schools gave no answer when asked about mentor’s materials. The remaining teachers listed some materials used by mentors with most mentioning methodological literature and a few others books for additional reading, lesson plans, visual aids and newspapers. One respondent clarified that “there are no materials devoted solely to quality reading; the materials have instructions for general primary lessons, and work plan templates”.
 In general teachers have access to these materials used by mentors, “every teacher can use the materials in class if they have need”.
 Further, teachers seem satisfied with the materials as they are using games and tests from the materials in class, “‘Donoyak’ has 550 test questions, it’s interesting to use”. 

b) Textbooks
Forty-five per cent of principals would not answer directly when asked for the ratio of textbooks to students in their schools, from the other respondents the average is 1 textbook: 1.4 students.

Nine principals stated that they have enough books, with statements such "all students are provided with textbooks"
, and "we have all the books"
, common to this group. Twenty per cent of respondents said that they have almost enough textbooks and it is clear that in some schools they do not have enough books. This problematic situation was highlighted by one principal who, when asked specifically about the number of books available for each grade, stated, rather angrily, that: "I told you, there are not enough books, we don’t have 100% of books or methodological materials".

During class observation, moderators noted that a handsome majority of students (78.8%)
 had their own textbooks and that, perhaps unsurprisingly, every student (100%)
 had the needed textbook for the observed lesson. However, according to additional comments made by moderators, although many students did have the textbooks, they were not necessarily the same edition. This created obstacles for teachers in teaching and when assigning readings, classwork and homework.

c) Additional reading materials

In the IDIs with principals, respondents listed non-textbooks, fairy tales, poetry books, puzzles, and children’s newspapers such as ‘BoghiDonish’ as the additional reading materials available at their schools. One respondent claimed they have absolutely no additional materials at all. This goes some way to explaining why principals emphatically failed to respond when asked specifically about the number of books available at their school for each grade with many respondents claiming that they didn’t know or simply just avoiding the question altogether. When asked about the ratio of non-textbooks to students many principals were also allusive with many avoiding the question or just stating that there is a shortage, “(there are) few books of each type, so students take a book one by one".
 Other respondents did answer and here the ratios given ranged from 1 non-textbook: 1 student to an extreme of 1 non-textbook: 50 students; the average is 1 non-textbook: 7.5 students. One respondent said that in order to address this problem "each primary school teacher has to prepare a reading corner in their classroom and buy books from the school's budget."
 Additional reading materials are usually kept in school libraries, or in classrooms and students normally have access.

Generally this was borne out by the accounts of teachers who are, for the most part, using books about the seasons, animals, fairy tales and storybooks and to a lesser extent, newspapers, journals, pictures, visual aids and poems as additional reading materials in class. The majority of teachers said that the materials are stored at school either in the classroom or in the library.
However, some participants noted that they have to take materials home, because either there is no library at school or their classroom is not fixed. According to teachers, the sources of materials include the Ministry of Education, the school and the school library, where materials are free, and the local department of education and homemade materials, on which the teachers spent their own money. Two groups of teachers attended additional trainings, on preparing their own reading materials for use in class, given by qualified trainers, i.e. by district mentors or during in-service trainings. Although most respondents have had no formal training, nevertheless it is clear that teachers are preparing materials themselves with respondents from one school indicating that teachers are training each other.

The majority of principals stated that teachers use the available materials, particularly during education hour classes, and that students are also using the materials. A few respondents said that students are not using the materials, with one even stating that neither teachers nor students use non-textbook materials, "our classes are classes. End! Classes are classes".

The report will now examine the IDIs with Librarians to get a broader overview of the additional reading materials available to primary school students. Firstly, it should be mentioned that here the sample size is only nineteen as one of the participating schools has no library at all of any description. When asked about the quantity of non-textbooks for grades 1-4, answers ranged from a high of 250 non-textbooks to a low of none, giving a very high average of 73. However, some librarians gave extreme estimates, which most likely refer to the total number of non-textbooks, as one librarian clarified. Removing these errant numbers, the average falls to 40.These averages exclude the three schools that have no non-textbook for grades 1-4 at all but it does include one school where the librarian said that there were no books until recently, when the new principal brought three books, which the librarian, much to her distress, could no longer find. It also includes another school where the librarian stated that: “we don't have any books now, just 5 or 6 given by the department of education”.
When examining the quantity of non-textbooks in different languages, if we remove the same high estimates mentioned above, there is an average of 28 non-textbooks in Tajik and 14 in Russian. Only two librarians noted that they have non-textbooks in Uzbek and one that they have non-textbooks in English but no quantities were given.
In terms of journals and newspapers, libraries are receiving an average of 1.7 per library with answers ranged from seven publications to none. No library is receiving journals/newspapers in Russian and just one is receiving a publication in Uzbek, entitled ‘Ukhuvji’. All the other journals/newspapers are in Tajik, they include: 'VorisoniSomoniyon', 'Ahtaron', ‘Ranginkamon’, ‘Oftobak’, ‘Gulchin’, 'AhtariyoniSomoniyon', ‘Chashma', ‘HakikatiShahrinav', 'SadoiMardum', 'Jumhuriyat', 'Gulguli', 'Gumonja', 'SozmoniTalabagi', 'Hurdakak', 'Afsonaho', 'SiuyakMuammo', 'Chistonho'.

According to FGDs with parents, schools have, in order of the frequency named, the following non-textbook materials: fairy tales, journals, poetry, stories, books with pictures, books in English, riddles, newspapers, and CDs with historical epics, see Table 7. However, class observations suggest that many of these materials are not present in classrooms, namely that non- textbooks, big story books, and dictionaries are not available in 78.8%, 92.5%, and 93.8% of classrooms respectively.

	Table 7: Non-textbooks reading materials at school
	# of time mentioned

	Fairy tales
	3

	Journals
	2

	Poetry
	2

	Stories
	1

	Books with pictures
	1

	Books in English
	1

	Riddles
	1

	Newspapers
	1

	CDs with historical epics
	1


d) Classroom inventories

This sub-section will focus on classroom inventories and is based on observation lists. The majority of classrooms had moveable seats in rows (81.3%)
 and chalkboards with dusters and chalk (82.5%).
 Similarly, the majority of students have exercise books or paper (75%)
 and writing tools (pens, pencils) (78.8%).
 However, as noted by many principals
, further analysis reveals that schools generally have a serious lack of materials in the classrooms, see Table 8.

	Table 8
	Describe any printed materials that is visible for students

	Qs.19
	Question
	Found in % of classes

	.1
	 Alphabet
	39

	.7
	 National symbols (flag, hymn, president's portrait, heroes of Tajikistan)
	37.5

	.3
	 Aides for natural sciences (multiplication table, Mendeleev's table etc.)
	27.5

	.17
	 Notes on the blackboard (Date, classwork, theme)
	16

	.2
	 Methodological and additional reading books
	15

	.5
	Fairy tale corner
	15

	.11
	 Rules of the road
	12.5

	.6
	 First language's rules
	11

	.12
	 Seasons
	9

	.4
	 Choosing the future profession
	7.5

	.13
	 Cards about reading
	7.5

	.8
	 Ecological corner
	7.5

	.15
	 Vowels
	5

	.21
	 Coloured pictures
	5

	.23
	 Slogans about reading
	4

	.9
	 Student's works
	4

	.10
	 Health corner
	4

	.19
	 Fire safety notice
	4

	.14
	 Thematic aides prepared by teachers
	2.5

	.24
	 Rules of student's behaviour
	2.5

	.18
	 Portraits of famous writers and poets
	2.5

	.16
	 Consonants
	1

	.22
	 Photos of studious children
	1

	.20
	 None
	10


Table 8 highlights the universal lack of printed materials visible to students. Every type of visual material is present in less than half of the observed classes. Only the alphabet (38.8%), national symbols (37.5%) and aids for natural sciences (27.5%) are visible in more than one sixth of classrooms. For more information on classroom inventories, see Annex 7.

However, it must be noted that 75% of classrooms have visual aids but, at the same time, only a third of teachers were making any use of them.
 Further, only 28.8% of classrooms had student’s work displayed.
 These two resources are within the control of teachers yet they are completely under used. This draws attention to the gap between the claims of teachers, or perhaps their perception of their work, and their actual classroom practice.
Section iv: Conclusion
Further study of the suitability and availability of materials in illustrates the divide between the accounts of principals and teachers and the realities of the libraries and the classrooms. This divide also may point once again to teacher’s self-perception of their work and the reality.

Firstly, teachers receive materials, mostly methodological literature, at the beginning of in-service trainings and feel that the materials are relevant to the curriculum. Given the discrepancy between responses, the likelihood is that some of the materials are free of charge and others are not. A good majority of teachers received materials explaining how to use assessment results and are using the materials frequently. It seems that teachers are satisfied with and have access to the materials used by mentors. These responses suggest that teachers more or less have the training and the materials and are using them in class, however as seen in 4.c this is not necessarily the case in the real world.

Secondly, the general sense given by principals is that students have the necessary textbooks, and observation lists confirm this. However, although most students have the textbooks, they are often different editions, which is problematic for teachers during and after class.

Thirdly, principals were adverse to the line of questioning about the books available for additional reading. Despite a lack of formal training on the subject, many teachers are preparing extra materials themselves and sharing costs, materials and expertise with other teachers. Teachers are using the additional materials in class and parents believe that schools have the materials. Libraries have on average 40 non-textbooks for grades 1-4, with two thirds of the books in Tajik and the rest in Russian. Libraries are subscribed to an average of 1.7 publications, almost all are in Tajik.

Fourthly, further analysis of the class observation lists reveals that schools generally have a serious lack of materials in the classrooms, as was noted by some principals. More than five types of visual materials were found in less than half of the observed classes. However, the resources that are within the control of teachers are infrequently utilised and it is evident that there is a gap between the claims of teachers, their perception of their own work, and their practices.

v. Understanding and Usage of National Standards and Assessments in schools
This section is based on information collected from the IDIs with principals and FGDs with teachers. It is divided into three sub-sections which will look at the national reading assessment standards, reading content standards and reading performance standards. This will give an overall picture of the understanding and usage of national standards and assessments.

a) National reading assessment standards
This sub-section will focus on the national reading assessment standards, an issue which confused respondents. Although, 65% of principals are aware of the national reading assessments, some indicated that the assessment is for grades 10-11 only and several are not aware of it at all, as summed up by the words of one respondent "It's the first time I heard of it".
Although the majority claims to be informed, only one principal could specify when the assessment actually takes place, “at the beginning of the school year”.
 Respondents could also not identify how often the assessment takes place with answers ranging from every month to once every two years. The majority of principals, who were aware of the assessment, stated that they never receive the results, “they make us aware if there are problems. That's all”.
Interestingly, 75% of teachers are completely in the dark about the assessment.
Among those principals, who are aware of national reading assessments, the majority stated that these assessments are for grade one to four, with one or two indicating that the assessment are only for grade 1, or grade 4. The role of the principals is limited only to oversight the, “the examiners who came to the school selected the classes to test themselves”.
 The principals, who indicated that they received the results, said they used the assessment to better understand the problems faced by students and to check their progress. If results are not as expected, they try to improve their work, gather teachers together and share the results after the assessments, showing how to solve problems, instructing teacher’s to focus more on the students who had difficulties and organize more lesson observations, "the deputy principal organizes a teacher meeting where all the problems, found during the assessment, are discussed. We focus on the problem solving all together".
 Teachers from two schools, which receive the results of assessments, indicated that they are only informed about the percentage of students who failed the exam and that afterwards, teachers do their best to “take into consideration the results”.

Generally principals feel that the assessments either motivate students to work harder, “when you are assessing the students, they will try to study more”
, or help the school to assess the students, "we are able to learn the level of knowledge of the students and decide what changes should be made".
 According to the majority of principals, the following reading skills are assessed during the national standardized reading assessments, in order of the number of times mentioned: comprehension, fluency, speed, ability to describe the text, and lastly punctuation.
b) National reading content standards
This sub-section will focus on the reading content standards. 90% of principals and 85% of teachers are aware of the existence of standardized reading content as set out by the Ministry of Education, "there is the state standard and we are working according to this standard".
 Thus, the role of principals in developing the standards is limited. Some respondents stated that they were implementing the reading standards according to grade or by means of the assessments but, by and large, reading content standards appear to be intertwined with strict scheduling set out by the schools based on the requirement of the Ministry of Education. Most principals and teachers stated that they are adhering to the reading standards by following the schedules, "by the end of each school year the teacher submits a report on his annual activity. For example, if the teacher was scheduled to have 280 hours of Math class, but only had 176 hour, then the teacher has to explain the reasons to the school administration".
 In theory this means that “for example in all grade 3 classes, they are learning the same topics”.
However, one principal noted that although “experienced teacher manage to follow the standards, young teachers have problems following the schedule”.
 Further, another respondent noted that “not all teachers know (the standards), only those who teach literature and Tajik language”

The majority of principals and teachers stated that the curriculum, textbooks and assessments are based on the reading standards. However, a few principals and several groups of teachers were complaining about the complexity of the Tajik found in the textbooks and that this makes it hard for students to reach the standards, “we assess children, but honestly, our students do not correspond to the standards, because standards are too difficult”.
 Further, teachers indicated that the “new books are too difficult, particularly for grade 1 and 4, and for math and language”.
 Some teachers also indicated that it’s impossible to fit the given curricula into a 45 minute class.

c) National reading performance standards
This sub-section will focus on the reading performance standards. Every principal is aware of the reading performance standards although two respondents indicated that their school is not using them. The majority of principals indicated that the standards basically "assess the number of words students can read per minute at the end of each educational year”.
The majority of principals stated that their teachers know the standards and are implementing them according to teaching plans, the grade, or the state standard. Most of the principals stated that the administration of the school informs the teachers and constantly monitors their activity, “at first, teachers in each grade assess the students. Then the vice-principal visits each class, observes how the teachers assess students, and then asks students to read and make notes”
 or "as vice-principal of the school, I provide teachers with schedules and inform them that each student should satisfy the government standards".
 These statements fit with the broad accord amongst teachers about the existence of the standards. However, when probed about the specifics, teachers’ knowledge was found wanting. There is a huge discrepancy between the fixed standards set for the number of words students should read per minute in each grade and what teachers’ believe the standards are. Although the averages do approach the standards, only one average, for grade 3, was correct with many teachers giving incredible estimates, see Table 9.

