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Abstract

Secondary School Teachers’ Perception of “Safe School” in Selected Schools in Astana
Feeling safe in school is an important and fundamental right of students. When students feel
safe in the classroom, they are more likely to talk openly about what they do not know and be
willing to share their thoughts, which can contribute to a supportive and collaborative
learning environment. However, frequent bullying and emotional distress raise questions
about how this sense of safety can be ensured. Teachers play a key role in fostering a school
climate in which students feel physically, emotionally and socially safe. Therefore, this study
explores secondary school teachers’ perceptions of safe learning environments in selected
public and private schools in Astana, Kazakhstan. Based on UNICEF’s Child Friendly
Schools (CFS) concept, the study explores how teachers understand “safe school”, implement
safety practices, and what challenges hinder them to nurture safe learning environments. This
qualitative phenomenological study used semi-structured interviews from 8 secondary school
teachers from a private and a public school in Astana. Thematic analysis was used as a data
analysis framework. Findings of the study revealed that while teachers in all schools
recognized the importance of safety to student well-being and achievement, their approaches
and challenges varied according to available resources, school policies, and individual
experiences. It should be noted that emotional and psychological safety has become a
growing concern, especially in schools facing disciplinary problems. Moreover, private
school teachers often reported greater autonomy and support in implementing safety
measures compared to their public-school colleagues. The findings highlight the need for
systemic support of stakeholders, professional development on emotional intelligence and
inclusive safety policies for new coming students to ensure child-friendly and equitable

learning environments in all schools.



Keywords: school safety, safe learning environment, UNICEF Child-Friendly Schools

framework, secondary education, Kazakhstan



Anaarna
MekTenTe Kayinci3 opi )Kaiibl ce3iHy — opOip OKYIIBIHBIH MaHBI3bI dKOHE 1pTreili KYKBIFBI.
OKymibuIap CHIHBITITA ©3/IEPIH KAYyIICi3 CE31HIeH JKaFaaiia O1IMEereH1H allbIK alThIII,
oMJIapeIMEH epKiH OeJicyre OeitiM 0oasel, opi OYHIal KOJIAYIIIbI )KOHE OIPJIECKEH OKY
OPTAChIH KaJBIITACTRIPYFa BIKIAI eTe . AJaiia OyJUIMHT JKaFJaiiapbl MEH SMOIIMOHAIIBIK
KYH3eTiCTep OKYIIbIIAPAbIH KayIICI3AiK Ce31MiH Kajlalh KaMTaMachl3 €Tyre OOJaThIHbI
TypaJibl CypakTap TYbIHIATa(bl. MyFamiMIep OKyIIbUIap e31epiH GU3NKAIBIK,
AMOITMOHAJIBIK YKOHE JICYMETTIK TYPFBIJIaH KayiIci3 CE31HETIH MEKTEI OpTaChIiH
KaJIBINITACTRIPY /1A MY pen aTkapaabl. OcbiFaH OailiaHbICThI, OYIT 3epTTey AcTaHa
KaJlaChIHJaFbl MEMJIKETTIK JKOHE JKeKe MEHIIIK MEKTeNTepIeri MyFaliMIep/IiH Kayinci3 oKy
opTachl Typaibl ke3kapactapsiH 3eprreyre OarbiTTaniFad. OHUCE®-tin “banara meitipimai
mekren” (Child Friendly Schools) TyxbipbiMaaMachkina cyiieHe OTBIPBII, 3€PTTEYIe
MyFaTiMAepAiH “Kayilci3 MeKTen YFBIMBIH Kallail TYCIHEeTIH1, Kayilci3/AiK mapanapblH Kajai
iCKe achIpaThIHBI )KOHE KAYIIICi3 OKY OPTAaChIH KaJbIITACTRIPY/Ia KaHall Kelepriiepre Tamn
00JaTBIHBI KapacThIpbLIaAbl. By (eHOMEHOIOTUSITBIK OaFBITTAFbI CaMalbIK 3€PTTEY
Actananarsl 61p MEMJIEKETTIK koHe Oip jKeKe MEHIIK MEKTENTeH 8§ MyFaliMMEH XKYPTri3iireH
XKapThlIail KypbUIBIMANIFaH cyXx0aTTapra Heri3aenreH. TakpIpbINTHIK Tanaay HOTHXKECIHIe
OapibIK MyFaIiMAep OKYIIBUIAP/IbIH aMaHIBIFBl MEH YIATepiMi YIIiH Kayinci3giKTiH
MaHBI3bUTBIFBIH MOWBIH/IaFaHBIMEH, OJIApIbIH TOCUIIEPI MEH Ke3/1€CeTiH KUbIHABIKTAPhI
KOJDKETIMII pecypcTapra, MEKTel casiCaThIHa KOHE KeKe ToKipuOenepine OaiTaHbICThI
©3Tepill OTHIPATHIHBI AHBIKTAJIBI. OCIpece TOPTINTIK KUBIHIBIKTAPhI 0ap MEKTeNTepAe
HMOIMOHANIBIK JKOHE TICUXOJIOTHSITBIK KayIMCi3 K Mocenenepi 03eKTi OOJBIN OThIPFaHbl
Oaiikanapl. COHBIMEH KaTap, )KeKe MEHILIIK MEKTEeI MyFaliMIepl Kayinci3aik mapaiapbiH
KY3€ere acbIpyJia MEMIIEKETTIK MEKTETTET1 opiNTecTepiHe KaparaHaa KeOipek aBTOHOMHUS MEH

KoJIJayFa ue eKeHJiepiH aram oTTi. by 3epTrey HoTmxenepi Oapiblk MekTenTepae Oanara
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MeHipiM/Ii )KOHE T€H MYMKIHJIIKTI OKY OPTachIH KaMTaMachl3 €Ty YIIIH MYIIe1 TYIFaIapIblH
KYHen KoJaay, MyFaTiMIepIiH YMOIIMOHAIIIBIK 3epACIIiK OOUBIHIIIA KOCION JaMybl MEH
MEKTEIIKE JKaHa/IaH KeJT'eH OKYIIbUIAP YIIIiH HHKIIFO3UBTI OpTa JKaFIalblH KAJIbIITACTHIPY
KaKETTUIIrH KepceTe .

Kinm ce3dep: MexTen Kayirci3airi, Kayinciz oky opracel, KOHUCE®-T1iy “banara

MeripiMal MekTenTep”’ TYKbIpbIMIaMachkl, opra Oinim, Kazakcran
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AHHOTALUA

YyBcTBO 0€30MIACHOCTH B IIKOJIE SABISCTCS BAXKHBIM U (yHIaMEHTAIbHBIM IIPaBOM KayKI0I0
yuenuka. Koryma ydeHukn 9yBCTBYIOT ce0s1 B 0€30IIaCHOCTH B KJIacCe, OHH € OOJIbIIIEH
TOTOBHOCTBIO OTKPBITO TOBOPST O TOM, Y€ HE 3HAIOT, U JAEIATCS CBOMMHU MBICIISIMHU, YTO
CIocoOCTBYET (POPMUPOBAHHIO MOAICPIKHBAIOIIEH M COBMECTHOM yueOHOM cpeabl. OaHaKO
ciiyda OyJUIMHTA U SMOIIMOHAIBLHOIO CTPECCa BBI3BIBAIOT BOIIPOCHI O TOM, KaK MOYKHO
00ECIeYnTh ATO YyBCTBO 0€30MACHOCTH. Y UHUTES HTPAIOT KIIFOUEBYIO POJIb B (DOPMUPOBAHHH
[IKOJBHOTO KJIMMaTa, B KOTOPOM y4alllHecs: YyBCTBYIOT ce0s1 (PU3NUECKH, SIMOIIMOHAIBHO U
COIMAJIBHO 3aIUIIEHHBIMH. B CBS3M C 3THM JIaHHOE UCCIICIOBAHKME HAMIPABICHO HA M3Yy4YCHHE
BOCIIPUATHSI O€30MacHON 00pa30BaTEIbHOM CPEIbl YUUTEISIMHU CPEIHHUX KO B BBIOPAHHBIX
rOCYIapCTBEHHBIX M YACTHBIX MIKOJax ropojaa Acransl, Kazaxcran. OCHOBBIBAsICh Ha
kounenuuu “Ikossl, goopoxkenarensubie K getsm’ (Child Friendly Schools) KOHUCE®, B
UCCIICIOBAHMH PACCMATPUBACTCS, KaK YUMTEIIs TIOHMMAIOT MMOHATHE “Oe30macHas 1mKkosa”,
KaKHe MEpbl OHH IIPEAIPUHIUMAIOT JJIs 0OeceueHus: 0€30IMacHOCTH, a TAKXKe ¢ KAaKUMH
TPYAHOCTSIMH CTAJIKHBAIOTCS IIPU CO37[aHUK O€30MacHOi 00pa30BaTeIbHOM CpeIbl. ITO
Ka4eCTBeHHOE (PEHOMEHOIOTHYECKOE CCIIe0BaHHE OCHOBAHO HA MOy CTPYKTYPHUPOBAHHBIX
HHTEPBbBIO C BOCHMBIO YUUTEIIIMH U3 OJJHOM YaCTHOM M OJHOM TOCYIapCTBEHHOMU IIKOJIBI B
Acrane. TemaTndeckuii aHaTU3 MTOKa3all, YTO XOTS BCE YUUTEIS IPU3HAIOT BaXKHOCTh
0€30MmacHOCTH /IS 6JIATOMONYYH s U YCIIEBAEMOCTH YUAIIUXCS, UX MOIXO/IbI ¥ TPYIHOCTH
Pa3IUYaAOTCS B 3aBUCHMOCTH OT JIOCTYITHBIX PECYPCOB, MIKOJIbHOW MOJUTHKHA U THYHOTO
ombita. CeayeT OTMETUThD, YTO BOMPOCH! SMOIMOHAIBHOMN U TICHXOJIOTHYECKO
0€30MMacHOCTH CTaHOBATCS BCE O0sIee aKTyalIbHBIMU, OCOOEHHO B MIKOJIAX, TJI¢ HMEIOTCS
JMCIUITMHAPHBIE TPO0IeMbl. KpoMe TOro, yuuTeIst YaCTHBIX MIKOJI Yale COOOIIany o
HAJTUYUH OOJIbIIIel aBTOHOMUH M TIOJICPKKH B peau3aiui Mep 0€30IMacHOCTH 10

