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1 OVERVIEW

The coronavirus disease 2019 (COVID-19) crisis has caused unprecedented levels of
disruption to education systems worldwide. Across the Asia region, it is estimated that around
760 million children were impacted by school closures at the height of the pandemic.
Government response strategies have varied across the region, with some countries imposing
prolonged school lockdowns while others have had short, repeated closure periods. As
countries begin to reopen schools and continue to prepare for subsequent waves of COVID-
19 infection, there is a need to develop the greater capability of education systems to
safeguard learning and address persistent barriers to learning equality by harnessing the
opportunities for systemic change. However, school-based practices and responses that have
been effective in supporting the continuity of learning during the COVID-19 pandemic have
yet to be well examined, particularly in Asia. While the system and school structures are a
crucial component of educational quality, understanding what happens in a school setting can
offer meaningful insights into overcoming barriers to educational quality as education systems
recover and rebuild from the pandemic.

This report presents the findings of research undertaken in the Kyrgyz Republic, Central Asia.
It forms part of a broader study that aims to explore the system and school-level practices that
have supported learning continuity in Asia during the pandemic. The study will focus on the
practices of policymakers that have supported teaching and learning and consider ways in
which school leaders, teachers, and parents have worked to support children during periods
of disruption. Rather than comparing the responses of countries in Asia, this study will highlight
innovations in the system and school policies and programs in the Kyrgyz Republic and make
recommendations based on insights from the Kyrgyz Republic’s education system. The study
will focus on the system and school participants that support students in the Kyrgyz Republic
but will not include students themselves.

2 METHODOLOGY

In order to understand the ways in which the education sector of the Kyrgyz Republic has
responded to COVID-19, evidence has been drawn from research, policy, and current
examples of practice. The scope covers policies and practices focused on supporting teaching
and learning, with emphasis on the conditions that support students in the early years.

21 Research Questions
The study was guided by four sets of research questions:

1. How are countries’ planned responses aligned with available evidence and
frameworks on how to safeguard children’s learning progress and social and emotional
development, as well as address learning inequalities during the COVID-19
emergency and its aftermath? Do planned responses consider the needs of learners
in the early grades?
2. What was the evolution of each country’s basic education response to COVID-19, from
the initial crisis response to measures they took as the situation stabilized into the “new
normal, to their long-term plan for recovery and transformation following the pandemic?
a. To what extent was the country prepared to respond? What structures and
processes were in place that promoted responsiveness and resilience to the
pandemic?

b. What was the country’s initial planned response in 2020? Was this a temporary
measure or part of a plan for longer-term system strengthening moving forward?
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c. Where is the country currently in its response? Is this an extension of temporary
measures or part of a plan for longer-term system strengthening moving forward?

d. What plans are in place to strengthen the responsiveness and resilience of the
system moving forward?

3. At response timepoints (b) and (c), how successful have select countries been in
implementing the proposed solutions?

4. What are the gaps, challenges, and risks for reaching the most disadvantaged schools
and learners through technology-based remote learning solutions in response to
COVID-19? How could opportunities be leveraged to allow these interventions to be
successful into the future, including policy-enabling factors and promising classroom-
based practices?

An analytical framework (Figure 1) was developed to guide the investigation of the research
questions and consider the intersections between policy, school, and stakeholder-level
indicators that contribute to a resilient education system. The framework is informed by the
extensive literature on effective teaching and learning and draws from the emerging evidence
based on COVID-19 impacts on education systems worldwide.

Figure 1. Analytical Framework

POLICIES

sCHOOL,

Equitable
Learning

tog elogeflod

In the context of COVID-19, the three phases—Readiness, Response, and Recovery—
provide the operational context that influences how education systems plan for and manage
their strategies for improvement and resilience.! As such, each phase is aligned with the
research questions to examine: (1) the education system’s preparedness in anticipation of
risks to learning, (2) the continual process of response and adaptation to mitigate those risks
during the crisis, and (3) the focus on effective early recovery and long-term education
transformation that protects the needs of all learners. The three phases are represented in a

' This framework draws on USAID’s Reigniting Learning: Strategies for Accelerating Learning Post-Crisis evidence
review and Return to Learning during Crises toolkit and the work of the Organisation for Economic Co-operation
and Development (OECD) on promising policy responses to support greater education system resilience and
responsiveness. Each phase is underpinned by the central notion of resilience, in which change is embraced by
educators during periods of disruption, and moving forward, rather than returning to what has always been done,
is recognized, and rewarded. Both share similar elements in defining a path forward that prioritizes the policies and
practices to promote: (1) equity and inclusion, (2) flexibility in learning interventions and assessments, and (3)
building the capacity of educators. However, this framework also seeks to broaden the ways in which we recognize
system readiness and quality by focusing on the interplay between policy, practice, and equitable learning.
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cycle to reflect an iterative process where data-driven monitoring and improvement facilitate
greater systems strengthening and resilience.

A particular focus of this study is on school-level practices that safeguard children’s learning
and social-emotional well-being during and after the pandemic. Based on the established body
of research on the importance of school-level practices, the analytical framework identifies six
quality inputs that have the potential to influence student outcomes positively and which should
be considered preconditions for a resilient education system. A full description of the analytical
framework can be found in Annex A.

Leadership

Leadership focuses on improving student learning, supporting ongoing teacher professional
learning and collaboration, engaging all members of the school community, and promoting the
well-being and growth of the school community. Leadership can occur at various levels,
including at policy, school, or classroom levels.

Collaboration

Quality collaboration can occur between systems and schools, schools and families, and
school staff. Collaboration supports learning and well-being, engagement, motivation, and
student outcomes.

Well-Being and Inclusion

Well-being is a valued outcome of school structures, processes, and programs that support
the inclusion of all members of the school community (students, teachers, school leaders, and
families). A sense of well-being can support staff and student engagement and participation.

Differentiation

Differentiation relates to multiple pathways for learning, flexible options for engaging in
learning, responsiveness to individual needs, the use of evidence to inform decision-making
and planning, teacher autonomy to adjust and respond to the needs of their students, and the
context for teaching and learning, and support for teachers to enable a differentiated approach
(training, resources, mentoring).

Reflection

A culture of reflection looks for pathways to improvement and growth, uses evidence to
evaluate impact, and chances to identify areas for improvement, involving all members of the
school community in the process of reflection. Feedback is also an integral part of the reflective
process.

Growth

Growth is an emphasis on making progress, change, and improvement, and other structures
and processes that support teachers, students, and families to contribute to improvement
within their school community.

2.2 Data Collection and Analysis

Drawing upon the above analytical framework, the study employs multiple methods to offer a
descriptive account of the ways in which policymakers, teachers, school leaders, and parents
have responded to the challenges of the COVID-19 pandemic. With a focus on gathering
qualitative insights that have not yet been gathered in previous research, the study featured
three key data collection and analysis activities, which are explained in more detail below:
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o Desktop Reviews of relevant documents on COVID-19 education response in the
Kyrgyz Republic. This rapid review was undertaken to collate evidence from various
education systems about their COVID-19 responses and re-opening strategies. See
Annex B for the full desk review.

¢ Key Informant Interviews with Ministry of Education and Science (MOES) officials,
education leaders, teachers, and principals (n=20) to understand the decision-making
process and implementation of the planned response and the strategic focus of the
planned response at different points in time, as well as the focus, moving forward.
Interview data were collected face-to-face by in-country researchers. Where live
interviews were not possible, phone or online communication was used. See Annex
C for the complete interview protocols and list of informants.

e Survey: A non-representative survey with purposefully selected school leaders (n=41),
teachers (n=228), and parents (n=150) examining COVID-19 specific policies and
practices within school communities was conducted. Online and paper-based surveys
were distributed in both Kyrgyz and Russian languages to ensure a diversity of
insights. Open-ended data about challenges and opportunities were also collected as
part of the survey. See Annex C for the full survey instruments.

2.2.1 Participants’ Demographics

The geographic representation in this sample is consistent with the population, with the
majority of respondents located in rural areas. Given that 80 percent of schools in the Kyrgyz
Republic are located in rural areas, two-thirds (66 percent) of the sample were from
rural/remote areas, followed by 25 percent from regional/provincial centers and 9 percent from
cities. There was equal gender representation in the sample of school leaders and children
(as reported by their parents in the survey). However, there were more women teachers who
responded to the survey than men teachers. Most teachers (approximately 80 percent) had
more than 11 years of teaching experience. Almost 70 percent of households surveyed spoke
a language other than Kyrgyz or Russian at home. Participants’ demographics are illustrated
in Figures 2 to 6.

Figure 2. Location of Participants

Location

20% I
10%
- | H

School Leader (n=41) Teacher (n=228) Parent (n=150)

m Urban Remote Provincial
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Figure 3. Gender Breakdown of Participants

Gender
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30%
20%
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Figure 4. Years in the Profession
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Figure 5. Languages Spoken in the Home

Language Spoken at Home (n=150)

Kyrgyz

Russian

0% 10% 20% 30% 40% 50% 60% 70% 80%
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Figure 6. Children with Additional Learning Needs

Parents of Children with Additional Needs
(n=150)

Do not wish to answer [l

Unsure i
Yes, my child has both additional physical |
and intellectual needs
Yes, my child has additional intellectual
needs

Yes, my child has additional physical needs |

No, my child does not have any extra needs | NI

2.3 Analysis

1. Documents collected as part of the desk review were analyzed against the analytical
framework in order to understand levels of readiness to respond to COVID-19 in the
Kyrgyz Republic. Documents were collected and analyzed in English, Russian, and
Kyrgyz languages, with the support of in-country research teams.

2. Interview Data were subject to inductive thematic analysis using the Dedoose platform
against the analytical framework developed for the study. Saturation in themes was
reached during the process of analysis. The findings of the interviews confirmed those
key challenges and opportunities facing Kyrgyz as raised in the desktop review and
identified additional opportunities to those highlighted in the survey.

3. Survey Data were subject to descriptive statistical analysis using SPSS, with
additional open-ended responses subject to thematic analysis in the survey platform
Alchemer. The survey data provided insights into the experiences of school-level
participants and were triangulated with the key informant interview data and document
analysis to consider perceptions of given and received support in the Kyrgyz education
system.

2.4 Limitations

This study aims to investigate the ways in which schools and education systems in the Kyrgyz
Republic adapted to changes and challenges brought on by the COVID-19 pandemic. The
focus of the study is on basic education and the early grades, with sampling targeted at primary
school teachers, school leaders, and parents of young children. Where possible, data relating
to the impact on kindergarten (K) to Grade 3 students are highlighted. However, many of the
schools in the Kyrgyz Republic are K to Grade 12, and some responses can be expected to
reflect the experiences of both primary and secondary school students.

In an effort to fill the current gap in school-based insights around practices, the study is largely
based on qualitative data. Thus, the data included in this study are not representative.
However, there are many insights raised in the data that reflect the findings of previous
research (see United Nations Children’s Fund (UNICEF), 2021a, for example). These data
also highlighted gaps in evidence at the school level and provided an opportunity to identify
areas for further support and improvement in the Kyrgyz education system.
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3 READINESS: PREPAREDNESS TO SUPPORT
STUDENTS IN THE KYRGYZ REPUBLIC

3.1 Education Reform Policies

Prior to the pandemic, the Kyrgyz Republic was already experiencing a learning crisis. The
latest Sustainable Development Goal (SDG) Monitoring report found that more than 265
million children did not go to school. Of these children, 22 percent were primary school age
(National Statistical Committee of the Kyrgyz Republic [NSC] & UNICEF, 2020). Of those that
attended school, fewer than 60 percent of 7- to 14-year-olds were able to finish tasks on basic
reading and numeracy. These poor results point to a low-quality system, typically
characterized by a poor curriculum, lack of quality learning materials, low teacher quality, and
ineffective teaching practice and teacher management (Hou, 2011).

The Kyrgyz government had already undertaken a series of education reform initiatives to
address persistent, poor education outcomes in the country. Under the National Education
Strategy (NES) 2021-2040 (NES 2040) and the Education Action Plan 2021-2023, these
initiatives included a greater regulatory function of the education sector, expanding access to
preschool and basic education services and ensuring relevant skills to meet the demands of
the labor market. The government’s education reform agenda also saw an increase in the
education budget and decentralization of education services to the provincial offices. These
processes demonstrated a strong political commitment and leadership from the Kyrgyz
government to improve access and quality of education for all students.

When COVID-19 reached the Kyrgyz Republic, a state of emergency was declared on March
22, 2020, and the government enacted existing emergency response policies and
mechanisms to respond to the pandemic. This included coordination across government
through the Ministry of Emergency Situations, the Secretariat of National Platform for Disaster
Risk Reduction, and the Disaster Response Coordination Unit. The Unit was established in
2008 to improve communication and cooperation between the government, United Nations
agencies, international and local nongovernmental organizations (NGOs), and the donor
community to provide a humanitarian response to emergencies. This was coupled with the
development of a manual for emergency situations as part of a broader initiative to support
disaster risk reduction in vulnerable communities and educational settings.

In compliance with quarantine and lockdown requirements, the MOES closed schools across
the country. Remote learning strategies were quickly initiated by MOES in April 2020, and
schools were offered directives to support students and families. Some schools with boarding
facilities, residential institutions, or schools located in select remote areas were able to remain
open, but most schools experienced intermittent periods of closures during the 2020-2021
school year due to localized COVID-19 outbreaks. Given the decentralization of education
services to the provincial levels, there was greater autonomy for local education authorities to
respond to the needs of their communities.

3.2 Digitalization of Education

MOES was also responsible for the coordination of live lessons, which were broadcast on
three national television channels and two mobile network applications (UNICEF, 2020a).
Universities and television companies also collaborated with the MOES to provide studio
space for television lessons to be recorded (MOES, 2020). Over the course of the COVID-19
pandemic, more than 1,500 video lessons were created and distributed to support students at
all levels of schooling (MOES, 2020). An educational portal with teaching and learning
resources and online classes using Internet-based platforms such as YouTube was also
implemented (MOES, 2020).
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While the shift to remote and digital learning was necessary to support the continuity of
learning as part of the education system’s response to the COVID-19 pandemic, it also fast-
tracked the government’s long-term goal to establish the Kyrgyz Republic as an open digital
society. Under the NES 2040, the government plans to advance the integration of information
technology (IT) in the education sector by expanding Internet connections to all schools to
ensure equitable access to learning. According to the recent School Connectivity Map project,
67 percent of all public schools in the Kyrgyz Republic are connected to the Internet, with plans
to expand the connection to the remaining 691 schools (UNICEF, 2019). However, 35 of those
are deemed too difficult to connect through the Internet fiber network due to their geographical
locations and will need alternative solutions so that they are not left out of the digital
transformation process.

By having a clear strategy in place for the digitalization of the education sector, the government
of the Kyrgyz Republic has shown a commitment and readiness to implement remote learning
for all students. However, more needs to be understood about how digital education policies
are being translated into practices in the classroom to address challenges relating to equity,
quality, and data management to support student learning. The next section on Response
explores the efficacy of remote learning modalities used during the pandemic, including
challenges and opportunities for achieving the goals set out in the NES 2040.

3.3 Improving Teacher Quality

Individual schools and teachers played a central role in supporting the transition to remote
learning. They were responsible for designing online learning content, assigning homework or
other activities based on the MOES-issued television lessons, and supporting students to
engage with learning materials (Kasymova, 2020). To support teachers, the MOES’s National
In-Service Teacher Training Institute and the Republican Institute of Advanced Teaching and
Training prepared guidelines for the use of online learning platforms and recommendations
for how to coordinate remote learning, including the use of online platforms such as Zoom,
WhatsApp, Moodle, Google Classroom, Google Hangout, and Google Meet (MOES, 2020).
MOES also reported that a consultation and technical support hub was established to provide
IT technical support to teachers via the IT Academy (MOES, 2020).

Support for teachers during the pandemic was underpinned by the Kyrgyz government’s
existing teacher reform agenda under the NES 2040. Prior to the pandemic, the Kyrgyz
government had introduced a series of initiatives to improve teacher quality, including the
development of teaching methods and improved teacher training. Recently, there have been
efforts to elaborate teacher professional standards as a basis for in-service training and
revising performance incentives. This includes regulations that stipulate 72 hours of in-service
training every five years for teachers at the In-service Teacher Training Institute. However,
only 20 percent of eligible teachers are annually covered by the government budget due to a
reluctance from local authorities to pay for training expenses. While there was evidence of
support for teachers during the pandemic with additional training and resourcing provided by
the government, the data from this study suggest that this was not enough, and many teachers
had to rely on their own resources and peer networks to learn the sKkills required to deliver
remote learning.

3.4 Mental Health and Well-Being

The Kyrgyz Republic has a mental health policy, plan, and legislation, and, in 2008, 4 percent
of the health care budget was allocated to mental health (World Health Organization [WHO] &
Ministry of Health [MoH], 2008). However, mental health services in the Kyrgyz Republic lack
sufficient financing, equipment, and qualified specialists, resulting in low-quality mental health
care (Pinchuk et al., 2021). Before the pandemic, adolescents had been facing major stress
at home due to unstable family dynamics. Students in the Kyrgyz Republic consistently
reported major stress both at home and in school, associated with high levels of discrimination
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and violence (UNICEF, 2021). Adolescent suicide and attempted suicide reached 1,080 cases
from 2008 to 2018, which became a critical issue for youth and adolescents. Several
regulations have been put in place, including Law No. 185, “On measures to prevent harm to
children’s health, their physical, intellectual, mental, spiritual and moral development in the
Kyrgyz Republic.”

However, the restrictions imposed during the pandemic, coupled with the transition to remote
learning, have increased rates of vulnerability and placed many students at increased risk of
harm and disengagement from school (Zhanybek, 2021). At the start of the pandemic, the
number of reported domestic violence cases rose by 65 percent (Asian Development Bank
[ADB] & United Nations Development Programme [UNDP], 2020). In 2021, UNICEF identified
250,000 children and caregivers requiring access to mental health and psychosocial support
in the Kyrgyz Republic (UNICEF, 2021b). In response, MOES established a hotline to provide
psychological support to students in each Regional Education Department. Teams of teachers
and specialists were also assigned to monitor and support children and parents from
vulnerable families throughout the COVID-19 pandemic (MOES, 2020). However, school-
specific safety policies are not consistent across the country, and a culture of violence remains
pervasive in many schools and communities.

The development of policies and programs that support students and families is encouraging
and reflects a growing recognition of the role that education ministries and departments can
play in supporting the health and well-being of school communities as a key part of educational
practice. However, as discussed, the Kyrgyz Republic faces many challenges in supporting
students; many of which existed before the pandemic. Many of these challenges are
experienced by students but also by staff and system leaders. Yet there is still less information
available on the practices that can support students at the school level, particularly during
times of crisis. The pandemic has highlighted the increased vulnerability of children, parents,
and teachers to violence during periods of a school lockdown. It is clear that legislation has
yet to translate into guaranteed safety measures, and more needs to be done to understand
how education policies and practices can support the mental health and well-being of children
and teachers as the education system recovers.

3.5 Policies Supporting Inclusion and Equity

The Constitution of the Kyrgyz Republic in 2010 and the Law on Education in 2003 guarantee
citizens’ rights to education. In 2012, the government developed an education curriculum for
children who were out of school or dropped out before secondary education and wanted to
return. It was also revealed that street children and child laborers are the most vulnerable to
exclusion from school, and the government of the Kyrgyz Republic is making advancements
in efforts to eliminate the worst forms of child labor (U.S. Department of Labor’s Bureau of
International Labor Affairs, n.d.).

Children from ethnic minority groups have also been prioritized by the government, with the
establishment of the Department of Ethnic, Religious Policy, and Interaction with Civil Society,
responsible for implementing policies on interethnic relations. The government also supports
multilingual education for children from ethnic minority groups through the introduction of the
mother tongue in preschool. However, reports have shown a gradual decline in the use of
Uzbek as the language of instruction since 2010, which has further put Uzbek children at a
disadvantage in the classroom (Organization for Security and Co-operation in Europe [OSCE],
2019). With nearly 70 percent of parents surveyed reported speaking a mother tongue or
dialect at home, policies on multilingual education will need to be considered to ensure equity
of learning for all children.

The state has guaranteed the right to education for children with disabilities, and the
supporting policies have been included in the Code of the Kyrgyz Republic “On Children” in
2012 and the NES 2040 (UNICEF, 2021). While the “Concept and Program of Inclusive
Education 2019-2023” supports the right to education for children with disabilities, special
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education is still considered separate from mainstream education. The current regulation does
not include a definition of inclusive education and how to provide alternative modes, nor does
it require the use of alternative modes by teachers.

4 RESPONSE: SYSTEM AND SCHOOL
RESPONSES IN THE KYRGYZ REPUBLIC

This chapter presents the findings of surveys with school leaders, teachers, and parents, as
well as interviews with key policymakers across the Kyrgyz Republic. The data are presented
with consideration given to the six key factors outlined in the analytical framework.

41 Leadership

4.1.1 Government Policies

At a policy level, participants reported that the Kyrgyz government was quick to act in
implementing lockdowns and health policies (e.g., sanitizing surfaces and hand washing) to
reduce the impact of COVID-19 and protect the population. These efforts were perceived as
effective preventive measures to slow the spread of the virus in the community, protecting the
health and well-being of those in school environments.