	Table 9
	Reading Performance Standards

	Grades
	Range
	Average
	Standards

	1
	18-35
	23
	25-30

	2
	20-60
	38
	45-50

	3
	40-130
	65
	65-70

	4
	60-110
	80
	85-90


There is further confusion in terms of when instruction should focus more on comprehension than speed with different teachers indicated that it should happen in each of the grades.
Section v: Conclusion

Further study of the understanding and usage of national standards and assessments, in terms of national standardised reading assessment, reading content standards, and reading performance standards, once again exposes the gap between the claims of respondents and the classroom reality. Firstly, the issue of national standardized reading assessments confused respondents. Although, the majority claimed to be well informed on the issue, very few could correctly identify when, or how often, the assessment actually takes place. Further, the majority of teachers are completely in the dark about the reading assessment. Principals mainly serve to oversee the assessment and claim to use the results to gain insight into the problems students are confronted with, as well as to assess and motivate the students. When results do not meet expectations, principals meet with teachers and try to find solutions although this process is hampered by the lack, or absence, of information about the results that is provided to schools.
Secondly, the majority of principals and teachers are aware of the existence of standardized reading content. The standards are set by the Ministry of Education and are implemented in the schools via strict scheduling which teachers are instructed to follow. However, many are unhappy with the complexity of the Tajik used in the new textbooks as this creates additional obstacles for students. Further, teachers feel that in 45 minute classes, it’s impossible to fit the given curricula.
Thirdly, every principal is aware of the reading performance standards. Principals also stated that their teachers know and are implementing the standards. Teachers also assert that they know the standards but their claims, and self-perceptions, didn’t stand up to further questioning. There was further confusion with teachers unable to agree on when instruction should focus more on comprehension than speed.
vi. Situation Analysis
This section is based on information collected from the IDIs with principals and librarians, and FGDs with teachers and parents. It is divided into three sub-sections which will look at factors influencing reading practice in the school, the home and the community respectively. This will give an overall picture of the barriers and supports affecting children’s reading.

a) Influencing reading practice in the school
This sub-section will focus on factors influencing reading practice in the school. As discussed in 4.c, the school libraries have limited resources. Further, the libraries, as noted by moderators, are often in extremely poor shape. “4x1 metres, a small room without windows, containing garbage, cleaning equipment and AK-47s from the Soviet era.”
 Although this is the most dramatic description, it does speak to the general bad conditions of many of the libraries, which moderators often described as small, unsanitary, lacking reading spaces, and full of old, tired books covered in dust. Moderators found that many libraries were often closed and had no fixed working schedules although most librarians indicated that they are working every day, usually from 8 / 9am to 4 / 5 pm, 
Despite these obstacles, on average students can use their library when they are about eight and half years old, i.e. in grade 2, and a little over half of the librarians believe that the books are of interest to students, with storybooks, poems, fairy tales, and crosswords of particular interest to students, “students enjoy crosswords because they are interesting and challenging”
; "there are a lot of fairy tales and students are always taking them to read and talk about with their friends. They also use them a lot in class".
 Other respondents noted the general enthusiasm of students saying they are interested in the books simply "because children want to know more”
 and another librarian remarked that when she walks in to school, the students say excitedly "the librarian has come".
 However, many respondents feel that the books are not of interest to students because often the books are not for children, are too old, or are not in the children’s first language, Uzbek. Two of the respondents also mentioned that the “government has changed the books”
 and that the “newer storybooks are not as good as before”.
 This is reflected in the average number of just 13 students using their school library on a weekly basis even though on average of 69 are signed up to libraries. 

A slight majority of librarians indicated that there are reading initiatives in their respective schools, varying from poetry reading competitions to reading clubs. Poetry is certainly the most popular theme for the groups with some schools hosting “a 'poetry circle' where they read Hofiz, Khayyam”.
 Another common initiative is education hour classes where “teachers go to the library with their students”.
 Librarians also mentioned initiatives celebrating national holidays “there are events on independence day, constitution day and flag day".
 Another respondent mentioned district events where they select the “best pupils from grades 1 - 4 to participate in events in different school”.
 Despite this range of initiatives, respondents did make note of some of the challenges faced when organizing events for primary school students: “last year they had an event but it was difficult for them to read, describe and learn the poems by heart”.
 While poor infrastructure at schools is of course also a factor, “teachers organize events but we can’t organize them in our big hall, it's too cold there”.
 A third of respondents indicated that there are no reading initiatives in their schools at all either because of a lack of funds or that the initiatives are targeted more at older students, “for grade 9 - 10 there is a monthly 'Booklovers' club organized by teachers”.

Teachers believe that children face many challenges when learning to read many related to resources at schools, i.e. a lack of electricity, lack of books, and overcrowded classrooms, with one teacher saying they had 40-45 students in their class. Teachers also noted the lack of parental attention as an issue and student absenteeism due to family pressure to work at home, which in turn causes students to fall behind class and ultimately get bad grades. Many teachers also referred to the complex language used in textbooks that make it hard for students to understand, and for teachers to use reading comprehensions to teach other subjects. Several teachers, from different schools, gave the example of a grade 4 nature studies class, “when I was reading a text about nature, the students became confused and didn't understand the meaning”.
Generally this is a big issue with many teachers stressing that the language found in textbooks is a serious problem, “words are too difficult, and in any subject a student will have problems, if he/she doesn’t understand the meaning”
. Consequently, it is hard for teachers to assess students’ reading abilities. The inherently difficult language of the textbooks forces teachers to give a grade of 3 to students who can read but, understandably, meet numerous difficulties with the challenging language used in the text. Moreover, they then have to give the same mark of 3 to those students who actually cannot read properly, because a teacher may have problems with the school administration if too many students receive a grade of 2. This grading issue is further complicated by teachers who give exaggerated scores to boost the self-confidence of students in a bid to encourage them to prepare better for class.
Surprisingly, in spite of all the challenges faced, principals proved to be right in their assertion that teachers feel supported in their efforts to teach reading. 65% of teachers feel supported in their efforts to teach reading with this support coming from many sources including the school, other teachers, local government, in terms of seminars and material supplies, and parents. According to some principals, schools “always try to oversee teachers, improve and suggest techniques, and praise their good work".
 One respondent noted that teachers also get "money gifts"
 if their students perform well in the student Olympics, "we give our teachers every encouragement".
 Work colleagues are also a source of support, with respondents noting that teachers help each other in many ways. One detailed example was given of how a teacher may send a student who is struggling back to a previous grade temporarily to help them “to remember the covered material”
 and that other teachers help to facilitate this despite the extra work that it entails for them. The most important source of support is clearly parents, “we can feel the support parents give their children in the home”.
Principals agreed that "gratitude from parents is a great honour and support for teachers".
 At the same time, parents were at the root of other teachers feelings that that they were not supported in their efforts to teach reading “parents do not help children with homework”.
 Some principals supported this line of reasoning, also arguing that parental attitudes pose a serious problem, "as we work in a rural area, parents here don't understand… they do not support their children".

Logically parents could help teachers feel more supported in their efforts, "If parents helped their children more with their homework, then of course teachers will feel more supported".
Generally, teachers would prefer if parents were more involved in their children’s education, and if they would spend more time doing homework with children, buy more books to encourage children to read, visit the school more frequently, and create better conditions for children to read and study at home, “parents could participate more in class, see their level of knowledge, learn from it and make use of this knowledge”.
 The need for parents to be more involved in their children’s education is emphasized repeatedly, "it would be better if parents would pay more attention to their children, and make sure they spend their time usefully… spend their time reading books".
 Most teachers inform parents of student progress and assessment results by writing in students’ diaries, which have to be checked by parents each week, or personally during parent-teacher meetings or at the homes’ of students’. Principals agreed that this is important and urged parents to meet with teachers more often and frequent class, "parents make excuses but they must find the time to meet with teachers and participate in class when invited”
.

Along with greater parental support, better methodological literature and training would also help teachers to feel more supported in their work. Teachers want to learn new methods and how to use new textbooks, and attend “courses, which would show the best ways of teaching to read”.
 Teachers stated that they would also feel more supported if there were more books, visual aids and journals in schools, better community libraries, and smaller class sizes. Principals believe that pay increases, improved working and living conditions and also a cap on class sizes “no more than 25 students in each class”
, would help teachers to feel more supported in their efforts to teach reading.

b) Influencing reading practice in the home

As seen in 1.a, parents value literacy very highly believing it to be the key to a good career and a better life. It’s important to the country’s future development was also noted while many mothers placed great emphasis on the need for their daughters to be literate as they search for the kind of work that can afford them the financial independence they don’t have. However, although many parents are reading and all parents seem to attach great value to literacy, others don’t seem to value reading itself. When quizzed about their own reading habits, many respondents were not reading at home, citing various reasons such as the family, "it’s impossible to read when you have four or five children"
, and their workload at home, "mothers are busy with home chores, do not have time for books."
 Gradually parents’ attitudes to reading, the value they place upon it and how it’s prioritized become very apparent, "we read if we find free time"
. Two further opinions, offered by respondents, illustrate two differing views on children’s reading but both highlight a lack of parental involvement "my child always brings books home, but I don’t know from where"
 and “children rarely read books because they don't have an interest in studies.”
 Although one respondent proudly stated that: "the whole family reads at home"
, it is evident that many parents are not reading at home and repeat oft heard excuses such as "children are not interested in reading books… they spend their time on TV and games”
, or “children spend too much time watching TV”.

In light of these statements, it comes as little surprise that on average, parents had just 26 books at home with one entire group of parents indicating that they had no books at home whatsoever. Parents who had books mostly had school textbooks with some having books of Tajik poetry and literature, religious scientific, and legal books, encyclopaedias, Russian literature, and magazines. Every group of respondents who answered had books in Tajik. About half had books in Russian and one or two groups of respondents mentioning having books in Uzbek, Farsi, English and Arabic.
The types of children’s books found at home include fairy tales, storybooks, children’s magazines and riddles but almost no respondents were drawn to answer when asked about the quantity of children’s books they had at home, with one parent adding that "we only buy textbooks. We can afford to buy books, but it is just our own ignorance."
 Further, when asked directly about when they last bought a children’s book, answers varied widely with “I don't know, I don't remember”
, a common refrain. Although, many parents said they buy books at the start of the school year, one respondent said that they can “barely afford textbooks.”
 This highlights the harsh circumstances facing many families which have to make tough choices in terms of what they purchase and how they spend their time.
These problems are exacerbated when schools don’t have adequate resources. Parents indicated that a quarter of sample schools have no non-textbook reading materials at all supporting the claims of those who said, “our children want to read but they don't have access”
. Other individual respondents said that only textbooks were available at the school and that “teachers do not provide additional literature to children”.
 In general students from grade 1 - 4 can take books home for on average around six and half days but one third of parents did state that their children could not take books home. Despite the problems noted in the libraries, most parents did agree that the library materials are of interest to their children, with visual aids, storybooks with pictures, fairy tales, and poems mentioned specifically. In general, the respondents’ children spend many hours reading per week, mostly in preparation for class and parents themselves believe that the following materials would be of further interest to their children, in order of the number of times mentioned: stories, fairy tales, poetry, books with pictures, books about “the motherland”, books on how to build toy cars, books about animals, anecdotes, history books, books on mathematics, crosswords, journals, and songs, see Table 10. Most parents feel that their children especially enjoy fairy tales and storybooks, particularly those with pictures, "children love stories about friends, about the love and help among siblings, about the love to the Motherland".

	Table 10: Non-textbooks reading materials at school
	# of time mentioned

	Stories
	10

	Fairy tales
	9

	Poetry
	4

	Books with pictures
	4

	Books about “the motherland”
	2

	Books on how to build toy cars
	1

	Books about animals
	1

	Anecdotes
	1

	History
	1

	Mathematics
	1

	Crosswords
	1

	Journals
	1

	Songs
	1


c) Influencing reading practice in the community

Some parents are cognizant of the barriers children face as they learn to read and the following obstacles were mentioned: “in summer children don’t read because they are helping parents with cotton”
; “In winter it is too cold to study”
; and one parent said that their child "prepares homework almost every day when we have an electricity but sometimes they cannot prepare homework because of the lack of electricity”
.

However further analysis reveals that generally electricity is not a major issue as it is basically available with all but one respondent claiming to have electricity every evening, on average 4 hours of per day, usually between 17:00 and 21:00. Respondents also had multiple sources of light excluding electricity, including generators, solar batteries, lamps, flashlights, phones, lighters, fire, and candles. Interestingly respondents from three schools in Vakhsh district said that families got solar batteries from the UN because they had children in primary school.
The condition and usage of community libraries is a serious issue. It must first be mentioned that a third of communities have no library at all. The other communities have libraries on average only around 1.5 kilometres from the homes of respondents. All of the libraries have books in Tajik, three quarters have books in Russian, and a quarter have books in Uzbek. Generally all parents know that they and their children can take books home yet one third of respondents are not using this resource for the following reasons: it’s too much work to go there; the needed books are not available; the books are too old; it’s not free; there is no reading space; it’s always closed. The poor condition of many libraries is aggravated by the fact that only a quarter of the sample communities have a place where books can be purchased. Moreover, as was seen in 1.b, there are basically no community-based reading initiatives to offset the lack of quality materials accessible to children and provide a positive environment to nurture children as they learn to read. Public messages also do little to address the communal situation as they rarely engage children or parents despite carrying messages that individuals, families and communities seem to agree with. 
Section vi: Conclusion
Unlike previous sections, the conclusion of this section will be divided into barriers and supports influencing the factors at hand, namely reading practice in the school, the home and the community.
Barriers

Firstly, in the school, many libraries have no fixed schedules, are in bad shape and only have old books, with very few specifically for children or in Uzbek, the first language of a good percentage of students. Newer storybooks are also not as good as before and new textbooks employ complex language. A third of schools have no reading initiatives because of a poor infrastructure, a lack of funds or because organisers believe that initiatives are only suitable for older students. Teachers noted poor infrastructure in schools, a lack of electricity, a lack of materials and overcrowded classrooms as serious barriers for students. The lack of parental involvement is also a serious issue as many parents are not reading with their children or helping them with their homework. The work of teachers is made more difficult by parents who don’t attend parent-teacher meetings or pay attention to their children’s progress at school.

Secondly, in the home, many parents don’t value reading and don’t find time to read because of their workload, the size of the family. In general parents are not prioritizing reading and just give tired old excuses that children aren’t interested. Parents have few books at home, mostly textbooks, and don’t buy new books for their children. In some families, parents struggle to purchase textbooks and the economic circumstances of many families and communities cannot be overlooked. This pushes children to make use of resources available at school and libraries only have textbooks.

Thirdly, in the community, local libraries are a serious issue. Several communities have no libraries at all or the libraries go underused because they are in bad condition. Further, few communities have places to purchase books or any community based reading initiatives. Moreover, public messages fail to engage community members and engender the changes they propound. Children face other obstacles, working on the cotton harvest in the summer, the bitter cold in the winter and the unpredictable electricity supply, that are very much outside of their control.
Supports

Firstly, in the school, students are enthusiastic about reading, library books appear to be of interest to students and there are reading initiatives in a slight majority of libraries. On average students can use the library when they are about eight and half years old and can take the books home for around one week. Overall, teachers feel supported in their efforts and inform parents of student progress,

Secondly parents attach great value to literacy and those who have books have books in Tajik and some have children’s books.

Thirdly, electricity is basically available and parents have multiple sources of light if needed and parents are at least aware of the barriers children face as they learn to read.