CpaBHCHHUIO C KOJIJICTAMHU U3 TOCYAAPCTBCHHLIX IIIKOJI. HOHy‘-IeHHLIC PE3YIIbTAThI
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MoAYEPKUBAIOT HEOOXOAUMOCTh CUCTEMHOM MOJIEPKKU CO CTOPOHBI 3aMHTEPECOBAHHBIX
CTOPOH B 00pa30oBaTelIbHOM IMpOIiecce, MOBBIMICHUS KBATU(PUKAIIMN B 00JIaCTH
SMOILIMOHAIBHOTO UHTEJUIEKTa U pa3pabOTKU MHKIIIO3WBHOI MOMUTUKH B chepe Oe3omacHoCTH
JUIS YYEHUKOB, IPUILIEANINX B HOBYIO HIKOJTY, C IIEJIbI0 CO3JJaHHsI OPUEHTUPOBAHHOMN
MOAJIEPKKH Ha peOEHKa U CpaBeUIMBON 00pa30BaTeNbHOM Cpe/ibl BO BCEX IIKOJIaX.
Knrouesvie cnosa: 6e30macHOCTb B 1IKOJE, Oe30macHas oOpa3zoBaTenbHas Cpela,

koHnenmus [Ikomsl, moopoxkenarensHbie K aetsiMm FOHUCE®, cpennee obpa3oBanue,

Kazaxcran
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Chapter 1: Introduction

Feeling safe at school is an important and fundamental right of students and
ensuring a safe and sound environment for learning is the responsibility of schools. When
students feel safe in the classroom, they are more likely to talk openly about what they do
not know and are willing to share their thoughts, which can foster a supportive and
collaborative learning environment. However, when students face physical danger in the
form of assault, bullying, or learn in an environment with a high prevalence of suicide and
pressure, they can feel unsafe, which could affect their ability to learn and feel confident in
school (Cohen & Espelage, 2020). Besides, the prevalence of bullying in schools further
undermines students’ sense of security, which could result in high levels of anxiety, low
self-esteem, and decreased ability to concentrate on the learning process (Ayoub et al.,
2021; Cohen & Espelage, 2020; Boulton et al., 2012; Siegel et al., 2009; Wichstrem et al.,
2013). Consequently, the continuous experience of feeling concerned limits children’s
capacity to learn and can negatively impact their physical and mental health, further
development, and efficient socialization (Martinez-Carrera et al., 2024; Yu & Zhao, 2021).

Considering the consequences of unsafe school environments, it is important to
understand how safety is perceived and enforced in schools, especially by teachers, since
students spend most of their time with teachers and teachers are the adults who can
influence or prevent possible negative effects. Therefore, this study investigates secondary
school teachers’ perceptions of a safe learning environment, to find out how they define
safety, what methods they use to enforce it, and what challenges they face in doing so.

This chapter focuses on the topic of student safety in school and its impact,
describing the background of the study and its practical and policy context. Next, the

problem statement, the research questions, and the purpose of the study are presented. The



significance of the study and key concepts are then outlined. Finally, the chapter ends with

an outline of the subsequent chapters.

Background Information

Certain societal norms and methods of upbringing during the Soviet Union may
contribute to behaviors associated with aggression and bullying in Kazakhstan. For
example, in many Kazakh families, a strict and authoritarian approach to parenting is
common, where children are often expected to obey authority figures without question
(Zhussipbek & Nagayeva, 2023). Moreover, in cases of disobedience, parents would often
resort to physical punishment to correct the child’s behavior. This can lead to an
environment in which aggressive behavior and use of physical force are modeled and
accepted as a normal way of controlling or resolving conflicts (Alla, 2021; Glicksman,
2019).

In traditional male-centric families, boys are raised to be brave and discouraged
from expressing emotions such as fear and sadness. Suppressing these feelings can lead to
aggressive or bullying behavior as an outcome (Purwadi et al., 2020). For instance, when a
child raised with narratives such as “boys never cry” meets a “weak” boy who can express
his emotions, their different perceptions of “crying” can lead to exclusion or bullying.

In recent years, the safety of the school environment has become an emerging issue
in many countries, including Kazakhstan. A number of studies and reports indicate
widespread violence and aggression in schools (CABAR, 2022; Haar, 2013; Hillis et al.,
2016; UNICEF, 2022). A 2011 study by the UN International Children’s Emergency Fund
found extensive violence in Kazakhstan’s schools, affecting more than two-thirds of
students. More than 66% of students encountered violence, with nearly half being victims
themselves (Haar, 2013). This situation has not improved since then. The UNICEF (2022)

conducted study about violence in Kazakhstan, findings of that study revealed that three-



fourths of adults express approval of corporal punishment to control their children’s
behavior, and half of children aged 2-14 years face abusive parenting at home. In addition,
approximately 67% of school-aged children have been exposed to, either directly or
indirectly, violence or discrimination perpetrated by peers or teachers, with highest
incidences observed in boarding schools and settings for children with behavioral
problems. Moreover, in 2021, a total of 140,000 cases of cyberbullying were officially
reported across the country (CABAR, 2022). School violence is not just an issue in
Kazakhstan; it is a global challenge that affects communities worldwide. According to a
systematic review by Hillis et al. (2016), over 50% of the world’s children, including more
than half of children from North America, Africa, and Asia, have experienced violence.
The consequences of bullying extend far beyond physical harm. Adolescents who
experience bullying are more likely to demonstrate limited academic involvement and
lower performance, low self-regard, and less motivation (Ayoub et al., 2021; Samara et al.,
2021). The 2019 UNESCO report also highlights that bullied schoolchildren are twice as
likely to suffer from insomnia, feelings of isolation and suicidal thoughts. The number of
reported acts of bullying and its possible impacts highlight the urgent need for
intervention.

The incidents of violence and bullying episodes within educational environments
have raised public concern about the safety of students. For example, Kazakhstan’s
education policy aims to provide a safe and inclusive environment for all learners.
However, there is a significant discrepancy between policy and practice, as evidenced by
the numerous cases of violence and bullying reported in the media. For example, in
Petropavlovsk, there was a shocking case of a 9th grade student injuring three peers with
an axe, indicating serious omissions in school safety measures (Lykova, 2023). In another

case, a student at a sports boarding school was beaten to death under mysterious



circumstances, raising further concerns about the effectiveness of existing school safety

protocols (Tengrinews, 2024).

Education Policy and Practice in Kazakhstan

The education system in Kazakhstan is prioritizing the creation of a safe and
healthy environment for students, which is in line with the legal and regulatory framework
of the country. The latest revision of key articles of the National Education Policy
highlights a safe environment in schools by prohibiting violence, designating
responsibilities for safety measures and ensuring accountability for the well-being and
safety of students. Looking at these provisions in more detail, Article 28 clearly prohibits
the use of any form of physical, moral and mental aggression against students. This
requirement corresponds with International Human Rights Standards and shows
Kazakhstan’s intention to protect students from ill-treatment and to maintain a positive and
supportive learning environment. On the other hand, the state obligates educational
organizations to create a safe environment. Articles 43 and 48 of the Republic of
Kazakhstan’s law on education point out the essential role of educational organizations in
providing a safe and healthy environment for children. Article 43, paragraph 11-2 requires
educational organizations to protect and develop the health of their learners, including
health promotion concerns in their daily affairs. In addition, Article 48 places the
responsibility for creating a healthy and safe environment for learning, education, work
and recreation directly on the heads of educational organizations. This dual focus not only
ensures a comprehensive approach to student well-being but also holds school leaders
responsible for implementing effective safety protocols and health promotion initiatives.
Consequently, school administrators are responsible for implementing safety measures,
emergency preparedness plans and health promotion initiatives. Thus, the legislative

framework sets a clear expectation that educational institutions prioritize the physical and



mental health of their students, providing a supportive environment for their holistic
development. In case of violation of any legislations related to law on education will result
in consequences under Chapter 11 (Article 67) of the Responsibility for Violation of the
Legislation of the Republic of Kazakhstan in the Field of Education. Although these
regulations on national educational law state that a safe and supportive environment in
academic settings is essential by prioritizing physical safety, it does not declare the
importance of the mental and emotional health of learners and fails to state the measures
that should be taken to promote the intrapersonal wellness of learners.

Discussing the implementation of practices aimed at preventing and intervening in
cases of bullying in Kazakhstan, besides the superficial regulation on Education Law
(2022), there are very few programs or training for school staff. For example, since
October 16, 2023, a 111 helpline has been activated to provide emergency assistance to
children and adults who are victims of domestic violence or bullying. According to the
official information source of the Prime Minister of the Republic of Kazakhstan (2023), a
program is currently being developed to assist victims of violence and bullying, and the
Finnish anti-bullying program, KiVa (Finnish phrase “kiusaamista vastaan” which
translates to “against bullying™), will be introduced in NIS schools. Although the support
program will help address the consequences of bullying incidents, preventative measures
are still not on the agenda in the local context. Starting in March of 2024, a pilot anti-
bullying program “Dos Bol Like” has been launched to protect children from the violence
of school bullying. The program is aimed at developing students’ skills of constructive
response to conflicts, developing children’s social-emotional skills, optimizing
interpersonal and community relations, and increasing the level of children’s subjective
well-being. By the end of 2022-2023 academic year, only 70,000 students (out of almost 4

million) and 5300 teachers (out of 340,000) from nine regions participated in this pilot



program (Ministry of Enlightenment of the Republic of Kazakhstan, 2024). This practice
demonstrates the inconsistent use of anti-bullying measures. Although the policy about
students’ safety exists and intervention and preventive measures are starting to be

implemented, there is a gap between policy and practice.