“..there were many events planned at the government level. These are measures to
provide all kinds of medical or other means to ensure sanitary and hygienic
requirements in schools.”

—(POLICYMAKER)

“All measures, decrees, orders, and so on, that were from the side of the state, that is,
from the side of the government of our country, we all accepted for implementation, all
the measures that were required from educational institutions. Therefore, it was a very
good preventive measure to create conditions so that the pandemic does not cover a
large number of children and adults.”

—(SCHOOL LEADER)

In an effort to support the continuity of learning during school lockdowns, the government
introduced remote learning through online lessons and television broadcasts for those without
Internet access from April 8, 2020. This involved a coordinated effort between ministry officials,
teachers, and lecturers from teacher institutes to develop video lessons and digital content.
Guidelines were sent from the MOES to district departments of education, which provided
instruction to schools and parents. To facilitate learning in rural communities, the government
provided schools with phones and TVs. This was based on an assessment of need conducted
by the school and submitted for approval to the district-level Department of Education. The
government also negotiated partnerships with a private telecommunication company to
provide subsidized Internet access and mobile sim cards for students and teachers during
remote learning.

However, interview data suggests that this was not accessible to many households across the
country that did not have Internet access and largely relied on mobile or broadcast media for
learning during school closures.

Building Resilience in the Kyrgyz Republic: Readiness, Response, and Recovery 10



“The [MOES] of the Kyrgyz Republic developed a curriculum for working in a remote
format, prepared video lessons in all subjects, developed a broadcasting network, and
every week they prepared a schedule of video lessons and then sent it to the Raiono
(district Department of Education), from there the district sent it to schools. In addition,
the lesson schedule was printed out in various publications and Internet resources and
also distributed. Also posted on social networks to convey information to all parents.”

—(POLICYMAKER)

Despite efforts by the government to improve education continuity for the most disadvantaged
communities, there were still gaps in the provision of education services for many children.
Survey data suggest that up to 10 percent of students did not access remote learning in any
format during school closures. Schools also reported advocating for resources on behalf of
their communities and supporting teachers to adapt government-developed teaching and
learning content, such as TV broadcast lessons, to meet the individual needs of students. This
was strengthened by the collaborative relationships that schools built with parents during the
pandemic. Schools acted as frontline providers of assistance and resources for many
communities during the pandemic, and this was particularly evident in regional, remote, or low
socio-economic areas.

“As for local authorities and self-government, we did not see any special, tangible
support. Of course, they distributed humanitarian aid to children with food and the most
necessary goods, but they did not solve the issue of ensuring the continuity of
education for low-income families. We analyzed the needs of our families, submitted an
application, and wrote many letters to help low-income families purchase or provide
televisions and smartphones. But nothing was acquired; neither the district nor the
local authorities solved this problem. We ourselves distributed all our school TV sets
to these families, they watched, and after the pandemic, their parents returned them to
school.”

—(SCHOOL LEADER)

Interviews with key informants also highlighted MOES policies aimed at tackling the increasing
instances of domestic and sexual violence, one of many social and health challenges
exacerbated by the COVID-19 pandemic. Initiatives such as the “Practical Guide for Juvenile
Affairs Inspectors” and “Guidelines for Holding Meetings with School Children and Their
Parents” were developed as part of the multisectoral Approach to the Prevention of Sexual
Violence against Women and Girls Project. With support from development partners, the
MOES developed online resources for parents and teachers and information broadcast on
television on the prevention of sexual violence against minors. Recognizing the
disproportionate level of violence against girls, the ministry also developed information
campaigns and intervention programs targeted at women and girls.

“It is also important to note what had to be done to combat violence against children in
the fight against COVID; educational organizations should have provided assistance to
persons exposed to violence as part of their plans to combat the COVID pandemic,
paying special attention to children and families from risk groups, to carry out
preventive work, informing children about violence, legislative guarantees, assistance
services for families at risk.”

—(POLICYMAKER)

4.1.2 School-Level Practices

At the school level, leadership practices were evident across regions. School leaders
overwhelmingly reported that policies and procedures were well communicated from the
central MOES. Ninety-three percent indicated that they were aware of policies regarding
remote learning delivery and expectations from the ministry/provincial offices for ensuring
continuity of learning. Although most school leaders reported awareness of policies regarding
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learning continuity (Figure 7), many school representatives indicated that their school largely
led its own response to the challenges of the pandemic. School-based responses appeared
most effective in well-resourced schools, especially private schools and those in metro areas.

While national-level guidelines relating to school closures and remote learning are important
to help school leaders and teachers plan and deliver lessons during the lockdown period,
schools must be able to make decisions that are reflective of the needs of their local context.
This includes having the mandate to make decisions about curricula adaptation, assessment
practice, school closures, data collection, teacher training, and well-being and inclusion
practices that promote student engagement and support. The three most common practices
implemented by school leaders on a weekly basis were: meeting with teachers to discuss
support for student learning, providing additional training to teachers on remote learning, and
meeting with teachers to discuss their needs. There was also evidence of teacher autonomy
in the implementation of remote learning through adapting lessons and summative
assessment tasks (particularly for differentiated learning) and trying new ways to monitor
student engagement and growth.

Figure 7: School Leader Awareness of Policies That Promote Continuity of
Learning

Were you aware of policies regarding remote learning
delivery and expectations of ministry/provincial offices for
ensuring continuity of learning?

= Yes = No

School leaders reported that they felt well supported across the various organizations
highlighted in the questionnaire, particularly the Ministry of Education/Department of
Education, teacher training associations, and local education authorities. Conversely, they
indicated that they felt the least supported by aid organizations and private donors.

“I want to say that our school, ours and private schools, we mastered this faster than
all these seminars were organized...But nevertheless, we later participated in those
seminars conducted by the city Department of Education. And at the level of the
ministry, online meetings were held with teachers, with the administration....”

—(SCHOOL LEADER)

“Many teachers didn't have smartphones. But | remember one of the first is the
dedication of teachers. They themselves somehow saved money, bought phones for
themselves.”

—(POLICYMAKER)

School leaders also indicated that they met with teachers frequently to discuss ways to support
student learning and to understand the changing needs of teachers and the challenges they
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were facing. Sixty-three percent said they also provided additional weekly training on remote
learning mechanisms. Overall, approximately 75 percent of teachers were satisfied with the
level of support provided by their school. However, despite a desire to discuss student needs
and learning more frequently, only approximately 50 percent of teachers reported meeting with
their school leaders regularly.

4.2 Collaboration

Collaboration between the central and district education authorities was found to be key to the
development of policies and guidelines supporting adaptation to the provision of education
services across the country at community and school levels. This included the suspension of
standardized tests; extension of the duration of the school year; the provision of additional
learning resources; curriculum adaptation to focus on core competencies during remote
learning; guidelines for teaching practice during remote learning (e.g., working hours); and
mental health and psychosocial support for teachers, parents, and students through a
centralized hotline.

“In our district, in the district education department, a hotline was set up, and every
school also had a hotline. The students also had a hard time. And so that they receive
psychological assistance so that he does not feel somehow isolated, maybe they get
into some stressful situations, even if they were at home, maybe there were some
unresolved problems... The ministry told us to organize such lines.”

—(POLICYMAKER)

Collaboration with others was important; however, there were differences observed at the
school level in perceptions of support and collaboration with different organizations (Figure
8).

Figure 8. School Leader Perceptions of Support

How supported were you by the following
organizations/people during the school closures/periods of
remote learning?

Supported M Not Supported

Aid organizations/private donors - T

The local community
Parents/caregivers
Teacher associations
Local education authority

Provincial education body

Ministry of Education/Department of Education

0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

4.2.1 Collaboration Among Teachers and School Leaders

As a result of the transition to remote learning, participants indicated that while MOES provided
access to various technological platforms, there was a need to collaborate with other teachers
and teacher training institutes to equip teachers with the necessary skills and knowledge to
develop and deliver learning materials using online teaching and learning platforms and
methodologies. In many cases, schools developed their own training or sought assistance
from external stakeholders to upskill teachers in how to teach via remote learning, including
instruction in the use of various technologies. This transition was a complex and ongoing
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process for teachers, and a key finding from this study highlighted that older teachers had
greater difficulty transitioning to online modalities and were regularly required to support and
build knowledge of their younger colleagues.

“When we started online teaching, then it was decided to form a working group for this;
they taught at our university and then began to train teachers in schools.”

—(TEACHER EDUCATOR)

“They learned how to teach online...we all talked to each other, with those who knew
how to enter online lessons, quickly began to distribute, taught each other how to do
it. And we were even surprised that the teachers were so active, but it was still difficult.”

—(POLICYMAKER)

4.2.2 Collaboration with Parents

School leaders and teachers reported that collaboration with parents had increased as a result
of remote learning, with parents becoming more engaged with their children’s learning and
monitoring progress. Prior to the pandemic, one education expert estimated that only 20 to 30
percent of parents would communicate with teachers. However, during remote learning, 70
percent of teachers reported that they communicated with parents on ways to support student
learning on a weekly basis.

“Of course, we talked [to parents] almost 24 hours a day. There was constant feedback;
we studied ourselves and taught our children; we had to work with parents first so that
later they could help their children.”

—(TEACHER)

“Parents had a good opportunity to monitor the learning process directly. Everyone
controlled their children to be present at lessons. | saw how parents came to the
lessons together and took part.”

—(EDUCATION EXPERT)

“Parents began to participate more actively in the school life of the child, to
communicate with them more. At this time, teachers called and asked questions about
working with parents. Thanks to these teachers who were able to organize and conduct
work with parents. And thanks to the parents who supported the children in a timely
manner and were sympathetic to the teachers, which helped with the participation of
children in online learning.”

—(EDUCATION EXPERT)

Teachers also noted that “children liked to work together with parents,” suggesting an
increased desire for parental interest and support from children. It was evident that parents
appreciated these collaborative efforts, as survey results revealed that 84 percent of parents
agreed they were satisfied with the level of support provided by their child’s school.

Parents reported that during school closures and periods of remote learning, their child
continued to learn remotely through school but also noted that students were unprepared for
independent learning. Parents consistently responded that they very frequently (at least 3-4
times a week) checked that their child had completed all their homework, helped with remote
learning, and helped their child with learning assessments.

However, the extent to which parents could support children’s engagement in remote learning
was a key concern held by policymakers, school leaders, and teachers. Most educators
identified limited parental capacity to support their child with schoolwork (81 percent), limited
home resources (78 percent, e.g., Internet, data, devices, quiet space, desk, books), and
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limited parental engagement (77 percent) as the most significant challenges they faced in
supporting students during the pandemic.

Interviews with key informants corroborated these findings and attributed parents’ own work
schedules, low literacy levels, limited knowledge of curriculum content areas, or difficulties
ensuring students complied with learning requirements to difficulties in supporting their
children in remote learning.

“Many parents did not make their children attend classes; instead of studying, they
focused on fieldwork or earning money.”

—(TEACHER)

“I used Zoom and classroom platforms. However, students' and parents’' lack of
understanding impacted student participation.”

—(TEACHER)

“Of course, there were difficulties in what way many parents were not ready to
cooperate online with teachers; for this, they had to separately conduct some teaching
moments, namely in an online format.”

—(SCHOOL LEADER)

These challenges seemed to be magnified in the early grades, with teachers and school
leaders reporting a gap in student learning outcomes when they returned to school due to a
lack of parental capacity to support foundational literacy and numeracy skills. Teachers also
noted that young children especially struggled with self-regulation during remote learning and
required more intensive support from parents. As one school leader noted:

“But children, especially those who were in the first grade, who completed assignments
with their parents and then came to school, we saw that they never learned to read.
Parents do not know this technique; teachers, of course, tried to explain to them how
to work with the child, sending them instructions and tasks, someone delivered tasks,
but this was not enough via WhatsApp.”

—(SCHOOL LEADER)

4.3 Well-Being and Inclusion

4.3.1 Student Well-Being

The mental health and psychosocial well-being of students and young people have been a
challenging area in the Kyrgyz Republic for some time. The COVID-19 pandemic contributed
to the burden of mental health concerns in the Kyrgyz Republic, adding pressure to already
stretched mental health services. UNICEF identified 250,000 children and caregivers requiring
access to mental health and psychosocial support (2021), and the MOES targeted this issue
by establishing a hotline for counseling and other psychological support for students. Teams
of teachers and specialists were also assigned to counsel children and parents from
vulnerable families throughout the COVID-19 pandemic (MOES, 2020).

“Children started running away from their families and also by contacting the helpline
(hotline)... For eight months of 2020, the Ministry of Labor and Social Development says
that there were 96,733 phone calls or 390 calls in just one day...23.4% applied because
of misunderstandings between parents and children due to online lessons, children
running away from their home, aggressive behavior of the child, etc., and 10% of them
applied for social assistance, and 293 people applied for psychological disorders, of
which 178, this is 7.2%—there were children.”

—(POLICYMAKER)
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Some reports from participants indicated that teachers also visited the homes of
disadvantaged children to ensure they had access to learning, including resources, food, and
mental health support. Eighty-three percent of school leaders and 86 percent of teachers
reported that they worried about the mental health and well-being of their students. Most said
they tried new ways to engage all students in learning and often provided mental health
resources for their students and families.

“We had teachers going from house to house, especially in the category of those
children who were inclusive, or these were children from low-income families... we have
families, unfortunately, who didn’t have a TV at home, to watch the lesson...We
delivered food to some families, again together with our parents. We submitted lists of
such children and families who had problems in local governments, and the mayor's
office of the city, accordingly, also supported such families with food packages.”

—(SCHOOL LEADER)

The findings of this study also suggest that the adaptation of school practices assisted in
establishing safe and productive learning environments for all. For example, it was reported
that some schools already conducted yearly health checks for students, which ensured they
already had access to health data for many students and could identify those at an increased
risk of complications related to COVID-19. These data, together with increased health and
safety practices, including improved sanitization and hygiene awareness among staff and
students, were said to contribute greatly to the safety of schools throughout the pandemic and
beyond.

“Every year before the start of the school year, we conduct a medical examination of
all our auxiliary workers and teachers; we have certificates from children, we know
which children are registered in a dispensary in one or another children's clinic,
probably, it has helped us to take specific measures to take action on such children
who are more prone to infections.”

—(SCHOOL LEADER)

There were also mental health and well-being challenges around the transition to online
learning and the lack of protective factors that a school environment provides. It was found
that many home environments were not physically safe for children, and increased reports of
family violence, sexual abuse, and teenage pregnancies were received.

“Because in the education system, it is the educational organization that, it turns out,
is a safe environment where the child was not subjected to violence, and both parents
and teachers understood this.”

—(POLICYMAKER)

“When we moved to an online form, we saw a lot of violence, witnessed how children
were subjected to violence, especially children and women, difficulties fell on the
shoulders of educational organizations.... Basically, the problem manifested itself in
the fact that children were subjected to a domestic violence... violence by their own
families, because many parents realized that they could not or did not know how to
educate and were already in a situation in which they almost screamed.”

—(POLICYMAKER)

“The number of child suicides compared to 2019 increased by 30%, of which 12 are
girls, and 39 are boys. They were probably under a lot of stress, these children killed
themselves, and they were school-age children. And for six months of 2020, 159
children were put on the wanted list as missing....”

—(POLICYMAKER)
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4.3.2 Educator Well-Being

Teachers reported increased mental health and well-being concerns, including poorer mental
health due to the extra workload, managing student engagement online, and difficulties
meeting the demands of parents to support their children during remote learning and to be
available constantly. School leaders also reported increased levels of well-being and mental
health concerns in their schools and adopted additional measures to support their staff and
school community, as demonstrated in Figure 9 below:

Figure 9. School Well-Being Challenges

Please indicate the extent to which well-being levels were
impacted and/or supported in your school during the
pandemic.

Often Sometimes Rarely W Never

| provided/implemented additional resources and training for
teachers of students with individual learning needs/disabilities | —_—"—

| provided mental health resources to students and families

I provided mental health resources to teachers

I'worried about the mental health and well-being of my students
—

I worried about the stress levels of my teachers
—

| experienced more stress in my work
—

0% 10% 20%  30% 40%  50%  60% 70%

While survey data revealed that most school leaders tried to provide mental health resources
‘sometimes’ or ‘often’ to teachers and students, a lack of qualified staff to support a growing
mental health crisis in the Kyrgyz Republic impacted heavily on the availability and
accessibility of support.

“Let the teacher only teach the students and not do other work. Let the parents of the
students feel the responsibility. Let them conduct activities, seminars, and educational
activities in this regard. It is very difficult to work as a teacher.”

—(TEACHER)

A wide majority of teachers with children of their own faced the compounded challenges of
being both a teacher and a parent. More than 90 percent of teachers surveyed reported having
caring responsibilities (Figure 10).
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Figure 10. Teacher Caring Responsibility

Do you have children/caring responsibilities in your home?

=Yes = No Prefer not to say

The dual role of teacher/caregiver presented unique difficulties and added to the burden of
mental health and well-being concerns.

“You know, the most negative moment at this time is that | stopped paying attention to
my child; he lagged behind, honestly. My child was left without attention, and without
help, he began to experience psychological stress. At first, | was torn between family
and work, working with the class took a lot of time.”

—(TEACHER)

4.3.3 Students with Additional Learning Needs

Remote and online learning was also seen as a strategy to cater to the needs of different
students, such as those with special learning or psychosocial needs, who performed better
during remote learning compared to face-to-face learning. Technology was identified as the
key to supporting differing learning needs and supporting the Kyrgyz education system’s ability
to transition to remote learning. However, data gathered from key informants indicated that
technology also acted as a barrier in terms of resourcing, availability, and access. The
integration of technology platforms to support curriculum delivery and the adoption of teaching
activities to work within an online environment was an effective methodology for schools to
continue to deliver learning during the COVID-19 pandemic. Multiple modalities were used for
distance learning, e.g., television lessons and online platforms such as Zoom, WhatsApp,
Google Classroom, Google Meet, YouTube, and YaClass.

For students with physical disabilities or accessibility issues who may have previously
struggled to access school learning environments, data suggest remote learning fostered
equal participation. There was a concerted effort by the MOES and district education
authorities to ensure that students with special needs were supported during remote learning.
For example, the MOES video lessons included sign language translations.

“. ..created online lessons, video lessons for children with disabilities, children with
special needs...so many interesting video lessons were created, especially for
elementary school, for children who were in elementary school by age, to the point that
we were shown the requirements, good methodological support was provided, and very
interesting lessons came out for children with certain educational needs, who took
these lessons at home with the help of their parents.”

—(POLICYMAKER)
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At the school level, there was evidence of teachers adapting lessons and using different
pedagogical strategies to cater to students with special needs. “Did we work almost
the same with all of them, maybe the only thing for these children was more attention
in terms of the fact that they did not always succeed with everyone, and then the
teachers held separate consultations for these children in extra time if they didn't make
it”

—(SCHOOL LEADER)

Although it is likely to have occurred, there was limited evidence of schools without access to
online platforms using and distributing paper-based resources to overcome resourcing and
access challenges. There are limited data on those students who were unable to access online
learning and little evidence of what schools did to support students who did not have
resources, except for teachers reporting the distribution of devices. Although parents and
caregivers were asked to share insights into the experiences of children with additional
learning needs, data retrieved were extremely limited, and analysis was not possible. This
may be because physical, intellectual, and social disabilities remain stigmatized in the Kyrgyz
Republic. Future research could provide more insight into the experiences of students and
their families, and the ways in which inclusion can be promoted as part of remote or blended
learning approaches

4.4 Differentiation

At the onset of school closures, the MOES worked with teachers, curriculum writers, and
pedagogical advisors to quickly develop video content for television broadcasting and online
learning. Each school was expected to use the content to support the continuity of learning in
their communities. However, many teachers and school leaders interviewed reported that
these resources were too generalized and had to be adapted to their school and student
context. This is consistent with the experience of other countries in Asia. In an attempt to
rapidly roll out the remote learning curriculum, ministries of education tended to focus on a
one-size-fits-all approach with little emphasis on the individual pedagogical needs of learners.

Data from the survey and interviews indicated that educators in the Kyrgyz Republic tried to
be responsive to the individual learning needs of their students. Ninety-five percent of teachers
indicated that they adapted the curriculum and assessment practices for different students.
This included a focus on foundational literacy and numeracy skills, reducing lesson times,
incorporating psychosocial well-being and physical activities into lessons, and conducting
regular phone checks to monitor student growth.

During the pandemic, teachers also received support from their school leaders and teacher
trainers on how to adopt differentiated approaches during remote learning. As one teacher
educator noted:

“..the students and | have already included in our classes that if | explain some
material, | will use different resources, | will use different videos, where a male voice
will sound, a female voice, where different tempos will sound—faster, slower
intonations, it is necessary that there is no such thing that the child understands only
his teacher.”

—(TEACHER EDUCATOR)

Some private schools are already seeing the benefit of remote learning to support different
student needs, particularly for those who perform better using online or blended modalities.
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“And we are already thinking about amending the charter and, possibly, organizing
online education for certain categories of children. After all, as the practice has shown,
when we did the analysis, not all children were negatively affected by online learning
in terms of the quality of education. As it turned out, there would be such children who,
on the contrary, were more comfortable in this way.”

—(SCHOOL LEADER)

However, there is still a lack of evidence on the extent and quality of differentiated techniques
used by teachers during the pandemic. Further exploration of classroom-based practices
would help identify areas for targeting teacher training and support for differentiation.