4. KYRGYZSTAN

This chapter will provide an overview of the situation and conditions that affect the development of reading skills amongst children in the Kyrgyz Republic. The chapter includes the following sections:
i) reading culture outside of the classroom;

ii) attitudes within the education system towards reading instructional theory and practices;

iii) student’s skills and the techniques teachers use to develop those skills;

iv) suitability and availability of materials;

v) understanding and usage of national standards and assessments in schools;
vi) situation analysis of reading instructional practice
i. Reading Culture Outside of the Classroom

This chapter looks at the reading environment that surrounds the child and factors that affect the practice of reading outside of the classroom. It is well known that the base of an effective reading environment is active reading at home that is married to proactive steps taken by libraries and events in the community. Let’s look at these aspects of the reading environment in the context of the study.

a) In the home

Successful development of a child’s interest in reading depends on the reading environment, which should at first be present in the family. The data obtained in the course of the study grants an overall picture of parents understanding of the value of literacy as well as the availability of children's literature in the home. Overall, parents realize the importance of literacy. However, half of parents had some difficulties when discussing the value of literacy. The remaining parents associated literacy with the possibility of a better future, with a skill that will help their children to find a profession and a high-paying job. Parents also believe that reading instils culture and contributes to the formation of a well-rounded personality. Although parents believe that literacy is equally important for boys and for girls, it is not necessarily important for the same reasons. Gender differentiation is seen with literacy for boys associated with the prospect of finding a decent job where as literacy for girls is seen as a condition for a successful life; by ‘success’, 86% of parents didn’t talk about career or professional growth but rather about finding a prosperous and wealthy husband.

Clearly, a child’s comprehension of a given text is an important aspect of fruitful learning, communication and socialisation, which contributes to overall learning and eventual mastering of a language. More than half of parents could not say exactly at what grade level their children were supposed to read fluently with comprehension. Forty four per cent of parents expected this to happen in grades 1 - 3, three per cent by the fourth grade and one per cent by the fifth grades.
Availability of books in the home library is an important factor in the creation of a suitable reading environment and the development of a child’s interest in reading. International studies have shown that even a small library in the home has a significant impact on the development of a child while improving literacy acquisition and aiding in all round learning.
 However, when asked to describe the books available in the home, 83% of parents had difficulties answering or just refused to answer the question, which, in of itself, tends to suggest that parents themselves have little interest in reading at home. For the remaining parents the availability of books ranged from ‘a few books’
 to ‘two bookshelves’
. Note that 7% of parents among focus group participants said that the number of books at home ranged from ‘several’ to 20. However, only two out of 153 parents from FGDs said that they have ‘a lot’ of books at home without mentioning an approximate number.

According to parents, family libraries usually include fairy tale books and fiction. The other types of books in home include, in descending order, the following: encyclopaedias, textbooks, magazines, Soviet era books, scientific books, gardening books, books on animals, and religious books. About 70% of parents believe that there is an insufficient amount of books in their homes. Only half a per cent of parents said that they have enough books. Further, interviews with parents revealed that most existing book collections are filled with old editions of Russian language books from the Soviet era. 

Most parents believe that it is fine if a child only has school textbooks. This may go some way to explaining why about 60% of parents could not say when they last bought a children’s book. One fifth of parents did buy a children’s book during the past year, usually just before the beginning of a school year. However, a few parents seem to purchase more regularly with timeframes such as “last Sunday”, "a month ago", "yesterday", and “often" given.
 One parent also stressed the value of purchasing books stating that "we encourage children to read, to give books as birthday gifts to each other. If you bring a stuffed animal as a birthday gift, it will stand on a shelf, but if you give a book it will be read, and reread periodically, and your brothers will also read this book later."
 Parents seem to buy modern books only rarely though, preferring to buy old children's encyclopaedias, and Russian and foreign classics. Generally, however, parents stated that the high cost of the books, relative to the family income, was prohibitive “books are currently expensive, and you can buy them only in the district or regional centres - rural stores don’t sell books.”
 Parents also noted the need to spend money on things they deem more important, child’s nutrition was one such example.

Moreover, almost all titles by contemporary writers are only available in Russian, which limits access for children who read in Kyrgyz. One third of book owners said that they have books in Kyrgyz. One in five parents had books in Russian, and a total of three people had books in English and two had books in Uzbek. In urban areas, some parents use electronic libraries and download school literature for children from the internet.  “There are few books in Kyrgyz. There are some, but very few. Not everyone can afford to buy them; it's expensive… A child who reads many books has a rich vocabulary and different view on the world. But books are not available; there are few good books for children.”

More than 80% of parents who participated in focus groups do not read books at home. FGDs with parents revealed that these families do not have libraries at home. The remaining parents mostly read newspapers, and occasionally magazines often between household chores, or only at weekends. Only one respondent, from all of the parents participating, said they read on a daily basis. Reading time for parents varies from 10 minutes to two hours.
While fathers and mothers read to an equal degree (32%), children read less frequently (26%). Ninety four per cent of the parents participating could not say how many hours a week their child spends on reading. The remaining 6% of parents said that their children read for an hour (2.3%), two hours on average (1.3%), three hours when doing homework (1.3%), and twice a week (1.3%). Children read mostly with their mothers. Approximately one third of mothers read with their children "always” or “occasionally.”
 One in ten mothers read school literature and fairy-tales. In addition to that, parents read newspapers, magazines, and on more rare occasion, religious literature or fiction. Only three mothers could name the specific amount of hours spent with their child in reading
. Other mothers could not name the exact number of hours of reading with a child and provided vague answers such as "I read when I have free time", "I read regularly, but can’t estimate hours."
 Some fathers can only read with their children "after work", or only "sometimes when he has time."
 No parent was able to specify how many hours they spent reading with their child last week.
Among other family members who read with a child, respondents usually mentioned brothers and sisters; grandparents were mentioned half as often. Other family members prefer to read newspapers and crosswords, materials about nature and animals, or colouring books with children. Other items that are read with children include DVDs with educational programs, electronic books, fantasy books, fairy tales, fiction, and stories about Kurmanjan Datka (a historic Kyrgyz female figure). Respondents were unable to specify the exact number of hours, but stated that other family members are usually reading with their children on Sundays. After reading, brothers and sisters often ask questions or discuss the material. "My daughter reads to her younger brother, then they discuss. The child remembers better when the older sister plays with him or draws with him."

60% of parents believe that schools do not have additional literature available for children in grades 1-4, with the rest stating that schools have fairy tales, textbooks, and the Ai Danek newspaper. Seventy per cent of parents do not know if their children are able to take reading materials home, 28% of parents said that it is allowed, and only 2% of parents said that it is not allowed. Seventy-eight per cent of parents could not say if the school reading materials are of interest to their children. The remaining parents said that materials were interesting, in particular materials such as fairy tales, fables, the ‘Kurdash’ children's magazine, DVDs, stories with pictures, cartoons, and internet materials.

Aside from electricity, 40 per cent of Kyrgyz families participating in the study have candles and flashlights, while just five per cent have generators or transformers in case of an electricity blackout. Four per cent have kerosene lamps. However, 45% did not provide an answer to the question. Discussions with parents showed that 65% of FGD participants had electricity at home consistently over the past week. At the same time, one in three households did not have light one night per week, and 5% of households had no light in the last week for two days or more.
b) In the community

Public libraries play a special role in creating an environment favourable for reading. However, awareness among parents of local libraries was found to be very limited, which may point to general lack of motivation among FGD participants to read. The study found that over half of participating parents did not know if their community has a library. Thirty three per cent of parents said that there is a library in their area while 8% were confident that there is none. When talking about community libraries, parents made several complaints, usually involving the poor condition of the building, the absence of a reading space, shortage of books, and the lack of interesting materials for children. Others noted that they have a local library but that it doesn’t work.

More than 80% of parents could not tell the approximate distance from their homes to the nearest library. The remaining parents suggested distances ranging from 300 metres to 80 kilometres. One-third of the parents, who gave an approximate distance, said that it the library is located ‘very far’ from their home. Ninety-six per cent of parents said that they do not use the library. Those few parents who use libraries mostly borrow fiction or books for children. Library users mostly borrow books in Kyrgyz (59%), in Russian (22%), and Uzbek (17%). From this four per cent using the library, parents are using the library "every day", "when there is free time”, "once a week” and some only "very rarely."
 According to parents, "widening our worldview" and "professional growth" are the main reasons for visiting the library.
 70% of parents stated that they are able to borrow books from libraries. The comments of respondents suggest that libraries mainly focus on children. According to the parents one in four children borrows books from a community library. 

Generally, results point to the limited role of local libraries in the community. Further, 60% of FGD participants did not provide an answer when asked about places to buy books in their community. Twenty per cent stated that there is no place that sells children’s books with the remaining 20% of respondents stating that books for children are mostly sold in shops or bazaars.

80% of parents could not remember any community based reading initiatives. The remaining 20% of parents named school based events and community events such as the day of the Kyrgyz language, Manas reciting contests, and poetry recitals. These community events are usually held in the school or, in some cases, they are national events broadcast on TV. Most parents could not say how often these initiatives took place with the few who did answer suggesting that the activities are held on special calendar days. However, four per cent of parents said activities were conducted "weekly", “daily in school clubs” or “every month.”
 Participants did not know the gender or age make up of those attending reading events, although people suggested mostly women and children attend. Interestingly, almost no parents could name a specific barrier that prevented them from participating in the initiatives. The only reasons given were "I'm embarrassed," and "we are too old to attend such events." FGDs revealed that 80% of parents don’t know who is organising these reading events. Most of the remaining respondents stated that school administrations and teachers are organising, with only three per cent citing parents as organisers and one per cent students. The promotion of reading in the community is low and parents seem disinterested. According to FGD participants, children would be interested in community based reading initiatives that would involve drawing and solving crosswords; sports clubs; creative clubs; games; national and ethnic traditions; and magazines.
Eighty per cent of parents were unable to remember public messages encouraging reading. Among those who did answer, over half said that there were no such messages in their village or town. Twelve per cent recalled seeing messages about reading, including those encouraging people to read for half an hour every day (6%), to start a book drive (3%), and messages promoting the value of studying (3%). A few respondents did mention a UNDP-supported children’s TV program "Keremet Koch".

Most public messages about reading are carried through television (30%), but internet (7%), newspapers (5%), other printed media (5%), radio (3%), and posters in public transportation (1%) are also used as channels for public messages. Ninety two per cent of parents do not pay attention to frequency of public messages; eight per cent indicated that the messages are transmitted daily. Seventy per cent of FGD participants were unsure about their feelings towards public messages although one-fifth of respondents believe that such messages are necessary. “On TV it was shown that reading for half an hour each day is good… I am grateful to this advertisement for giving such information. Now I tell my children that they should read."
 With that said five parents saw no need in public messages about reading - "Those who want to read don’t need ads for that. If they don’t want to read… it’s because they lack a desire.”
 This reflects well the level of scepticism amongst parents. Instead parents suggested that it would be better to open good libraries and to increase school budgets so that teachers can spend more time with children on reading. Respondents also proposed that international organizations should build libraries and supply them with books.
Section i: Conclusion

The situation of reading at home and in the community is characterised by certain problems. Firstly, parents understand the importance of literacy associating it with a better future for their children. However, there was notable gender differentiation with a good education for girls seen more as an advantage when it comes to finding a girl a good husband. The percentage of parents who actually read at home is low and it seems that it is mostly only mothers who read with children albeit it rarely. Fathers seldom read with children considering reading and supporting children as a woman’s obligation. Further, families have little access to children’s books and most home libraries are in bad shape. Parents rarely purchase books because of their high cost and books are not a priority item in family expenditure, falling more into the gift category. It is clear that many parents do not understand fully the role of reading in their child’s education, and even though they are not really aware of what materials are available at schools, they feel that school textbooks are enough for children.  
Secondly, there is a low level of awareness about the community libraries. Poor reading environments and limited book selections are influencing a trend towards a reduced functional role for public libraries. Only some parents know enough about their library to discuss its and fewer still are using them. Broadly speaking, it is clear that there is a limited amount of reading material in libraries or available for sale although new technology is at least providing an alternative in some cases. A very small percentage of participating parents actually pay attention to public messages about reading. Moreover, parents were unsure about the need for public messages and tended to shift responsibility for the problems surrounding reading to the government and international organisations.
ii. Attitudes in the Education System towards Reading Instructional Theory and Practices

a) In-service training

The development of teachers’ skills and qualifications influence the quality of education offered to students. The Kyrgyz Academy of Education (KAE) and the Institute for Advanced Studies in Osh organise formal in-service trainings for teachers. Thus, once in five years teachers go through in-service trainings in the KAE that last for three-days, two-weeks, or are monthly courses and workshops. In the south of the country primary school teachers improve their qualifications in Osh.

Teachers in grades 1 - 4 mostly have access to curriculum development courses but schools do not give special preference to primary school teachers. Professional development seminars on various topics are held for teachers in their respective schools quite frequently. In addition, international organisations, such as USAID and UNICEF, offer informal trainings for primary school teachers. "According to the plan, we send teachers to professional development courses approximately every three years. We have a schedule, which we put together at the beginning of the school year. In the fourth year we try to send people who have worked for three year to the training. We also have teacher training (exchange of experience) which is also a training in a way… together with the Ministry, USAID has Sapattu Bilim.
 For almost four years in a row, we’ve been sending not only primary school teachers, but also secondary and high school teachers for professional development courses."

Most principals stated that their primary school teachers attended all-inclusive courses, where they covered the entire primary school curriculum. "The courses lasted from three to 18 days. Most were two-week courses."
 Teachers’ responses differed from the responses of principals. Seventy one per cent of teachers said that it had been four years since they last attended an in-service training. One-fifth of respondents said that it had been three years. Three per cent of teachers said that there were no such courses at all.  According to teachers, in-service trainings are held once or twice in five years (25%), once every three years (43%), once a year (18%), annually (12%), or three times a year (14%). Ninety four per cent stated that in-service trainings are very useful.

However, it is well known that official professional development courses are offered for all teachers without exception every five years. The findings suggest that teachers mix up formal courses with informal training at various short-term workshops and seminars organized by the school itself or by international or non-governmental organizations.

Throughout in-service trainings, participants always share their experience. During the training, teachers use active learning methods, divide participants into groups, and conduct interactive learning games. Three quarters of teachers believe that professional development courses allot sufficient time for practicing skills, and doing mini assignments in order to get feedback. “At the training courses we put ourselves in the place of students. At the training lesson we took any word, such as “bread” and built word associations – where does the bread come from, what is it made of etc.? Then we evaluated the results."
 However, one-fifth of teachers felt that trainings offered less time to practice new skills.
As a result of attending in in-service trainings, teachers receive hand-outs such as brochures, manuals, compendiums, books, guides, tests, articles, lecture notes, lecture copies, pens and writing pads. These materials are distributed during training courses either for pay or free of charge. Teachers paid for the materials in 70% of cases. The purchase of materials was voluntary. In the majority of cases, training materials, distributed during in-service trainings, were relevant to the course topic. Only three per cent of teachers said that the materials were unrelated. It is important to note that 85% of hand-out materials included information on how to use the evaluation system with 10% of teachers admitting that they did not pay attention as to whether the materials included the evaluation system.