Problem Statement

The instances of crime within schools generated considerable concern among
parents about the safety of their children and triggered school administrators and policy
makers to review security measures in educational settings. In response to incidents such
as in Petropavlovsk, Kazakhstan’s Prime Minister Alikhan Smailov urged a
comprehensive review and improvement of school safety standards, with a focus on
increased video surveillance, tighter controls at entrances and regular security checks
(Smailov, 2023). Assylbekova et al. (2023) found that nearly a quarter of students had
experienced bullying, and more than 20% had considered dropping out of school or
harming themselves. These alarming statistics underscore the urgent need to address safety
issues in schools. Bullying not only affects students’ emotional and psychological well-
being but also creates an unsafe learning environment that hinders academic achievement
and social development by creating unsafe conditions that can lead to school dropout,
mental health problems, and long-term educational inequality (Hysing et al., 2021;
Nikolaou, 2022; Singham et al., 2017). To address these problems, Kazakhstan introduced
a new standard for the security of educational settings, which came into force on July 1,
2024. According to this standard, all educational institutions must be provided with private
security guards, and the guards must have appropriate training and qualifications. Regular
security monitoring will be conducted to assess and improve the security infrastructure,
including doors, windows, fencing, surveillance systems, alarms and checkpoints. These

measures aim to create a safer environment for pupils and staff and to ensure that schools



are better prepared to deal with potential threats. However, these technical and
organizational measures are limited to the physical security of students and staff, whereas
students’ feeling of being safe includes social, emotional, intellectual, and civic security as
well. Consequently, students’ emotional, mental, and social safety are not given sufficient
attention, while these aspects are important factors in the children’s healthy development.
As stated earlier, the statistics on bullying and violence emphasize the importance
of urgent intervention in the situation. On the other hand, while bullying receives extensive
research attention globally (Francis et al., 2022; Kartal & Bilgin, 2009), it remains
understudied within the Kazakhstani school context. There is lack of research focusing on
the broader aspects of a safe learning environment in Kazakhstan, with existing studies
predominantly centered around the effects of bullying on the physical and mental health of
students and assessment of the anti-bullying program effectiveness in Kazakhstani schools.
Since teachers play an important role in eliminating school bullying, both teacher-centered
and student-centered discipline techniques can contribute to positive changes in school
discipline systems (Cornell & Mayer, 2010; Hui et al., 2011). Therefore, there needs to be
more research done and proper intervention should be proceeded toward bullying to create
a safer learning environment, along with a shortage of relevant and current statistics in this

area.

Purpose of Study and Research Questions

The purpose of this study is to investigate the perceptions of novice and
experienced secondary school teachers regarding a safe school environment in selected
schools in Astana using the following research questions:

1. What are the teachers’ perceptions of a safe learning environment in various

types (public and private) of schools in Astana?



2. How do teachers’ gender, background, and experience influence their

perceptions of and responses to unsafe conditions in school?

3. What are the challenges experienced by teachers in implementing strategies

for safe schools?

This research aims to identify how school teachers’ experiences influence their
understanding and responses to school safety issues. By analyzing their responses, the
specific challenges teachers face in implementing safety strategies could be identified
along with how these challenges vary between different types of schools, such as
mainstream and private schools.

Significance of Study

High school teachers, school administrators and research participants working in
Astana can benefit from this study, as its findings can help them reflect on existing
problems in their educational institutions, give them ideas on how to foster and strengthen
a safe and healthy climate in educational organizations, in addition to supporting
secondary school teachers in creating a positive learning environment in their classrooms.
The outcomes can help school administration identify early patterns of unsafe climate and
develop effective prevention and intervention strategies by creating a more supportive and
safer environment for all students. Enabling teachers to recognize and respond promptly to
cases of insecurity (i.e. violent behaviors, bullying, sexual harassment, and discrimination)
and helping them address bullying behavior will promote a healthier learning environment
where students’ mental and physical health are prioritized and protected (Ojukwu, 2017;
Ojukwu & Chigozirim, 2015). Teachers will be able to create a more conducive learning
environment when they can understand their students’ safety concerns. This leads to better
classroom management and more effective teaching practices. Parents also may benefit

from more open and informed communication with teachers, facilitating a collaborative



approach to bullying prevention and intervention. Students are the primary beneficiaries of
this study, as it aims to create a safe, supportive, and nurturing environment for learning.
Moreover, the findings may provide evidence-based recommendations for school
administrators and policymakers to design and implement effective safety policies,
interventions, targeted support, and professional development. By fostering a safe and
supportive school environment, the research indirectly contributes to improving student
well-being and academic performance.
Definitions of Terms
A Safe Learning Environment

In this study, a safe learning environment is operationalized as a multidimensional
learning setting that prioritizes the physical, emotional, and mental well-being of both
teachers and students, including aspects such as physical safety, emotional support, respect
for diversity, and opportunities for active participation in the learning process in which
threats and disruptions are minimized (Haidari & Karakus, 2019; Mubita et al., 2023;
Young et al., 2016; Wright et al., 2009).
Bullying

This study defines bullying in accordance with description on Education Law of
Kazakhstan (Adilet LIS, 2024). Bullying is defined as repeated (two or more times)
humiliating actions, harassment or intimidation directed at a child. It includes any attempts
to coerce a child to do or refrain from doing certain acts. Bullying can occur in public or
implicitly. Bullying also can take place through social media, telecommunication networks

or online platforms (cyberbullying).
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Chapter 2: Literature Review

This chapter examines the literature related to teachers’ perceptions and
experiences of a safe learning environment. It begins with a description of the theoretical
framework that guides the research study. Then, studies related to the following themes are
explored: importance of a safe learning environment, unsafe schools, impact of safety on
students’ performance, overview of international standards, importance of teachers’
perceptions, and challenges and strategies to improve safety measures within educational
settings. These themes were chosen based on their direct relevance to both the research
questions and the theoretical framework on which this study is based. Additionally, they
address key aspects of my research questions, specifically how teachers perceive and
respond to unsafe conditions, what factors influence their perceptions, and what challenges
they face in implementing safety strategies. By structuring the review around these themes,
| aim to provide a comprehensive analysis that not only contextualizes existing research
but also situates my study within the broader discourse of safe school environments. The

chapter ends with a summary.

Theoretical Framework

To define features of safe learning schools, | will adopt the United Nations
Children’s Fund’s (UNICEF) Child-Friendly Schools (CFS) framework. The reason for
using the CFS framework is that it is a comprehensive approach that promotes a safe,
healthy, and supportive educational environment that prioritizes the well-being and holistic
development of children in school settings. It recognizes the fundamental rights of children
to quality education in a secure and inclusive setting, free from violence, discrimination,
and exploitation (Chabbott, 2004). On the other hand, Fitriani et al. (2021) provide a case
study of how the CFS model can be interpreted and applied at the school level. Their study

shows how the components of the CFS model were localized and implemented in an
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Indonesian school setting. This extends my theoretical approach by illustrating the
usefulness and flexibility of CFS in the real world when addressing school safety issues.
CFS includes five core dimensions that together contribute to a safe, inclusive and
effective school environment: Safe Environment, Learning, Inclusion, Well-being and
Community Engagement (UNICEF, 2009). Figure 1 provides a schematic explanation of
relationship among dimensions.

Figure 1
CFS Framework

Safe Environment
- School safety
- Emergency
preparedness
- Anti-violence measures

Inclusion
- No discrimination
- Gender equality

- Access for children Community Involvement
with special educational - Family —
needs - Local partnerships
- School governance
Well-being
- Sanitation
- Nutrition ﬂ

- Mental well-being

outcomes:

Learning
- Quality teaching

- Trained teachers [ Better classroom J

- Adequate management

resources - - Improved students
- Development of life [ Higher academic " well-being }
skills performance
- Active learning Early detection &
prevention of risks

Note. Adopted from UNICEEF’s Child Friendly Schools Manual.

These pillars comprehensively reflect the multi-dimensional nature of school
safety, which goes beyond physical protection to include emotional, social and academic
support for all students. The “Safe Environment” pillar includes school safety, emergency

preparedness, and anti-violence measures which directly aligns with how teachers define
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and address school safety in my study. The Learning and Inclusion components emphasize
the importance of quality teaching, trained staff, and equal access to education, which is
critical to understanding the challenges teachers face in implementing safety strategies. In
addition, the “Well-Being” and “Community Involvement” components emphasize factors
such as mental health, sanitation, and the role of family and partnerships in creating a safe
learning space (see Figure 1).

I chose this framework because it holistically reflects the structural, pedagogical,
and psychosocial aspects of safe schools to analyze teachers’ views in the Kazakhstani
context. Drawing on this framework, safety can be seen not only as the absence of harm,

but also as the presence of a supportive environment for learning and well-being.

The Importance of a Safe Learning Environment

A school is a place which almost every child in the world attends to learn, develop,
and improve their lives. For a child to perform well, a school needs to be an environment
where learners and teachers will be able to realize their shared goals. However, going to
school does not always bring children positive emotions. It may be the forced stay in
unequipped classrooms, hunger, thirst or feeling unwell; it may also be the fear of
punishment, humiliation, bullying or even violence from teachers and classmates.
Unfortunately, when conditions are deplorable at school and home, academic achievement
is no longer realistic.

Creating a safe and supportive school climate for learning and personal growth of
all students is an indicator of quality education and top priority for school leaders and
society at large (Geller et al., 2007; Nickerson et al., 2021). School safety is influenced by
various factors which can be grouped under two categories: factors related to physical and
emotional safety. According to the National Center on Safe Supportive Learning

Environments (NCSSLE), physical safety involves safeguarding of all involved
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individuals in schooling from acts of aggression, violence, harassment, usage of weapons
or toxic substances during school hours and school-related events. Besides protecting
stakeholders from different types of threats, UNICEF’s Child Friendly Schools Manual
includes factors such as comfortable buildings that are resistant to regional ecological
climate, access to clean water and hygiene facilities, safety and health provisions, and
ergonomic classrooms as physical school protection (Wright et al., 2009).

Whereas physical safety involves protection from environmental hazards and
potential threats that cause physical harm or injury, emotional safety involves prevention
from socio-emotional abuse, psychological trauma, and discrimination. Emotional safety
in schools is a learner’s experience characterized by emotional safety, a sense of security
and confidence to take risks, to openly express their emotions, and a feeling of being
challenged and excited to explore new opportunities (NCSSLE, n.d.). It is important for
students to experience a sense of safety and self-assurance when expressing their emotions
and accepting difficulties that promote curiosity and discovery (Gonzalez et al., 2020).
Although physical and emotional safety are two different aspects of school safety, some
threats such as bullying may have an effect on both protection measures. Fredrick et al.
(2021) claim that students felt less emotionally and physically safe in schools where
bullying occurred frequently. Therefore, adopting a holistic strategy to school safety,
covering both physical security measures and emotional well-being were suggested in a
few studies (Nickerson et al., 2021; Vicario & Sallan, 2017).