4.5 Growth

A focus on student growth was reported in school-level data. Most teachers who participated
in the study agreed that they were expected to assess student learning and monitor student
engagement by their schools. Most teachers also reported using evidence/data to reflect on
how students were performing and highlighted their collection of data to monitor student
growth. However, just over half of parents agreed that their child’s school assessed their
child’s learning and monitored their child’s level of engagement. This disconnect provides an
opportunity for further exploration, which could encourage teachers and parents to share
responsibility for student participation and achievement.

“I think the best way is for parents, teachers, and students to work together and have
feedback.”

—(TEACHER)

While teachers reported that students had developed their learning skills through the transition
to online methodologies, changes to teacher practice using remote mechanisms were also
apparent. Improvements in learning activities such as creating online resources, research,
independence, and time management were reported. Willingness to participate in new
approaches to teaching marks an opportunity for teachers to diversify their practice and appeal
to students of different interests and abilities. Personal and professional growth among
educators also recognizes the opportunities provided by the pandemic.

“When my teachers began to conduct lessons online, it was very difficult for me to
teach them. | forced them to film a lesson, which was filmed and sent to the group, then
the parents began to complain that there were so many mistakes in the lessons on
physics, chemistry, in all subjects which were prepared, that the teachers could not
speak. However, time forced my teachers and me to learn how to prepare good lessons,
check each other's mistakes, and correct and helped to each other. That time urged the
teachers to show how it is possible to make a lesson properly, briefly, and clearly for
their students.”

—(SCHOOL LEADER)

“Atfirst, | had trouble; later, we used different methods of teaching. In the online lesson,
[we used] test questions with pictures, narration, logical instructions, and problems.
The students were interested.”

—(TEACHER)

4.6 Reflection

Building an education system that is resilient to future shocks and crises requires a culture of
reflection that allows all members of the school community to be involved in pathways for
improvement and growth. Evidence from survey and interview data provide valuable insights
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from school-level actors, such as parents, teachers, and school leaders, on the challenges
and promising practices for supporting student learning during the pandemic.

Parents have shown a greater understanding of the education process and become stronger
advocates for their children’s educational outcomes through more regular communication with
teachers and monitoring of their children’s learning. Eighty-six percent responded that they
monitored their children’s homework at least once a week, while two-thirds of parents indicated
that they met with their children’s teacher at least once a week to discuss their children’s
progress during remote learning.

Teachers and school leaders have adopted innovative practices to support student
engagement and growth through the use of new assessment strategies and classroom-based
data. The experiences of parents, teachers, and school leaders are critical in informing
system-wide recovery and improvement from the pandemic. Similarly, successful reform
efforts rely on the knowledge and involvement of parents and educators to translate policies
into relevant and equitable learning experiences for children. Findings from this study provide
opportunities to reflect on the challenges experienced by various groups of students and how
to adapt teaching and learning practices to support student growth and well-being as systems
recover and rebuild from the pandemic.

5 CHALLENGES TO EDUCATION RESPONSES

This study identified two significant challenges that were prevalent across reports from school
and policy leaders in the Kyrgyz Republic in adapting education systems as a result of COVID-
19: (1) remote learning and (2) engaging students and families.

5.1 Remote Learning

Despite a clear commitment from the Kyrgyz government to support the digitalization of
education in the NES 2040, key informants cited the need for more preparedness for remote
learning in existing policy and practice at both school and government levels as an overarching
challenge. Resourcing challenges were prevalent, and some participants reported disparities
in how initiatives were implemented at the school level due to resourcing issues, limited access
to government-supported teacher training, or to meet the unique needs of their communities.
While the central MOES was quick to develop digital and broadcast lessons, the one-size-fits-
all approach and the lack of teacher training in the use of technology and adaptation of TV
lessons caused some initial delay and confusion in the delivery of remote learning. However,
teachers showed resilience and confidence in teaching remotely once they mastered the
technology and online pedagogy.

Lack of resourcing was also exacerbated by teachers’ skill and knowledge deficits in the
remote learning space, insufficient and inequitable access to materials and technology for
remote learning (especially in remote areas), and the limited ability of many parents to support
remote learning at home. Many school leaders reported that teachers were required to travel
to family homes to check in on the well-being of children and assist in providing resources
such as medical supplies, food, and mobile devices or televisions to those in need. In some
regions, reports indicate that most teachers financed the provision of resources such as
smartphones or other learning materials themselves. For families who could not afford the
technology, school leaders have reported advocating for additional resources, such as mobile
phones and televisions, from the district Department of Education and local councils. Where
these were not available or where households lacked electricity, teachers have developed
paper-based learning packs and visited families regularly to support and monitor learning
activities.
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“The most important thing is the help of resources from the school (telephone, Internet,
study materials).”

—(TEACHER)

“For those who were not covered online, they made separate tasks, printed them out,
and delivered them to their homes.”

—(SCHOOL LEADER)

Interview data revealed that students attending private schools or institutions in metro areas
were more likely to have access to devices and secure Internet connections than students
attending public schools, and particularly those in rural and remote areas. In these areas,
some teachers reported that online lessons had to be delivered at variable times, as it was
common that children would need to wait to use their parent’s phone to log into the session,
and generally, this device would only be available to them in the evenings. Families with
multiple children of different ages also faced challenges sharing a singular device while
allowing each child to attend to their required learning activities.

5.1.1 Access to Devices and Infrastructure

Significant issues in access to devices for both teachers and students due to a lack of funding
limited the availability of online learning for many. Further issues with access to adequate
Internet connections due to inadequate infrastructure contributed to the debilitating nature of
this problem. For example, most households surveyed had access to a mobile phone (94
percent), television (93 percent), and an Internet connection (84 percent). However, less than
half had access to a computer, laptop, tablet, or radio. About 9 percent of families did not have
access to electricity. This is consistent with the responses of school leaders whom that noted
limited home resources are a significant challenge.

)

“The lack of Internet in the countryside does not provide parents with modern phones.
—(TEACHER)

“But most of the schools, especially in the remote ones, in the border areas, high
mountain areas, they remained without access [to Internet connections].”

—(POLICYMAKER)

Discrepancies in resource and infrastructure access were also evident across the education
sector. For example, in many cases, private schools, universities, and teacher education
institutions appeared to have existing information and communications technology (ICT)
infrastructure allowing them to be more prepared to implement remote learning initiatives. This
capacity will be important to leverage for the future rollout of a blended learning approach
across the country.

5.1.2 Data Literacy

School leaders, teachers, students, and parents were generally inexperienced in the use of
technological platforms, and training was only sometimes available. The MOES’ National In-
Service Teacher Training Institute provided some guidance and training to teachers. However,
this research has found that this was not accessible by all, and schools routinely relied on
more experienced school leaders or expert teachers to train their colleagues where possible.

“Even though out of 7 people in the administration, only me and my deputy knew the
computer. My head teacher knew how to work in Word but did not work in Excel
program. The rest did not know the program at all.”

—(SCHOOL LEADER)
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“...up to this point, almost 80% of teachers did not know platforms like Google
Classroom, Zoom, maybe Teams and others.”

—(POLICYMAKER)

5.2 Engaging Students and Families

Teachers faced many challenges related to the use of technological methodologies for remote
learning. In addition to challenges with the technological elements of remote learning, teachers
also reported difficulties engaging students during remote learning. This was particularly due
to large class sizes and additional barriers for young learners. Teachers and school leaders
also expressed concerns relating to learning loss in children in the early grades.

“But children, especially those who were in the first grade, who completed assignments
with their parents and then came to school, we saw that they never learned to read.
Parents do not know this technique; teachers, of course, tried to explain to them how
to work with the child, sending them instructions and tasks, and someone delivered
tasks, but this was not enough via WhatsApp...For elementary school, this was a big
lag (they moved slowly), especially this is the second grade, they don’t know a lot in
terms of mathematics, then reading, then languages, English was faced with great
difficulty.”

—(SCHOOL LEADER)

Parental interest and engagement were seen as a major challenge to the equitable
participation of children in the Kyrgyz Republic, based on the perspectives of both
policymakers and educators. Parental stress was also seen as a barrier to engagement and
concern in relation to the provision of child safety. These findings contrast with the survey data
outlined by parents, who did not report notable barriers to participation (Figure 11).

Figure 11. Barriers to Children’s Remote Learning

What were the barriers to your child’s learning during
school closures/periods of remote learning?

Strongly agree Agree M Disagree B Strongly disagree

My chilet had to help with eaming money
Lack of ability to support my child at home ey

Lack of teacher support

My child felt anxious during lockdown

e
My child lacked language skills e
T ——

Not having the educational material to learn from (e.g.

waorkbooks, worksheets, texthooks, notebooks) -

Not being able to connect online e v

0% 5% 10% 15% 20% 25% 30% 35% 40% 45% 50%

5.2.1 Mental Health and Well-Being

Although the findings presented in this report study highlight awareness of the importance of
positive mental health, the well-being of students, families, and educators remains a key
challenge. Previous research has highlighted the extent to which mental health services in the
Kyrgyz Republic lack sufficient financing, equipment, and qualified specialists, resulting in low-
quality mental health care (Pinchuk et al., 2021). Concerns around child safety during the
pandemic, coupled with increased rates of child and adolescent suicide and attempted suicide,
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were also reported by some policymakers who participated in this study. Concerningly,
interview data suggests that parental stress, exacerbated by extended periods of remote
learning, may have contributed to increased rates of violence in the home. Ensuring the health
and well-being of children are supported and monitored when schools are open or closed is,
therefore, a critical task for the Kyrgyz Republic.

“A large number of parents could not manage the education of their children; many
children suffered physically and mentally. There was violence against children, in the
sense that the child could not master the curriculum and, therefore, the parents
pressed, morally, physically....”

—(POLICYMAKER)

6 RECOVERY: OPPORTUNITIES FOR
EDUCATIONAL IMPROVEMENT IN THE KYRGYZ
REPUBLIC

While the challenges posed by the COVID-19 pandemic have been extensively researched
and reported, the identification of enablers that supported schools to adapt to the changes
brought on by COVID-19 is equally important to note. This chapter will provide a reflection on
lessons learned about what works best to support recovery and educational improvement in
the Kyrgyz Republic.

6.1 Partnerships

This study found that many schools and education providers across the Kyrgyz Republic were
well-positioned to respond to the challenges raised due to strengths in leadership,
partnerships, and inclusion. Schools frequently sought out partnerships with external
stakeholders, including the local government, the private sector, NGOs, and development
organizations, to develop training and obtain learning resources (e.g., sim cards, tablets,
computers, and televisions). Consequently, collaboration and partnerships between schools,
the MOES, and the private sector appeared to be key to ensuring that adequate resources
were available throughout the COVID-19 pandemic.

“Aga Khan Foundation provided teachers in the highlands with 3,000 tablets. New
computers were delivered to many schools so that teachers could somehow use and
conduct work. And, of course, in order for teachers and students to stay online,
Megacom provided a big discount on the purchase of SIM cards. Teachers and students
then moved more calmly to this platform. And thanks to their phones, and without
limited Internet, they conducted classes and studied.”

—(POLICYMAKER)

Similarly, MOES partnered with universities and other teacher training providers to support
the development of upskilling programs to include remote learning teaching practices. There
was also evidence that teachers formed their own peer learning networks to share teaching
and learning strategies during remote learning, such as digital skills, learning materials, and
content development.

The strengthened partnership between schools and parents was one of the main enablers
identified in this study. While parents were resistant to remote learning at the beginning of the
pandemic, this attitude shifted throughout the pandemic, where parent groups worked
collaboratively with teachers and school leaders to support student learning and assist in the
provision of resources to families in need. Findings also indicated that working through the
challenges of the COVID-19 pandemic led parents to recognize the important role of teachers
and the need to collaborate in their children’s learning. As parents became more invested in
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their children’s learning, this facilitated a stronger link between school and home, where there
was a sense of shared responsibility through building trust and mutual accountability for
children’s learning and well-being. Global research indicates that many children, particularly
those from poorer households, are at high risk of not returning to school after the pandemic
due to their participation in economic and livelihood activities. However, strong parental
engagement reflects strong values placed on education, which increases the likelihood of
parents sending their children back to school and supporting them to stay in school.

“They [teachers] were in contact with their parents all the time. Parents already knew
exactly what questions, what problems to ask, you understand, such a close
connection clearly makes it possible to comprehend where the child has gaps, what he
needs help with; | always see this with our elementary school teachers.”

—(SCHOOL LEADER)

“I'd like to find ways to get along with parents and connect with them.”
—(TEACHER)

6.2 Teacher Practice

The necessity to adapt to the challenges faced by education systems during the COVID-19
pandemic led to the development of strategies and practices to improve the quality and
provision of education for children across the Kyrgyz Republic. Many of these adapted
practices and learnings from the difficulties faced during this time have established a strong
basis for a positive progression across education systems. Importantly, interview data showed
that teachers were confident in adapting their practices to support student learning and well-
being. It indicates a readiness of Kyrgyz teachers to adopt new practices post-pandemic.
School leaders, in particular, highlighted changes to teacher practice as opportunities to
leverage the learning of the pandemic.

“..almost all of our teachers now have laptops, and they are already using these
technologies in the classroom. Their lessons became interesting because, after all,
students like it when the teacher not only stands and speaks with chalk on the
blackboard but when shows some, well, through these platforms, they show some
tasks, some slide presentations. Now, this may be a plus; teachers have mastered these
technologies.”

—(SCHOOL LEADER)

Positive examples of school autonomy are also highlighted in the study, where teachers and
school leaders have demonstrated the capacity to lead and innovate the delivery of remote
learning to suit the needs of their local contexts. This includes adapting pedagogical
approaches, the curriculum, instructional time, and assessment of students. School autonomy
is crucial to system recovery and resilience, and teachers need to be supported and have the
agency to make decisions about school-level improvements, where the learning outcomes
and well-being of their students are central.

While some teachers in the Kyrgyz Republic appeared ready to use blended learning
approaches, others highlighted a need for additional support. Teachers expressed a desire for
“more information and methodological materials” to participate in “a working environment with
the latest technology” or to engage in a “seminar on how to conduct online courses (for
students, parents, teachers).”

Research indicates that remote modalities can enhance opportunities to learn, particularly for
students with additional learning needs. However, there was still only emergent evidence of
how teachers in the Kyrgyz Republic are using technology or blended approaches to support
different types of students. There is, therefore, an opportunity to improve teacher training in
the use of ICT and remote modalities and to ensure the new skills developed during the
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pandemic continue to be used as part of ongoing teaching practice and promote educational
quality for all students.

“I want a lot of new learning techniques and digital development.”
—(TEACHER)

“It would be good if the necessary conditions and support were provided for the
teacher.”

—(TEACHER)

6.3 Flexible Learning Modalities

The pandemic was an opportunity to speed up technological reform and improvement,
including the digitization of school administrative practices and the integration of online
learning resources. This, coupled with the training teachers and school staff received during
the pandemic, has improved digital literacy overall and, specifically, teachers’ ability to use
computer software and online platforms for administrative and learning tasks (e.g., Microsoft
Word, Microsoft Excel, Microsoft PowerPoint, email, electronic diary, class registers). There
is also an opportunity for the Kyrgyz government to draw on the experiences of higher
education institutions that were the early adopters of ICT to expand teacher professional
learning using online and blended approaches.

Teachers reported that gaining new digital skills and greater confidence to teach using
technology allowed them to implement innovative approaches to encourage greater student
engagement. As highlighted in the report, findings indicate that older teachers experienced
greater difficulty utilizing devices and implementing online modalities. As such, it was
frequently reported that the support of younger teachers was enlisted to improve skills in this
area. This is an opportunity for improving relationships and mentoring between teachers of
different skills, but also for leveraging the experiences of remote learning in order to support
more equitable outcomes.

“We are already thinking about amending the charter and, possibly, organizing online
education for certain categories of children. After all, as the practice has shown...not
all children were negatively affected by online learning in terms of the quality of
education. As it turned out, would there be such children who, on the contrary, were
more comfortable in this way.”

—(SCHOOL LEADER)
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7 CONCLUSION AND RECOMMENDATIONS

Strategies for readiness, response, and recovery to support pathways to resilience are shown
in Table 1.

Table 1. Summary of Readiness, Response, and Recovery Strategies to
Support Pathways to Resilience

Phase Strategies

Readiness e  Education reform policies supporting education quality improvements,
including teacher effectiveness

e Cross-government coordination for disaster risk management
¢ Policy supporting digitalization of the education system

e Policies supporting marginalized populations

Response e State of emergency declared

e School closures and implementation of remote learning

e Development of content for online learning and broadcasting

e Subsidized Internet and mobile access to facilitate remote learning

o District-level resourcing to provide teachers and students with devices for
learning

e Health and well-being focus (e.g., hotlines)

Recovery e Adapted teaching and learning strategies at the school level (e.g., adapted
curriculum, instructional time, assessment)

e Establishment of teacher peer learning networks for upskilling

e Strengthened engagement with parents and the community

Resilience e Fostering school-parent-community partnerships
¢ Building teacher confidence in digital literacy and blended pedagogy

¢ Incorporating multiple modalities into digital learning to support equity of
access

e Strengthening regulatory framework to support quality standards in
education and technology (including regulating providers)

e Leveraging the strong ICT capacity of higher education institutions to
develop online and blended learning approaches

e Prioritizing student, teacher, and parent mental health and well-being as
part of the school and home environment

The aim of this study is to understand the ways in which education policies and practices that
support equitable learning in the Kyrgyz Republic have been implemented during the
pandemic. The study found that while the Kyrgyz Republic faces numerous challenges, there
are also many opportunities to consider the interpretation of policies and innovative school-
level practices that have the potential to enhance the experiences of staff, families, and
children in the Kyrgyz educational system.

Effective collaborations between schools and families led to improved learning opportunities
for students during the pandemic. Parents developed a stronger understanding of the
educational process, became further invested in their child’s education outcomes, and gained
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a stronger understanding of how to support their child’s learning at home. Strengthened
partnerships between school, home, and community build trust and shared accountability for
children’s learning outcomes. This also increases the perceived value of education and
creates greater confidence in the education system.

International evidence suggests that parents who place a high value on education are more
likely to support their children to attend school and stay in school. This is a particularly
important protective factor for children from low socio-economic households, who are at
greater risk of abstaining from school after the pandemic due to the pursuit of work or other
economic activities. However, children in Kyrgyz families still face disparate risks in terms of
psychological and physical safety. Parental investment and engagement must therefore
continue to be leveraged, as cultural challenges around the value of education, especially for
students who are marginalized because of language, gender, ability, and/or health, remain a
barrier to participation and equitable learning in the Kyrgyz Republic. The study has
highlighted positive examples of the school and home partnership, where children’s learning
success became a shared responsibility between the school and parents. This partnership
should be reinforced and fostered post-pandemic through continued, regular communication
with parents about teaching and learning strategies to support monitoring and growth.
Strategies to build parental capacity to support learning at home also provide parents with an
opportunity to contribute to their children’s learning.

Schools reported implementing new programs and practices, particularly those that utilized
remote learning mechanisms, throughout the pandemic. However, the experience of remote
learning in the Kyrgyz Republic has demonstrated a gap between policy and practice. While
the government negotiated with telecommunication providers for subsidized Internet
connections and mobile data, this did not translate into better access for many learners due
to challenges relating to the lack of devices in the home. This is consistent with findings across
Asia, where the promise of technology-enabled learning seemed to exacerbate the digital
divide rather than close it. To build a more resilient education system that addresses equity of
access, the Kyrgyz government will need to consider a regulatory framework that ensures
quality standards in delivering education technology in the future. There also needs to be a
consideration for multiple modalities that cater to the needs of different learners, not a one-
size-fits-all approach.

Although access to devices and data remains a challenge across schools in the Kyrgyz
Republic, many teachers reported trying new modes and modalities to deliver lessons, with
some teachers reporting on the ways in which these tools can foster inclusive learning.
Teachers in the Kyrgyz Republic have demonstrated a resilient and adaptive approach to
teaching practice during the pandemic. It is, therefore, important that support for teacher
development is prioritized to take advantage of teacher confidence in digital pedagogy.
Blended approaches to learning should continue to be encouraged and appropriately
resourced at both school and system levels so that the digital literacy skills of educators,
families, and students can continue to improve.

In terms of ongoing system improvement, data collected as part of this study indicate that high-
quality practices remain inconsistent across schools in the Kyrgyz Republic. Schools with
adequate resourcing were more likely to be able to support continuity of learning than schools
impacted by funding challenges. Although study data emphasize that the government of the
Kyrgyz Republic was responsive and made early decisions to support the continuity of
learning, including the development and dissemination of learning materials in new modalities,
evidence of high-quality teaching practices, particularly differentiation and reflection, was not
always apparent in the maijority of schools that participated in this study. However, given that
most households in the Kyrgyz Republic have access to the Internet or mobile connections,
there is existing potential for the expansion of the Internet and mobile technology to support
differentiated learning approaches through a combination of high-tech, low-tech, and no-tech
solutions.
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The responsiveness and motivation of school leaders and teachers were also well-
documented throughout the findings. However, there is a paucity of evidence of reflection on
lessons learned during the pandemic, and any associated adjustments to programs and
practices, at either the school or system level. Similarly, while educators and key informants
reported the provision of differentiated learning materials for students who did or did not have
access to online learning materials, evidence is still emerging on school-level practices that
support differentiation in schools in the Kyrgyz Republic. Consistent processes for monitoring
student growth, both formative and summative, also remain emergent. Clear leadership from
researchers, pedagogical advisors, and teacher trainers is needed to better prepare educators
in the Kyrgyz Republic for future disruptions. A focus on growth and improvement in online
learning, assessments, and pedagogical practice is also required.