Although 25% of principals had difficulties answering questions about follow-up mentoring, 70% of principals reported that the follow-up mentoring is working and managed by either the school principal / vice principal and the school administration, the school supervisor at the district level or by The Ministry of Education. "We had very good feedback on ‘Sapattu Bilim’ project. Nine schools from our area were included. Trainers visited us, conducted seminars for primary school teachers and heads of academic affairs. But there was no such feedback during or after KAE training."

60% teachers indicated that there is follow up by the trainers from in-service trainings. This follow up takes the form of school visits, chats, tea parties, or school workshops where lecture materials and photocopied hand-outs are distributed. Principals and teacher also named the other follow up methods such as report writing by teachers who took part in courses, open classes, the transfer of knowledge through discussions to methodologists, and the monitoring of training schedules. It should be noted though that 40% of teachers said that there was no follow-up mentoring.
According to principals, in-service training courses only include a reading component in about 50% of cases, instead focusing on new teaching methods. Twenty per cent of principals believe that courses do not concentrate on reading; this view was supported by teachers in the FGD discussions. Sixty per cent of principals believe that courses cover topics that pose unique difficulties for teachers when they begin to use new approaches, as well as covering issues relating to the equipment and conditions needed for learning. Teachers said that they made various changes in their practices after going through professional development courses, namely using group work for children (21%), role playing games (7%), setting proper lessons objectives (6%), and treating students more as individuals (6%). Teachers also infrequently mentioned the following: peer assessments; paying more attention to the correct evaluation of students; using motivation methods; using warm ups; using whisper, voice, and choral reading; giving a few words prior to the introduction of a new letter to ease understanding and writing tests. "Before the training, we focused more on the logic, thinking and reading, but lessons were boring. Children could easily fall asleep in class... After the trainings, we learned to conduct educational games, which enhance not only logical thinking, but also speed up brain functions."

All teachers who participated in FGDs were interested in in-service trainings and improving their skills. More than 70% of teachers have ‘high interest’ and rest have ‘medium’ interest. Teachers gave a long list of what they would like to learn at trainings, namely the following: to teach children to love going to school and reading; to form goals and strive to achieve them; to widen their outlook; to learn interactive teaching methods; and to have access to modern teaching technologies.

b) School mentoring system

Principals stated that their schools have a mentoring system in place, made up of either methodology specialists with their own offices, methodological classes, or a union of mentors or all three. Principals indicated that methodology specialists are usually seasoned teachers with many years of teaching experience. As there is no designated school mentor, principals seem to apply the term to teachers who carry out methodological and mentoring activities in their schools. Ten per cent of school principals said that they do not have a separate methodologist post, and this work is under the supervision of the deputy principal for academic affairs, or on occasion by the head of the union of mentors or just by experienced teachers.

In 60% of cases methodologists/mentors did not receive any special training on mentoring. The most common reason cited was lack of courses on this subject. “We have never been invited to courses for methodologists."
 Research has revealed that there is no exact number of teachers mentored by each school mentor. This suggests that the mentoring system is regulated by each school independently. Teachers responsible for methodological activities work with teachers every day or every month. The mentoring takes place during the classes as well as after school. “We spend whatever time is needed on it. Young teachers turn to their mentors with certain issues. Sometimes it happens on a daily basis."

The study showed that teachers get varying levels of payment for this kind of mentoring work, i.e. there is no fixed salary for the work. Payment depends on the number of teachers in the school and the workload agreed upon with the school management. There are also cases where no payment is made, i.e. mentoring activities are undertaken on a voluntary basis. The payment for one hour of mentoring ranged from 11.5 soms (0.23USD) to 45 soms (0.95USD).
Almost all principals (90%) consider mentoring necessary, in demand or very effective. Best practices discussed include mentoring teachers whose students fall behind on various subjects; mentors giving advice to young teachers on how to conduct lessons; conducting open classes; addressing issues related to interaction with students; and developing and conducting extra-curricular activities. Principals recommended several changes that would enhance the effectiveness of the school mentoring systems. The most common was to increase the remuneration of mentors, while other suggestions, such as introducing the position of a methodologist, supplying visual aids and brochures related to the use of new techniques, designating and equipping methodological study rooms, and reducing the amount of paper work for methodologists, were also made.
Teachers rate the importance of mentoring system just as highly as principals do. When describing their mentors, teachers applied descriptions such as "experienced teacher", "smart person", "(person) with more than 20 years of experience", "knows a lot", "most experienced teacher in school”
. The regularity of mentors work with teachers varies with most working once a week (48%), some once a month (21%), and the rest every quarter (14%), every day (14%), or several times a day (3%). All mentors visit lessons but again the frequency of work varies, from a high of once a month (27%) or twice per quarter (30%) to lows of just four times a year (18%) or three times a year (18%).
All teachers report that mentors provide feedback after class, describing as "class analysis, discussion", "analysis of evaluation", "discussion and critique", "analysis of mistakes and achievements", or simply "help."
 The majority of teachers (76%) rate the mentoring program as very effective, 12% as ‘average’, and 12% as ‘somewhat effective’. The principal benefits of the mentoring system listed by teachers include improving qualifications, practical advice, and sharing new teaching methods at work. It is important to note that teachers do understand the importance of mentoring but did report weaknesses in the system’s management.

Usually, mentors prepare visual aids themselves. According to teachers, mentors use various materials, namely cards, textbooks, pictures and less frequently - movies, disks, cards, textbooks, books, puzzles, toys, gifts, magazines. Fifty six per cent of teachers stated that they have opportunity to use mentor’s materials. While the rest of teachers do not quite understand new techniques, proposed by mentors, and thus continue to work as before. “Mentors are paid and thus they work. But it would be nice if they were supplied with at least visual aids. It would facilitate their work."

c) District mentoring system

Eighty per cent of principals stated that there is a district mentoring system, 20% indicated that there is none. District mentors from local departments of education control the system but sixty per cent of principals can barely recall the courses conducted by district mentors in their schools. Principals are not aware about the workload of district mentors but some principals believe that district mentors can supervise up to ten schools. District-level methodologists attend schools to varying degrees, ranging from once per month to five or six times per academic year. Almost all principals found it difficult to tell how the district-level methodologist is paid.

Despite this, principals seem to see a lot of benefit in the work done by district mentors. According to principals, the best work done by district mentors includes schools visits, seminars, experience sharing, open lessons, documentation reviews, communication with the school, gathering information about the school needs, and supplying new visual aids and techniques. Principals believe that the effectiveness of the mentoring system would improve if more seminars, workshops, and tutorials were organised and more manuals and visual aids provided. They also think that UNICEF’s experience and expertise could be disseminated in schools. Offering decent wages to methodologists would also help improve the system.
Section ii: Conclusion

Firstly, teachers understand the importance of improving their professional skills. As revealed, teachers attend formal government run in-service trainings as well as various short term courses, trainings and seminars organised by schools or by international non-governmental organisations. Usually teachers voluntarily purchase materials during trainings. Overall teachers consider trainings useful and are able to monitor their own professional needs. In addition, teachers highlighted that, after attending trainings, they made significant changes in their teaching practices. However, there is not enough attention devoted to how to teach reading during in-service trainings.

Secondly, schools have their own mentoring systems where teachers are able to ask for advice and to get a hold of mentor materials. Principals and teachers alike characterized school mentors as highly experienced professionals. The majority of principals and teachers highlighted that they feel supported by mentors. However, the number of teachers under the supervision of one mentor is not fixed, nor is the wage structure. Salaries vary between schools, and within schools, and seem to depend on the amount of teachers at school and the workload agreed upon with administration. 

Thirdly, principals feel supported by the district mentoring systems. According to principals this system is run the local branch of the Ministry of Education. The principals’ perception is that district mentors are experienced teachers even if their workload is unknown to principals. There is no payment from the schools to the district mentors.
iii. Student’s Skills and the Techniques Teachers use to Develop Those Skills

a) Student’s skills

Most students (70%) do not apply knowledge of letters / sounds in reading and writing. In roughly 40% of observed classes, students took an active part in analysis and used words in different contexts. Nevertheless, in the majority of classes (60%), this did not happen. Ninety five per cent of teachers in urban school and eighty-five per cent of teachers in rural schools model reading aloud and reading separately (e.g. speed, pronunciation, rhythm and intonation). 

In general, children were organized into pairs and groups during classes because of the resources available to teachers. Thus, observations showed that most classes (78%) had movable tables and chairs lined up in rows. Around one-tenth of schools had classrooms with immovable/fixed desks and chairs lined up in rows. Movable tables and chairs arranged in an alternative scheme were observed only in rural areas and rarely (10%).

Teacher and students are involved in reading large books, choral reading, reading poems and songs. Reading aloud to class and in small groups occurred in about 25% of observed lessons in urban schools, and 10% more often in rural schools. "For example, I use different methods when teaching reading. I think one cannot use all methods in one lesson. One lesson covers certain techniques, another – other techniques."
 In most classes (88%), students read aloud (e.g. reading in unison, reading in pairs, individual reading, re-reading). “Reading aloud is very important. This process activates several types of memory: the child hears, pronounces, visualizes. If the text is funny, then the material is absorbed even better. It is necessary to present materials in school textbooks through laughter.”

Among all reading skills teachers identified speed (43%) as the most important. This can have detrimental effects as noted by one teacher, "during the first grade teachers already require not just the speed of reading, but pretty quick reading. This is harmful for many kids, it creates complexes. After all, children develop at different rates and have different inclinations. It is important not to make a child an F-student just because he reads slowly."
 Other skills identified by teachers include comprehension (21%), the ability to describe a text after reading (18%), and intonation (6%). Reading technique, memorization, the desire to read, and beautiful reading were all mentioned by three per cent of respondents respectively.

Teachers indicated that, when working with students, they focus primarily on reading with intonation (15%), reading technique (15%), on reading speed (13%) and monitoring their reading per-minute (11%). Other areas where teachers work with children, albeit less frequently, are the use of syllables, the ability to describe a text after reading, the division of sounds, reading by syllable from cards, reading from fairy tales, and expressive reading. Only one per cent of teachers specifically stressed that "reading speed is not as important as reading comprehension".

According to teachers, there are differences in reading skills between primary school grades. By the second grade students should be able to describe a text after reading. In the third grade, students learn to write dictated texts, and by the fourth grade they should have learned to express and articulate their thoughts. Despite this, no definite and clear differences were noted during class observations between the grades. Among the problems faced by students in terms of reading comprehension when studying other subjects, teachers mentioned the following: "general slowness of children"; "they don’t want to study, but want to play"; "poor memory"; "learning by heart without understanding what was read"; "kids think that reading speed is good but don’t think that they should understand what they read"; "they write with mistakes, because they don’t read"; "there is a language barrier during the study of Kyrgyz / Russian".

b) Techniques used in class when teaching students to read

Teacher’s performance in class is of great importance. Working on the letters, sounds, words, as well as content and understanding is essential. Observations made in primary school classrooms show that teachers often encourage or practice many activities during class, see Table 11.
	Table 11: Activities during observed classes in %
	Grade 1
	Grade 2
	Grade 3
	Grade 4

	Listening to teacher reading aloud
	15.9
	19.2
	19.6
	17.0

	 Reading aloud together (choral reading)
	15.9
	6.1
	5.2
	6.6

	 Reading aloud to another student (reading in pairs)
	3.5
	2.0
	2.1
	2.8

	 Reading aloud by turns (one by one in turns)
	12.4
	16.2
	15.5
	14.2

	 Individual reading (students on their own)
	9.7
	13.1
	10.3
	12.3

	 Repeating /learning by heart
	11.5
	6.1
	5.2
	4.7

	 Answering to teacher’s questions 
	11.5
	19.2
	17.5
	17.0

	 Asking questions to the teacher and to each other
	0.9
	2.0
	4.1
	3.8

	 Students writing on the board
	1.8
	0.0
	4.1
	2.8

	 Writing down from the board
	2.7
	4.0
	3.1
	1.9

	 Independent writing on paper, in the notebook (by students)
	3.5
	3.0
	5.2
	4.7

	 Work in groups (students)
	3.5
	2.0
	2.1
	4.7

	 Playing educational games, skits or singing organized by the teacher
	4.4
	5.1
	3.1
	4.7

	 Other
	2.7
	2.0
	3.1
	2.8

	Total
	100.0
	100.0
	100.0
	100.0


Table 11 shows that in over 16% of classes, students listen to the teacher reading the text, answer teacher’s questions, engage in independent reading, and reading aloud in turn. Choral reading and learning by heart (from 7-15%) are used less frequently while the remainder of activities are put to use even less often (3% - 6% each). There are some noticeable patterns between urban and rural schools. In rural schools, teachers on reading the text themselves more often, while students usually read aloud, in pairs and or individually, in urban schools. Working in groups, games, and independent writing are slightly more common in urban schools. However, rural schools do better in terms of teachers communicating with students, and students writing on the board.

It is difficult to see definite patterns in the use of activities by grade, see Table 11 above, except for an increase in the share of group work from grade to grade. This may indicate a lack of age-appropriate approaches, continuity in teaching, and shifts in reading development of children from grade to grade. Teachers confirmed these assumptions during the focus group discussions. Thus, it is not too surprising that teachers noted that schools have reading standards but could not explain the difference in their application between the grade levels. 20% of teachers said that they are unaware of such standards. Generally, reading standards are used widely, for example during tests, when reading fiction in class, and when measuring reading speed or evaluating student performance and so on. Teachers had problems related to use of standards, saying that "a lot depends on abilities of a child”, and "we try to catch up with the standards", with one teacher adding that “we don’t follow the instruction and give final grades at our own discretion".

Classroom observations revealed that more than a half of teachers (58%) move around the classroom during lessons. Nearly one-third of teachers stand in front of the class or around the blackboard. Five per cent of teachers simply sit in their chairs during the class without any movement; interestingly this was more common in urban schools. However, 1.3% of teachers in rural schools did not pay attention to the students or were doing their own work during class, see Table 12 below.