The Impact of School Climate on Students Performance and Well-being

The issue of school safety has gained significant importance due to its impact on
the learning environment and academic achievements of learners. There are several studies
that emphasize the important impact of the learning environment on students’ well-being

and performance (Amali et al., 2023; Booren et al., 2011; Cardenas & Cerado, 2016; Kiuru
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etal., 2019). Amali et al. (2023) state that core components of the learning environment,
such as strategies for classroom management, interactions between teachers and students,
and school climate, can significantly shape students’ academic and social outcomes. This
quantitative study based on Bronfenbrenner’s ecological systems theory determined that
on mesosystem level Malaysian students prefer a supportive environment where making
mistakes without receiving punishment from the teacher or ridicule from their peers.
Similarly, another quantitative research conducted by Booren et al. (2011) in the USA
highlights that feeling safe in the classroom has an impact on engagement and academic
achievement, and claims that adolescents’ perceptions of school safety and school climate
are essential aspects of students’ academic culture.

Sharma (2015) conducted a qualitative study on secondary school students in New
Zealand. The findings indicated that teachers play a significant role in fostering a
supportive environment where students feel free to ask questions, engage in challenging
tasks, and make mistakes. Additionally, the study highlights the importance of classroom
culture, teacher-student relationships, and group activities that involve collaborative
dialogue, which the study shows enhances students” willingness to take risks in
mathematics for instance. However, the study used a small non-random sample and
acknowledges the need for research with more extensive, diverse samples to generalize the
findings.

In another longitudinal study of Finnish students for 3 years in the transitional
period from primary to secondary school by Kiuru et al. (2019), models were constructed
to measure feelings of satisfaction and stress during schooling and conflicts in
relationships with parents, teachers, and friends. This study findings suggest that positive

and supportive relationships with teachers, parents, and peers are essential for adolescents’
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well-being at school and academic achievement during educational transitions in Finnish
schools.

While the positive effects of a safe learning environment are well-documented, it is
equally crucial to understand that when schools are unsafe, it can affect how well students
perform and feel in their classes (Hebib & Zuni¢-Pavlovié¢, 2018; Lah, 2020; Young et al.,
2016). According to an analysis by the United States Agency for International
Development (n.d.), factors contributing to an unsafe learning environment include
internal risks (bullying and emotional abuse, gender-based school violence), external risks
(attacks during travel to and from school and ideological assaults targeting the learning
environment), and environmental risks (earthquake, flooding, infectious diseases, etc.).
These threats not only jeopardize students’ physical safety but also harm their academic
performance.

In Tanzania, Kibriya and Jones’s (2021) study on the importance of a safe learning
environment strongly indicate the adverse effects of an insecure educational setting on
students’ academic performance of second graders in standardized tests in math and
English. The study reveals that the gender of students, home and school facilities, location
of school in urban or rural areas, and teachers’ and parents’ attributes have a significant
effect on school climate. Interestingly, their study demonstrated that the assigning security
guards to schools deemed unsafe improves student success compared to schools without
security services in Tanzania. This highlights a significant link between school safety and
learning outcomes.

Another study found that children who experience physical and emotional fear in
New York schools are more likely to report more instances of victimization, as well as low
levels of involvement and a sense of belonging (Lacoe, 2016). This implies the impact of

feeling safe in school on students’ socialization opportunities and social-emotional well-
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being. Consequently, this feeling can hinder students’ capacity to focus and participate in
academic, social, and emotional activities, ultimately resulting in mental health problems
such as depression, anxiety, and low concentration (Bernal-Morales et al., 2015; Nickerson
et al., 2021). Students who feel unsafe are vulnerable to low attendance, academic failure,
and ultimately dropping out of school. A substantial number of studies indicate that low
student engagement and school insecurity are negatively correlated with academic
achievement and increased likelihood of school dropout (Fall & Roberts, 2011; Finn &
Zimmer, 2012; Lee, 2013; McMillan & Reed, 1994). In addition, students who feel unsafe
or separated from the school community are more likely to struggle academically and
ultimately leave school before graduation (Fall & Roberts, 2011; Rumberger & Lim,
2008). Lee (2013) also suggests that increasing student engagement and providing a safe
and supportive school environment are essential in preventing negative consequences,
underscoring the importance of addressing safety issues and fostering a favorable climate,
which are critical to student welfare and academic achievement. All these findings
highlight the significance of school safety and climate in shaping adolescents’ learning
performance and indicate a need for furthermore contextualized research.
Overview of International School Safety Standards

In response to various security concerns within school walls, various international
organizations and governments have developed guidelines and policies to ensure safe
schools. The United Nations Educational, Scientific and Cultural Organization (UNESCO)
has developed a “Safe Schools Declaration” that outlines a set of principles and
commitments to protect students and educational institutions during armed conflict
(Nickerson et al., 2021). Similarly, the European Union has taken a proactive approach to

addressing school safety by establishing the “European Safe Schools Network,” a
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collaborative initiative that brings together member states to share best practices and
coordinate efforts to improve overall school safety (Nickerson et al., 2021).

Even though UNICEF set certain standards on Child Friendly Schools, the CFS
models of schools vary from country to country and from region to region. Not
surprisingly, Cohen and Espelage (2020) also mentioned in their book titled “Feeling Safe
in School” their decision of not including “developing,” or low-income countries regarding
the needs that differ from countries in which social and emotional safety matters just as
much as physical safety and have been the agenda for decades.

Importance of Teacher Perceptions in Shaping School Safety

Education practitioners have an important role in preventing and overcoming
bullying. It is imperative to provide training for teachers and school staff to enable them to
identify the signs of bullying and respond with appropriate actions (Chowdhury, 2020;
Rose et al., 2018; Yerger & Gehret, 2011).

A mixed study involving 225 teachers with an average of 19.2 years from
preschools, primary and secondary schools in Spain revealed mixed perceptions among
teachers regarding school climate (Martinez-Carrera et al., 2024). More than half of
participants of the study believed that the use of ICT has exacerbated coexistence
problems. In addition, 54.67% of the teachers equated bullying with academic
performance problems among students. However, one third downplayed the significance
of these problems indicating lack of recognition of these problems among teachers. On the
other hand, teachers expressed interest in receiving specialized training in bullying
prevention. Nevertheless, they maintained confidence in their ability to manage their
classrooms and address bullying-related problems independently, perceiving such acts as
integral to their educational responsibilities (Martinez-Carrera et al., 2024; Mobarki et al.,

2020). Even though teachers showed interest in anti-bullying prevention programs, they
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mentioned their teaching workload as a hindrance in their ability to focus on bullying
prevention (Martinez-Carrera et al., 2024). Teachers were not confident in the
effectiveness of prevention measures and were not aware of successful bullying prevention
programs (Kartal & Bilgin, 2009; Martinez-Carrera et al., 2024). They strongly believed in
the importance of family involvement and student learning as the main prevention
strategies. In addition, they advocated integrating values and moral education into the
curriculum, organizing talks, cultural activities and assemblies, training teachers, and
collaborating with public safety agencies (Eisenberg et al., 2021; Martinez-Carrera et al.,
2024).

A study conducted by Kartal and Bilgin (2009) in elementary school in Turkey
reveals the discrepancy between teachers’ and students’ perception of types of bullying.
While teacher reports emphasized physical bullying over verbal bullying, student reports
indicated that verbal bullying is the most common form of bullying. This could be due to
the challenge that teachers face in identifying verbal bullying, as they may not recognize it
as such when they hear it. Consequently, it indicates that teachers should have an increased
awareness of bullying and provide support to students in acquiring effective conflict
resolution techniques.

A quantitative study by Mobarki et al. (2020) in Jizan, Saudi Arabia assessed
teachers’ perceptions of bullying in elementary schools focusing on gender, age,
experience, and other factors influencing their views. The findings indicated that concern
about bullying among female teachers were statistically significant compared to their male
counterparts, which is likely due to their empathy and attention to children’s behavior.
This is consistent with previous research emphasizing strong perceptions of bullying

among female teachers (Abbas et al., 2020; Grigoropoulos, 2022).
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Grigoropoulos’s (2022) study on early childhood educators in Greece found that
working experience and impact of education level did not significantly affect teachers’
knowledge of bullying in the classroom. However, Mobarki et al. (2020) states that
younger teachers with 1 to 5 years of experience perceived bullying more acutely. On the
other hand, Grigoropoulos (2022) points out the subjectivity of bullying, as perceptions
can vary among staff members working with the same group of children.

According to Altinsoy and Okan (2017), contextual factors such as classroom size
and conditions, policy regulations, administrational support, and student-related challenges
greatly impact on how teachers perceive the safe learning environment. Some research in
Portugal and New York show that public school teachers often perceive school safety as a
structural and behavioral problem influenced by inadequate security measures,
overcrowded classrooms, and lack of administrative support (Boyd et al., 2011; Flores &
Day, 2006). On the other hand, Flores and Day (2006) reported that Portuguese teachers’
positive and negative interactions with their former teachers as students strongly
influenced their approaches to teaching. Some teachers sought to imitate their role models,
while others consciously avoided the ineffective or discouraging practices they observed in
their schools. Although most teachers rely on their prior experiences, their perceptions are
also influenced by initial teacher training during their pre-service studies and the school
context. Many teachers mention that these training courses are overly theoretical and do
not adequately prepare them for the complexities of real classroom and school practices
(Flores & Day, 2006). The study also found that teachers working in collaborative and
supportive schools are more likely to remain enthusiastic and use innovative teaching

methods.
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Summary

The review of existing research has shown the importance of school climate in
educational settings, impact of school safety on students’ well-being and academic
performance and the roles of teachers’ perspectives in enhancing a safe learning
environment. However, not much is known about the perceptions of Kazakhstani teachers
regarding the supportive school climate. Specifically, there has been no comprehensive
analysis of how the CFS framework is reflected in school environments in Kazakhstan.
This gap may be due to limited prioritization of teacher voice in educational research or a
lack of systematic focus on school climate in national education policies. Furthermore,
review of the studies tends to suggest that the learning outcomes are influenced by early
identification of unsafe climate and developing effective prevention and intervention
strategies by creating a more supportive, safe, and sound environment for all students. The
studies have also shown that teachers can create a more conducive learning environment
when they understand their students’ safety concerns and experiences. This leads to better
classroom management and more effective teaching practices. In this study, | aim to
explore how teachers’ current perceptions and lived experiences of school safety align
with the principles of CFS in Astana’s educational institutions. With a clear understanding
of the research gap and the benefits of exploring safe learning environments, the following
methodology chapter will outline the approach used to explore teachers’ perceptions and
experiences of creating and maintaining a safe environment in secondary schools in