The findings of this study support several key recommendations, which are outlined in Table
2 below for policymakers, educators, and families in the Kyrgyz Republic.

Table 2. Recommendations for Policymakers, Educators, Parents, and Families

Policymakers

Prioritize parental
engagement

Enhance the digital literacy
of teachers, parents, and
students

Improve digital
infrastructure to last-mile
schools and regulatory
standards for blended
learning delivery during
and post crises

Develop innovative and
engaging learning solutions
that incorporate multiple
modalities rather than a
one-size-fits-all approach

Strengthen engagement
with higher education
institutions with experience
in education technology

Promote knowledge
sharing among teachers
through formal/informal
mentoring or teacher
collaboration

Integrate mental health and
well-being as part of
learning

Protect children from
violence

Educators

Continue to use remote
modalities that support
learning, incorporating a
combination of high-tech,
low-tech, and no-tech
solutions

Adapt and contextualize
remote learning to support
different learner needs

Enhance capacities to
deliver teaching and
learning practices remotely

Support the
implementation of policies
and procedures that
promote child safety

Participate in training on
assessment and
monitoring

Encourage parental
engagement through
communication and
feedback loops

Parents/Families

Communicate with your
child’s teacher and ask for
feedback

Encourage your child’s
learning by showing an
interest and asking
questions

Praise your child

Ask questions about your
children’s learning

Understand policies and
procedures to promote
child safety
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This study provides insights for system and school leaders to reflect on what can improve
educational experiences for learners in Kyrgyz schools, thus contributing to a process of
ongoing improvement and reform in the Kyrgyz Republic. If those school-level practices
highlighted by this study can be embedded in purposeful policies and practices in terms of
professional learning and self-reflection, there is a greater likelihood of teachers’ mindsets
shifting and new skills being applied and shared. Further consideration might be given to how
the MOES can best position itself as a partner in reform efforts that promote family
engagement, high-quality teaching, and leveraging opportunities for equitable learning.
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ANNEX A: ANALYTICAL FRAMEWORK

This analytical framework underpins the design and implementation of the coronavirus disease
2019 (COVID-19) mapping study across six countries in the Asia region. It will be used to
guide data collection, analysis, and reporting to meet the objectives of the study: (1) to fill the
gap in comparative analyses on countries in developing Asia, and (2) to focus on policies and
actions countries have taken to mediate and remediate learning loss and learning inequalities
during COVID-19.

The framework is informed by the extensive literature on effective teaching and learning and
draws from the emerging evidence base on COVID-19 impacts on education systems
worldwide. The figure below depicts the different interacting levels of the education system
(policy, school, agents) that impact on equitable student learning. In the context of COVID-19,
the three phases—Readiness, Response, and Recovery—provide the operational context that
influences= how education systems plan for and manage their strategies for improvement and
resilience.

This framework draws on USAID’s Reigniting Learning: Strategies for Accelerating Learning
Post-Crisis? evidence review and Return to Learning during Crises® toolkit and evidence
review on strategies to accelerate learning and the work of the Organisation on Economic Co-
operation and Development (OECD)* on promising policy responses to support greater
education system resilience and responsiveness. Both share similar elements in defining a
path forward that prioritizes the policies and practices to promote: (1) equity and inclusion, (2)
flexibility in learning interventions and assessments, and (3) building the capacity of educators.
However, this framework also seeks to broaden the ways in which we recognize system
readiness and quality, by focusing on the interplay between policy, practice, and equitable
learning.

By exploring possibilities and opportunities rather than deficits, this framework will guide the
investigation into how the different levels of the education system operate and interact, at each
phase of the COVID-19 planning and management cycle. Within each country’s context,
evidence will be collected on which systematic levers and school-level practices education
systems can mobilize in safeguarding equitable learning among educational agents during
and after the pandemic. Examples of innovative, flexible, and responsive systems and school
practices, relevant to the context will be explored and presented against the framework,
creating meaningful pathways for comparative education systems to learn and adapt into the
future. Lessons will be drawn from each country’s response to COVID-19 to highlight the most
promising approaches to address persistent quality and equity challenges in the education
system.

2 Sarr, K.G., Tolani, N., Rodriguez Morales, |., Aghabozorg, R. & Mulcahy-Dunn, A. (2020). Reigniting Learning:
Strategies Accelerating Learning Post Crisis. A Review of Evidence. United States Agency for International
Development (USAID). Available online

https://www.eccnetwork.net/sites/default/files/medialfile/Technical Report Accelerating Learning Post-
Crisis_Full Report.pdf

3 Boisvert, K., Weisenhorn, N., & Bowen, J. (2021). Retumning to Learning during Crises: Decision-making and
Planning Tools for Education Leaders. United States Agency for International Development (USAID). Available
online https://www.edu-
links.org/sites/default/files/medialfile/Returning%20to%20Learning%20During%20Crises.pdf

4 Organisation for Economic Co-operation and Development (OECD). (2020). Lesson for Education from COVID-
19: A Policymaker’s Handbook for More Resilient Systems. Available online
https://www.oecd.org/education/lessons-for-education-from-covid-19-0a530888-en.htm.
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Equitable Learning

Drawing upon the USAID and OECD frameworks, we place equitable learning at the center of
the framework, surrounded by those practices that can improve equitable learning
opportunities among students, but also parents/caregivers, teachers, and school leaders.
Equity is also highlighted as an area of interest in examining indicators of readiness, response,
and recovery potential in the context of the pandemic. While research into the impacts of the
pandemic on student learning has not yet demonstrated broad evidence of learning loss, there
is convincing evidence of learning inequity in many contexts,® including in low- to middle-
income countries.®

The COVID-19 Context

The COVID-19 crisis has caused unprecedented levels of disruption to education systems
worldwide. Across the Asia region, it is estimated that around 760 million children were
impacted by school closures at the height of the pandemic. Government response strategies
have varied across the region, with some countries imposing prolonged school lockdowns
while others have had short, repeated closure periods. As countries begin to reopen schools
and continue to prepare for subsequent waves of COVID-19 infection, there is a need to
develop the greater capability of education systems to (1) safeguard learning in the early
response phase and (2) address persistent barriers to learning equality by harnessing the
opportunities for systemic change.

The Inter-agency Network for Education in Emergencies (INEE) Minimum Standards for
Education’ provides a useful framework for understanding how systems can better respond
to emergencies and how they can improve preparedness to build a more resilient education
system. The Preparedness phase involves having plans and processes that document what
should happen during and after an emergency, such as national disaster response plans. The

5 Dorn, E., Hancock, B., Sarakatsannis, J., & Viruleg, H. (2020). COVID-19 and Student Learning in the United
States: The Hurt Could Last a Lifetime. McKinsey and Co.

6 Reimers, F.M. (Ed) (2022). Primary and Secondary Education During COVID-19: Disruptions to Educational
Opportunities During a Pandemic. Springer. Available online https:/link.springer.com/content/pdf/10.1007%2F978-
3-030-81500-4.pdf

7 Inter-agency Network for Education in Emergencies (INEE). (2012). Minimum standards for education:
Preparedness, response, recovery. Available online https://inee.org/resources/inee-minimum-standards
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Response phase refers to policies, plans, and actions to manage priority areas, such as the
closing of schools. The Recovery phase focuses on returning students to pre-emergency
learning. The three phases are represented in a cycle to reflect an iterative process, where
data-driven monitoring and evaluation processes facilitate systems readiness and
improvement. In our framework, we have adapted the INEE standards to consider Readiness,
Response, and Recovery not only in the context of emergencies but in relation to system
resilience during and beyond the pandemic.

Policies

This framework assumes that resilient education systems rely on the interaction between
policies and institutions with classroom-level practices and the ability of agents to mobilize
them. Successful policy implementation requires skilled teachers and effective school leaders
to connect classroom practices with the broader education reform agenda.® Well-designed
policies, supported by political commitment and strong institutional structures, including
capacity and resourcing, have the best chance of success.

The OECD (2020)° proposes three key policy priorities to take education forward beyond the
COVID-19 pandemic. It challenges systems to take a transformational view of education that
values people and processes over classrooms and devices. This links to the second policy
priority, which calls for investments in teachers through carefully designed professional
development that builds resilience and responsiveness to the new learning environment and
considers new learning approaches that meet the learning needs of all children. The third
priority area focuses on equity and inclusion in learning that combine policies that support
effective learning interventions with student engagement and well-being.

In the context of COVID-19, education systems must understand the policy levers and school-
level inputs that are necessary for safeguarding learning to pre-pandemic trajectories. For
example:

o Policies support schools and teachers to develop emergency distance learning
materials and activities accessible to all children, particularly the most marginalized.

e Government health authorities decide when schools reopen, and all educational
authorities adhere to the Guidance for COVID-19 Prevention and Control in Schools.

o Education planners develop and adapt instructional times, curricula, and learning
resources and tools, as well as modify examinations and promotion procedures to
make them feasible.

School-Level Practices

There is no doubt that quality inputs at the school level have the potential to influence student
outcomes positively.'® The quality of those inputs, and the potential they bring for student
learning and well-being, depends on what students, teachers, school leaders, and parents do
and how they interpret and enact broader policies that guide classroom practice and student
learning. When we consider the school-level practices that have the potential to promote a
resilient approach to change and support equitable outcomes for all, it is helpful to
conceptualize the school as a community made up of four key stakeholder groups that come
together to support learning and well-being. They are the students, the teachers, the school
leaders, the parents, and the community. We refer to these different stakeholder groups as
“Agents” in recognition of the active role they can play in identifying needs within the school
community and responding to those needs, particularly during a time of change or disruption.

8 Schleicher, A. (2018). What makes high-performing school systems different. World Class: How to Build a 21st-
Century School System. Paris: OECD Publishing.

® Organization for Economic Cooperation Development (OECD). (2020), OECD Economic Outlook, Volume
2020 Issue 2, OECD Publishing, Paris, https://doi.org/10.1787/39a88ab1-en.

10 Hattie, J. (2003). Teachers Make a Difference, What is the research evidence? University of Auckland.

Building Resilience in the Kyrgyz Republic: Readiness, Response, and Recovery 36



School-level factors that have the potential to influence student outcomes positively include
the following.

e Leadership: Leadership that focuses on improving student learning, supporting
ongoing teacher professional learning and collaboration, engaging all members of the
school community, and promoting the well-being and growth of the school community.
In the context of this framework, we acknowledge that leadership can occur at various
levels, including at policy, school, or classroom levels. In this current study, we are
interested in how leadership at the school level contributes to resilience in the face of
challenges and supports equitable outcomes. This leadership may come from school
leaders themselves, but also collaborative leadership involving teachers, families, and
the local community.

e Collaboration: Quality collaboration between school and families to support learning
and well-being, the professional collaboration between teachers that is focused on
improving learning and the impact on student outcomes,! and the collaboration
between students and teachers (e.g., formative assessment'?) to improve student
engagement, motivation, and learning.™

¢ Reflection: A culture of reflection that looks for pathways to improvement and growth,
uses evidence to evaluate impact, and identifies areas for improvement, involves all
members of the school community in the process of reflection. Feedback is also an
integral part of the reflective process' allowing agents across various levels of the
school to develop a sense of agency.

o Differentiation: Multiple pathways for learning, flexible options for engaging in
learning, responsiveness to individual needs, using evidence to inform decision-
making and planning, teacher autonomy to adjust and respond to the needs of their
students and the context for teaching and learning, support for teachers to enable a
differentiated approach (training, resources, mentoring).®

o Well-Being and Inclusion: An emphasis on promoting well-being as a valued
outcome of school, structures, processes, and programs that support the well-being of
all members of the school community (students, teachers, school leaders, and families)
can support student engagement and learning.® Inclusion should also be considered
a key condition for well-being"’

e Growth: An emphasis on making progress, change and improvement, and other
structures and processes that support teachers, students, and families to contribute to
improvement within their school community.'®
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While the system and school structures are crucial components of educational quality,
understanding what happens in a school setting can offer meaningful insights into overcoming
barriers to educational quality. Exploring which school-based practices and responses have
been effective in supporting the continuity of learning during the COVID-19 pandemic has yet
to be well examined, particularly in Asia.

In the context of this framework, the above school-level practices are intentionally broad and
reflect the established body of research on the importance of in-school practices on student
learning. This is a point of difference to many existing frameworks that assess school
improvement or education quality, which often base quality on access to resources,
infrastructure, school management systems, standards-based curricula, and summative
assessment.
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ANNEX B: FULL DESK REVIEW

Introduction

The Kyrgyz Ministry of Education and Science (MOES) swiftly responded to the Kyrgyz
Republic’s national quarantine and lockdown measures by closing all schools in the country
on March 16, 2020." The schools stopped operating before instructions transitioned into
distance learning on April 8, 2020. The entire last quarter of the 2019-2020 academic year
(April-May 2020) was completed through remote learning platforms for all grades, aside from
in boarding schools and other residential institutions, as well as remote schools in areas where
the state of emergency was not declared (MOES, 2020).

A Disaster Response Coordination Unit (DRCU) for the Kyrgyz Republic was activated on
March 16, 2020, upon the government’s request for assistance in emergency preparedness
and response to coronavirus disease 2019 (COVID-19) and in preparation for early recovery.
The unit focuses on six priority sectors, including education, and comprises representatives of
the Ministry of Emergency Situations, the Secretariat of National Platform for Disaster Risk
Reduction, United Nations agencies, international and local nongovernmental organizations
(NGOs), and the donor community.

The pandemic has also led to renewed efforts to increase access to education, particularly in
times of crisis and disruption. This review examines the Kyrgyz Republic’s education policies
and practices before and after COVID-19 to understand the readiness of the system to
respond to the crisis. It relies on documents available in English and acknowledges that there
may be more information available in other languages. Understanding where the education
system was at the onset of the pandemic provides essential context for understanding the
country’s readiness to respond to the needs of students, parents and communities, teachers,
and schools, because of COVID-19. It also allows reflection on the policies and practices that
can support the readiness, response, and recovery of the education system in the Kyrgyz
Republic.

Readiness

The Education System of the Kyrgyz Republic

Politically, the Kyrgyz Republic is a relatively young country. After the dissolution of the Union
of Soviet Socialist Republics in 1991, the Kyrgyz Republic became independent. Triggered by
poverty and corruption, revolutions removed the first two post-Soviet presidents from power in
2005 and 2010. Since the 2010 revolution, the country decided to establish a new Constitution
that assumed a parliamentary form of government. In that same year, an ethnic conflict
occurred in the southern part of the country (UNICEF, 2011). Within this situation, the country
has been making efforts to improve its education system and achieve global development
goals.

Current education policies in the Kyrgyz Republic are mainly based on the Education
Development Strategy 2012-2020 (EDS 2020) and the National Development Strategy 2018—
2040 (NDS 2040). The NDS 2040 came into development after the Kyrgyz Republic adopted
the 2030 Agenda for Sustainable Development and assessed its Sustainable Development
Goal (SDG) indicators in 2018. The NDS 2040 outlines the action plan to achieve the SDGs,
including the education goals. The state coverage ensuring access to pre-primary education
and the provision of relevant curricula and skills started in EDS 2020, and the plan was laid
further in the NDS 2040. The approach centers on human development, including improving
education as a mechanism to fulfill each citizen’s true potential. The strategy in the education

19 https://kyrgyzstan.un.org/sites/default/files/2020-
07/ENG_Gender%20Rapid%20Assessment%200f%20COVID-19%20impact_June%202020_final.pdf

Building Resilience in the Kyrgyz Republic: Readiness, Response, and Recovery 39


https://kyrgyzstan.un.org/sites/default/files/2020-07/ENG_Gender%20Rapid%20Assessment%20of%20COVID-19%20impact_June%202020_final.pdf
https://kyrgyzstan.un.org/sites/default/files/2020-07/ENG_Gender%20Rapid%20Assessment%20of%20COVID-19%20impact_June%202020_final.pdf

sector includes taking more regulating functions, expanding support to preschool services,
and ensuring education is more relevant to the labor market. This strategy is complemented
by other initiatives, such as providing more opportunities to rural and remote students in higher
education through the National Scholarship Test (NST).

The NDS 2040 promises an education system that will equip people with relevant skills in the
labor market, encourage lifelong learning, and ensure equal education opportunities (UNICEF,
2020a; European Training Foundation [ETF], 2021). The NDS 2040 also introduced the shift
of the state’s role in the education sector; from the dominant service provider to a more
regulating role that produces policies and standards. Access to and full coverage of preschool
and school education will be guaranteed by the state (UNICEF, 2020a). To improve graduates’
employability, the Kyrgyz Republic would improve vocational training quality in line with market
demands, including with the Eurasian Economic Union (EAEU). In September 2020, the
country adopted a nine-level national qualifications framework (NQF) and is now developing
the national qualification system (NQS). Some qualifications can be awarded through the
validation of non-formal and informal learning, in line with the NDS 2040 (ETF, 2021).

The education system is considered a priority in state funding, while the NDS 2040
emphasizes the efficient use of allocated funds. In 2018, the share of all public spending on
basic services, such as education, increased from 48 percent in 2014 to 49 percent in 2018,
with the education sector as the largest share allocated (21.2 percent of total state budgetary
expenditure) (UNICEF, 2020a, p. 26). Efficiency in the education sector is assessed based on
regular assessments of student educational achievements carried out by independent national
and international entities. Previously managed by the Ministry of Finance, the education
budget is now managed by MOES, and the budgetary responsibilities have been
decentralized.

Initiatives for Improving Education

The right to education is guaranteed in the Constitution of Kyrgyzstan, and aside from
establishing that basic general education is mandatory, it also guarantees free primary and
secondary general education in public educational institutions. Compulsory education only
consists of primary (Grades 1 to 4) and lower secondary education (Grades 5 to 9) (Chlkova
& Usenova, 2008, as cited in UNICEF, 2012). Recent educational reforms are documented in
the EDS 2020 and the NDS 2040, with the expansion of service coverage to pre-primary
education and emphasizing merit-based education that provides relevant skills in the labor
market. However, the monitoring of the SDGs in the Kyrgyz Republic (2020) found that more
than 265 million children did not go to school, including 22 percent of children of primary school
age. Of those who attend school, less than 60 percent of children of 7 to 14 years of age were
able to finish tasks on basic reading skills and basic numeracy skills. The 2020 Human Capital
Index also calculated a learning gap of 4.2 years; meaning that when children finish their
education of 12.6 years, they would have only achieved 8.4 years of education after
accounting for education quality (World Bank, 2021).

A national project called “Schools of the Future” was designed to establish model experimental
schools in each region. The project aims to formulate standards of new generation schools
with new innovative approaches to child development (NDS, 2018). The Mid-term Strategy in
2018-2040 NDS also states that the state will encourage the revision of higher education
content to be more relevant to the current market needs and in line with the national
development goals. As part of improving higher education quality, the government planned
the program “3-200-2040,” meaning that by 2040, three leading national universities will be
among 200 leading universities in the world, according to global rankings such as the Times
Higher Education.

One of the long-term goals of the NDS 2040 is to form an open digital society in the Kyrgyz
Republic. It hopes to see digital services incorporated into the social sector, such as education,
and as part of promoting inclusiveness for people with disabilities. In order to foster the
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inclusion and advancement of information technology (IT) in the education sector, the Kyrgyz
government plans to offer free basic IT education for everyone by adding Internet connections
for 140 secondary schools annually, estimating that more than 500,000 school children would
have Internet access by 2023. This is an important activity, as access to devices and data
remains disparate in the Kyrgyz Republic, despite investment from donors during the
pandemic. A partnership with the private sector is envisaged to procure the necessary
infrastructure. On top of the infrastructure development, the government also planned to
include standards on educational technology in the national learning standards.

Assessment Programs and Practices

The NDS 2040 states that independent and international entities’ regular assessments of
student educational achievements will be used to assess the education sector’s efficiency.
Assessments are also used to certify students for a state-accredited school diploma by
examining students in writing, mathematics, history, and a foreign language. After completing
the nine-year compulsory education, students can either continue to upper secondary
education or attain a certificate of completion, which does not ensure admission to higher
education. On the other hand, the NST is a national test conducted in Kyrgyz and Russian
that measures numeracy, reading comprehension, analogies, sentence completion, and
practical grammar (Center for Educational Assessment and Teaching Materials, 2017, as cited
in Shamatov & Barhy, 2020). The assessment, which was introduced in 2004, aimed to
provide more access to higher education for secondary education students in rural and remote
areas (Egéa, 2020).

The Kyrgyz Republic participates in the Programme for International Student Assessment
(PISA) (2006 and 2009), Early Grade Reading Assessment (EGRA), Program for the
International Assessment of Adult Competencies (PIAAC), in piloting the Early Development
Instrument (EDI), and Classroom Assessment Scoring System (CLASS), as well as regular
the National Sample-Based Assessment (NSBA) (World Bank, 2019). However, compared to
students from other countries participating in international assessments such as PISA, Kyrgyz
students scored relatively low. The NSBA 2014 showed that 60 percent of Grade 4 students
had difficulty comprehending age-appropriate text. The country ranked last on the 2009 PISA
and showed that 82 percent of 15-year-old students were functionally illiterate (World Bank,
2021). It also showed a performance gap—approximately by at least two years of schooling—
between the urban and rural students (Shamatov & Barhy, 2020). These results may have
been caused by a poor curriculum, lack of quality learning materials, low teacher quality, or
ineffective teaching practice and teacher management (Hou, 2011). Another source
(Kasymova, 2016) supported the findings by stating that the poor results were due to
insufficient teachers, school facilities, and textbooks.