	Table 12: Teacher’s position during class %
	Grade 1
	Grade 2
	Grade 3
	Grade 4

	Sits at the desk in front of class 
	7.1
	0.0
	8.0
	4.2

	Stands in front of class or near the board
	28.6
	36.0
	40.0
	41.7

	Walks around class
	60.7
	64.0
	52.0
	54.2

	Does not pay attention at students/does his or her own work
	3.6
	0.0
	0.0
	0.0

	Total
	100
	100
	100
	100


During class, 59% of teachers were able to direct attention to all of their students, see Table 13 below.
	Table 13: Teacher’s attention is directed at (%)
	Grade 1
	Grade 2
	Grade 3
	Grade 4

	 All students 
	55.0
	65.0
	45.0
	70.0

	 More than half of students 
	30.0
	25.0
	30.0
	15.0

	 Less than half of students 
	10.0
	10.0
	25.0
	15.0

	 One or two students
	5.0
	
	
	

	Total 
	100
	100
	100
	100


Almost all teachers (80%) spread their attention evenly among girls and boys. This was more the case in urban schools (94%) than in rural schools (78%). Note that in urban schools, unlike in rural schools, there were no teachers who gave their attention only to boys, see Table 14.
	Table 14: Teacher’s attention depending on the student’s gender (%)
	Grade 1
	Grade 2
	Grade 3
	Grade 4

	Equally to all 
	85.0
	85.0
	75.0
	75.0

	More at boys
	-
	5.0
	10.0
	15.0

	More at girls
	15.0
	10.0
	15.0
	10.0

	Total
	100
	100
	100
	100


OLs revealed that only one-third of teachers pronounced the sounds that were the target of the lesson clearly and loudly enough for students to hear. By grade, 95% of grade one teachers did this but only 10% of grade two and three teachers, and 15% of grade four teachers pronounced the words clearly and loudly. One in four teachers helped students to understand differences and similarities between sounds. Forty three per cent illustrated verbally how to manipulate sounds in words. Seventy five per cent of teachers do not use supporting materials such as letter cards or coded cards to help students understand the relationship between phonemes (sounds) and graphemes (letters). In grade one, 80% of teachers use supporting materials, while in the second and third grades only five per cent, in the fourth grade only 10%. Teachers used the following supporting materials or techniques: cards with words, syllables, letters / pictures; marking vowels and consonants In different colours; writing letters and sounds, pronouncing them; poster with pockets, filled with letters printed on pieces of paper, from which children take letters and make them into words. This data clearly illustrates that the share of work related to teaching sounds and letters in grade one is high but diminishes by grade four. This is partly to be expected given that school curricula put emphasis on teaching literacy in the first grade.
One-third of teachers used engaging materials or actions to support teaching, such as the following: cards with letters/codes; cards with pictures of birds and imitating the sounds of birds; writing on the blackboard / posters; writing words in syllables; using toys; splitting words into syllables with clapping; students learn the number of syllables by counting hand movements; physical exercise; and poems with pronunciation of letters and sounds.

The study showed that 85% of first grade teachers use information from textbooks to explain relationship between sounds and letters. Yet by the fourth grade only five per cent of teachers do so. In 66% of observed classes, teachers put unfamiliar words from students’ readings into a context understandable for students. Forty-nine per cent of observed teachers linked the new vocabulary with previous knowledge by asking questions and using other educational activities.

To some extent, teachers use modelling, supporting aids, and textbook materials. Although there is some variation, the level of dictionary use is pretty consistent, with 40% of first grade teachers organising work with a dictionary versus 50% in the fourth grade. Sixty two per cent of teachers encourage students to use pictures, and text features (e.g. title, subtitle, captions, illustrations) to predict content. Sixty eight per cent of teachers encourage students to use prior knowledge and supporting details of the text to aid comprehension. Seventy five per cent of teachers organize and encourage students to retell the main idea of a story or text. These positive indicators are consistent across the grade levels.
In half of the observed classes, students and teachers engaged in critical thinking about the general topic and the choice of text and discussed more complex questions. There is naturally a notable increase from grade one (30%) to grade four (60%).

Generally, teachers implement techniques, which improve comprehension skills, based on grade level. Consequently by grade four, children read a larger volume of text and students need to be though skills to compensate. However, the study found some shortcomings on the part of teachers in this respect. Only 18% of teachers asked students to create or write their own texts and some other techniques are applied very unevenly by teachers. For example, 20% of first grade teachers asked students to write words or sentences by dictation. In grade two, only 10% of teachers did the same but in third grade, use of this technique increased up to 25%, before dropping back to 10% in grade four. Sixty per cent of teachers did not check student pronunciation or did not even ask them to pronounce words. The percentage of teachers testing pronunciation decreased, from first to fourth grade, from 55% to 33%.

OLs showed how teachers respond to students who gave an incorrect answer, see Table 15.
	Table 15: Teacher’s reaction when student gave incorrect answer (%)
	Urban
	Rural
	Total

	Modeled (showed, demonstrated) the correct answer to the child
	24.5
	21.8
	22.4

	 Asked additional questions 
	14.3
	20.8
	19.5

	 Encouraged the child to try to do it again
	18.4
	13.2
	14.2

	 Called for another student
	14.3
	12.2
	12.6

	 Criticized the child 
	12.2
	12.2
	12.2

	 Provided feedback
	6.1
	11.2
	10.2

	 Ignored the mistake
	4.1
	4.1
	4.1

	Broke the problem into smaller pieces 
	2
	3
	2.8

	 Other
	4.1
	1.5
	2

	Total
	100
	100
	100


When students gave an incorrect answer, teachers provided the correct answer and asked the student additional questions or encouraged the child to try to give the correct answer again. Slightly less often teachers called another student and provided feedback.  In the case of an incorrect response, teachers rarely broke down the task into smaller steps and showed how to do it next time, while criticizing the student for the incorrect answer. According to observations, teachers seldom ignored mistakes.

Students’ grades are important tools for tracking learning outcomes, managing feedback and learning. Evaluation is related to the improvement of education quality and is primarily done through listening to how individual students read and by asking him/her questions during class, see Table 16.
	Table 16: Teacher’s evaluate student by (%)
	Grade 1
	Grade 2
	Grade 3
	Grade 4
	Total

	Asking questions during the lesson
	30.8
	32.1
	33.3
	35.1
	32.9

	Controlling how the students work in order to check comprehension
	28.8
	20.8
	22.2
	26.3
	24.5

	Listening to the student reading aloud
	36.5
	34.0
	33.3
	28.1
	32.9

	Organizing texts or tests for the class 
	3.8
	5.7
	7.4
	5.3
	5.6

	Other
	
	7.5
	3.7
	5.3
	4.2

	Total
	100
	100
	100
	100
	100


Unfortunately, there are poor dynamics in terms of approaches to student evaluations from grade one through four. Generally only one-third of teachers, or less, were seen to be employing evaluation techniques, such as asking questions, controlling students work to monitor comprehension or listening to students read aloud. Test or quizzes were also used very infrequently. Teachers did, however, use a number of different teaching strategies during class, see Table 17 below, which could help in terms of student evaluation and developing literacy more generally.
	Table 17: Strategies used by teachers during the classes (%)
	Grade 1
	Grade 2
	Grade 3
	Grade 4
	Total

	Called for some students to repeat phrases/words/sounds
	26.1
	3.6
	3.8
	7.4
	11.3

	Choral answer repeating a phrase/word/sound after a signal from the teacher
	21.7
	7.3
	5.7
	7.4
	11.3

	Called for some students to give a brief answer (for instance, yes/no)
	10.1
	23.6
	18.9
	14.8
	16.5

	Choral brief answer (e.g. yes/no)
	7.2
	10.9
	1.9
	11.1
	7.8

	Called for some students to freely express their opinion
	15.9
	21.8
	30.2
	25.9
	22.9

	Called for some students to retell the main idea of the text
	7.2
	29.1
	32.1
	29.6
	23.4

	Timed aloud reading by a student
	4.3
	1.8
	7.5
	1.9
	3.9

	Other
	2.9
	0.0
	0.0
	1.9
	1.3

	Did not use any
	4.3
	1.8
	0.0
	0.0
	1.7

	Total
	100
	100
	100
	100
	100


Nearly 87% of teachers use tests or word counts to assess reading skills. One tenth of teachers ask students to participate in assessments instead of giving tests. According to teachers, evaluation sheets or test assignments are developed by teachers (50%) and or by the Ministry of Education (37%). Teachers develop such materials in their spare time. Teachers indicated that main criteria used for evaluation are reading speed (30%), comprehension (20%), describing the text after reading (20%), expressive reading and intonation (12%), and the student’s level of effort (12%),  
Students are evaluated with varying frequency, once in a quarter (38%), at the end of each lesson (22%), every month (16%), weekly (14%), at each lesson (5%), or every day (5%). In 90% of cases the student receives feedback individually. Parents always receive information about evaluation results through student progress reports or report cards, and personal communication when parents bring their children to school or take them home.

When asked how they determine if students are ready new topics, 60% teachers said that they use techniques such as the following: "review past topics, check homework"; "ask various questions and see how they respond"; "look at reading fluency and speed of response"; and "test the knowledge." However, the remaining teachers gave answers such as "I can tell from their faces", "I can tell by the mood of the child." Five per cent of teachers noted that children themselves sometimes inform them that are not prepared for the lesson.

Teachers change their approach to teaching depending on the student’s learning results. To this end teachers inflate grades to encourage a student (45%), use interesting tests (30%), or talk to the child and learn about the issues that he/she has (21%). The majority of teachers stated that they give final grades for reading at the end of the school year. The grades are based on a five-point scale and are given using reading standards. The main problems listed by teachers, relating to the evaluation of student’s reading skills, are the total lack of reading skills of some students, the different reading levels among students, the fact that some read very fluently but have no comprehension  while others have the opposite problem. Some teachers also said they were afraid of causing upsetting students by giving a bad grade. The social status of children or the absence of their parents, due to labour migration, can discourage teachers from giving strict assessment.

Teachers assign students reading assignments as homework but to differing extents; once a week (26%), every day (21%), twice a week (21%), regularly (16%), after each reading lesson (11%). On occasion, teachers also ask students to draw images from books but teachers noted that very few parents take the time to help their own children prepare homework.

Section iii: Conclusion
Further analysis gives a picture of a rather mixed bag of positives and negatives in the classroom. Firstly, students do not apply sound/letter knowledge in reading and writing and less than half took an active part in analysis and used words in different contexts. Teachers stress technical aspects of reading more than comprehension.

Secondly, in terms of techniques used in class by teachers when teaching students to read, most teachers manage to give attention to all students during class, and pay equal attention to both boys and girls. Overall, teachers seem to be aware of and are using the correct approach to teach reading by using different teaching techniques according to the grade level. In addition, the modelling of reading and usage of visual aids and other additional materials were observed repeatedly during class observations. With that said, several important techniques are not being put to use. Further, although teachers have a certain vision for how reading standards, curricula and student evaluation are related, teachers find it difficult to connect them and use effective evaluation techniques.

iv. Suitability and Availability of Materials

a) Textbooks
OLs show that around two-thirds of students have textbooks. However, in a third of classes not all children had textbooks: in 28% of cases more than half of children had textbooks, in six per cent less than half, and in four per cent children had no textbooks at all. Note that the availability of textbooks in urban classrooms is much higher than in rural areas.

b) Additional reading material

Although, there are a variety of additional reading materials available in classrooms, some of which are used much more often than others,  there are clearly some shortages, see Table 18.
	Table 18: Availability materials, classroom aids and inventories %
	Visible but Not used
	Not visible Available
	Used in the lesson
	Not available

	Writing instruments (pens, pencils)
	30.0
	3.8
	56.3
	10.0

	Visual aids (pictures and so on)
	16.3
	6.3
	48.8
	28.8

	Notepads or paper
	42.5
	5.0
	35.0
	17.5

	Stories or books other than textbooks
	21.3
	11.3
	10.0
	57.5

	Teacher guides 
	20.0
	16.3
	32.5
	31.3

	Board, chalk, wiping cloth 
	17.5
	
	78.8
	3.8

	Big story books
	6.3
	1.3
	6.3
	86.3

	Game (manipulative) items (cards, cubes, letters)
	7.5
	
	20.0
	72.5

	Dictionaries
	7.5
	3.8
	
	88.8


The observed schools generally do not have dictionaries, large story books, games, and books other than textbooks. With that said in seven per cent of observed classes, dictionaries were within sight, but were still not used. Similarly large story books, games and non-textbooks were not really used in classrooms that actually had them. In 29% of observed classes teachers extensively taught children vocabulary words through a compilation of vocabulary word lists.

Forty per cent of school principals said that their schools had fiction, posters, and poems, while 30% of principals mentioned having visual materials in their school. According to principals, reading materials are kept in school libraries (80%) or class libraries (5%) and when books are available children often have direct access to them.. However, principals were quick to emphasise that books were old and in bad condition. Five per cent of schools receive the Ai Dainek children's newspaper and one in ten principals stated that they received good learning materials as part of a USAID program, or good toys purchased using money from parents. At the same time, many principals stated that parents rarely help to fund such purchases. Schools lack fiction titles for reading and principals did not know the ratio of textbooks to the students or the ratio of non-textbooks to students. Principals and teachers also noted the need for methodological manuals and professional development courses for primary school teachers in reading. To encourage and stimulate teachers, principals suggested conducting reading days, or contests among students and teachers.

All surveyed libraries work five days a week from 9:00 to 17:00. Some libraries operate six days a week, with half a day on Saturday (closing at 12:00). In one of the participating schools, the school library does not operate at all because it has no books, except for textbooks. Library visiting days are usually scheduled among various classes. Primary school students usually have their own allocated days. Many libraries make books available to students starting from grade one, although other libraries have different rules. Half of librarians said that students are allowed to use library resources starting from the second grade because, according to librarians, younger children cannot read well until grade two.  Ten per cent of librarians stated that students can only use the library grade three with the same number of librarians saying, rather worryingly, that only students from grade five on are permitted to use the library. However, 70% of librarians said that if a primary school student comes and asks to borrow a book, they would allow it. Libraries lend books for various periods of time as requested by readers, but most frequently for one week or three to four days, and less often for 10 days. All children can take library books home for seven to ten days with the possibility of an extension. According to librarians, primary school students turn in and take other books more frequently than senior students. 
All librarians noted deterioration in the range and quantity of books available as well as a reduction in reading itself among children. According to interviews primary school students are interested in colourful books and the Kyrgyz language magazine Keremet is very popular. On average school libraries receive two children's magazines. Fifteen per cent of schools in the study do not receive any Kyrgyz language magazines, while 60% receive one magazine, 10% receive two, and 10% are subscribed to three. Seventy per cent of schools don’t receive any Russian language magazine, while 25% receive one magazine. None of school libraries had access to the Internet for use of electronic libraries and the National Library of the Kyrgyz Republic. Overall, most school libraries operate in an old-fashioned manner, and new technologies are practically non-existent.
Libraries host various thematic activities to increase children's interest in books, such as ABC day, book days, usually around the 8th of March (International Women’s Day) and Navruz (Persian New Year), library tours, fairy tale days, reading weeks, book exhibitions and others. According to librarians, school libraries have from 10 to 5,000 books with an average of 983 books in libraries. It must be assumed that this number reflects the total amount of all books, textbooks and non-textbooks included, for all grades, from one to eleven and not the number of non-textbooks available for grades one to four. From the respondents who provided an answer for the number of books by language, the average is just 35 books in Kyrgyz language, and 1242 in Russian.