Astana, Kazakhstan.
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Chapter 3: Methodology

The previous chapter reviewed the relevant literature on the theoretical framework,
importance of school safety for learners, impact of school climate on students’
performance and well-being, the role of teachers’ perception in ensuring safety measures at
school, and the challenges they face in improving school safety. This chapter describes the
main components of the methodological section of the study, particularly the research
design, research site, participant selection, data collection tools and data analysis
procedures. In addition, the chapter discusses the ethical aspects of the study and possible
risk factors.
Research Design

Since this study aims to explore teachers’ perceptions of a safe learning
environment in different school types regarding their teaching experience, a qualitative
phenomenological approach was chosen. Creswell (2012) states that one of the
characteristics of qualitative research is a deep “detailed understanding of the central
phenomenon” (p. 16). As Merriam and Tisdell (2016) affirm, the purpose of
phenomenological inquiry is to discover the essence or fundamental structure of concrete
human experience. Consequently, this method allowed the researcher to explore the lived
experiences of the teachers and understand the phenomenon of a safe learning environment
from their perspectives in a particular school context (Qutoshi, 2018; Ramsook, 2018).
Therefore, | conducted a phenomenological study to understand the lived experiences of
educators on the phenomenon of “a safe learning environment’. In this research, | focused
on how teachers in two schools perceive a safe school environment and the factors they
believe contribute to a safe learning classroom. The study explored how teachers’

experience and background influence their perceptions. The challenges teachers face in
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nurturing a safe environment and the strategies they use to promote a safe environment for
learners were also explored.
Research Setting

The study was conducted in two different types of secondary schools in Astana
city: public and private schools. The rationale for choosing these two school types is to
gain a comprehensive understanding of the phenomenon, as existing literature suggests
that school contexts may influence teachers’ perceptions and experiences (Keiler, 2018).
First, a public mainstream school follows the national curriculum and were included to
understand the challenges teachers face in a typical school setting. Second, a private school
operates on its own curriculum integrated with the national standard curriculum and their
inclusion in the study can show how the resources and school policies in a private setting
shape teachers’ experience. To align with the focus on secondary education, schools were
required to offer educational programs from grades 5 through 11. Preference was given to
schools with a diverse teaching staff in terms of professional experience, background, and
gender, as this diversity allows for a deeper and more representative understanding of
teachers’ perceptions of school safety. Additionally, selected schools were required to have
been in operation for at least three years to ensure a stable educational environment and the
presence of established safety practices. Schools were excluded if they offered only
primary education, had been in operation for less than two years, or served specialized
populations (e.g., students with special needs or vocational training), as such institutions
were not considered representative of mainstream secondary education settings in Astana.
Sampling Procedure

In this study, a purposeful sampling technique was used to select participants.
Purposeful sampling is a non-probability sampling method in which participants are

deliberately selected based on certain characteristics or criteria to ensure that they possess
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features relevant to the research objectives (Patton, 2015). This sampling approach is well
suited for qualitative studies such as phenomenological research because it allows the
researcher to identify and select individuals who know about or have experienced the
phenomenon of interest (Creswell & Poth, 2018; Patton, 2015). By utilizing purposive
sampling, | can ensure that the selected teachers have the necessary experiences and
perspectives to provide rich and detailed information about their perceptions of safe
learning environments in a variety of school contexts.

For this study, participants from two different schools were selected based on the
following criteria: a) novice teachers (0-3 years of working experience at this school) and
b) experienced teachers (more than 3 years of experience in teaching at this school) were
recruited regardless of their gender, age, marital status, linguistic background, and subject
areas they teach. Eight secondary school teachers (from one public and one private school
in Astana) participated in semi-structured interviews. There were no restrictions on gender,
age or subject area, allowing for a diverse pool of participants. This purposeful, criterion-
based sampling ensured that participants were particularly knowledgeable or experienced
with the phenomenon of school safety (Palinkas et al., 2015).

After receiving approval from the GSE Ethical Review Committee, | contacted the
principals of the selected schools through professional networks. | sent official letters
outlining the purpose of the study, minimal risks, potential benefits, and procedures for
conducting the interviews. Upon obtaining consent from the principals, | provided each
school with informed consent forms in both Kazakh and Russian languages. The school
directors assisted in distributing these documents to the teaching staff and in identifying
teachers who met the sampling criteria. Participation in the study was entirely voluntary —
interested teachers responded on their own, and the school directors shared only the names

of those who expressed a willingness to take part. All potential participants were given the
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opportunity to review the study information and ask questions before deciding whether to

participate.

Instrument for Data Collection

To collect qualitative data for my phenomenological study, in-depth semi-
structured interviews were conducted as the primary data collection method. According to
Silverman (2017), semi-structured interviews give participants the flexibility to express
their points of view and allow researchers to obtain detailed information on specific topics.
Semi-structured interview guide was specifically designed for this study based on
extensive review of literature related to CFS. This guide was aligned with research
questions of the study. The interview questions were designed to explore teachers’
perceptions of safe learning environments, their experiences in creating such
environments, and the factors influencing their views. The interview questions were open-
ended and designed to encourage participants to share their life experiences, concerns and
strategies related to creating safe learning environments. The demographic information of
participants was collected on eight personal and professional variables such as gender, age,
ethnicity, level of education, type of school, language of instruction, teaching experience,
and length of teaching experience, at the same school (see Table 1). The semi-structured
interview guide, presented in Appendix D1, consisted of four sections and included fifteen
items aimed at exploring teachers’ perception, experiences, and challenges related to a safe
learning environment. To ensure the validity of the tool, a pilot interview was conducted in
which the open-ended questions were asked by five teachers. Based on their feedback, the
questions were revised for clarity, relevance, and comprehensiveness, and minor changes
were made to the wording and sequence of items to improve their effectiveness in

obtaining detailed responses.
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Data Collection Procedures

Interviews were conducted either in person at the school or online via Zoom,
depending on the availability and level of convenience of the participant. Approximately
half of the teachers (n=4) opted for online interviews due to scheduling constraints and
personal preference, while the rest met with the researcher face-to-face. Regardless of the
mode, each interview was conducted in a private setting to ensure confidentiality and
comfort. A quiet, designated room in the school was used for face-to-face meetings.

The interviews were conducted in participants’ native languages Kazakh and
Russian to ensure comfort and clarity of communication. All interview questions followed
the protocol approved by the Ethics Committee. Each interview lasted approximately 30
minutes, ranging from 20 to 40 minutes depending on the participant’s responses. With
participants’ consent, all interviews were audio-recorded to ensure accurate transcription.
Once the interviews were transcribed, they were translated word-by-word using Google
Translate before analysis. All audio recordings were permanently deleted to maintain
confidentiality and adhere to ethical research standards.

Data Analysis

The data were analyzed thematically using Clarke and Braun’s (2013) six step data
analysis framework. According to Creswell and Poth (2018), thematic analysis can
uncover nuanced insights and understandings that contribute to a rich and comprehensive
understanding of the topic. Following the instructions from Merriam and Tisdell (2016),
responses from in-depth semi-structured interviews were recorded and transcribed. The
data were uploaded to Google Sheets and manually transcribed with thematic labels. Initial
codes were then generated by systematically highlighting significant features of
participants’ responses through coloring the codes (see Appendix E). Then, | organized

codes to develop overarching themes that capture the main ideas or patterns in the data.
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The emerging themes were reviewed and refined. Consequently, I interpreted main ideas
in relation to the research questions and objectives, considering the context and
participants’ perspectives on a safe learning environment in their educational settings.
Finally, I compared and contrasted the patterns of teachers’ perceptions and experiences of
ensuring a safe school climate in accordance with their teaching experiences and school
facilities depending on the school type.

Ethical Considerations

During the research process, | was mindful of potential risks that may arise, such as
emotional distress or discomfort experienced by participants during the interview. To
mitigate these risks, I have:

. Clearly explained the purpose of the research and the interview process to

set appropriate expectations.

. Offered participants the opportunity to take a break or stop the interview if

they feel uncomfortable.

. Ensured that all data collected was securely stored and that only the

researcher had access to it.

In addition, the research may be limited by participants’ willingness to openly
share their personal experiences and views during the interview. To address this, |
established a positive relationship with participants, ensured confidentiality and created a
safe and comfortable interview environment to encourage their honest responses.
Regarding ethical considerations, | obtained informed consent from all participants and
ensured their voluntary participation. The privacy and confidentiality of participants were

protected through the use of nominal identities and secure data storage.
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Summary

Overall, this chapter outlined the key elements of the research methodology. It
detailed the research design, the location of the study, the recruitment of participants, and
the data collection instruments and procedures. At the end, the chapter presented the
ethical considerations of the study. The purpose of this phenomenological study is to
explore teachers’ perceptions of safe learning environments in different school contexts in
Astana, Kazakhstan. The findings of this study will contribute to the existing literature on
school safety and provide valuable insights for policy makers, school administrators and

teacher educators to promote safe learning environments.
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Chapter 4: Findings
Introduction

This qualitative phenomenological study aimed to explore the perceptions and
lived experiences of eight secondary school teachers regarding a safe learning environment
in one public and one private school in Astana. Guided by UNICEF’s Children Friendly
Schools framework data was collected through semi-structured interviews from the eight
teachers. After presenting the demographic characteristics of the schools and participants,
the chapter is organized around five main themes and fourteen sub-themes (see Table 2)
that emerged from the coding of interview data through inductive thematic analysis which
aims to address the study’s main research questions. Direct quotes from interviews are
included to provide a deeper understanding of the teacher’s views on safety in their
schools. The chapter ends with a summary.

Descriptions of Research Site and Participants
School Characteristics

Two schools in Astana city were selected for the study: a public school and a
private school. The names of schools are coded due to ethical reasons.