The PISA results drove the need to monitor and support classroom practice actively.
Supported by the Russian Education Aid for Development (READ) Trust Fund, the Kyrgyz
Government established a new national assessment strategy in which formative, summative,
and system-level assessments work together to improve the quality of education. It includes
strengthening institutional capacity to measure and analyze learning outcomes to improve
teaching and learning and reform high-stake examinations.

Improving Teaching Quality

The NDS 2040 notes the importance of forming social partnerships at all levels of education,
including practical training for teachers and academic teaching staff. It also recognizes the
importance of creating an enabling environment to support the development of teaching
methods, teacher training, and development of educational materials. To date, government
efforts include revising performance incentives for teachers and stipulating in-service training.
Recently, the government also attempted to elaborate on teacher professional standards to
be used as the base of evaluation for performance incentives. The regulations stipulate a 72-
hour of in-service training every five years for teachers, although only about up to 20 percent
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of eligible teachers are annually covered by the government budget. There was a considerable
lack of capacity to train many teachers, and there was some reluctance from local authorities
to pay teachers’ travel expenses and per diems (World Bank, 2021). The in-service training is
usually delivered over a number of days at the In-Service Institute for Teacher Training (IITT)
at the national or local level.

The national IITT has begun exploring the design and delivery of blended learning courses
(World Bank, 2019). The Okuu Keremet! The initiative, funded by USAID, aims to enhance
reading and arithmetic instruction for young elementary school students. Over 17,500 primary-
grade teachers and librarians received training over the course of a year. The instruction was
built on unique training modules created for the project; 14,742 instructors who successfully
finished all five courses in January 2022 were eligible for government certification. The training
materials are built using the online and offline usable Moodle learning management system.
To enhance the quality of reading instructions, USAID financed the creation of two user-
friendly apps.

The new direction of the national assessment system (2009-2019) clarified the mandates of
the IITT and teacher training institutions in the learning assessment system. The Kyrgyz
Academy of Education developed and conducted training on classroom assessment, and the
training materials have now been incorporated into pre-service and in-service teacher training.
The new guidelines for teachers are also provided to support teachers to provide monitoring
classroom learning (World Bank, n.d.).

Policies for Inclusion and Equity

The Constitution of the Kyrgyz Republic in 2010 and the Law on Education in 2003 guarantee
citizens’ rights to education. The country also subscribes to the Call for Action (2013) to end
the exclusion of children from education (UNICEF, 2015). In 2012, the government developed
an education curriculum for children who were out of school or dropped out before secondary
education and wanted to return. It was also revealed that street children and child laborers are
the most vulnerable to exclusion from school; therefore, the government is making
advancements in efforts to eliminate the worst forms of child labor (U.S. Department of Labor’s
Bureau of International Labor Affairs, n.d.).

Aside from out-of-school children, children living in areas with experiences or risks of conflict
and/or disasters are also considered vulnerable groups. Because of the ethnic conflict in the
southern part of the country, the Ministry of Health had identified post-traumatic stress disorder
in children and that mental health and psychosocial support was required (UNICEF, 2011),
and in 2011, the country established the Department of Ethnic, Religious Policy and Interaction
with Civil Society, which develops the policy on interethnic relations. However, ethnic
minorities were still marginalized, as an Organization for Security and Co-operation in
Europe’s (OSCE’s) report in 2019 showed.? It was reported that the school’s instruction in the
Uzbek language has declined since 2010 as it transitioned into instruction in the Kyrgyz
language. Authorities explained that this transition was necessary to ensure the Uzbek
community’s integration into the country’s general life.

The NDS 2040 states that “full and equal participation of women in management at all levels
of decision-making in political, economic and public life is guaranteed” and that programs
promoting gender equality will be strengthened. The NDS also declared that the state would
end the practices of forced and early marriage and family violence and create fair opportunities
to work for women and men. However, there was still a gender gap in employment rates. The
employment rate for women was less than 50 percent (41.8 percent), whereas the overall
employment rate was 55.9 percent (NTF, 2021). Moreover, girls and women with children at

20 OSCE Commitment Review Meeting on Human Dimension: Session 12 “Tolerance and non-discrimnation” —
Rights of ethnic minorities in Kyrgyzstan
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an early age did not have many opportunities in the socioeconomic sector, especially as young
mothers may be less likely to continue their education or stay at school (UNICEF, 2020a).

The state has guaranteed the rights to education for children with disabilities, and the
supporting policies have been included in the Code of the Kyrgyz Republic “On Children” in
2012, EDS 2012-2020, and the NDS 2018-2040 (UNICEF, 2021; GEM, 2021). In cooperation
with USAID and UNICEF, Kyrgyzstan developed the “Concept for Introduction of Inclusive
Education” in 2018,%' which later became the “Concept and Program of Inclusive Education
2019-2023” in 2019 (GEM Report, 2021). The current early childhood educational standards
on preschool education and child care in 2020 are an example of the extension of government
support to the preschool level.

However, in practice, special education is still considered separate from mainstream education
(UNICEF, 2021b). The creation of special groups, classes, or rehabilitation centers was
stipulated in the country's 2012 Code "On Children" as a guarantee of the right to education
of a child with disabilities who is unable to receive education in educational establishments
under general conditions, and students with disabilities were subject to quotas in higher
education. Until the time of the United Nations Children’s Fund’s (UNICEF’s) report, education
for children with disabilities was still considered separate.

A disability registration form determines access to education for children with disabilities.
Children wanting to access special education according to their disability type must have a
disability registration card, although having one does not guarantee enrollment. Children
without the card would have to enroll in mainstream education, which does not guarantee the
provision of inclusive education. Despite having the “2019 Concept and Program of Inclusive
Education,” the current regulation and policy have not included a definition of inclusive
education and how to provide alternative communication modes. They also do not require the
promotion of these alternative modes by teachers. Moreover, the recent law has not
considered employability, vocational rehabilitation, and active job placements for young
persons with disabilities (UNICEF, 2021b).

The NDS 2040 also mentioned the development of multilingual learning and educational
environment at all levels, with Kyrgyz, Russian, and English as the main languages. Currently,
multilingual education programs are implemented in most areas of the Kyrgyz Republic. The
program aims to improve proficiency in a second language through content and language-
integrated learning and improve mother tongue-based education at schools using minority
languages. Textbooks have been published in Kyrgyz and Russian and translated into Uzbek
and Tajik. Schools using Uzbek and Tajik as languages of instruction also use textbooks from
Uzbekistan and Tajikistan, adapted to the Kyrgyz Republic standards and school programs
(GEM Report, 2021).

Students' and Teachers’ Mental Health

The country has a mental health policy, plan, and legislation, and, in 2008, it allocated 4
percent of the health care budget to mental health (WHO & MoH, 2008). Citizens with mental
health disorders can receive free treatment and care in psychiatric hospitals, as well as access
to medicines. Although there were no staff units of psychiatrists in the Ministry of Health (MoH),
there were specialists (i.e., psychiatrists, child-psychiatrist, and speech and language
therapists) appointed who worked part-time, with coordinators being responsible for each
region. Out of 74 outpatient departments in psychiatric aid, only 18 percent were exclusively
for children and adolescents (WHO & MoH, 2008).

Mental health services in the Kyrgyz Republic lack sufficient financing, equipment, and
qualified specialists, resulting in low-quality mental health care (Pinchuk et al., 2021).
Adolescent suicide and attempted suicide reached 1,080 cases from 2008 to 2018, which
became a critical issue for youth and adolescents’ mental health. Several regulations have

21 |mproving education opportunities to children with disabilities in the Kyrgyz Republic
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been put in place, including Law No. 185, “On measures to prevent harm to children’s health,
their physical, intellectual, mental, spiritual and moral development in the Kyrgyz Republic.”
The law includes measures to prevent child suicide. In 2018, the country also adopted the
Program for the Protection of the Population’s Mental Health for 2018-2030. The program
focuses on access to psychosocial services at the local level (UNICEF, 2020d).

Emergency and Crisis Management

Kyrgyzstan is considered vulnerable to climate change, extreme precipitation, landslides, and
mudslides across the country (World Bank, 2021). Aside from education quality improvement
and expansion of school enroliment, the 2018-2040 NDS also aimed to produce citizens who
strive for a healthy lifestyle, which includes environmental education being promoted in the
curriculum beginning in pre-primary education. Working with UNESCO, MOES has been trying
to mainstream the concept of education for sustainable development into the school
curriculum. The topics covered in education for sustainable development include health and
well-being, environmental awareness, gender equality, and ICT literacy (UNESCO, 2019). The
climate change content will also be included in environmental education in secondary schools,
both in student curriculum and teacher training (World Bank, 2019).

A DRCU Team was set up in 2008 to improve communication and cooperation between the
government of the Kyrgyz Republic, the United Nations country team, the Red Cross and Red
Crescent Movement, and other important parties in order to provide an adequate and
successful humanitarian response to emergencies. The environment, climate change
adaptation, and disaster risk reduction (DRR) components are mentioned in the NDS 2040, in
which the government promises to enable a safe environment. Specific activities that are
mentioned include reducing risks of radioactive contamination and land degradation in
adjacent areas, rehabilitating tailings sites of the former uranium production facilities, and
carrying out active work on attracting international assistance.

In 2011, a manual for emergency situations was developed for teachers and personnel in pre-
primary education to teach pre-primary children about safe behavior. The guidebook was
developed as part of the "Support to Disaster Risk Reduction Activities in Vulnerable
Communities and Educational Institutions in Central Asia," with the financial support of the
European Commission and technical support from UNICEF.?? In 2017, the UNICEF DRR
Program also developed a manual in DRR for public school management. The guide is
prepared for the school principals and teachers, as well as relevant staff in the MOES, the
Ministry of Emergency Situations, and DRR specialists and experts.?®* Both guidebooks and
manuals are available in Russian and Kyrgyz.

However, a UNICEF report (2013), funded by USAID, found that many of the Kyrgyz
Republic’s preschools (89 percent) and schools (81 percent) were structurally unsafe due to
aging buildings and structures and lack of financial support, exacerbated by natural disasters.
The Kyrgyz Republic is a country of high seismic activity, and within the span between June
2009 to September 2010 alone, there were 2,398 earthquakes with a magnitude of 6 or more.
Aside from the structural measures, other measures were needed to ensure the safety of
schools and preschools. The government then drafted the “Repair and Reconstruction of
School and Preschool Education Organizations 2014—-2020,” which laid out a plan to provide
funding for structural improvements. However, in 2022, the state budget was not able to fund
even the minimum needs. Out of 2,296 schools, 245 public schools were in major disrepair
(i.e., requiring demolition and new constructions), and 457 public schools required a major
overhaul of the roof, foundation, walls, water supply, and sewage.?

22 Manual for Teachers: Safety of pre-shoolchildren under the emergency situations
23 Manual: Disaster Risk Reduction for Public Schools
24 School education in Kyrgyzstan: main problems and solutions (in Russian)
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Response

According to a report by UNICEF in 2021, the number of households affected by COVID-19
was approximately 75.6 percent of the total households, and among those households, 28.6
percent had at least one person in the household who contracted COVID-19 or died. There
were 21.2 percent of households in which at least one person needed health care and was
affected by COVID-19 but did not receive it. Migration also ceased. The flow of remittance
from migrants to their families, one of the main contributors to the gross national income, was
negatively impacted. Among the households impacted by COVID-19, 50.7 percent
experienced a decline in income, and this downturn in the economy also constrained the
government budget and tax revenue (World Bank, 2021). Inflation rates increased in relation
to the prices of basic consumer goods, especially food (which were almost 9 percent and 16
percent per annum in April 2020), according to the 2021 DRCU annual report. The number of
households where children aged 5 to 17 did not attend school due to an outbreak was more
than 95 percent (UNICEF, 2021). However, there were high attendance rates in primary and
lower secondary schools, as well as one-year pre-primary education during the pandemic
(UNICEF, 2021a; World Bank, 2021).

Teaching and Learning During a Pandemic

Within a relatively short period of time, the Kyrgyz Republic managed to ensure access to
remote learning for all levels. In March 2020, MOES approved the Anti-Crisis Plan for the
Education Sector as the last quarter of the academic year of 2019-2020 went on. From the
beginning of the pandemic and the school lockdown in mid-March 2020, the MOES and its
agencies carried out preparatory work for the transition of schools to distance learning during
the spring break, and remote learning tools were launched on April 8, 2020. Distance
education started afterward, and children could freely access remote learning through online
platforms, three national TV channels, and two mobile network applications (UNICEF,
2020c).?® Students did not only watch a TV lesson but also received homework on the TV
lesson assigned by teachers and were given further explanations from teachers. The lesson
lasted 20 minutes, and the content was limited to broadcasting a snippet of the main materials
on each topic. Due to time constraints, the pace of explaining a new topic was so rapid that
the students on the other side of the screen did not have time to take notes (Kasymova, 2020).
Monitoring student engagement in distance learning was still difficult, especially when lectures
were broadcast on television. Teachers needed extensive support in the early months of
remote learning because they were not entirely prepared to switch from in-class to online
instruction (DRCU, 2021).

During the pandemic, more than 82 percent of children were enrolled in distance learning,
mainly by using a mobile phone or tablet (98.9 percent) and watching video lessons on national
TVs (51.5 percent) (UNICEF, 2021a). However, a significant portion of parents (78 percent)
were surveyed and discontented with the online learning process, stating, as the main reason,
that their children did not understand the lesson well (95.7 percent of dissatisfied parents).
Parents also claimed other reasons, including poor Internet quality (48.5 percent), missing TV
lessons (47.3 percent), insufficient equipment (36.8 percent), payment difficulties for mobiles
(27.3 percent), and the quality of lessons (25.6 percent). These findings from the 2021
UNICEF survey were supported by the study conducted by Imanbekova (2020), in which 338
teachers and 1324 students reported that the main difficulties that students and teachers faced
were no Intemet or weak Internet connection, no appropriate devices, and teacher difficulties
in getting responses from students (Imanbekova, 2020).

Teachers send feedback to students using the Internet and mobile applications that are free
of charge. WhatsApp and Zoom were the most popular applications for learning (Imanbekova,
2020). UNICEF supported the development of remote learning methodology and video
lessons for preschool and school-age children. The videos, which are broadcasted on national

25 Unequal access to remote schooling amid COVID-19 threatens to deepen global learning crisis
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TV channels and stored on the Ministry’s online portal, are in Russian and Kyrgyz languages,
supplemented by Uzbek and Tajik subtitles as well as sign language translation (UNICEF,
2020a). In higher education, universities employed their own online learning management
system, Moodle platforms, and corporate education portals (e.g., AVN, Google Classroom,
Google Meet), while vocational education institutions used the integrated portal (MOES,
2020).

Teachers were supported with guidelines on how to use tools such as Zoom, Google
Classroom, Google Drive, WhatsApp, and Telegram. Recommendations were given on how
to arrange remote learning, and teachers were given the opportunity to attend webinars on
the use of remote learning resources and how to address learning issues (MOES, 2020).

Resource Sharing

Aside from video lessons, the MOES online portal “Educational Resources of Kyrgyzstan”
(oku.edu.gov.kg) also stores other educational materials such as electronic textbooks,
additional literature, tasks, video lessons, and educational games (UNICEF, 2020c). The
government also provided access to open foreign educational resources, including Khan
Academy. There are free online tests to help students prepare for the national test, as well as
to assess Grade 4-11 students’ performance with additional diagnostic tests in 13 subjects
(MOES, 2020). Currently, almost all teachers would claim that they know and use the materials
of digital resources, including oku.edu.gov.kg. However, there are no systemic quantitative
data or statistics on how it happens in reality.

Mental Health Support

Before the pandemic, adolescents had been facing major stress at home due to unstable
family dynamics. Restrictions imposed during the pandemic and the transition into remote
learning exacerbated existing conflicts within households (Zhanybek, 2021). During the
pandemic, UNICEF (2020b) recorded that more than 60 percent of adolescents reported
having high levels of anxiety. Therefore, UNICEF targeted 250,000 children and caregivers in
the Kyrgyz Republic to access mental health and psychosocial support by 2021. The
government tried to address the issue during the pandemic. The MOES opened a hotline for
counseling and other psychological support for students and assigned teams of teachers and
specialists to counsel children and parents from vulnerable families. These teams stayed in
contact with the families by phone to provide support. An ICT support hub for teachers was
also established (MOES, 2020). The most frequent emotions of students that teachers
observed were feelings of anxiety, sadness, indifference, and anger (Imanbekova, 2020).

Recovery

The academic year of 2020-2021 began on September 15, 2020, 2 weeks after the normal
calendar year, to ensure teachers and school personnel had received vaccinations before
starting the academic year (World Bank, 2021). The first quarter of the academic year was
mostly conducted in a remote learning format, except in regions where it was possible to
organize offline classes without risks to students and teachers, based on the
recommendations from District Sanitarian Epidemiological Surveillance, which is under the
MoH. By mid-December 2020, 89 percent of schools had re-opened for students (UNICEF,
2021).

There was usually no mandatory assessment at the beginning of a new academic year.
However, teachers started the academic year by conducting a formative assessment of
students’ knowledge, taking into account the methodological recommendations of the MOES.
Many school leaders and teachers talked about the need to adjust the curriculum and teaching
and learning methods after the pandemic. However, at the time of writing, there was no
evidence found on how adjustments to the curriculum and remediations for students had been
made. In 2021, the MOES and the MoH, supported by UNICEF, conducted rapid assessments
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of water, sanitation, hygiene and infection, prevention, and control in schools and healthcare
facilities. The assessments conducted in 1,862 out of 2,283 schools and preschools found that
most schools had at least access to water and handwashing equipment, but 40.8 percent of
surveyed schools had no sanitizers (UNICEF, 2021).

Conclusion and Next Steps

As the pandemic hit two years after the recent educational reforms (NDS 2040) were
established, the Kyrgyz Republic is not only faced with the challenge of carrying out reforms
but also carrying them out during difficult times. There were a few achievements that the
government has managed to attain. The government has managed to keep enroliment in pre-
primary and basic compulsory education high. The review has also shown that the
government’s swift response may contribute to the continuation of learning during the
pandemic by mobilizing teachers to provide learning materials through video lessons.

However, according to the World Bank’s 2020 Human Capital Index, children in the Kyrgyz
Republic were estimated only to reach 60 percent of their full potential as an adult even before
the pandemic. Children in the Kyrgyz Republic will have even more obstacles to surmount due
to the learning gaps over the last year. As examples in other countries, the learning gaps will
be challenging to overcome as another estimate from the World Bank indicated that learning
would drop by as much as 10 PISA points in schools closed for six months. The share of
students performing below functional literacy was estimated to increase up to 97 percent in
schools closed for an entire year.

There are also opportunities to explore how the education system in the Kyrgyz Republic can
be further strengthened. Vocational education requiring practical training had difficulties
conducting this kind of training in business as strict lockdowns were in place, while remote
learning materials were more available and perhaps relevant to general education students
(ETF, 2021). Assessment results, such as the NST and PISA, have shown performance gaps
between the urban and rural areas, location of schools, and medium of instruction. Investment
may be needed in improving the skills of teachers, building modern educational institutions,
and improving the water supply and electrification of schools in these schools (UNICEF,
2020c). The provision of inclusive education for children with disabilities was already a
challenge even before the pandemic (UNICEF, 2021), and there is little evidence found on
remote learning practices in existing education institutions for children with disabilities.

Considering that the pandemic is already in its second year, there had been little evidence of
practices at the household or school level that support students’ learning remotely, particularly
those in remote areas and children with disabilities. It might be because offline learning started
again in September 2020, only around six months after the mass school closures. Moreover,
even if schools were closed on April 2021 until January 2022 due to the pandemic, there were
no mass school closures, and offline learning had presumably continued, although with
disruptions. It was also unclear if and how teachers were trained to support children with
disabilities during the pandemic. Moreover, although there was evidence of mental health
support for students and their families in place, the review has not found evidence of the impact
of such support and no evidence that there is any mental health support for teachers. Aside
from in-service teacher training, there was no literature, at least in English, describing how
pre-service teacher education has been carried out after the NDS was established and if there
is a policy to support teachers in adapting to crises. Moreover, as the enrollment rate for upper
secondary education decreases, the review has not found any information on what caused it
and how to retain the current students or reach out to dropouts and help them finish their
education.
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ANNEX C: INSTRUMENTS

C.1  Survey Protocols

School Leader (Russian Language)

BOHpOCHI/IK AJId PYKOBOAUTEJIA HIKOJIbI

PearupoBaHue 06pa3oBaTe/IbHbIX CUCTEM CTpaH A3uu Ha naHjemuto COVID-19
OBLIAA UHOOPMALIUA

Bbl 0TOGpaHBbI AJ1s1 y4acTUs B JAHHOM UccaeJoBaHUU 0 Bo3eiicTBuM COVID-19 Ha 06yueHUe O
Ha3BaHUeM “PearupoBaHue 06pa3oBaTeJbHbIX CUCTEM CTpaH A3uu Ha na”aemuto COVID-19”,
KOTOpPOEe NPOBOAMTCS B pa3JIMUHbIX cTpaHax A3uu. UccaesoBaHue npoBoAUTCcs MUHUCTEPCTBOM
o6pasoBaHus U Hayku KeIpreizckoil Pecny6yink B paMkax npoekTta “YTeHue AJig Bcex JeTel -
Azus (ACR-Asia)”, duHaHcupyemoro areHTcTBoM FOCAU/I.