When answering the question about the reading non-textbook reading materials used in class, teachers mentioned fairy tales (23%), tests (13%), content from newspapers and magazines (12%), and proverbs (8%). Other materials discussed include tongue-twisters, DVDs, pictures, examples from everyday life, and songs. Teachers usually keep all non-textbook materials that are used for reading inside classrooms and libraries, less so at home. Aside from using the materials available in libraries, teachers have other sources of materials, either by buying themselves, making them by hand, cutting them out from magazines, borrowing from colleagues or acquiring them from generous parents.
c) Classroom inventories
Student generally had pens and other stationery, slightly more so than textbooks. Thus, in 72% of all classes, all children in the classroom had access to a pen or stationery. Classroom observations show that 75% of classes had many (more than five) posters or maps or other visual aids for reading. Most of them were hanging on the wall. Urban schools (94%) are better equipped with such materials than rural schools (70%). Eighteen per cent of classrooms had between three and five visual aids for reading, 2.5% of classes had one or two, and five per cent of classes had no visual aids for reading at all.

Hand-written materials created by teachers (e.g. teacher’s words or texts on posters or the board) were found in two-thirds of classes. Interestingly, only 38% of teachers went through a special training on how to develop educational materials for reading lessons. Nonetheless, half of the teachers who were not specially trained still make visual aids for teaching reading by themselves. A third of classes displayed student works, with more urban schools (44%) doing it than rural schools (23%).

Section iv: Conclusion

Further study of the suitability and availability of materials in schools found that there are general material shortages across schools. Firstly, OLs showed that in as many as a third of classes, not all students have textbooks. In ten per cent of classes less than half of children had no textbooks or there were no textbooks at all. Principals also voiced their concern about the shortage of textbooks.

Secondly, principals also emphasized that schools lack additional reading materials and that parents rarely buy enough materials for their children. To cover for this, teachers often use their own hand made reading and visual materials in class. Days for visiting the library are scheduled by grade, and usually there are specific days for primary school students. In the majority of cases, students are allowed to use library resources from grade one and take books home. Libraries host various thematic activities to increase children's interest in books but generally school libraries are in bad condition and lack modern technological amenities. Libraries have very limited selections in Kyrgyz but children’s magazines are available and popular.

v. Understanding and Usage of National Standards and Assessments in schools

This chapter focuses on how school reading standards are used and how assessments are carried out.
a) National reading assessment standards

Eighty per cent of principals are aware of the existence of national reading assessment standards, but they don’t know exactly when or how often such assessments occur, nor do they know for which grades these assessment are for or and when the last assessment took place. Thus, some principals believe that national reading assessments are conducted in their schools on a daily basis. Others believe that national reading assessments are held at the end of each quarter. Some principals believe that the reading assessment is given to students from the first to tenth grades, while others believe that the assessment is only for primary school students. At the same time, 20% of principals stated that they are not aware of national reading standards and could not say how frequently such reading assessments are held. In general, school principals are not directly involved in national reading assessments and this may partly explain the high level of confusion.
Sixty per cent of school principals had difficulty describing how national reading assessment results are used. Only a few principals reported that they analyse and make decisions based on the results of the findings. This group of principals analyse the evaluation results in order to identify slow learners, and use the results as a measure of teacher’s performance. In one interview, the principal said that poor results in reading for the entire class can serve as a reason to monitor the performance of the teacher in question. Almost all principals believe that reading assessment positively stimulates both students and teachers and that the reading assessment should be carried out in compliance with a national standard.

Teachers in contrast are well informed about the national reading assessment standards and its ins and outs. According to teachers, the aim of the reading assessment is to check the reading ability (fluency, speed), of students, and to assess their understanding and expressive reading. According to teachers, the assessment is first given to students when they are in grade two. A number of teachers conduct reading assessments once a week and usually at the end of each quarter. In several schools the evaluation is done in the presence of vice-principal or other teachers. Evaluation results for national reading assessments are discussed at the sessions of pedagogical councils where each teacher can get help and advice from peers. "I work using the Russian Federation textbook which is endorsed by the Ministry. Since some texts are not very interesting or relevant to us I prepare thematic texts that I use in addition to the textbook."
 All teachers actively use assessments for reading, meet with parents of those students who demonstrated poor results, give advice to students on how to improve reading, offer students special texts, help students to improve reading skills and techniques, and work on text comprehension and expressive reading. Teachers also use evaluation results to improve their work by selecting thematic texts, preparing special exercises, and by paying extra attention to students who fall behind and do not read very well.
b) National reading content standards

Principals and teachers are not aware of any national reading content standards; however, most assume that “certain standards concerning the content probably exist."
 The logic goes as follows: "If the reading textbooks were approved for use and meet educational standards, then the content of those texts conforms to educational standard as well, which means that the text content meets all standards."
 Following this logic, the majority of teachers believe that they all use reading content standards and all texts in the textbooks meet such standards.

Only a small proportion of teachers are concerned about the content of reading being limited to the reading textbooks. These teachers believe that textbooks and curriculum should include texts that reflect moral values, as well as national traditions, patriotism, and love for work. This group of respondents believes that lessons should not only build reading skills and develop the ability to understand a text but should also teach children about wisdom and eternal values.

Teachers have a rather vague understanding of their role in development of reading content standards and texts and think that standards should be developed by the experts in the Ministry of Education and the Academy of Education. At the same time teachers express their willingness to participate in the testing and monitoring of such standards.
c) National reading performance standards

In terms of national reading performance standards, schools rely on standards for reading speed that have existed for many years. Neither principals nor teachers are aware of any other standards. Almost all principals know that there are reading standards that measure the number of words a student in primary school can read per minute. In their opinion, all primary school teachers are well informed about these standards.

According to the majority of teachers, the reading quality standard for students in grade one is 15-20 words per minute, although teachers from other schools indicated that the standard is 30-35 words per minute. By the end of the second year of study, students should read 40-50 words per minute, 50-60 words per minute by the end of third grade, and 80-85 words per minute by the end of the fourth grade. Starting from grade two, teacher focuses more on reading comprehension than speed.

Section v: Conclusion

The study of the understanding and usage of national standards and assessments in schools revealed that there is much confusion about all the finer points of the national standards. Firstly, in terms of national reading assessment standards, most principals could not spell out the specifics of how the standard is implemented despite stating that they are aware of the existence of the standards. Teachers on the other hand are clearly well informed about the national assessment standards. However, there are problems in the use of standards. Principals are unsure how it is implemented and this influences the practice of teachers, some of whom are assessing reading once a week while others are only doing it at the end of each quarter. 
Secondly, principals and teachers are not aware of national reading content standards. Generally both groups of respondents believe that if a textbook is approved for use and meets the educational standard, then, in turn, the content of the text must correspond with the national standard.
Thirdly, national reading performance standards are understood as the standard that applies to the number of words a student should be able to read per minute in each grade. This system has been used in schools for many years. Despite this, there was no universal agreement on the number of words students should read per minute in the different grades. The reading performance standards include reading speed skills and comprehension. Generally, teachers indicated that they focus more on comprehension starting in grade two.

vi. Situation Analysis

This chapter is based on information obtained during the focus group discussions with parents and teachers and interviews with principals. The information portrays a more general picture by identifying key issues related to the reading of children and the factors influencing these problems in the home, in the school and in the community.
a) Influencing reading practice in the school

Barriers

Principals stated that teachers do not feel supported in their efforts to teach children to read. According to principals, many parents do not pay attention to reading and fail to create appropriate conditions for reading or doing homework at home. Further parents do not provide their children with the recommended additional literature. These statements of principals carry weight as 90% of teachers participating in discussions indicated that they do not feel supported in their efforts to teach children to read. Teachers also noted the difficulties they face when trying to locate suitable age appropriate text in the Kyrgyz language. Material shortages are a serious burden and according to teachers many new materials are desperately needed. In order for teachers to feel more supported in the work a number of changes are needed, chief among them the provision of textbooks to every student and more textbooks in Kyrgyz, see Table 19.

	Table 19
	(%)

	Individual textbooks
	29,2

	Textbook in Kyrgyz literature
	21,7

	Standard aids, manuals, methodological materials
	20,9

	Books with syllables tables, in-depth visual aids
	8,7

	Training in psychology, books on these trainings  as well as learning new techniques, workshops
	6,5

	Training videos
	4,3

	Parental support
	4,3


Principals also noted the materials shortages. Only two thirds of students have the needed textbooks and broadly speaking, other resources, such as non-textbooks and methodological materials are in short supply. School libraries are underdeveloped and there are few books in Kyrgyz. Principals believe that schools libraries need new modern children's books and that it would be very helpful for students and their reading development if translations of modern children's bestsellers were provided in Kyrgyz. Principals also believe that one easy way to improve the quality of reading in schools would be to reduce the number of pupils per class. It was noted that reading is an individual task and that a large number of pupils makes it impossible for a teacher to give sufficient attention to each student individually. There was also recognition of the need to increase primary school teachers' computer skills, and other technology skills, such as using copying machines.
The inadequate logistical support of schools is another serious obstacle, with examples given such as teachers in rural schools having no access to the resources needed to copy additional individual texts or exercises for reading. Principals also believe that they do not have the needed resources to incentivise a higher quality of work. Currently schools can only award teachers honorary certificates, which, principals believe, is not a meaningful enough incentive. Principals believe that in order for teachers to feel supported in their efforts to teach reading it is necessary for parents to help children with their homework, to read with their children and discuss the covered texts.
Supports

In-service trainings seem to be having a positive effect and teachers are highly interested in attending further trainings. Further, teachers monitor their own professional needs and often attend additional informal trainings which are offered regularly to teachers. Teachers and principals are very positive about the advantages of the school mentoring system and describe the mentors themselves as experienced teachers. Principals are also enthusiastic about the work of district level mentors.
Although, extra reading materials are at a premium, classrooms often have more than five visual aids as well as various materials handmade by teachers. In spite of their obvious limitations, libraries manage to host a range of reading activities and books are available to students, and can be brought home. Although, some schools receive no magazines in Kyrgyz, schools on average are subscribed to two publications with the children’s magazine Keremet particularly popular with young people.

b) Influencing reading practice in the home

Barriers

Many teachers spoke about the problems of pupil's learning to read and they mostly pertain to the poor attitude of parents. "Children in all classes almost do not read"; "Parents do not help at home"; "Parents do not pay attention to their children"; "There is no support of the learning process at home"; "There is no parental control"; "Regular reading is missing"; "Children forget what took place this week for the weekend"; "Children are having difficulties with long words"; "Children even have slurred speech even in first class - how to teach them to read?“
 Principals also discussed this and how parents are flat out failing to create an environment conducive to reading in the home.
Despite the high value placed on literacy, fathers rarely read with children, considering it ‘women’s work’. Comparable gender stereotypes were also commonplace. Mothers are reading at home but not frequently and other family members reading habits seem no better. Although the shortages in schools are no secret, many parents think that their kids can do just fine with the materials available at schools. In the home itself, there are very few children's books and parents seldom purchase new books because of the cost. Further, books clearly do not fare well families are drawing up budget priorities. Books in Kyrgyz, particularly children’s books are also in short supply. Sadly, some parents blame the state and international organizations for all of these problems rather than considering their own role in the situation.
Supports

There are few supports to speak of in the home aside from the fact that parents value literacy and realise the role it can play in providing a better future for their children.
c) Influencing reading practice in the community

Barriers

There is a shockingly low level of awareness about libraries with few parents able to say anything at all about their local community library. From what was said, it is clear, that community libraries are short on funding and this is reflected in the lack of new technology available at libraries as well as the limited books selection. The general condition of libraries is also not good. Like school libraries, community libraries are short of modern children's books and this seems to be part of a bigger national problem as time and again respondents mentioned the lack of, or the difficulty in acquiring, materials in Kyrgyz, particularly those that would interest and are suitable for young pupils. Although schools have many reading events and some organised in the community, advocacy and public messages about reading are rare.
Supports

Although in some cases, there was a lack of places to purchase books in rural areas, the problems really lies with the poor quality of the materials themselves and their cost. There were very few complaints about electricity supplies. Further, unlike Tajikistan, the labour burden placed on children by the community does not seem to be a serious obstacle in Kyrgyzstan. There are also several community based reading initiatives and the UNDP sponsored children’s TV program “Keremet Koch”.
Section vi: Conclusion

The summary is based on the barriers and supports to the development of reading among children. Firstly, teachers do not feel supported in their efforts to teach reading. Students do not have enough textbooks and rarely read, or have access to, non-textbook material. Although classrooms have many visual aids, materials are generally scarce. Principals also feel that there are seriously short of support and that classrooms are overcrowded and principals feel that there are no strong incentives for teachers. The school library environment is underdeveloped. There are few books in Kyrgyz and there are some unnecessary restrictions on young children's access to the library. Despite the shortcoming, in-service trainings are having a positive effect and teachers want further trainings. The school and district mentoring system and their respective mentors are well respected and teachers and principals alike feel the benefits to these systems. School libraries, in spite of their capacity, are hosting many reading events and are receiving Kyrgyz language magazines some of which are popular with students.
Secondly, although literacy is highly valued by all parents the culture of reading in the family is hindering the development of children’s reading competence. Naturally, when students don’t read at home, this slows progress in the classroom. Teachers noted the low level and even lack of interest from the side of parents in terms of reading with their children and helping them with homework. This is particularly true of men. Principals also noted that many parents do not pay attention to reading and that home environment does not encourage reading.