School 1 is a public school in Astana which follows a standard national curriculum.
It accommodates more than 2300 students from the 0 to 11 grades. The school has been
functioning for four years.

School 2 is a private school in Astana which has a Cambridge curriculum adapted
to national standards. There are more than 1000 students studying from the O to 11 grades.
The school has been operating for four years.

Participant Characteristics
Eight teachers were selected from two schools, four teachers from each school.

Table 1 provides demographic information for participants. The participants’ ages varied
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teaching different subjects to gain a broader understanding of safety across various subject

contexts. Teachers from each school were chosen to ensure maximum diversity in terms of

age, gender, teaching subject, teaching experience, educational level and background. All

interviews were conducted in their native languages, Kazakh or Russian, then transcribed

and translated into English. To maintain confidentiality, each respondent was given an

alphanumeric code, and their identities remain anonymous.

Table 1

Demographic Information of the Participants

Participant ~ Age Gender Typeof  Teaching Teaching  Educational  Education

Code School Experience  Subject Background  Level

Tl 21  Female Public 5 months English In education  Bachelors

T2 20 Female Public 5 months Math In education  Bachelors

T3 44  Female Public 11 years Physics In education  Bachelors

T4 59 Male Public 30 years Physics Non- Bachelors
education

T5 24  Female Private 5 months Chemistry In education  Masters

T6 26  Male Private 4 years Physics Non- Bachelors
education

T7 40 Male Private 8 years Physics In PhD
education

T8 34  Male Private 8 years Biology In education  Masters

Note. T = Teacher.

Themes and Sub-themes

During the interviews, participants were asked to describe their understanding of

the term “safe learning environment,” reflecting on how their background and experience

shaped their perspectives and discuss the challenges they face in implementing school
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safety strategies. The interviews followed a semi-structured format that allows for in-depth
exploration of participants’ views.

Thematic inductive analysis of data emerged four overarching themes and twelve
subthemes (see Table 2), capturing the diverse perceptions and lived experiences of
secondary school teachers in fostering a safe learning environment. The main themes
include: 1) Understanding of a safe school; 2) Impact of a safe school environment; 3)
Impact of teachers’ background on their perceptions; 4) Challenges; 5) Other factors.
These themes provide a comprehensive insight into the complexities of school safety from
the perspective and experience of educators working in two different school contexts.

Table 2 displays the research questions, corresponding themes and sub-themes in.
Notably, the sequence in which themes appeared varied among participants, reflecting the
individual nature of their experiences and perceptions.

Table 2

The Study Research Questions, Themes, and Sub-themes

Research Questions Themes Subthemes

1. What are the teachers’ Understanding of a Physical safety

perceptions of a safe learning safe school Emotional and psychological
environment in various types safety

(public and private) of schools in Social safety

Astana?

Impact of a safe

school environment

2. How do teachers’ gender, Impact of teachers’ School type
background, and experience background on their Teaching experience and
influence their perceptions of and  perceptions gender

Professional development



31

responses to unsafe conditions in Values and beliefs

school?

3. What are the challenges Challenges Lack of adjustment for new
experienced by teachers in students

implementing strategies for safe Overcrowded classrooms
schools? Lack of preventive measures

Limited training and support
on emotional intelligence
Inadequate communication
and coordination

Other factors Families’ role in a safe
learning environment

Technology’s role in safety

Understanding of a Safe School Environment

Based on the interviews, teachers have a variety of perspectives on defining a safe
and comfortable learning environment. Their responses reflect a combination of physical,
emotional, psychological and social elements, emphasizing the importance of each in
creating an environment promoting both academic success and personal well-being.

Physical Safety. A fundamental theme that emerged from the interviews is the
emphasis on physical safety as the top priority. The majority of participants (6 out of 8)
mentioned physical safety as the first thought that came to their minds. They realize that it
goes beyond just classroom management to include a variety of safety measures and
preparedness strategies. Many teachers expressed the importance of maintaining safe and
functional physical spaces such as classrooms, corridors and laboratories. Proper
maintenance of desks, chairs, and equipment (e.g., fire safety measures, safe electrical
outlets) was considered vital to physical safety. Important safety features such as fire-

resistant materials, emergency signs and regular evacuation drills were also mentioned.
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One of the participants (T6) emphasized the priority of maintaining a hazard-free
environment for the physical health of learners: “The most important aspect is, of course,
physical safety — ensuring there are no threats to a child’s health.” This broad view of
safety includes attention to even the smallest details, such as ensuring “even simple things
like chairs and desks should be in good condition so that when a student sits down, they
don’t fall,” which underscores the importance of a well-maintained physical environment.
Teachers also recognize that safety measures should be comprehensive, covering both the
classroom and the broader school grounds. For instance, T3 and T8 pointed out that “In
terms of physical safety, we introduced certain measures this year. For example, we have a
Face ID system — an outsider simply cannot pass through the checkpoint,” emphasizing the
role of modern technology in maintaining secure school premises. Many teachers, such as
T1 and T8, highlighted the importance of ensuring that the classroom and school premises
are free from physical hazards. For example, an experienced teacher T8 stated, “In terms
of physical safety, we introduced certain measures this year... the entire school is fenced,
and the territory is completely closed,” which reflects the school’s commitment to
preventing any potential threats to students’ physical safety. The following quotes from
participants describe their perception of physical security and how they see teachers’ role
in ensuring security: “Physical safety includes basic things. If it’s a laboratory class, then
everything should be as safe as possible. The teacher is one of the key figures in the
classroom responsible for ensuring this safety” (T7); “... it’s essential to regularly inspect
and maintain the school’s safety systems” (T8); “Schools should have lounge areas with
poufs and special seating areas where students can sit, work on additional assignments, and
prepare for their lessons in a relaxed environment™ (T3); “...such as fire safety. In our
school, we have fire-resistant curtains to prevent flames from spreading in case of a fire.

This is for emergency situations. Proper signage should be placed everywhere. For
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example, if the cleaning staff mops the floor, they must put up a warning sign to inform
students that the floor is wet. Small details like this matter” (T7).

Emotional and Psychological Safety. Beyond physical safety, while teachers also
recognize the importance of emotional and psychological safety, which allows students to
feel comfortable expressing themselves without fear of judgment, there are clear
differences in how they perceive its role in creating a supportive learning environment.
One common perspective among participants is the belief that the teacher-student
relationship plays a central role in emotional safety. Several teachers emphasize the need
for trust and openness in this relationship, believing that when students feel understood
and supported by teachers, they are more likely to feel emotionally secure. Female teacher
TS5 underscores the importance of trust when she states, “If a student is afraid to express
their thoughts, the teacher will not be able to accurately assess their level of knowledge.”
This comment implies that emotional safety is not only about creating a safe space for
academic enhancement but also about fostering an environment in which students feel they
can express themselves and share their thoughts without judgment. By contrast, female
novice teacher T1 adds another dimension, emphasizing that teachers should refrain from
reprimanding students in front of the class, as “such actions may lead the child to
withdraw, become reserved, and lose motivation for learning.” Here, the emphasis is on
avoiding actions that could harm a student’s emotional state and create barriers to effective
learning. Both teachers agree on the importance of positive teacher-student relationships
but highlight different aspects: one focusing on open communication and the other on
protecting students from humiliation.

Teachers believe that when students feel emotionally secure, they are better able to
focus on learning because their emotional well-being directly affects their academic

performance. Consequently, participants emphasize how a student’s mental state directly
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influences their ability to learn, suggesting that a lack of emotional safety can severely
hinder academic engagement. They work to create an environment where students feel
respected, supported, and protected from bullying, and often collaborate with
psychologists (T1, T6, and T8) and classroom teachers to ensure the overall well-being of
their students. A safe learning environment is also characterized by a positive classroom
atmosphere where students can trust their teachers and peers and conflicts are resolved in a
constructive way. For instance, T8 shared: “A student’s psychological and emotional state
significantly affects their academic performance. If a student experiences instability,
anxiety, or emotional distress, it can lead to a loss of concentration.” Moreover, T1 pointed
out, that “[emotional safety] enables students to express their thoughts freely without
hesitation.”

Social Safety. Based on the interviews, teachers identify many aspects of social
safety in the learning environment, which are categorized into macro- and meso-levels.
These aspects vary in scale from broad structural factors (macro-level) to more immediate,
classroom-specific factors (meso-level), and teacher-student interactions (micro level). At
the micro level, the focus shifts to the direct and personal interactions that teachers have
with their students on a day-to-day basis within the classroom context. These aspects are
analyzed in detail below.

In the macro context, novice teacher T5 links social safety to the peace and stability
of the country by noting “the absence of war in the country is the most fundamental factor
for a safe learning environment.” This statement reflects her perception that a stable
national environment free from war and external threats is crucial for creating a socially
safe space for children to learn. If students are living in a country that is experiencing
conflict or instability, consequently, their ability to feel secure in school is compromised.

Based on T5, national peace and security provide the foundation upon which schools can
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operate effectively and ensure the safety of students. This perspective highlights the
interdependence of national stability and the safety of students in schools.

At the meso-level, teachers focus on specific aspects of the school environment that
facilitate or inhibit students’ social safety. These factors include school policies, physical
security measures, school support systems and the overall culture of the school. Public
school teacher T1, T3, and T4 emphasized the importance of school emergency security
systems, surveillance cameras, and access control mechanisms to ensure security in
interaction within the school. These measures help prevent incidents involving outsiders
and certain groups of people, protect students from possible harm such as “... terrorism,”
“... bullying in the classroom,” and provide peace of mind for both students and teachers.
These physical security measures help provide a framework of security where students can
focus on learning and socializing without fear of external threats through providing social
security.

Another aspect of social safety at the meso-level is school climate, which includes
student-teacher interactions, policies governing behavior, and the general atmosphere of
the school. Experienced male teacher T7 argue that fair treatment is important to maintain
social safety in school. He emphasizes that “a teacher should treat all students as equally
and fairly as possible.” This fairness goes beyond classroom socializing, affecting how
students perceive the school environment as a whole. If students feel that they are being
treated unfairly or excluded, this can cause insecurity and undermine their social security.