B AAaHHOM BOIIPOCHHKE 3allpalllMBA€TCA I/IHCI)OpMaU,I/IH 0:

o Bac u Bamieii mkoJie
. MoJIyYeHHOU U HeobXouMoM BaM nmojiepxke
. MeTOo/iaxX Mperno/ilaBaHus U 06ydeHus

HomanyﬁCTa, BHHUMATEJIbHO IPOYTHUTE Ka)KﬂbIﬁ BOIIPpOC U OTBETbTE KAK MOXXHO no,apo6Hee.
HeKOTOpre BOITPOCHI HOTpe6y}OT oT Bac KpPaTKOIr'o TEKCTOBOT'O OTBETA B OTBEJ€EHHOM AJIA 3TOTO0
MecCTe.

He CylieCTBYeT «IIPpaBHUJIbHBIX» UJIN «HEIIPAaBUJIbHBIX» OTBETOB.

Bce Balliu OTBETHI OCTaHYTCA KOHC])I/IAGHU,I/IaIIbeIMI/I. OHu 6YAYT O6’beﬂHHeHbI C OTBETaMH
APyrux py}(OBOﬂI/ITeHeﬁ HKOJI [Jid nmoAcdeTa MUTOroOBbIX U CpeJHUX HOKHSHTGJ’IGIZ, B KOTOPbIX
HeJlb34d 6yaeT I/IﬂeHTI/ICI)I/IU,I/IpOBaTb HH OJHY IIKOJ1Y UJIX IIKOJIbHOTO PYKOBOAUTEJIA.

1) lns npofo/KeHUs, ToXKaayHcTa, TOATBEPAUTE, YTO Bbl pyKOBOJUTEb IIKOIBI*

() Ja
() Her

PA3/IEJT A: O BAC
2) HasBaHue mkoJibr*

3) I'me pacnosoxeHa Bama nikosa? *
() Bcene

() B paiioHHOM LIEHTpE

() Bropoae

4) Bam noa? *

() XKenckuit

() My»xckoit

() OpennouuTaro He OTBEYATh

5) Ckosibko sieT Bl paboTaeTe pyKOBOAUTEJEM ILIKOJIbI?

(MoxkanyiicTa, He YYUThIBAWTE KAaKOU-IM60 MePUO/, MPOJOKUTENbHOI0 OTNYCKA, TAKOW KakK
OTIIYCK 10 6EpeMEHHOCTH U po/iaM/OTLOBCTBY/ 0T OCPOUHBIN OTMYCK)*

() Menee 2 neT

()OT 2 no 5 ner

() Ot 6 1010 set

() Ot 11 no 20 net
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() bosee 20 net

6) Ectb sin y Bac feTr/06513aHHOCTH 110 YXOy 3a A€TbMHU AoMa? *
() Ja

() Her

() OpennouuTaro He OTBEYATh

PA3/IEJI B: [IPOBJIEMBI
7) C KakMMHU Npob6IeMaMH CTOJIKHYJIach Balia 1mkos1a, 4YTo6bl 0Ka3aTh MOAAEPKKY yYaLMMCs BO
BpeMs MaHJeMUu?
(OTMeTbTe BCe nox0AAIME BAPUAHTHI) *

[Toxanyicra,
OTMEThbTEe
HefocTraToyHasi OCHAIleHHOCTb LIKOJbHOW HMHQPACTPYKTyphl (H-p, KCEpo-KONHMpOBaJbHbIE
yCTpOWCTBA AJ151 pacnedyaTKy pa3ZlaTOYHbIX MaTepHUasoB, OTCYTCTBUE/OrPaHUYEHHOCTb JOCTYIA
k UHTepHeTy) | ]
HecooTBeTcTBUe pecypcoB AJisl JUCTAHLMOHHOTO 0Oy4eHHUs (T. €. OTCYTCTBHE JOCTyma K
WHTEepHETY, NeYaTHbIX MaTepHaJoB AJs yuuTtesaeit) |[]
HecooTBeTcTBUe pecypcoB AJsl y4yalluxcsl C OCOObIMM NOTPeOGHOCTSIMM (HaAmpuMmep, C
bU3MYEeCKUMH HeJOCTAaTKaMHM, YMCTBEHHBIMH WJM 3MOLMOHAJbHBIMH/IICUXOJIOTUYECKUMHU
HapylIIEHUSIMU ) [
Hu3kuil ypoBeHb BOBJI€YEHHOCTH yUUTeEJeN B paboTy [
Hu3skuil ypoBeHb CaMOYYBCTBUS U/ WU 6J1ar0OCOCTOSIHUSA yuuTenel | ]
Yxopn yunuTesieil 10 COGCTBEHHOMY KeJlaHUIO | ]
YBoJIbHeHUEe yuuTenen [
HefjocTaToO4HOCTH HAaBBIKOB yuUTeJed /115l IPOBeeHUs JUCTAHIIMOHHOT O 06yYeHUs [1
Huskuil ypoBeHb f0BepUs yuuTeNel K JUCTAHIIUOHHOMY 06y4eHHUI0 [ |
Hu3kuil ypoBeHb BOBJI€YEHHOCTH yYaLUXCSA B yueoy | ]
[l;10x0e caMO4YyBCTBYE U/WJIM HU3KUW YPOBEHb 6J1ar0COCTOSIHUS yyamuxcs | |
Hu3skuil ypoBeHb BOBJIEYEHHOCTH pOAUTeEJEN B yuebHbIN poliecc [ ]
OrpaHu4eHHass BO3MOXXHOCTb pOJWTesNed NoJJepKUBAaTb CBOero pebGeHka B yuyebe (H-p,
HErpaMoOTHOCTb, 3aHATOCTh paboTO) [
OrpaHU4eHHOCTb JJOMAIIHUX pecypcoB (H-p, AocTyna K MHTepHeTy, nHGOpMaLUH, Ta/KeTaM,
OTCYTCTBHE CIOKOWHOTO MecTa JJisl 3aHATUH, MUCbMEHHOI0 CTOa, KHUT) [ ]
OrpaHuYeHHBIN JOCTY K 0611leCTBEHHBIM pecypcaM (6ubaroTeke, UHTepHETY, 3/1IEKTPUYECTBY
B 00111eCTBEHHBIX MeCTax U T.J.) [
HefiocTaTOYHOCTD MOALEPXKKH LIKOJIbI MECTHBIM COOOIECTBOM (HEAOCTATOYHOE BOBJIEYEHHUE
poauTesel, He/lOCTaTOYHOCTh 0OIeCTBEHHBIX pecypcoB) [ ]
[TosuTHYyeckass HECTAGUIBHOCTb WM KOHQJIMKT B palioHe, B KOTOPOM DAcloJIOXKeHA LIKOJIa

[]

[Ipo6siem HeT |[]

PA3/IEJI C: BOCITPUATHE NNOAAEPXKKH
8) B kako#l cTeneHu Bbl corjiacHbI €O CAeIyIOUUMU YTBEPXAEHUAMU?
B nepuoj naHAeMHH 03KUJAJI0Ch, UYTO MOsI IIKoJIa...

[TosiHOCTBIO He corJiaceH He cornacen CornaceH [TosiHOCTBIO coTJ1aceH
BBesleT pAucTaHLMOHHOE OOyYyeHUMe Ha BpeMs 3aKpbITHUs LIKOJIbI/IEepUOLOB YJaJeHHOI0
oGysenns () 0 0 ()

[IpefocTaBUT yuuTenssM pecypcbl (MHTepHeT-cBA3b, LHPpoBoe 060pyJo0BaHUE, ydeOHbIE
MaTepHuaJibl) AJisl NPOAOKEHUS TPENoJaBaHUs ) ) ) )
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[lpegocTaBUT  y4almUMcs COOTBeTCTBywoIHe pecypcbl (MHTepHeT-cBA3b, LUPpOBOE

060py/loBaHUe, yueOHbIe MaTepUaJIbl) /151 MPOJOKEHUS O6yYeH s ) ) ()
0

06CyAUT C pOAUTENSIMU U CEMbSIMU METO/IbI IPEINO0/IaBaHUs U 00y4eHUs ) ) ()
0

[IpoBe/leT MOHUTOPHHT MCUXUYECKOT0 3/IOPOBbS U CAMOYYBCTBUS yUUTENel ) ()
0 0

[IpoBeileT MOHUTOPHUHT IICUXUYECKOTO0 3/J0POBbsI MU CAMOYYBCTBHUS yYaLUXCs 0) ()
0 0

W3meHUT Tpe6GoBaHUSA K O0Oy4YyeHHUIO yyaumuxcsd (T.e. KOPPEKTHUPOBKA OL€HUBAHUS,

cocpe/iloTOYeHHe BHUMAaHMUS TOJIbKO Ha FPaMOTHOCTH U T.A.) () ) ) )

Anpo6upyeT Apyrue, ”YHHOBALlMOHHbIE IYTH BOBJIeYEHHU yyalMxcs B Ipolecc obydyenus ()
0 0 0

[IpoBe/ieT MOHUTOPHHT BOBJIEYEHHOCTH yUalllUXCcsl B 00y4eHue ) ) ) )

[IpoBeieT olleHMBaHHWE YyUalIUXCsl BO BpeMsl 00yUeHUs ) ) ) )

[IpefocTaBUT [IONOJIHUTENBHYIO MOJAJEPXKKY YA3BUMbBIM TpyNmnaM ydyauuxcs (JeBoykaM,

y4aliuMcs U3 ceMeil C HU3KMMHU 10X0/laMU U T.J.) ) ) ) )

[IpefocTaBUT [JOMOJHUTEJNbHYI0 MNOAJEPNKKY Yy4YalUMCS C Pa3/JMYHBIMU CIIOCOGHOCTSIMU

(BBICOKMMHU UJIM HU3KHMMHU ) K 00YUEHHUI0 UM NOTPEOHOCTSAMU B 00y4yeHUHn () ) ()
0

9) Oxa3bIBasu JiM BaM nojiep Ky caeyoliyie opraHu3alnuu/arna B IeEPUO/ 3aKPbITHUS KO ?
*

He nopnepxuBanu [lopnepxvBaiu

MuHuCcTepcTBO 06pa3oBaHUs U HayKH/YipaBjieHre o6pa3oBaHueM () ()

O6JsiacTHble  MHCTUTYTbl 00pa3oBaHHUs, O6GJACTHble Yy4eOHO-METOJUYECKHE  IE€HTPHI
o6pasoBaHusa () )

PailoHHBIe/TOpoO/iCKME OT/ies bl 06pa3oBaHus () )

MeToauyeckoe 06 beAUHEHM E YUUTETEN ) )

Poautenu/onekyHbl () )

MecTtHoe coobiiecTBO () )

ByiaroTBOpUTeIbHbIE OpTaHU3allMK,/ YaCTHbIE JOHOPbI ) )

10) Bpuin v Bel MHPOpPMHpOBaHbl O MOJHUTHKE MHUHUCTEpPCTBa/perduoHa/IbHbIX OpPraHOB
ynpaBJ/ieHUs1 00pa3oBaHWEM OTHOCUTEJIbHO O0XHJAeMOTO AWCTAaHLUOHHOIO OOy4YeHUs [Jisd
obecneyeHUs1 HEMPEPbIBHOCTU 06ydyeHusa? *

() Ja

() Hert

11) Kakue ewe BUABI NOoAJep>KKU Brl Tpe6oBaJyy/3anpalivBajd OT BblllelepeyrcaeHHbIX
OopraHu3saluil /Ul B CBSI3U € MaHAeMuel? [loxanyiicTa, MosiCHUTE CBOM OTBET *

12) Kakas e1e noagep>kka Bam notpebyeTcs oT BbllllenepeyrcJeHHbIX OpraHU3aLuii/nonel B
oynyuiem? [oxkasyicTa, MOSICHUTE CBOM OTBET

PA3EJI D: TMAEPCTBO U COTPY IHUYECTBO
13) MoxanyicTra, YyKOXKUTE, KaK 4acTo Bbl y4acTBOBa/IM B CJI€IVIOIUX MEPONPUSTHUSIX, KOTOpPbIE
MPOBOJUJIMCH B IIKOJIe B IepUOJ, NaHAeMUn™

Building Resilience in the Kyrgyz Republic: Readiness, Response, and Recovery 50



Hukorpa OpuH/ nBa pasa B roj, Pas B 4eTBepTh Kaxnayto Hepnenro
A yyactBoBan (a) B MeponpUsATHUAX MO NPOPECCUOHAJbLHOMY PAa3BUTUIO B JAUCTAHIIMOHHOM

dopmare O OO0 0O 0

A noaaepxurBaJjl (a) CBA3b C JIMIJaMH, IPUHHUMAKOIIUMHU pelleHnd, WJIHN OpraHu3aludMU BHE

IIKOJIbI, 06CykAasl, KaK NOAJep>XaTh y4al[uxcs Bo BpeMs naHJeMuu.( ) ) ) )

A npoBoau (a) o6ydyeHue s yuuTesed M0 AUCTAHIIMOHHOMY MPENo/laBaHUIO C IPUMEHEeHUEM

JIOTIOJIHUTEeNbHbIX MaTepuasioB (TB, pasuo, MmaTepuasibl Ha 6yMaXKHbIX HOCUTeIx) () ()
0 0

A npoBogun (a) [JONOJHUTE/NbHOE OOy4YeHUEe JJIs1 Yy4yuTeled 10 JUCTAHLMOHHOMY

MpenojiaBaHuIo0 c TpUMeHeHrueM HHGOpPMallMOHHbIX TexHosiorui (UT) ) ) ()
0

A ob6cyxaan(a) Ha BCTpevax € yUUTENSIMU UX TOTPEOGHOCTU U MPO6JIeEMbI ) ) ()
0

A ob6cyxaan(a) Ha BcTpevax € yUUTENIMU YTH NOAAEP!KKU 00yueHUs yyamuxes () ()
0 0

A ob6cyxaan(a) c poauTeasMU CIOCOObI MOAEPKKHU Y4YalllUXcsl B 06ydyeHuu () ) ()
0

PA3JIEJ1 E: PABBUTHUE U INGOEPEHIUALIUA
14) MoxanyicTa, yKaxkUTe, Kak 4acTo Bel mpoBoAuId cleAyiolide MeponpuUsTHUs B LIKOJIE B
nepuo/ naHjgeMuu™

Hukorpa OpunH/ nBa pasa B roj, Pas B 4eTBepTh Kaxxayto Hepenro
f okasbiBas (@) NOAJLEPKKY yUUTeNsIM M0 aJalTalMU UX NpelnojaBaHUsA BO BpeMsl 3aKpbITHS
IIKOJIbI/ AUCTAHIMOHHOT0 06yYeHus () ) ) )
A nomoran (a) yuyuTessiM afanTUPOBAaTh MeTO/Abl OLleHUBaHHUS yYallluXcsl BO BpeMs 3aKpbITUSA
IIKOJIbI/ AUCTAHIMOHHOI0 06yYeHus () ) ) )
A ucnonb3oBaJsi(a) AaHHbIe MOEU HIKOJIbI TPU aHAJU3E YCIIeBAEMOCTH yYal[UXCs ) ()
0 0

A obecyxaan (a) ¢ yuuTensiMu npuMeHeHHe GaKTUYECKUX JaHHBIX JIJIsI MOHUTOPUHIA Pa3BUTUSA

ysamuxes () () O 0

A niiaHupoBad (a), Kak yJayduaTh pe3y/IbTaThl CBOEH LIKOJIbI U yYalUXcs (0IrOCPOYHBIE LIesH,
CTpaTeruyeckoe MJaHUPOBAHUE U T. 1I.) ) ) ) )

PA3/JEJI F: BJJATOCOCTOAHUE U UHKJIIO3WA
15) [oxanyicTa, yKaKHTe, B KaKOW CTeleHM YpPOBEHb 0JIaroCOCTOSHUS YYaCTHHUKOB
o6pa3oBaTebHOrO Ipolecca 06Cyascs U/ Win nojep>kruBajcsd Bamu Bo BpeMsi naHgeMuun™

Hukorpa Penko HHorga Yacto

A ucnbiTan (a) 6oJblile cTpecca B cBoelt paboTe ) ) ) )

MeHs 6GecrioKouJ YypoBeHb CTpecca Y MOUx yuuTesei () ) ) )

MeHs1 6eCIOKOUJIUN ICUXUUECKOE 3/I0OPOBbE U HJIaronoiyurue MOUx y4aliuxcs ) ()
() ()

A npenocrasisi (a) yuuteassM UHPOPMAIUIO 0 COXPAHEHHUIO ICUXUYECKOT0 3/10POBbS ()
() () ()

S npenocraBasaa (a) yyauuMcs M UX CeMbSM MHQOpPMALUIO 10 COXPAHEHHIO MCUXUYECKOIO

3/10pOBbsI () () () ()

A npenocrasiisia (a) AOMOMHUTENbHBIE MATEPHAJIBI M 06YYEHUE YUUTEJISIM, UMEIOLUM yYalluXcs
€ 0CO6bIMU MO3HABATEJbHBIMU NOTPEOHOCTSIMU/UHBAJIUHOCThIO () () () ()
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PA3/IEJI G: PEDJIEKCHA
16) Yto u3 HmKecneaywouero Bel miaHupyete caenaTh /s NOAAEPKKH Balinx cOTpyAHUKOB U
y4yauiuxcs nocjue naHgeMuu? *

Jla HeT
COTpyIHUYECTBO C YUUTEJISIMU T10 YJAYYIIEHUIO 06y4yeHuUs yyaiuxcs () )
COTpy/AHHUYECTBO C POAUTESIMU/CeMbSIMU 10 YIAYYIIeHHI0 00YYeHHUS YYalluXcsl ) )
[TocenieHue ceMel JJist MOHUTOPUHTA ydyacTus ydamuxes () )
TenedoHHbIe 3BOHKU CEMbSM /IJIs MOHUTOPUHTA y4acTUs ydamuxcs () )
ApanTanus ypoKOB K Pa3JIMYHbIM IPYINaM y4yaliuxcs ) )
AJlanTanus UTOTOBOrO OLleHUBAHUS K pa3/IMUHbIM IpyNaM yyaluxcs () ()
[IpuMeHeHMe TUGPUAHOTO/IUCTAHIIMOHHOI0 06y4eHUs (MeHbllle YacoB JIULOM K ULy, 60/blile
y4eOHOM J1esITeIbHOCTH OHJIaWH) ) )
BHUMaHHe K ICUXUYECKOMY 3/I0POBbIO U 6J1aTONONYYHI0 yunTesei () )
BHUMaHHe K ICUXUYECKOMY 3/J0POBbIO U 6J1aronoy4Yrio yyamuxcs () )
MOHUTOPUHT pa3BUTHS y4alllUXCsl C IpUMeHeHreM JJaHHbIX [0 LIKoJie U KjaaccaM () ()

17) UYto 6osibllle BCero IMoMorajo MNOJAJEpPUBATh ydyaluxcsd Bamiedl Kokl BO BpeMs
naHgemun? [loxanyiicra, moscHUTE CBOU OTBeET *

PA3/IEJ1 H: OTCJIEXKUBAHUE
18) Kakue cTpaTeruu u/vjiu Mepbl, UCIOJb30BaHHbIE BO BpeMs MaHAEMHH, MOTYT MOMOYb
YJAY4IIUTh Ka4eCcTBO 06pa3oBaHus B Baieil mikoJsie B 6yayuiem? *

19) T'oToBel M Bbl yyacTBOBaTh B MOCJAEAYIOIIEM WH/JWBU/JYAJIbHOM HHTEPBBIO B paMKax
JIAaHHOTO HUccieoBaHUus?*

() Aa, s roToB (a) NPUHSATH YYacTUE B MOCJAEAYIONIEM HHTEPBbIO

() Het, moxasnyiicta, He KOHTAaKTUPYHTE CO MHOM 60JIbllle

20) Ecau Bel oTMeTuiu Bhiille “/IA”, nmoxasyicTa, npe/locTaBbTe Balll KOHTaKTHbIE JJaHHbIE
(HoMep TesnedpoHa M 3JIEKTPOHHBIHN ajipec) *

Ecnu Bbl oTBeTuau «HeT», 3aBepiiuTe 3amosiHeHHe BONPOCHHMKA M 0OpaTUTeCh K CBOEMY
aIMUHUCTPATOPY, YTOOBI MOJYUYUTh CChIIKY Ha BOIIPOCHHUK, KOTOPBIA HUMeeT OTHOIIeHue K Bam
(Hanmpumep, «Y4UTeNb» WU «PoaUTENb»).