Thirdly, parents barely even know if there community has a library, let alone use it. With that said, first hand reports reveal that libraries are badly kept and are suffering from a chronic lack of Kyrgyz books and technology. The lack of Kyrgyz books is a serious impediment across the country and few are available anywhere, particularly books for children. There were very few complaints about electricity supplies and seasonal communal labour was not deemed a serious obstacle by many respondents. Although, public messages about reading are rare, schools have many reading events and some are even community based.
5. FINDINGS
i. Tajikistan

This qualitative research study has drawn a number of conclusions on reading in the home, the school and the community in Tajikistan and Kyrgyzstan. Conclusions on the situation in Tajikistan will be followed by brief recommendations before this section will draw conclusions from Kyrgyzstan and proffer further country specific recommendations.

i. Reading Culture Outside of the Classroom

Literacy is highly valued and seen as a must for a career, a good life and a better country. However, parents reading habits do not reflect this. With so few parents reading at home, other family members try to fill the void. Many communities do not have libraries, but even in those that do, they are not in use because of the conditions. Further, there are few places to purchase books and no community based reading initiatives. Public messages have little effect on these prevailing circumstances. 

a) In the home

Both mothers and fathers value literacy highly with emphasis placed on its long-term importance in regards to having a good career, a life with less difficulties and a better country more generally. There was very little gender differentiation although mothers were keen to point out their daughters must be literate so they can have good work opportunities and be more financially independent than they themselves are. However, reading itself seems to be less valued. Although children are reading at home, often with parents, at the same time many other parents are not reading at home, fathers, due to migration or long working hours, and mothers, due to working hours or family responsibilities. To fill this gap, family members, grandparents and older siblings in the main as well as aunts and uncles on occasion, help children to learn to read especially when a father figure is absent. 

b) In the community

It is important to mention that there are no libraries in over a quarter of sample communities. However, in communities where there was a library, usually nearby, the majority of parents were not using it. Overall community libraries are unused. Further, very few parents are purchasing books, although some several parents did allude to the absence of selling points outside urban centres. There are also almost no community based reading initiatives despite parents’ high level of enthusiasm and the value the place on literacy. Public messages about reading are not well designed or colourful enough or appeal to children. Moreover, these messages are overlooked by parents, even though they consider them to be useful. 
ii. Attitudes in the Education System towards Reading Instructional Theory and Practices

Teachers are pleased with in-service trainings although recently, trainings have had more of a lecture format to the detriment of the modelling and practising of techniques and experience sharing. Teachers receive feedback at training but there is no substantive follow-up. Generally, both school and district mentoring systems are seen as very helpful, particularly for young teachers. They are run independently with the school system and mentors more highly regarded. Yet, district mentors are approachable and helpful when needed even if there visits are irregular. Respondents generally felt that both systems can and should be improved.

a) In-service training

Generally both principals and teachers are aware of in-service trainings and, in the majority of cases, participate in it. Even though teachers want to attend trainings more often, the trainings themselves are following a lecture format, which does not appeal to many teachers. Although this format does not eliminate the modelling and practising of new techniques and sharing of experiences, it does limit the activities severely. Teachers more or less receive feedback during training but there more or less no real follow-up mentoring from the in-service trainers.  

b) School mentoring system

All of the sample schools have a school mentoring system, separate from the district system. As it was indicated, the program and regularity of work is managed in each school independently. Both principals and teachers have a positive attitude towards school mentors because of their years of experience, however, few were aware about courses, which mentors may have completed in regards to mentoring. In terms of effectiveness, respondents are generally satisfied with the system, particularly because teachers constantly receive feedback from the mentors, have access to their materials and may refer to them in the case of questions. However, there was the suggestion from principals and teachers that if mentors were paid and if had more access to better materials, the program would improve. 

c) District mentoring system

Almost all principals and teachers are aware of the district mentoring system. In comparison with school mentors, district mentors were not quite as highly regarded, but still were considered to be highly experienced and skilled. From the responses, it seems that one mentor regulates large number of teachers, and consequently there is the regularity of the work of any given district mentor in any given school varies considerably. On average, district mentors visit schools once per three weeks. With that said, teachers and principals feel comfortable that they can approach the district mentors when needed. Generally, respondents were positive about the effectiveness of the district mentoring system, highlighting the advantage for young teachers in Tajikistan due to migration and the retirement of experienced teachers. However, much like the school mentoring system, teachers and principals suggest that the system would be more effective if mentors were better paid. None of the schools are paying district mentors.
iii. Student’s Skills and the Techniques Teachers use to Develop Those Skills

In this section, the gap between the techniques teachers have, or claim to have, and their usage of them becomes apparent. Students in class did not exhibit many of the skills identified by teachers or those delineated in this study’s instruments. Although, teachers are satisfied with in-service trainings, few have acquired techniques to teach reading. Further, OLs did not support the claims of teachers that they are using the techniques covered at trainings. Nevertheless, teachers are eager to take part in more training to acquire newer, better methods.

a) Student’s skills

Interestingly, this study evidences the gap between the techniques listed by teachers during the FGDs and those practiced during observed classes. Teachers identified several important reading skills and comprehension as the foremost skill. However, the majority of students did not exhibit either these skills or the skills identified by this study.

b) New techniques acquired from in-service trainings

The majority of teachers are practicing new models and new techniques during in-service trainings and are broadly satisfied with the trainings even though few respondents acquired techniques that helped in the teaching of reading. Class observations revealed that the practice of teachers did not correlate with their statements about how in-service trainings led to important changes in their teaching.

c) Techniques used in class when teaching students to read

The class observation lists set out a number of practices and teaching techniques to be evaluated. The study found that most teachers in fact employ very few of them. Teachers claimed that they test reading skills when assessing whether students are ready for new content but only a few did so during the observed classes. In addition, teachers indicated that the assessment results do not influence their teaching program but rather encourages them to try and devote more time individually to the students who had problems. The majority of teachers claim to provide individual feedback to students, but this practice was rarely observed in the OLs. Teachers claim to assign additional reading assignments to the students, the regularity of which is up to the individual teacher. 

d) Methods teachers want to learn

Teachers are interested in taking part in government run in-service trainings with most eager to acquire new innovative teaching techniques.

iv. Suitability and Availability of Materials

This section again draws attention to the gap between the realities in schools and the perceptions of respondents. In-service trainings materials are generally relevant to school curriculum. Although they are not always free, there were no real complaints about their cost. Teachers also have access to materials used by mentors. In many cases, students have textbooks but often they are not the same edition. Additional reading materials was an unwelcome topic for many principals, although several openly spoke of the shortages they have; school libraries have on average 40 non-textbooks for grades 1-4. Interestingly, parents believe that schools have the materials. Teachers claim to prepare extra materials themselves, and with colleagues, yet less than half of classrooms had many visual materials on display.

a) Materials from in-service trainings and mentors

Teachers are provided with materials during in-service trainings some but not all are free for participants. Teachers feel that the materials, mostly methodological literature, are relevant to the curriculum. A majority of teachers received materials explaining how to use assessment results and are using said materials. Teachers in the main also have access to materials used by mentors and are pleased with them. Responses seem to suggest that teachers have the training and the materials and are putting what they have learned and acquired to use in class, however this was not borne out by classroom observations.

b) Textbooks

Class observations and statements by Principals suggest that students have the required textbooks. However, although this may be the case, the textbooks are often not of the same edition, creating obstacles to teachers during and after class.

c) Additional reading materials

When asked about additional reading materials, some spoke of serious shortages while other principals seemed to try to avoid the issue where as parents generally believe that schools have the materials. According to librarians, school libraries have 40 non-textbooks for grades 1-4 on average, with two thirds of the books in Tajik and the rest in Russian. Libraries subscribe to an average of 1.7 publications, mostly in Tajik. Many teachers prepare additional materials although very few have had any real training on how. Teachers share the materials, and their cost, with other teachers and use them regularly in class.

d) Classroom inventories

The comments of principals, concerned by a lack of materials, were not baseless. OLs revealed that schools have a serious lack of materials in classrooms. Less than half of the observed classroom had more than five kinds of visual materials. It should be said that this is partly the result of teachers failing to put the resources at their disposal to use. Further evidence of the gap between teachers claims, their perception of their work, and their practices.

v. Understanding and Usage of National Standards and Assessments in schools

This section once again illustrates the divide between the claims of respondents and classroom realities. Principals could not answer basic questions about national reading assessments standards despite most claiming to know them well. Teachers were generally unfamiliar with the assessment. Assessments serve the dual purpose of assessing and motivating students. Principals meet with staff if results are poor but little information is provided to schools about these results. The reading content standard is enforced via rigorous scheduling but teachers feel that the Tajik used in textbooks is too difficult. Reading performance standards are also being used but teachers found it hard to describe them specifically.
a) National reading assessment standards

This section again sheds light on the divide between classroom realities and the claims of respondents. Principals claim to be well informed about national reading assessments yet, at the same time, could not answer basic questions about how and when it is actually organised. The role of principals in the assessment is limited to oversight. Principals believe the assessments motivate students while simultaneously helping the administration to assess students and learn more about their difficulties. If expectations are unmet, principals meet with staff and search for ways to improve results in future. However, this process is made more difficult by the lack of information provided to schools about the results of the assessment. Teachers were generally unaware of the reading assessment.
b) National reading content standards
Principals and teachers are aware of the existence of national reading content standards. Schools implemented the standards, set by the Ministry of Education, through a system of strict scheduling followed by teachers. However teachers feel that it’s hard to fit the curricula in to scheduled 45 minute classes. Many teachers also feel that the Tajik used in newer textbooks is too difficult, creating extra challenges for teachers and students.
c) National reading performance standards

Principals and teachers stated that they are aware of, and implementing, national reading performance standards. However, when probed further, teachers’ answers were not consistent and they were unable to agree on when instruction should focus more on comprehension in favour of speed. Answers point to the noticeable trend that the public claims of teachers, and their self-perceptions, don’t quite match the reality.

vi. Situation Analysis

Libraries are in bad condition and short on non-textbooks. Teachers noted several barriers for students, such as the Tajik in textbooks and the lack of parental supervision. However, students are interested in, and can take home, library books, and teachers feel supported in their work. In the home, there are books shortages and parents are not buying new books. Thus, children only have access to the resources available in school libraries. Although, parents value literacy, they do not spend time reading with their children leaving other family members to fill in. One third of communities have no library, and libraries elsewhere lay idle due to their poor condition. Additionally, there are no community based reading initiatives and public messages have little impact although parents are at least aware of the challenges children face in learning to read. 

a) Influencing reading practice in the school

Barriers

In the school, libraries are often in poor shape and have little or no children’s books or books in Uzbek, the first language of a good percentage of students. Teachers complained that newer storybooks are not as good as before and that new textbooks use Tajik that is too hard for students. Although many schools have reading initiatives they are mostly only organised for national celebrations while a third of schools have none at all because of bad, infrastructure or a lack of funds. Librarians also believe that such events are suited only to older students. Teachers feel that bad infrastructure, electricity shortage, a lack of materials and overcrowded classrooms are the most pressing obstacles for students. Teachers stressed that parents are not playing an active enough role in their children’s education.

Supports

In the school, students are enthusiastic about reading and appear to be interested in the few books that are on offer. There are also reading initiatives in some libraries and students can use the library and take books home on average. Overall, teachers feel supported in their efforts, inform parents of student progress and are keen to work more closely with parents.

b) Influencing reading practice in the home

Barriers

In the home, there are few books and usually the books are only textbooks. Parents don’t buy new books for their children and in some families struggle to buy textbooks. The economic circumstances surrounding this should be of many families and communities cannot be overlooked. As a result children need access to resources that many schools and libraries cannot provide. Further, parents themselves don’t prioritise reading enough and fail to find time to read with their children because of their workload or the size of their family with some parents even excusing it by saying that their children simply aren’t interested in reading.

Supports

In the home, parents value literacy and generally have books in Tajik and / or children’s books. Some parents and other family members are also reading with children on a regular basis.

c) Influencing reading practice in the community

Barriers

In the community, local libraries are a serious issue. A third of communities have no library while libraries in the other communities go underused because of their poor condition and lack of materials. This problem is exacerbated by the lack of selling points for books outside of urban centres and the general lack of community based reading initiatives. Further, the general public pay little heed to public messages. Moreover, children face other obstacles such as the cold in winter, the expectation to work on the cotton harvest and the generally unpredictable electricity supply.

Supports

In the community, electricity is usually available and parents have multiple sources of light if really needed. Parents are also aware of the obstacles children face as they learn to read.

ii. Kyrgyzstan

i. Reading Culture Outside of the Classroom

Parents value literacy and its ability to help their children secure a better future. However, reading outside of school seems to be on the decrease are parents, particularly fathers do not prioritise it. There are few engaging materials available, for children and parents alike. This has led to a loss of motivation and interest in reading amongst children and adults as well as a diminishing functional role for community libraries. Parents are very unfamiliar with their local libraries. There are no public messages about reading and community based reading initiatives are rare.

a) In the home

Parents understand the importance of children's literacy and reading competence connecting it to the future welfare of their children. However, gender stereotypes were commonplace. A good education is considered by some as merely an additional advantage for a girl when looking for a husband while for boys, good reading skills is seen as an advantage when searching for a better paying job. Secondly, there is a lack of interest in reading books in the family, parents, children and other family members included. In reading mothers are reading more often with children than fathers but it is still only an occasional activity. The vast majority of fathers rarely read with children while they view reading and helping children with homework is work that is only suitable for women. There are few children's books in the home. Parents rarely purchase new books because of their high cost and books in general are not a spending priority for most families. Books are seen more as a type of gift, i.e. something to buy on rare occasions. Further, most parents believe that a child can get along well enough with school books. It is clear that parents do not grasp the importance of meaningful reading in the home for children and are also ill-informed about the materials available in schools. The parents' position was constant and their attempts to shift responsibility, for the reduced interest in reading, to the state and international organizations were noticeable.

b) In the community

There is a low level of awareness about local libraries. Only a few of the study's participants use their respective libraries and were able to evaluate the library in general or in particular, in terms of its condition, environment for reading and quality of books available. Advocacy and community based reading campaigns are rare and mostly half forgotten.
ii. Attitudes in the Education System towards Reading Instructional Theory and Practices

Teachers and principals are aware of formal in-service training courses and participate in them as well as in informal seminars and workshops organized by schools, international organizations and NGOs. Trainers make use of active learning methods and teachers receive feedback but there is not enough time to practice new skills. In-service training for elementary school teachers are in need of improvement in terms of the methodology for teaching reading. School and district mentoring systems run independently but are both viewed positively. Both groups of mentors are well regarded; they are seen as highly experienced personnel whose work is of noticeable benefit. Most methodological support comes at the district level.

a) In-service training

Teachers understand the importance of in-service trainings and use the trainings to improve and update their skills. During in-service trainings, participants share experiences and trainers use active learning methods and give feedback. However, some teachers felt that the courses offered little time to practice new skills and do not pay enough attention to teaching reading. After trainings, teachers make various changes in their practices, such as using group work, role playing and working individually with students. In most cases, teachers are paying for the materials available. The materials differ from those used by mentors. Teachers also attend informal trainings, which are usually short-term training courses and seminars organized by the school itself or often by international organizations and NGOs. Generally, teachers are able to monitor their own professional learning needs and consider all the trainings to be useful.

b) School mentoring system

There is a system of mentoring in schools. Principals stated that their mentors are experienced and they have methodological materials and training rooms in the schools. However, there are no fixed regulations for the number of teachers who are actually under the supervisory control of the mentors. Further, there is no fixed rate of salary for mentors. Payment depends on the number of teachers in the school and is agreed upon in accordance with the workload. Teachers view mentors positively and characterizing them as experienced teachers.

c) District mentoring system

Principals also reported that there is a district mentoring system operated by the Ministry of Education. District mentors are the primary source of the methodological assistance provided by district educational departments. Most principals feel this support from local government and that there are many benefit from the work of district level mentors and trainers.

iii. Student’s Skills and the Techniques Teachers use to Develop Those Skills

In OLs, students failed to demonstrate knowledge of letters / sounds in reading and writing. Rural schools tend to have teacher-centred reading, and urban schools a more child centred approach. Although it is difficult to ascertain the techniques actually used by teachers in class, on the basis of one observed class and FGDs, teachers were generally found not to be using techniques acquired at in-service trainings, such as group work. Teachers also focus on technical aspects of reading rather than comprehension. Although teachers spread their time evenly amongst students, teachers do not annunciate clearly or use interactive classroom activities. Teachers also have problems with the age stages of learning and the development of children.
a) Student’s skills