One of the most important aspects at the micro level is the relationship between
teachers and students in the classroom. T8 teacher from private school highlights the
importance of creating a supportive environment where students can express themselves
freely without fear of being judged. He explains that students should be encouraged to ask

guestions and make mistakes without fear of being ridiculed. This sense of emotional
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security allows students to engage in the learning process with confidence and reduces the
fear that often prevents them from participating.

Teachers also state the importance of peer relationships and the need for effective
conflict resolution to ensure social safety. T5 draws attention to the consequences of
bullying, noting that “... students who excel academically are bullied by their peers, who
call them names like “nerd” or “botan [nerd]” (a slang term in Russian for an
overachiever),” leading to exclusion from school. This reflects the detrimental impact of
negative peer interactions on students’ learning experiences such as intentionally avoiding
active participation in the learning process as TS5 stated: “As a result, some students
intentionally start performing poorly in school to avoid being targeted.” T3 shares similar
concerns, describing how bullying in the classroom can damage students’ mental health
and hinder their ability to integrate into the school community. Both teachers point to the
importance of preventing and addressing bullying through open communication, peer
education and teacher intervention.

Impact of a Safe School Environment

Teachers have different views on how a safe learning environment affects student
success, but all agree that it is essential for students’ growth. T5 articulates that when
students feel emotionally safe and not intimidated, they are more likely to engage in
learning and achieve good academic results:

| believe a safe learning environment is a space where a student can feel free and is

not hindered in their work or thoughts. By free, | mean that students should be able

to express their opinions without fear. Teachers should not pressure students but
instead allow them to speak freely.

T8 agrees, noting that emotional safety helps students focus and reduces anxiety

levels, which ultimately contributes to their academic success. On the other hand, T7 adds
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that fairness in the classroom, where all students are treated equally, creates a positive
atmosphere where students feel important, which promotes their participation and
increases their confidence in learning. T4 continues this idea by emphasizing the
importance of safety measures and facilities for students with special needs, noting that
these provisions enable them to better focus on academic tasks. Finally, T1 mentions the
role of positive peer interactions and bullying prevention, believing that when students feel
accepted and respected by their peers, they are more likely to succeed both socially and
academically.

Impact of Teachers’ Background on Their Perceptions

To examine the impact of teachers’ gender, background, and experience on their
perceptions and responses to unsafe conditions, the participants were asked to reflect on
how their gender, background, school type and professional experience have influenced
their perceptions and responses to unsafe conditions in schools. The following sub-themes
emerged in the interview data.

School Type. The type of school plays a significant role in shaping teachers’
perceptions of safety regarding resources and infrastructure. Teachers from private school
T5 and T8, who both work in private schools, highlight the importance of smaller class
sizes in creating a safe environment. T5 notes that private schools tend to have fewer
students per class, which allows for more individual attention and a more intimate and
controlled environment. Likewise, T8 also agrees with T5 saying that “if we talk about the
ideal learning environment, for example, having 20 students per class is a great setup.”
This is contrasted with the public school system, where overcrowded classrooms can make
it difficult for teachers to address students’ individual needs effectively, as observed by T4.

He argues that large class sizes in public schools create challenges in providing a
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supportive environment for all students, especially when dealing with emotional and social
safety.

Regarding resource allocation, interview responses indicate that all teachers believe
private schools have better conditions and more resources compared to public schools. For
example, T8 from a private school believes that “physical safety is definitely better in
private schools — there is security, a closed campus, and safety systems.” Interestingly, T4
from a public school holds a similar opinion that private schools offer better physical
safety due to the fees charged. However, the participants’ perceptions of public schools
may be biased. Contrary to these perceptions, considering the fact that both types of
schools were opened at the same time, public schools are equipped with surveillance
cameras in nearly every classroom and in the main hallways, while private schools only
have cameras in the main halls and not in the classrooms. Moreover, both schools are
fenced, have security guards, and strictly control student and visitor entrance and exit
through designated school personnel which implies that the schools are not vastly different
in terms of provisions for physical safety.

Teaching Experience and Gender. Teachers’ age and gender do not directly
influence their understanding of social safety, although older teachers such as T4, a male
with approximately 30 years of experience, tend to have a wider range of strategies and
confidence in managing safety due to their vast experience. T4 mentions that over time he
has become more adept at resolving student conflicts, noting that his initial difficulties
were gradually overcome with experience: “When I was younger, I didn’t always know
what to say or how to act when children argued. But over time, I’ve learned how to handle
such situations and effectively resolve conflicts. Now, I feel confident in managing them.”
Nevertheless, young teachers such as T2, a 20-year-old female with only five months of

teaching experience at the time of the interview, are in the process of refining their
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strategies and rely more on external support such as mentoring and formal training to
address safety issues: “I wasn’t sure how to communicate or deliver information to parents
effectively. Workshops or seminars on this topic would be very helpful.”

Professional Development. Teachers’ access to support networks and professional
development opportunities plays a critical role in shaping their approach to creating safe
learning environments. T2, a beginning teacher, relies heavily on mentoring programs and
emotional intelligence training to effectively manage her classroom and address safety
concerns. This highlights that teachers who have access to professional development
programs or mentoring are likely better prepared to recognize and address safety issues,
both physical and emotional, in the classroom.

Values and Beliefs. Finally, teachers’ personal values and beliefs significantly
influence their perceptions of what constitutes a safe learning environment. For example, a
teacher from private school (T5), who focuses on emotional well-being, may prioritize
emotional safety over other aspects of safety. Similarly, other teachers who prioritize
physical safety, such as T4 from public school, may place more emphasis on control
systems and infrastructure of the environment. Personal experiences and individual beliefs
about what helps students feel safe likely influence how teachers approach safety in their
classrooms.

Challenges

Lack of Adjustment for New Students. In reflecting on the challenges teachers
face in providing safe learning environments, there were several repeating issues that
emerged during the interviews. One of the most common challenges was the lack of
adequate support when integrating students, especially new or special needs students in
both schools. T6 and T1 emphasized that inadequate support for new students can create

difficulties in providing a safe and welcoming environment. T6 from private school noted:
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“I encountered these in my first years as a classroom teacher. One of the main challenges I
found was the lack of support from the school to help new students integrate and adapt in
the classroom” emphasizing the significant emotional and social difficulties these students
face without the necessary support systems. T1 from public school also spoke about the
challenges of working with new students, especially when there is a lack of emotional
acceptance from peers, leading to disruptions in class: “We recently had a new student join
our class, but the other students in the class do not accept him. As a result, lessons are
sometimes disrupted because there are disagreements and fights over lack of acceptance.”

Overcrowded Classrooms. Another common problem was overcrowded
classrooms, especially in public schools, which significantly limits teachers’ ability to
meet the individual needs of students. T6 emphasized that “in public schools there are at
least 30 students per class.... This leads to overcrowded classrooms, making it difficult for
teachers to give individualized attention to each student.” This concern was supported by
several other teachers who indicated that large class sizes make it difficult to ensure
emotional and physical safety for all students. In contrast, teachers at private schools such
as T7 reported fewer problems with overcrowding, pointing to smaller student-teacher
ratios, which allow for more effective monitoring of student well-being.

Lack of Preventive Measures. The issue of emotional and psychological safety
also appeared to be a major concern. Several teachers, including T7 and T5 from private
school, observed that despite having a 3-person counselling team and one student welfare
coordinator in schools, emotional safety remains difficult to manage. T7 admitted, “You
can’t monitor everyone all the time, and you can’t monitor every conversation that
happens behind closed doors.” T8 commented on the potential of psychologists saying that

... we have a team of psychologists. We also have class advisors who coordinate

work with students. If requested by parents or teachers, the psychologists and class



41

advisors address these concerns. However, it is important to understand that school

psychologists do not provide full professional psychological assistance. Their role

is more preventive — they focus on diagnosing and preventing potential issues.

The teacher proceeded to emphasize that the psychologists cannot provide in-depth
therapeutic or clinical psychological care, which requires more specialized training and
qualifications. Instead, psychologists work with classroom teachers and teachers to
coordinate support for students, especially those who may need emotional or behavioral
intervention. This highlights the limitations of formal psychological support as it is often
reactive rather than proactive. T5 also noted that “the lack of cameras in classrooms does
not ensure complete safety ... if [emotional] bullying happens in the classroom, it can go
unnoticed,” suggesting that physical monitoring alone through cameras is not enough to
ensure the emotional safety of students. Verbal and psychological bullying often goes
undetected without appropriate tracking and intervention systems.

Limited Training and Support on Emotional Intelligence. Teachers often lack
training in emotional intelligence and conflict resolution, making it difficult to effectively
recognize and address students’ emotional needs. Some teachers also feel emotionally
exhausted due to the workload and cannot adequately support students. As a result,
teachers may unintentionally overlook the emotional needs of their students, which can
have a negative impact on their well-being and academic performance. Some teachers
believe that specific training in emotional intelligence will help them better deal with
emotional problems, particularly students’ emotional distress, conflict, or behavioral
problems. In fact, many educators believe that such training will not only enhance their
ability to provide emotional support to students, but also improve their own professional
development by allowing them to create a more empathetic and responsive classroom

environment. Without sufficient training and support in this area, it is difficult for teachers
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to provide the emotional and psychological safety needed for a positive and productive
learning environment. Here are the verbatim responses from the teachers | interviewed:
“Our school has many students. Teachers work from morning to evening, and they need
emotional support. Additionally, there is a need for specialized training on developing
emotional intelligence” (T1); “Some teachers lack knowledge about emotional
intelligence, making it difficult for them to recognize students’ emotions, which can
inadvertently affect the students’ mood and motivation” (T2); ... emotional intelligence
training would be beneficial for my colleagues” (T5); “... we should have more training
sessions, especially from psychologists, on how to react in emergencies and what to do in
critical situations” (T7).

Inadequate Communication and Coordination. Some teachers drew attention to
the need for better communication and coordination between administrators, teachers, and
students on safety issues. The lack of a coordinated approach sometimes leads to
difficulties in effectively managing student safety. T6 pointed out that “I think we need
stronger communication between the administration and teachers, as well as between the
administration and students,” implying the need for collaboration which should extend
beyond individual classrooms so that problems are addressed systematically rather than in
isolation.