Cnacubo 3a 3anoJIHEHHE AaHHOI' o BOHpOCHI/IKa!
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Teacher (Russian Language)
BOITPOCHUK JIJid YUYUTEJIA

PearvpoBaHue 06pa3oBaTe/IbHbIX CUCTEM CTpaH A3uu Ha naHemuto COVID-19
OBLIAA UHOOPMALIUA

Bbl 0TOOGpaHbI AJ1s1 y4acTUs B JAHHOM UccaeJoBaHUU 0 Bo3eiicTBuM COVID-19 Ha 06yueHUe O/
Ha3BaHUeM “PearupoBaHue 06pa3oBaTeJbHbIX CUCTEM CTpaH A3uu Ha na”gemuto COVID-19”,
KOTOpPOe NPOBOAMTCS B pa3JIMUHbIX cTpaHax A3uu. UccaesoBaHue npoBoAuTcs MUHUCTEPCTBOM
o6pa3oBaHus U Hayku KeIpreizckoil Pecny6sink B paMkax npoekTta “YTeHue AJis Bcex JeTel -
A3zus (ACR-Asia)”, duHaHcupyemoro areHTcTBoM FOCAU/I.

B AAaHHOM BOIIPOCHHKE 3allpallliBA€TCA I/IHCI)OpMaU,I/IH 0:

. Bac u Bameb mkosie
. MoJIy4YeHHOU U HeobXoiuMo BaM nmojiepxke
o MeTo/laX NpenoiaBaHus U 060ydyeHUs

[ToxkasyiicTa, BHUMaTeJbHO NPOYTHUTE KaXKAbI BONPOC U OTBETbTE KaK MOXHO NoApoGHee.
HekoTopble Bonpockbl NOTPe6GYIOT OT BaC KpaTKOI'0 TEKCTOBOTO OTBETA B OTBEJAEHHOM /1151 3TOT0
MecTe.

He cymiecTByeT «npaBUJbHBIX» UJIU «HEMPABUIbHBIX» OTBETOB.

Bce Baumu oTBeThl OCTaHyTCS KOHQUAeHUMaJbHbIMU. OHU O6yAyT 0O6'beMHEHBI C OTBETAMHU
JPpyTrUx yuuTesed KOJ AJisl o cueTa UTOTOBBIX U CPelHUX IIOKa3aTesel, B KOTOPbIX HeJlb3sl
6yneT uAeHTUGULUPOBATb HU OJJHY LUIKOJY UJIH ILKOJbHOTO yUYUTEN.

1) /lns mpoio/iKeHUs, oXKalyHucTa, IOATBEPIUTE, YTO Bbl yuuTe b B miKoJe™*

() Ja
() Hert

PA3/IEJT A: O BAC
2) HasBaHue mkoJbr*

3) I'me pacnosoxeHa Bama nikosa? *
() B cene

() B paiioHHOM 1IEHTpE

() Bropoae

4) Bam noa? *

() XKenckuit

() My»xckoit

() OpennouuTaro He OTBEYATH

5) Ckosibko sieT Bol paboTaeTe yuutesnem?

((Moxanyiicta, He YYUThIBANTE KaKOU-IMO0 NMEPUO/] MPOJIOKUTENBHOI0 OTIMYCKA, TaKOM Kak
OTIIYCK 110 GEpeMEHHOCTH U po/iaM/OTIIOBCTBY/ 0T OCPOYHBIN OTNYCK) *

() Menee 2 neT

()OT 2 no5 ner

() Ot 6 1010 seT

() Ot 11 no 20 net

() bosee 20 set
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6) Ectb sin y Bac feTr/06513aHHOCTH 110 YXOy 3a A€TbMHU AoMa? *

() Ja
() Hert

() OpennouuTaro He OTBEYATh

PA3/IEJI B: IPOBJIEMbI
7) C xakuMu npo6yieMaMH Bbl CTOJIKHY/IMCh, YTOOBI 0Ka3aTh NMOJJIEPKKY y4allluMcs BO BpeMs
nangemuun? (OTMeThTe BCe NOAXO/SIIME BAPUAHTHI) *

[loxkanyiicta, oTMeTbTE
HepocraToyHast OCHAIleHHOCTb LIKOJbHOW HHQPACTPYKTyphl (H-p, KCepo-KONHMpOBaJbHbIE
yCTpPOWCTBA AJ151 pacnedyaTKy pa3ZlaTOYHbIX MaTepHUasioB, OTCYTCTBUE/OrPaHUYEHHOCTb JOCTYIA
k UHTepHeTy). [ ]
HecooTBeTcTBUe pecypcoB AJisl JUCTAHLMOHHOTO 0Oy4yeHHUs (T. €. OTCYTCTBHE JOCTyma K
WHTEepHETY, NeYaTHbIX MaTepHaJoB AJs yuuTtesaeit) |[]
HecooTBeTcTBUe pecypcoB [l y4yalluxcsi C OCOOBIMM NOTPeOGHOCTSIMM (HampuMmep, C
bU3MYEeCKUMH HeJOCTAaTKaMH, YMCTBEHHBIMH WJM 3MOLMOHAJbHBIMH/IICUXOJIOTUYECKUMHU
HapyIIEHUSIMH ) [
Huskuil ypoBeHb npodeccuoHaLHOTO pocTa |[ |
Hu3kuil ypoBeHb JIMYHOTO CAMOYYBCTBUSA /WM 6J1arococTosiHus [ ]
3arpy:KeHHOCTb U llepeyTOMJIEHHE APYTuX yuuTesei | |
YBoJIbHEHUE APYTUX YUUTeel [
HepocTraTo4yHble HaBbIKM NPeNo/aBaHUs B JUCTAaHIIMOHHOM popMaTte []
Huskuii ypoBeHb JJ0BepUs K PeNnoJJaBaHUIO B IMCTAaHLIUOHHOM ¢popmaTe | ]
OrpaHuYeHHas CTeleHb BOBJEYEHHOCTH yqaluxcs | |
Huskuil ypoBeHb CaMO4yBCTBUS U/ WM 6J1Iar0COCTOSIHUSA yyauuxca | |
OrpaHuYeHHas CTeleHb BOBJEYEHHOCTH pojuTeel [ |

OrpaHuyeHHast CIOCOGHOCTh POAUTEJIeN TOMOTaTh CBOeMY peGeHKY B yuebe [
OrpaHu4eHHbIN JOCTYI K 0011leCTBEHHBIM pecypcaM (6ubiroTeke, UHTEpHETY, 3J1EKTPUYECTBY
B 00I1IeCTBEHHBIX MeCTax U T.J.) [

HefocTaToO4HOCTb NOAAEPKKH ILIKOJIbI MECTHBIM COOGIIIECTBOM []

[TonuTuyeckass HeCTabUIbHOCTb WM KOHQJIMKT B palioHe, B KOTOPOM pacloJioKeHa LIKoJIa
[Ipo6siem HeT |]

8) EcTb s Jipyryve npo6JieMbl, C KOTOPbIMUA Bbl CTOJIKHYJUCh KaK yuuTesb? [loxkanyiHcra,
nepeyrcauTe ux Hxe *

PA3JIEJI C: BOCIIPUATHE NIOAAEPXKKH
9) B kakoli cTeneHu Bbl coryiacHbI €O C/IeAVIOIMMU YTBEPXKAEHUIMU?
B nepuoj naHZeMuu 0>KU/1a10Ch, YTO MOSI IIKoJIa... ™
[To1HOCTBIO He corJiaceH He cornacen CornaceH [TotHOCTBIO corsiaceH
BBeseT AucCTaHIMOHHOe O0Oy4YyeHHMEe Ha BpeMsl 3aKpbITUSA UIKOJbI/TIEPUOJ0B YAAJEHHOTO

06yueHus 0 0 0 0

[IpenoctaBuT yuutensMm pecypcbl (MHTepHeT-cBsA3b, 1HUdpoOBOoe 060pyZ0BaHUE, y4eOHbIE

MaTepHuaJibl) AJisl NPOAOKEHUS TPENOJaBaHUsA ) ) ) )

[lpegocTaBUT  ydalmuMcs COOTBeTCTBywIHe pecypcbl (MHTepHeT-cBA3b, LUPpOBOE

060py/loBaHUe, yueOHble MaTepUaJIbl) /151 MPOJIOKEHHUS OOyYeHU s ) ) ()
0
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06CyAUT C pOAUTENSIMU U CEMbSIMU METO/IbI IPEINOo/laBaHUs U 00y4eHUs ) ) ()

()

[IpoBe/leT MOHUTOPHHT MCUXUYECKOT0 3/IOPOBbS U CAMOYYBCTBUS yUuTeNeil ) ()
() ()

[IpoBesieT MOHUTOPHHT IICUXUYECKOTO 3/I0POBbS U CAMOYYBCTBHS YUAIUXCS ) ()
() ()

M3MeHUT TpeGOBaHUS K OOYYEeHUIO ydaluxcs (T.e. MPOBeJeT KOPPEKTUPOBKY OIleHUBAaHUS,

COCPeIOTOYUT BHUMaHHE TOJbKO Ha FPAMOTHOCTH U T.J.) ) ) ) )

Anpo6upyeT Apyrve, ”YHHOBaI[MOHHbBIE My TH BOBJIEUeHUs yJalluxcs B mporiecc o6ydenus ()
() () ()

[IpoBe/ieT MOHUTOPHHT BOBJIEYEHHOCTHU yUalllUXCcs B 00y4eHue ) ) ) )

[IpoBeieT olleHMBaHWE yYallUXCsl BO BpeMsl IUCTAaHIIMOHHOTO 0O6yYeHHs ) ) ()
()

[IpelocTaBUT JIOMOJHUTENBHYIO MOAJEPXKKY YSA3BUMBIM TpyNIaM ydaluxcs (ZieBoykaw,

y4aliuMcs U3 ceMeil ¢ HU3KMMMU 10X0/JaMU U T.J.) ) ) ) )

[IpelocTaBUT [ONMOJIHUTENBHYIO TOJJEPXKKY yYal[MMCS C PasjMYHbIMU CIIOCOGHOCTSMH

(BBICOKMMHU UM HU3KUMHU ) K 00YUEHHUI0 UM NOTPEOHOCTSAMU B 00yyeHUUn () ) ()
()

10) B niesioM 51 y0B/IeTBOpPEH (a) YypOBHEM MO JIEPKKH, OKa3aHHOW Moei 1KoJIon *
() CoBceM He corJiaceH

() He corsiacen

() Corsnacen

() MonHOCTHIO COTJIAacEH

11) Onpo6oBaJiu siv Bbl Bo BpeMs NaHleMUU KaKKhe-1M60 HOBble METO/Ibl TpenoiaBaHus? Kakue
nMeHHO? Kak Bbl IpUMeEHS/IU UX B paMKax Bauiero npemnosaBanus? *

12) Hcnonb3oBanu Ju Bel Kakue-11M60 HOBble CpefcTBa 0Oy4YeHUs] BO BpeMsl MaHJEMUU
(TeneBUJEHME, TPUJIOKEHUS, PaZiMo U T. [.) B paMKax cBoero ob6ydyeHus? Kakve vMMeHHO?
CopeiicTBOBaJIM JIM OHU OOYyYEHUIO yyaluxcs? *

PA3JIEJ D: TUAEPCTBO U COTPYJHUYECTBO
13) Moxanyiicra, yKakUTe, Kak 4acTo Bbl yyacTBoBaJIU B CJIEYIOIUX MEPONIPUATHUSAX, KOTOpPbIE
NpPOBOAWIMUCH B Baleil mikosie B nepros naHgeMuu *

Hukorpa OpuH/ fBa pasa B roj, Pas B 4eTBepTh Kaxxnyto Hepenro
A yyactBoBan (a) B MepONmpUATHUAX MO NPOPECCUOHAJBLHOMY PAa3BUTHUIO B JAUCTAHIIMOHHOM

dopmare O 0o 0O 0

A nonaepxuBaJ (a) cBSI3b C OpraHU3alUAMH BHE LIKOJIbI, 06CYK/1asd, KaK MOAJepKaTh yUaluXCsl

BO BpeMs naHjgemuu. () ) ) )

A yyactBoBasm (a) B 00y4YeHHMM M0 [AUCTAHIMOHHOMY IMpENOJaBaHUI0 C MNPUMEHEeHHEM

JIOTIOJIHUTEeNbHbIX MaTepuanioB (TB, pasuno, MaTepuasibl Ha 6yMaXkHbIX HOCUTeNAX) () ()
0 0
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A ydactBoBasn (a) B JONOJHUTENbHOM OGYYEHHHM IO MCIOJIb30BAaHUI0 HHGOPMALMOHHBIX

TexHosioruit (UT) B AMCTAaHIIMOHHOM Ipemno/jaBaHuu () ) ) )

A obeyxpaan(a) c IMPEKTOPOM IIKOJIbI IPU BCTPEYE MOU MOTPEOGHOCTU U POo6JIEMBI () ()
0 0

A o6¢cyrx1as(a) BO3MOXKHOCTH MO JIEPAKKH YYALIUXCS HA BCTPeYax ¢ JUPEKTOPOM WKoAbl ()
0 0 0

A ob6cyxaan(a) c poaUTeaIMU CIOCOOBI MOAIEPKKH Y4YalllUXCcsl B 06ydyeHuu () ) ()
0

PA3/1EJ E: PA3SBBUTHUE U IMOOEPEHIIMALIUA
14) lMoxanyiicTa, yKaXKUTe, KaK 4acTo CJIeAyIole MePONPUSTUS MPOUCXOAUIU B Baleil mkose
B [epHO/] NaHJeMHUH *
Hukorpa OpuH/ fBa pasa B roj, Pas B 4eTBepTh Kaxxayto Hepnenro
A apmantupoBas (a) MeToAbl NpenojiaBaHUs BO BpeMs 3aKPbITUS IIKOJ/JUCTAHIIMOHHOTO

06yueHuns 0 0 0 0

A apmanThpoBan (a) MeToAbl OLEHUBAHUS y4YallUXCi BO BpeMs 3aKpbITHSA LIKOJ/

JUCTAHIIMOHHOTO 06y4yeHus () ) ) )

A ucnonb3oBaJsi(a) AaHHbIe MOETrO0 Kjacca NPU aHaJu3e yCIeBaeMoCTH yyamuxcsa () ()
0 0

A cobupan (a) pakTHyecKkUe JaHHbIE JJisTI MOHUTOPUHTA PA3BUTHS yUAIIUXCS ) ()
0 0

PA3/IEJI F: BJIATOCOCTOAHUE YU UHKJIIO3K

15) [MoxanyiicTa, yKaKHTe, B KaKOW CTeleHU YpOBeHb OJIaTOCOCTOSIHUS YYaCTHUKOB
o6pa3oBaTeIbHOrO Mpolecca 06cyXaacs U/Uiu nojjepKuBasics B Bauel mkosie Bo BpeMs
MaHgeMuH *

Hukorpa Penko HHorpa Yacto

A ucnbiThiBan (a) 6osblie cTpecca B cBoelt pabote () ) ) )

MeHs GecriokouJ ypoBeHb cTpecca y Moux koster () ) ) )

MeHs 6eCroKOUJIN ICUXUUECKOE 3/T0OPOBbE U BJIaronoiyurue MOUX y4aliuxcs ) ()
0 0

A nonyyan (a) uHdopMalH0 0 COXpaHEHUH IICUXUYECKOTO 3/10pOBbsl OT CBOEr'0 PYKOBOAUTES

mroner() () () ()

A npenocraBasan (a) uHGOpPMALUIO O COXPAaHEHUM INCUXUYECKOr'0 3/0pPOBbsl yyalUMCA U HX

CeMbAM o 0 0 0

A Brutoyaut (a) MeponpUsTHSA 110 YKPENJIeHUI0 ICUXUYECKOTO0 3/J0POBbs U 6/1aromnoJIy4yusi B CBOIO

NpenoiaBaTeNbCKyl0 MPaKTUKY () () () ()

A anpo6uposaJ (a)l HoOBble METO/AbI BOBJIEYEHUS BCEX yUAIIUXCSI B 00y4eHHe () ()
() ()

f mosydan (a) AONOJHUTENbHYI HWHPOPMALMI0 U OO0y4YeHHE IS MOAJEPKKHU y4alluxcs C

WHJUBUJYaTbHBIMU NOTPEOGHOCTSAMU /UHBAJUJHOCTbIO () () () ()

PA3/IEJI G: PEQJIEKCHUA
16) YTo Jsiydllle Bcero MoMorJio MojAepKaTh y4yaluuxcs Bauiel mikosibl BO BpeMsi MaHAeMUU?
[ToxkanyiicTa, OsICHUTE CBOU OTBET *
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17) Yrto u3 cneaywiero Bel miaHupyeTe c/iesiaTh MOCAe NaHAEeMHUH, YTOOBI MO/IIePKaTh CBOUX
KOJIJIET U y4yauuxcs? *

Jla Het
COTpyIHUYECTBO C YUUTEJISIMU IO YJAYYIIEHUIO 06y4yeHuUs yyamuxcs () )
COTpyIHUYECTBO C POJAUTEJSIMU/CeMbSIMU 10 YIAY4YIIeHHI0 00YYeHUS y4YalluXcs () ()
[TocenieHue ceMel AJiss MOHUTOPUHTA yyacTus yyamuxes () ()
TenedoHHbIE 3BOHKHU CEMbSIM JIJIsT MOHUTOPUHTA y4yacTUs ydauuxcs () ()
AnanTtanus ypoKoOB K pa3/JIMYHbIM IPyINNaM y4yaliuxcs () ()
AJlanTanus KTOrOBOrO OLleHUBAHUS K Pa3IMUHBIM IpynnaM yyaluxcs () ()
[IpuMeHeHHe TUOGPUAHOTO/AUCTAHLMOHHOT 0 00yyeHus (MeHbIlle YaCOB JIMLOM K JIMLYy, 60J/blle
y4eOHOMU /e ITeJIbHOCTU OHJIalH ) () ()
BHUMaHUe K IMYHOMY IICUXUYECKOMY 3/I0POBbIO U GJiarononyyuio () ()
BHUMaHUe K ICUXUYECKOMY 3/10POBbI0 U 6J1aronoJiy4uio yyamuxes () ()
MOHUTOPUHI pa3BUTHUA YYaLIMXCs C IPUMeHeHHWEeM JJaHHBIX 10 LIKoJIe U KaaccaM () ()

18) YTo 651 BhI emje xoTesu B 6yayuieM, yTo6bl Bamia nikosa Jienana ajs noajep:ku Bac u
Bamiux yueHUKoB? *

PA3/JIEJI H: OTCJIEXKMBAHHUE

19) ToToBbl 1M Bbl y4acTBOBaTh B MOCJAEYIOIEM HHJWBU/JYaJIbHOM HHTEPBbIO B paMKax
JlaHHOT 0 HccefoBaHusa? *

() da, aroToB (a) IpUHSATH YYacTUE B MOCJAEAYIOIEM HHTEPBbIO

() Het, noxxanyiicTa, He KOHTaKTUPYUTE CO MHOM GOJIblile

20) Ecau Bel orMeTuu Bhlilie “/lA”, moxanyicTa, npefocTaBbTe Balld KOHTAKTHbIE JJaHHbIE
(HoMep TesniedpoHA U 3JIEKTPOHHBIHN aJipec) *

Ecnu Bbl oTBeTunu «HeT», 3aBepiivMTe 3amo/iHEHHe BONPOCHUKA U 0OpPaTUTECh K CBOEMY
aJIMUHUCTPATOPY, UTOOBI MOJYYUTh CChIKY Ha BOMPOCHUK, KOTOPbIN UMeeT OTHOIleHUe K Bam
(HanmpuMep, «YUuTeNb» UIU «POAUTENDY).

Cnacu6o 3a 3an0JIHEHUE JAaHHOT O Bonpocm/uca!

Parent (Russian Language)
BOITPOCHMUK /111 POAUTEJIEN

PearupoBaHue 06pa30BaTebHBIX CUCTEM CTPaH A3uu Ha maHaemuto COVID-19
OBIIAA NHOOPMALIUA

Bbl 0TOGpaHBbI /151 y4aCTUs B JAHHOM UccieoBaHuM 0 Bo3eiicTBUM COVID-19 Ha obyueHUe o/,
Ha3BaHUeM “PearupoBaHue 06pa30BaTeJbHbIX CUCTEM CTpaH A3uu Ha na”aemuto COVID-19”,
KOTOPOEe MPOBOAMTCS B pa3/IMUHBIX cTpaHax A3uu. UcciesoBaHue npoBogUTCsl MUHUCTEPCTBOM
o6pasoBaHus U Hayku Keipreizckoil Pecny6sink B paMkax npoekTta “UTeHue AJjisd Bcex AeTeit -
A3zus (ACR-Asia)”, duHaHcupyemoro areHTcrBoM FOCAU/L.
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B AAaHHOM BOIIPOCHHKE 3allpalllMBA€TCA I/IHCI)OpMaU,I/IH 0:

. Bameit cembe
. Bamem nome
. Bamem pe6enke

Ecan y Bac HeckoJibKO ﬂeTeﬁ, nocemarIrx MKOJIY, nomanyﬁCTa, 3allOJIHUTE aHKeTy AJid
KaX/0ro pe6eHKa.

Bonpocel 6yayT o Bamem peGeHke. BHHMaTe/NbHO NPOYTHUTE KaXKJbId BONPOC U OTBETHTE
npaB/AuBo. He cyiiecTByeT «paBU/IbHBIX» UJIU «HENIPABU/IbHbBIX» OTBETOB.