The study revealed that from the first grade emphasis is firmly placed on teaching reading in both the curriculum and the teaching program. However, in both urban and rural schools, students do not use knowledge of letters / sounds in reading and writing. Rural schools tend to have a more teacher-centred reading, and urban schools a more child centred approach with reading aloud in pairs and by individual children commonplace.
b) Techniques used in class when teaching students to read

It is difficult to trace certain trends in the use of activities, which may or may not have been acquired from in-service trainings, within the classroom. Generally, teachers do not pay serious attention to independent letter recognition from grade to grade. Although modelling aids and textbook materials are used to some extent, teachers rarely use improvised visual materials such as cards with words or pictures. Further, teachers infrequently use techniques such as educational games, arranging skits, singing, group work or brining students to the board. Teachers pay more attention to technical reading issues rather than reading comprehension. Speed of reading was identified as the most important reading skill followed by understanding, then retelling, and then intonation. During class most teachers were able to pay attention to all of their students and spread their time evenly amongst girls and boys. However, observation showed that two out of three teachers do not speak clearly and distinctly separate sounds. Further, as noted above, teachers are not using creative interactive teaching techniques.
iv. Suitability and Availability of Materials

Only two thirds of students have the necessary textbooks and the limited range of additional reading materials-available are in bad condition. Materials are kept in school libraries or classrooms and children have access from grade one and can bring books home for 7-10 days. There are scheduled days for different classes to visit the library and primary school students have their own special days. Librarians stated that the quality and quantity of books available is declining and most schools have two or less magazine subscriptions. Nonetheless libraries try to host regular reading events. Teachers mentioned having access to various additional materials as well as to materials they borrow from other teachers or make themselves. None of the school libraries were making some use of the internet and online resources. OLs revealed that while classrooms have certain materials, such as pens or visual aids, others materials, such as storybooks or dictionaries, are sorely missing.

a) Textbooks

OLs indicated that only two thirds of students have the necessary textbooks. Notably the availability of textbooks in urban classrooms is much higher than in rural areas.

b) Additional reading materials

Schools have non-textbooks, posters, poetry, and visual materials but these materials were by and large old and in poor condition. 10% of schools had previously received materials from USAID but generally principals said that schools still lacked fiction titles. The materials that are available are kept in school libraries or classrooms and children have direct access to them. Further, the shortage of methodological manuals on teaching reading for primary school teachers was highlighted.

Generally, school libraries are open five days a week from 09:00 to 17:00. Days for visiting the library are usually scheduled for each class and primary school students usually have their own allocated days. Books are generally available to students from grade one and children can take books home for 7-10 days. Librarians across the board alluded to the overall deterioration in the quality and quantity of books available as well as a general decrease in reading amongst children. Despite this, libraries host various thematic activities, usually coinciding with national holidays, to increase children's interest in books. The Kyrgyz language magazine Keremet is quite popular but schools on average receive two magazines. Fifteen per cent of schools in do not receive Kyrgyz language magazines.

Teachers mentioned having access to fairy tales, tests, newspapers, magazines, books of proverbs, tongue-twisters, DVD disks, pictures, and songs. Teachers usually keep these materials in class or in school libraries. Teachers often buy reading materials themselves, borrow from colleagues or, as is the case for many teachers, make their own even though only a third of participants attended training on how to develop materials for reading lessons. None of the school libraries had Internet, or access to electronic libraries such as the National Library of the Kyrgyz Republic. In this regard, most school libraries operate in an old-fashioned manner.

c) Classroom inventories

Generally students had pens and stationery items. However, dictionaries, story books, games, and non-textbooks were not commonly seen in classrooms. OLs revealed that three quarters of classrooms have more than five posters or maps or other visual aids. Materials, handmade by teachers, were found in a good number of schools as well as work done by students.

v. Understanding and Usage of National Standards and Assessments in schools

Principals are aware of national reading assessment standards but had noticeable trouble when asked to explain how they use these standards. Teachers are also aware of the national reading assessment standards but find it hard to implement due to the different literacy levels of students within their respective classes. Principals and teachers are not aware of the reading content standards. Teachers assess reading performance frequently and were generally aware of the standards, in terms of words per minute, in each grade although some schools seem to have their own systems. Teachers are also making use of various alternative forms of assessment, mostly those which they prepare themselves. However, teachers still find it difficult to grade the different grades according to the standards. Teachers noted that circumstances in students’ families can create additional difficulties when assessing students.

a) National reading assessment standards

80% of principals are aware of the existence of national reading assessment standards but there are clear problems in their usage as principals had difficulties explaining how they use these same standards. Teachers are aware of the reading standards and their requirements, relating to curriculum and evaluation instruction, but teachers find it difficult to implement them due to their students’ varying levels of literacy. Nonetheless, teachers assess reading, as per the standard, frequently, once per week and always at the end of each quarter.

b) National reading content standards
Principals and teachers are not aware of the national reading content standards. One respondent summed up this situation by stating that "if the textbook is approved for use and meets the educational standards, then the content of the text corresponds with the standard of education which means that the content of the texts meets all the standards as well".

c) National reading performance standards

There are standards for reading quality and for fluency but teachers find it difficult to use the criteria in each grade. The fluency standard by the end of the first grade, is 15-20 words per minute although answers varied amongst respondents with some schools using standards that may be independently determined in those schools. Principals were unsure whether the assessment is carried out for grade 1 - 10, or only for the primary school grades.

The study also found that numerous teachers are using other types and forms of assessments and evaluation as the following statements attest: "we do a review of past themes, check homework", "ask different questions and look how they respond", “pay attention to reading fluency and speed of response", "we conduct tests". Teachers confess that family circumstances and absentee parents create additional difficulties when assessing students.
vi. Situation Analysis

Teachers do not feel supported in their efforts because of the lack of support from parents. Generally, schools do not have enough logistical support and there is a shortage of textbooks. Additional reading materials are also scarce and libraries have few books in Kyrgyz. Class sizes are also much too large. Despite these barriers, teachers are interested in attending further in-service trainings to improve their skills and teachers monitor their own professional needs. Teachers and principals also view the mentoring systems positively. Further, despite resource limitations, visual materials are often seen in classes and libraries have reading events.
However, there are serious problems in terms of reading in the home and gender stereotyping is common. Although, parents value literacy, there is a general lack of interest in reading and some parents are blaming this on anyone other than themselves. Only a handful of respondents use their community library. The shortage of children’s books in libraries reflects the nationwide paucity of materials in Kyrgyz. Advocacy and community based reading campaigns are rare.

a) Influencing reading practice in the school

Barriers

In schools, teachers believe that they need more support in their efforts to teach reading to children. Principals noted that teachers do not always feel supported because of the palpable lack of support from parents. To change this, principals believe that parents must pay more attention to their children’s educational development and be more hands on in terms of helping children with homework and additional reading. These changes would help to encourage teachers as schools currently do not have the financial resources to offer a monetary incentive scheme to reward those who excel; honorary certificate are not a sufficient motivator. Generally, principals noted that schools do not receive enough logistical support.
Only two thirds of students had the required textbooks during observed classes. More generally, educational resources, such as non-textbooks, methodological materials and visual aids, are threadbare. The school libraries are also underdeveloped and there are few books available in Kyrgyz. Teachers also have difficulties when they need to photocopy materials and internet access is limited. An additional problem is that even when these resources are available, teachers often do not have the required skills. All of these problems are exacerbated by the sheer size of classes. The large number of pupils makes it extremely difficult for teachers to provide the level of attention, support and feedback that every student needs.

Supports

Teachers were highly interested in attending further in-service trainings to improve their skills, particularly in terms of interactive teaching methods and modern teaching technologies. Thus far, In-service trainings seem to be having some positive effects with almost all teachers modelling reading (e.g., speed, pronunciation, rhythm and intonation) in the course of class. Further, teachers are able to monitor their own professional needs in teaching. Teachers also view mentors positively and characterizing them as experienced teachers. During teacher evaluations, teachers are also exposed to the various kinds of materials used by mentors. Most principals see many advantages from the work of district level mentors and trainers and as a result feel more supported from local government.

Although, additional reading materials are often at a premium, most classrooms have more than five visual aids as well as materials made by teachers and students. Despite limited resources, libraries host various reading activities and books are available to students, and can be brought home, from grade one. Although, some schools have no Kyrgyz language magazines, on average schools receive two publications with the magazine Keremet particularly popular.
b) Influencing reading practice in the home

Barriers

In the home, there is a lack of interest in reading books. Fathers rarely read with children, considering this ‘women’s work’. Similar gender stereotypes were also common. There are few children's books in homes and parents seldom purchase new books because of the high cost. In spite of the limited resources found in most schools, parents seem to believe that children can get by with the books available at schools. Worryingly, some parents also tried to shift responsibility, for the reduced interest in reading, to the state and international organizations. The low culture of reading in the home hinders teachers in the classroom. Teachers noted the low level, and even absence, of interest from parents to study with their children. Similarly, principals alluded to this and how parents fail to create conditions for reading at home.
Supports

Parents value literacy and realise its importance for their children’s future.

c) Influencing reading practice in the community

Barriers

In the community, there is a low level of awareness about libraries. Only a few of all the study's participants use their community libraries and could describe it in detail. Community libraries, much like school libraries, are short of modern children's books. This is a nationwide problem as there seems to a general scarcity of materials in Kyrgyz, particularly in terms of interesting texts suitable for young pupils. Advocacy and community based reading campaigns are rare.

Supports

There were no issues in terms of places to purchase books. There were also no complaints about electricity supplies and obstacles such as the communal expectation for children to work at certain times of the year were not noted, unlike in Tajikistan.
iii. Recommendations

Although, there are nuances and discrepancies, the study found that the general issues faced in both countries are comparable and that four broad priority area recommendations fit Tajikistan and Kyrgyzstan equally. In light of this, the research recommends targeting the four priority areas listed below in a bid to improve reading in the home, the school and the community in Tajikistan and Kyrgyzstan. It should be stated at the outset that the introduction of computers and the internet to school libraries, coupled with the appropriate instruction in their use, would greatly help in each of the priority areas discussed below. This would be particularly effective if done in conjunction with the creation of education websites for the target countries that would provide information, such as national reading standards, and resources, such as additional materials, to administrators, teachers, librarians, parents and students. This would help address material shortages and would greatly facilitate the dissemination of up to date information and ease coordination between parents, schools and all educational facilitators. 

Priority Area 1: Support the creation and dissemination of colourful age appropriate materials in easy to understand day to day language for early grade learners.

Research found that there is a shortage of age appropriate materials available in the home, in classrooms, in school libraries and in community libraries. There are few genuine children’s books available in Tajik and Kyrgyz and few books in Uzbek in general, the first language of many students in both countries. Further, in Tajikistan, teachers have noted that newer storybooks are not as good as previously and that the Tajik used in textbooks has become too difficult. Although this was noted in Kyrgyzstan, as the use of Kyrgyz grows it is a possible consequence and should be kept in mind when designing future materials in Kyrgyzstan also.

Supporting the creation of children’s reading materials that are well printed, colourful and in day to day Tajik and Kyrgyz will help address the issues noted above. The creation of a illustrated storybook series, published intermittently, that follows the adventures of strong young characters is one example of the kind of idea that would appeal to children according to answers given by parents when asked about materials that interest their children. This activity should seek to engage with relevant local designers, businesses, printing houses and newspapers. The materials can then be distributed to schools and libraries to help alleviate their shortages as well as being offered online. 

Priority Area 2: Support new designs and new channels for public messages and new community reading initiatives to encourage reading itself for ALL family members. 

Research found that although literacy is valued by parents, reading is less valued and as a result parents do not prioritise it accordingly. Some parents excuse this behaviour by saying that their children aren’t interested in reading. This reflects the comments of teachers who stated that parents are not playing an active role in their children’s education. In schools, few reading events are organised for grades 1 - 4 while community initiatives are rare. Children also face other obstacles, weather, erratic electricity supplies and overcrowded classrooms. Public messages about reading are not well designed or colourful enough or appeal to children and parents pay them little heed.

Supporting new designs and new channels for public messages about reading and connecting these messages to community based events, for parents and children, will help to address these issues. Public messages on reading need new channels as the current standard approach are often ignored in both countries. New designs with children in mind are also needed. These public messages should highlight the importance of reading for all ages and will be more effective if they are tied in with a programme of community based initiatives that engage parents and children in reading and help to spread and share reading resources. The messages and initiatives should encourage parents to read more and take more interest in their children’s reading and overall education. This will have a significant impact on reading habits and help foster better home environments for reading.

Priority Area 3: Support a more interactive format for in-service trainings that emphasises reading. Complement this activity by implementing a meaningful follow-up mentoring system that is coordinated with an expanded school and district system.
Research found that there is no shortage of teacher trainings in Kyrgyzstan and that the trainings themselves are not a problem. Although there is much less training on offer in Tajikistan, teachers are content with in-service trainings despite their shortcoming, namely the lecture format limits the modelling and practising of techniques and sharing of experiences. Despite this, teachers do not seem to be using the techniques they acquire at trainings. The lack of follow up mentoring and coordination between trainers, and school and district mentors goes some way to explaining this. Further, the trainings do no focus on teaching reading.

Supporting more interactive formats for in-service trainings, that focus on techniques for teaching reading, would have a positive impact on teaching outcomes and help etch the techniques in the minds of teachers and illustrate their usefulness. This will only be effective if the appropriate follow up and mentoring system is in place to encourage the use in class of the techniques acquired. Given that teachers attend in-service trainings only once every five years, a special interactive training focused on reading would have more immediate impact. To ensure the best results, follow up mentoring should be better coordinated to include, and create constructive dialogue between, in-service trainers, school and district mentors and teachers. Although the school and district mentoring systems seem to be working well, better pay, better access to materials and better scheduling would improve the systems and help ensure that the skills and techniques acquired in trainings make it to the classroom floor.

Priority Area 4: Support the annual publication and distribution nationwide of a short, up-to-date booklet on national reading assessments, content and performance standards. Encourage the government to actively share ALL aspects of the results with schools and teachers.
Research found that there is a low level of knowledge about what national reading assessment, content and performance standards are, mean and actually consist of. Although systematic assessment in primary schools is essential, naturally schools will find it hard to plot an effective response to poor results when almost no information is provided about the assessment results, as is the case in Tajikistan. Teachers also find it hard to implement the standards in overcrowded classrooms with students of varying degrees of levels in 45 minute classes. Further, teachers often could not agree on when instruction should focus on comprehension in favour of speed or how many words students should be able to read in each of the grades. 

Supporting the publication of booklets on the whole range of government standards in both countries would help to address the information deficit. As these standards change regularly, an annually printed booklet, also available online, would be more effective. Disclosing all assessment results will help schools to plan more effective strategies to deal with underperforming students or groups of students. Policy dialogue with governments is essential to do the following: raise the issue of overcrowded classrooms; ensure the full disclosure of assessment results; help alleviate some of the scheduling difficulties faced by teachers; and raise awareness of the standards at schools.
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