Bce Baiiu oTBeThl OCTaHyTCA KOH(])I/IL[GHLU/IHJII:H]:)IMI/I. OHu 6YL[yT O6’beﬂI/IHeHbI C OTBeTaMHu
APYyrux pOﬂHTeﬂeﬁ AJId IoACHYeTa UTOTOBBIX U CpeJHUX noxasaTeneﬁ, B KOTOPbIX HEJIb34d 6YAeT
I/IﬂeHTI/ICIDI/IL[I/IpOBaTb HH OJHY IIKOJY, yIUTEJId WU POAUTEJIA.

1) Ans npofo/KeHus, oXKaayicTa, MoATBEPAUTE, 4TO Bbl poguTensp. *

() Ja
() Hert

PA3/IEJI A: O BAC Y BAIIEW CEMBE

2) HasBaHue 1IKOJIbI, KOTOPYIO NocelaeT Bai pe6eHok

3) I'me HaxoAMTCA 1IKOJIA, KOTOPYIO MocenjaeT Bau pe6eHoK? *
() Bcene

() B paiioHHOM LIeHTpe

() Bropoae

4) JlaHHBIN BONPOCHUK 3aM0JIHEH: *

() MaTepblo/>KeHIUHOU-0MTEKYHOM

() OTOM/MYKUUHON-ONEKYHOM

() babyikoit/aenykoit

( ) /Jlpyroe, mnoxanayiicta, yTo4dHUTe (H-p, cecTpa/6paT, pPOACTBEHHHUK, OIEKYH):

5) YkaxuTe caMblil BbICOKUH ypoBeHb pOpMabHOTO 06pa3oBaHusi, KoTopoe Brl mosyunaun? *
() dokTopckas cTeneHb

() MarucTepckasi cTeneHb WM 5-JIETHUM KypC B By3e

() bakanaBpuat

() MpodeccruoHanbHOE U /UK TEXHUYECKOE 06pa30oBaHUe

() BeinmycKkHUK cpeiHEN LIKOJIbI, UMEETCS aTTECTAT O CpeiHEM 00pa30BaHUU

() HesakoHuYeHHOEe cpe/iHee 06pa30oBaHUe

6) B nepuoj maHaeMuu Bol paboTasiu MoHbIN paboyuil feHb? *
() /Ja

() Her

7) CkosibKo AeTel, He gocturiiux 18 sieT B Baieli cembe? *

()1

()2

()3

() 4 wiu 6osee

8) YkaxuTe Bo3pacT pebeHKa, 0 KOTOPOM HJIeT pedb B JaHHOM BOIIPOCHUKe? *
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()3roma
()4roma
()5 ner
() 6 et
() 7 net
() 8 ser
()9 ner
() 10 net unu 6osee

9) YkaxuTe 1noJ pe6beHKa, 0 KOTOPOM HJeT pedb B JaHHOM BOIIPOCHUKe? *
() xeHCcKUH

() my»xckoit

() mpeamoyuTalo He OTBEYATh

10) YkaxxuTe OCHOBHOH f13bIK, HA KOTOPOM BbI pasroBapuBaeTe jgoMa? *

() pycckuit

() KbIPrBI3CKUMI

() Apyroit poaHOH A3bIK WU AUaneKT (KbIpreizcraH)

() dununnuHCcKuUt

() Apyroil poHOM A3bIK WU AUaNeKT (PUIUNINUHDI)

11) Ectb sin y Baiiero pebeHka kakue-1u60 ocobbie moTpebHOCTU? *

() HeT, Moii pe6eHOK He UMeeT KaKUX-IMO0 0COObIX MOTPEOHOCTEN

() Aa, Moi1 peGeHOK MMeeT 0coOble GpU3uYecKHUe NOTPEOHOCTH (HapylIeHH s )

() Za, Mol pebGeHOK HMeeT 0COOble UHTe/JeKTyalbHble/MEeHTaJbHble NOTPEOHOCTU
(HapyuieHus)

( ) da, Mot pebeHOK HMeeT ocobble U (PU3UUYECKHE U UHTeJIEKTYyaJlbHble/MeHTa/lbHbIE
notpe6HOCTU (HapylleHUs)

() He yBepeH (a)

() OpennouuTaro He OTBEYATh

PA3JIEJI B: O BAIIEM JOME

12) Kakue U3 cieayoiux npeiMeToB ecTb B BaiieM gome?

(Eciu obopymoBaHHMe CI0MaHO ceilyac, HO MOXeT ObIThb OTPEMOHTHUPOBAHO B TeueHue 30
noc/JaeyIoIUX AHeH, oTMeTbTe «/a») *

Jla Her
KoMnbroTep /HOYyTOYK/MJIaHIIET () ()
HUHTepHeT-CBsA3b () ()

TeneBusop () ()
Pagno () 0)

Moo6uibHbIN TenedoH () ()

CrauuoHapHbIi TesedoH () ()

XosioAuIbHUK () ()

[lnuTa (3/1eKTPOMJINTA U IYXOBKa, razoBas miurta) () ()
CTupasbHag MalllMHA-aBTOMAT () ()

Tyanet BuyTpu AoMa () ()

Bopomnposoj (Boxa B ome) () ()

JyieKTpuUYecTBO (CeTh, FeHepaTop WU COJIHEUYHbIe 6aTapeu) () ()
ABTOMOGWJIb, MOTOLUKJ WK Monief, () ()

Benocunep, () ()
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13) YkaxxuTe 0OCHOBHOM MCTOYHHUK OCBellleHUs B Bauiem gome? *
() OcBewenus nocJjie HaCTYNJIEHUS TEMHOTbI HET

() Ceuun

() KepocuHoBas uiu Mac/isiHas JaMIia

() FTazoBas stamna

() dnexkTpuvecKoe oCBellleHUE

() /Tamma Ha cCOJTHEUHOM 3HEPTUU

14) Kakue us cieayoiux y4e6HbIX MaTepuasioB Bail pebeHok uMeeT goMa?
(Ecnu npegMeT cioMaH ceiuyac, HO MOeT ObITb OTPEMOHTHPOBaH B TeueHue 30 nocjefyonux
JHel, oTMeTbTe «/la») *
Jla Het
Pyuka uiu kapanjam () )
JluHelika ) )
Kanbkyasrop () )

[lIkos1bHbIE yUeOHUKH () )

TeTpanu ass1 yuebn! B ikosie () )

OTAenbHBIN CTOJ AJ151 3aHATUH () ()

[llkos1bHas cyMKa (prok3ak, mopTdesb, paHelr) () )
[|BeTHbIe KapaHAau/pydyku () ()

KommnbloTep /HOYTOYK/MIaHIIET () ()

15) IlpuMepHO CKOJIBKO KHUT JIIO60OTO COo/lep>KaHus uMeeTcs B BamieM gome?
(IToxkany¥icta, HE cunTaiiTe KOJIbHbIe y4€OHUKHY, 3J1IeKTPOHHbIE KHUTH, Fa3eThl UIH KypHaJibl)
*

() Het nau ouens masio (0 - 10)

() AocTaTo4yHO, 4TO6BI 3aNOJHUTD O/ HY MoKy (11 - 25)

() AocTaTo4yHO, 4YTO6HI 3aMOJHUTh OJJUH KHIDKHBIN MKad (26 - 100)

() AocTaTo4yHo, 4TO6HI 3aMOJHUTH ABa KHWKHBIX Hikada (101 - 200)

() AocTaTo4yHO, 4TO6BI 3aNOJHUTh TPU WU OoJiee KHMXKHBIX 1IKada (6osiee 200)

PA3/IEJI C: OB OBYYEHMU BAIIETO PEBEHKA B IIEPUOJ, KOI'ZIA BbIJIM 3AKPBITHI
/JIIEPUO/IBI AJUCTAHLIMOHHOI'O OBYYEHUA
16) B mepuoj, Korja ObLIM 3aKpbIThl LIKOJIbI, KaK 4acTo Bbl fenanu ciexayoliee, YTOOBI
nojJiepkaTh 06y4eHue cBoero pebeHka? *

Hukorpaa Penko (pas B Mecqan) Yacro (pas B Heflesito) OyeHb yacTo (He MeHee 3-
4 pa3 B HeJieJl0)
[Ipocun (a) Koro-To NoMo4Yb MOeMYy pebGeHKY C 3aHATUSIMU (HaCTaBHUK, 6paThs, CeCTphl, Jp.)

O o0 0O 0

[ToMmorasi(a) cBoeMy pebGeHKY BBIMOJHATh 3a/jlaHusd () () () ()

YuTasn(a) KHUTU pebeHKY () () () ()

[Tomorasi(a) pebeHKy c OHalH 3aHATUAMU () () ) )

[IpoBepsia (a), Bce 1M JOMallIHUE 33/IaHUS BBITIOJHUI MOU pebeHoK () ) ) )

17) B nepuo, korjaa 6bla 3aKphITa IIKOJIA, TPOA0JIXKAJ JIK Balll pe6eHOK 06y4aThCs B LIKOJIE
JUCTAHLIMOHHO? *

() Ja
() Her

18) B mepuo/, korza 6blja 3aKphITa 1IKO0JIA, KaK YacTo Bail pe6eHOK y4yacTBOBaJ B C/1e[yIOLUX
nencTBUAxX? *

Hukorpaa Penko (pas B Mecsan) Yacro (pas B Hefento) OueHb yacTo (He MeHee 3-
4 pa3 B Hejles10)
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BcTpeuasics ¢ yuuTensiMu-npeiMeTHUKaMU (JIMLOM K JIMLY, OHJaiH, 1o Tesebony ut.a.) ()

O 0 0

BcTpeyasics ¢ yyuTensiMU-IpeJMeTHUKAMU BMeCTe C IPYINoi/KJaccoM (OHJaiH, o TesedpoHy

ura) () () O 0

Cnyman ob6pa3oBaTesibHbIe IPOTPaMMbl 110 paguo () ) ) )
CMoTpes o6pa3oBaTe/ibHbIE MPOTPAMMBI 110 TEJEBU30PY ) ) ) )
YuTan o6pa3oBaTesbHbIM MaTepyas OHIakH () ) ) )

HUcnosib30Bas U poBbie NPUI0KEHUS ) ) ) )

Bbino/iHs 3a/laHHbIE YUUTeAeM JJOMallIHUe 3a/jaHus () ) ) )
BbIno/iHs 3a/1aHUs HA OLIEHKY, 33/JaHHbIE YYUTENIMU ) ) ) )
YuTan pasBieKaTeJbHblE KHUTH ) ) ) )

YuTan mKoJbHble yueOHUKU () ) ) )

YuTan fpyrye yuebHble MaTepUaJsibl (BK/IOYAs ra3eThl) ) ) ) )

19) B kako# cTeneHHU cjaeAylollle YTBEPXKJeHHsl ONUCBHIBAIOT MoBe/ieHHe Bauero pe6eHka BO
BpeMsl 3aKpbITHS LIKOJIbI? *

Huckosnbko B maJio¥i cTeneHu B ymepeHHo cTeneHu B 60/1b1110M cTeneHU

Moii pe6eHOK 6bLJ1 MOTHUBUPOBAH 3aHUMAThCS C yUeOHBIMUA MaTeprUaiaMu () ) ()
()

MoeMy pebGeHKYy HpaBHWJIOCH JoMalllHee o6y4yeHHe (3alTH B OHJIAWH-KJIACC/HACTPOUTHCSA Ha

YPOKH 0 PaJi10 WU TeJIEBUJeHHIO, BbINOJHATh 33/]JaHUS B TETPA/IX) () () ()
()

MoeMy pebeHKY HpaBUJI0Ch YyiebHble MaTepHUasbl, KOTOPble MOXKHO ObLIO B34Th IoMoi. ()
() () ()

Mot pe6eHOK rpyCTUI, KOT/la KOy 3aKPbUTH () () () ()

Mot pe6eHOK 6bl1 MOTHUBUPOBAH BbINOJJHATH OBCEJHEBHBIE 3a/1aHUs () () ()
()

Moit pe6eHOK 06111aJICs C YWiIeHaMU CeMbU B CBOel 06bIYHOM MaHepe () () () ()

Moit pe6eHOK 6ecroKousIcs 60JIblile, YeM JI0 TaHAeMUU () () () ()

20) Yrto Mmemasno o6ydyeHuto Baulero pe6eHka Bo BpeMsl 3aKPbITHUS IIKOJIbl/AUCTAHIIUOHHOTO
o6y4yeHus? *

[TostHOCTBIO He corJiaceH He cornacen CorsaceH [TontHOCTBIO coT/1aceH

He noJsiy4yasioch NoiK/II09aThCs OHJIANH () () () ()

OTcyTcTBUE yueOHbIX MaTepHasoB [iJil 00ydyeHUs1 (Hampumep, pabodyux TeTpajell, pabouux

JIUCTOB, y4e6HUKOB, TeTpajeil) ) ) ) )

Moii pe6eHOK 4yBCTBOBaJ 6€CIIOKONCTBO BO BpeMs caMousoisinuu () ) ) )

06ydyeHHI0 MOero pebeHKa Melllajiu ero HeJJOCTaTOYHbIE I3bIKOBbIe HABbIKU ) ()
0 0

OTcyTCcTBUE MOAAEPKKA YUUTENS ) ) ) )

OTcyTcTBUE BO3MOXKHOCTH COJlepkaTh pebeHka goMa( ) ) ) )

MoeMy pebGeHKy NPUXOAUJI0Ch 3apabaThiBaTh JeHbry/ moMoraTh 1o aomy () ) ()
0
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PA3/1EJI D: BOCITPUATHUE INOAJEPKKHU

21) B kako# cTeneHu Bbl corJjiacHbI €O CeyIOUUMU YTBEPXKAEHUAMU?
Bo BpeMs naHAeMuH LIKoJIa Moero pebeHka...

[TosIHOCTBIO He corJiaceH He cornacen CorsaceH [TosIHOCTBIO corJlaceH
[IpenocraBuia MHe/MoeMy pebeHKY HEOOX0AMMbIe peCypchl (Hanpumep, yuebHble MaTepuraJbl)
JULSL TOAJIEP>KKU MOero pebeHkKa ) ) ) )

[IpenocraBuia MoeMy pebeHKYy HeOOGXOJUMble pecypchl (H-p, yuebHble MaTepHasbl), YTOObI
3aHHUMAaThCSl CAMOCTOSITENBLHO () ) ) )
O6cykiana crpaTeruyd/MeToAbl NMpenojlaBaHus U OOy4YeHUsT CO MHOM, Kak ¢ pojutesneMm/

ONeKyHOM @] @] @) ()

Coo6111a1a MHE 0 TOM, KaK MO peGeHOK YYUTCs ) ) ) )

[loaiepxrBaia MO€e ICUXUYECKOE 3/I0OPOBbE U 6JIaronoyyre Kak poautes|( ) ) ()
()

Ha6u1to1a1a 32 NCUXWYECKHUM 3/I0POBbEM U GJ1aronoiyurueM Moero pebeHka () ) ()
()

M3MeHu/1a CBOM OXKWJJAaHUS B OTHOILIEHUHM 06y4eHUs1 Moero pebeHka () ) ) )

[Ipo6oBaJia pyryve, UTHHOBAIMOHHbIE CIOCOOBI BOBJI€YEHHUSI MOEro pebeHKa B o6yyeHue ()
() () ()

KoHTposinpoBasia yyacTue Moero pebeHka B 06y4eHUH )
OuenuBasia 06yyeHue Moero pebeHka () ) ) )
22) {1 ynoBiieTBOpEeH ypOBHEM MOAEPKKHU, IPE/OCTABAsIEMON MOel IKo/I0H *
() MosnHOCTBIO HE coT/1aceH

() He corsiacen

() Corsniacen

() MonHOCTBIO COTJIaceH

O 0 0

23) TotoBbl s Bbl yyacTBOBaTh B MOC/AEAYIOLIEM HWHJAUBU/AYaJbHOM HHTEPBbIO B paMKax
JlaHHOTO HUccaefoBaHus? *

() Aa, sroToB (a) NPUHSATH YY4acTHUE B MOCJAEAYIOIEM HHTEPBbIO

() Het, noxanyiicta, He KOHTAaKTUPYHTE CO MHOW 60JIbIlIe

24) Ecau Bel oTMeTuu Boiile “/IA”, noxaJsyicTa, npe/locTaBbTe Balll KOHTaKTHbIE JJaHHbIE
(HoMep TenedpoHa M 3JIEKTPOHHBIHN ajipec) *

Ecniu Bbl oTBeTuau «HeT», 3aBepiiuTe 3amosiHEHHe BONPOCHUMKA M 0OpaTUTeCh K CBOEMY
aIMUHUCTPATOPY, YTOOBI MOJYUYUTh CChIIKY Ha BOIPOCHUK, KOTOPBIA HMeeT OTHOIIeHue K Bam
(Hanmpumep, «Y4UTeNb» WU «PoguTeN b»).

Cnacubo 3a 3anoJIHeHHE AAaHHOI' 0 BOHpOCHI/IKa!
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C.2  Key Informant Interview Protocol

Format

The interview with key informants will last approximately 30 minutes. The interview will be
conducted using videoconferencing software (where possible). If a live interview is not
possible due to disruption, the interview questions will be administered over the phone or sent
by email if phone interviews are not possible. Where there is a lack of internet connectivity or
due to remoteness, interviews may be conducted face-to-face. The interviews will follow a
semi-structured protocol, with key questions asked of all informants and scope to explore
ideas/examples in more detail as they emerge in individual interviews.

Purpose of Interview

This interview seeks to explore the support provided to educational settings during the
pandemic, the barriers and enablers to responding to needs during and beyond the pandemic,
and the system-level strategies for improving educational quality and equitable outcomes at
different points in time. These interviews aim to capture the perspective of stakeholders at the
system level (e.g., policymakers, supervisors, teacher educators), providing a point of
comparison for the school-level interviews in the case studies. Asking informants about the
key policies that are in place to support responsiveness and improvement provides an
opportunity to connect with and compare the results of the desk review. The Key Informant
Interview will consist of the following key questions:

1. What policies were designed to support educational settings during the COVID-19
pandemic?

2. Can you describe examples of the support that was given to educational settings
during the pandemic?

3. What do you see as the main needs that schools were attempting to respond to
during the pandemic? Student needs? Needs of families? Needs within the
community?

4. What do you see as the barriers or challenges that schools face when responding to
these needs within their school community? (student needs, needs of families, needs
across the community)

5. What were some of the enablers or things that helped schools to respond to needs
during the pandemic?

6. What strategies and/or policies are designed to improve educational quality within
schools during the pandemic and move beyond the pandemic in the future?
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ANNEX D: KEY INFORMANTS

We would like to thank the following informants for their insights and expertise.

Table 3. List of Key Informants

Name Role
Abdyldaeva Gulshan Kushbekovna Chief Specialist of the Department of School, Out Of

School, and Additional Education, Ministry of Education
and Science KR

Umralieva Samarkul Kydyrmaevna Head, Department of School, Out Of School, and
Additional Education, Ministry of Education and Science
KR

Dyusheeva Nazira Kubanychbekovna President of Kyrgyz Academy of Education

Asakeeva Raina Akmatalievna Vice-President of International Education Organization,
Sapat

Kaldybaev Salidin Kadyrkulovich Vice-Rector for Research, Ala-Too International
University

Olga Vladimirovna Soloshenko Director, Ecological and Economic Lyceum no.65,
Bishkek city

Victoria Aleksandrovna Bulatova Associate Professor for the International University in

Central Asia, Department of General Education, Chief
Specialist of the Department of Multilingual Education of
the Kyrgyz Academy of Education, and Senior Lecturer
at the Republican Institute for Teacher Training and
Professional Development

Kenesh Mukhtarovich Tilekeev Candidate of Pedagogical Sciences (Ph.D.), Professor
of the Department of Special Pedagogy and Psych
Correction

Elena Aleksandrovna Roslyakova Vice-President for Educational Issues, Yraiym Charity
Foundation, Director of Ak-Bata School

Inna Alexandrovna Nasybulina Principal, School-Gymnasium #1, named after Leo
Tolstoy, Balykchy city, Issyk-Kul region

Venera Nazarbekovna Ibraeva Leading Specialist, District Education Department of
Kochkor district of the Naryn region

Elmira Kambarbekovna Minbaeva Methodologist in Russian Language and Literature,
Issyk-Kul Regional Institute of Education

Beishembieva Elmira Aidarkanovna Principal, Secondary School No. 3, Tokmok city, Chui
region

Dinara Kurbanalievna Erkesarieva Principal, Secondary School No. 12, Tokmok city, Chui
region

Yrysbubu Ibraimovna Nasipbayeva Specialist, Republican Institute for In-Service Teacher
Training and Retraining

Janyl Busurmankulova Head, Center for Advanced Teacher Training and
Retraining

Nurisa Mairambekovna Maraimova Principal, Secondary School No. 2, Jalal-Abad city
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Name

Damira Tokonovna Kasymbekova

Role

Principal, School-Gymnasium No. 1 named after Mikhail
Babkin, Jalal-Abad city

Zhazgul Altynbaevna Tashieva

Primary School Teacher, School No. 9, named after
Ratbek Sanatbaev, Jalal-Abad city

Irina Sergeevna Goncharova

Principal of the Kaindy School-Gymnasium No. 2,
named after Kulsara Sulaimanova, Chui region
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