The need for clearer communication of safety procedures was also stated. Three
teachers from public and private schools (T2, T4, and T6) noted that despite the
availability of various safety protocols and information sessions on physical safety
measures, evacuation during fire and terrorist attacks, how to administer first aid, how to
maintain emotional and psychological health still requires more coordinated efforts with

practical demonstrations rather than theoretical information.
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On the other hand, it appears that some subject teachers, rather than classroom
teachers, do not attend safety workshops or other similar training courses. One teacher said
that since he is not a classroom teacher, he does not attend safety workshops or participate
in such discussions. Several participants indicated that safety-related workshops and
training sessions are typically attended by teachers who are responsible for a class. For
example, T4 stated, “Since I’m not a homeroom teacher, I don’t participate in such
activities. However, | know seminars and training sessions are held because | hear about
them from my colleagues.” This suggests that such opportunities are more frequently
offered to, or expected of, homeroom teachers, who are directly responsible for students’
daily well-being and safety. Similarly, T2 noted that “... in particular, homeroom teachers
attend trainings on character education,” highlighting the targeted nature of professional
development sessions based on teaching roles within schools. This suggests that safety
training is more oriented towards classroom teachers, while subject teachers may not be
obligated to participate in such events. This division in participation may limit subject
teachers’ understanding and preparedness when it comes to addressing safety issues or
managing emotional and psychological well-being in their own classrooms. It also points
to a potential gap in coordination between teaching staff where all educators, regardless of
their specific role, could benefit from more inclusive safety education.

Other factors

Families’ Role in a Safe Learning Environment. Two teachers (T1 and T2)
raised the issue of emotional pressure on students from both parents and peers. T2 pointed
out that “some students tend to wait for the ‘smart kids’ to answer questions ...when | give
a high-performing student a grade of ‘4,” they sometimes cry...they often say, “My parents
will scold me; I must get a 5.” This reflects how external pressures, especially parental

expectations, can undermine students’ emotional safety and overall well-being. Similarly,
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T1 discussed how students sometimes face emotional and psychological challenges due to
pressure from parents, stating, “Parents demanding perfect scores make students anxious.”
This external pressure often adds to the emotional burden on students, making it difficult
for them to feel safe in expressing themselves or engaging with the curriculum.

The other two teachers mentioned that students from families with limited
emotional support or strict parental expectations often have difficulties with emotional
well-being, which directly affects their behavior and academic performance. For example,
T5 described a student who was particularly afraid of making mistakes due to parental
pressure, which led to him being overly cautious in class and often experiencing emotional
distress, commenting on the student’s behavior:

One of my students is particularly afraid of making mistakes. Whenever he speaks,

he hesitates, fearing they might say something incorrect. If he makes an error, he

says things like, “Oh, I’'m so stupid,” while physically pinching himself. After
noticing this behavior, I spoke to other teachers to understand why the student
behaves this way. I learned that the students’ parents are very strict and monitor
their grades closely, rarely allowing them to go outside.
Such parental pressure for perfect grades can create an unsafe environment for a child,
affecting their self-esteem and mental health. T8 commented that some students, especially
those from wealthy families, suffer from a lack of parental attention: “Parents work in
other countries,” and some are “often on business trips,” which can lead to them seeking
attention in destructive ways or withdrawing emotionally. This withdrawal or mal-adaptive
behavior can create problems in the classroom because these emotional needs are not being
met at home.
Role of Technology in Safety. Interview responses suggest positive and negative

impacts of technology on the creation of safe learning environments. On the positive side,
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technology is used to enhance physical safety in schools. For instance, one teacher
mentioned that cameras are installed in hallways and classrooms to help resolve conflicts
and ensure accountability:
We cannot always oversee what happens in the cafeteria, outside the classroom, or
in the schoolyard during 5-15-minute breaks... camera footage serves as evidence
... The presence of cameras in schools helps prevent bullying and discrimination
among students because they are aware of being monitored, which can serve as
evidence if needed.

Additionally, technology aids in making lessons more engaging and accessible. T2
explained how interactive tools like whiteboards enhance student involvement: “T use
interactive tools to present material in dynamic and engaging ways.” However, technology
also poses challenges to students’ emotional safety. One concern was the role of social
media in the development of cyberbullying. T4 noted that while technology can facilitate
learning, it also contributes to negative experiences: “Nowadays, with the internet being so
accessible, incidents like cyberbullying and bullying do occur.” Moreover, excessive
involvement with digital tools, according to T5, can negatively affect the social safety of
the learning environment by reducing face-to-face interaction. The lack of face-to-face
interaction can hinder the development of trust and positive relationships between students
and teachers, which is crucial for creating a favorable classroom environment. This
disconnect can lead to students feeling isolated, undermining social safety that is vital to a

healthy learning environment.

Summary
This chapter presents the findings from qualitative data collected through semi-
structured interviews with secondary school teachers in one public and one private school

in Astana. It begins by describing the characteristics of the schools and providing
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demographic information about the participants. The chapter then outlines the relationship
between research questions and emerging themes.

The first set of findings explores how teachers in different school contexts perceive
a safe school environment. The data reveal that when teachers talk about safety, their
immediate association is with physical safety. This includes emergency preparedness,
restricted access to school grounds by outsiders, adequate lighting, appropriate furniture,
and overall physical comfort within the learning environment. Emotional and
psychological safety emerged as the second key concern. Teachers emphasized the
importance of a positive classroom atmosphere, opportunities for students to express
themselves without fear of judgment, feeling supported by adults, and being protected
from bullying.

Subsequently, the chapter compares teachers’ perceptions across variables such as
school type, teaching experience, and background. For instance, both public and private
school teachers acknowledged that private schools are often better equipped in terms of
physical safety provisions. While age and teaching experience did not directly shape how
teachers defined a safe learning environment, these factors appeared to influence teachers’
confidence and preparedness in maintaining safety. Notably, novice teachers expressed a
strong desire to receive more training, especially in emotional intelligence, to better
support students’ emotional well-being. The chapter also outlines several challenges
teachers face in fostering safe learning environments. These include large class sizes, a
lack of practical safety training, the need for emotional intelligence development,
excessive workloads, and unequal access to safety training opportunities between subject
teachers and homeroom teachers.

Finally, additional findings that were not directly aligned with the initial research

questions are presented. These include the role of technology in school safety and the



influence of families on students’ overall well-being. These insights offer important
contributions to the broader understanding of school safety and will be discussed in

relation to existing literature in the following chapter.
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Chapter 5: Discussions

The previous chapter reported the findings in relation to the perceptions and
experience of a safe school environment of secondary school teachers in two schools in
Astana. This chapter builds on these findings by interpreting them through existing
literature and UNICEF’s Child Friendly Schools (CFS) framework to address the three
research questions regarding 1) teachers’ perceptions of different types of schools; 2) the
influence of their education and experience; and 3) the challenges they face in
implementing safety strategies. The chapter concludes with a summary.
Teachers’ Understanding of Safety

The objective of this thesis was to explore teachers’ understanding of a safe
learning environment. Based on the interpretation of the findings, four key sub-themes
emerged: 1) physical safety, 2) emotional and psychological safety, 3) social safety, and 4)
the impact of a safe school environment on student well-being.
Physical Safety

The findings reveal that teachers attach great value to physical safety as the basis of
a safe learning environment. Majority of participants, when asked about school safety,
predominantly highlighted well-equipped classrooms, emergency preparedness, safe
entrance and laboratory conditions as the main elements of physical safety at a school. For
instance, T6 emphasized the absence of threats to students, while others noted systems
such as Face ID entry, fireproof curtains, and clear signage to reduce hazards. These
responses indicate that teachers consider physical safety as a basic requirement for
teaching and learning and their understanding is limited to controlled environments
focused on preventing bodily harm. The literature also supports this emphasis on physical
protection. For example, the National Center for Safe Supportive Learning Environments

defines physical safety as protecting students from threats such as violence and
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environmental hazards, which is consistent with what teachers emphasized. Geller et al.
(2007) state that a physically safe school is key to students’ academic and social success.
Similarly, Kibriya and Jones (2021) found that having security systems at schools directly
improves student achievement, especially in resource-limited settings. Likewise, teachers’
perceptions of this study about safety aligns with UNICEF’s Child Friendly Schools
concept where physical protection is considered as a core element of a safe school.
According to the CFS manual, a physically safe school includes buildings that are resilient
to climate risks, access to clean water, safe classroom infrastructure and adequate
sanitation (UNICEF, 2009). Teachers’ attention in this study to the quality of classroom
furniture, evacuation drills and restricted access reflects partial compliance with these
standards. However, interviews did not reveal a clear understanding of all the physical
safety indicators described in the CFS model, such as hygiene amenities, access to clean
water, deworming, accessibility for students with disabilities, or essential nutrient intake.
Although teachers recognize the importance of physical safety, the findings reveal that
their understanding is still limited to visible and surface-level measures such as safe
technology and furniture conditions, rather than the broader, systemic infrastructure
described in the CFS. This suggests that school administration should take actions to
broaden teachers’ understanding of physical safety beyond emergency signs and security
cameras.

In terms of differences between the public and private settings in this study,
teachers from both schools tend to describe private schools as safer and more controlled.
However, based on findings both private and public schools in this study had similar
infrastructure such as surveillance, fencing, security guards; interestingly, while the School
1 had surveillance cameras in each classroom the School 2 did not. This shows that

perceptions are biased by school reputation rather than actual safety measures.
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Emotional and Psychological Safety

The second sub-theme indicates that teachers recognize the importance of
emotional and psychological safety, but their understandings and approaches vary. Several
teachers emphasized the value of trust, open communication, and supportive teacher-
student relationships. On the one hand, the responses of teachers suggest that emotional
safety is related to student engagement and achievement and public reprimand can lead to
pupils feeling humiliated. However, although teachers recognized the emotional needs of
pupils, many described emotional safety in terms of preventing perceived emotional harm
or providing basic respect rather than promoting deeper well-being or emotional growth.

This finding shows some consistency with UNICEF’s CFS framework, which
emphasizes that emotional well-being is central to the development of a child-friendly
school. According to CFS, a safe learning environment should not only be free from
physical threats, but also actively support children’s self-esteem, emotional expression and
mental health (UNICEF, 2009). Other studies also support the importance of emotional
safety in enhancing academic and social development at school (Gonzalez et al., 2020;
Martinez-Carrera et al., 2024; Nickerson et al., 2021; Sharma, 2015). Some participants
agree with Gonzalez et al. (2020) and Sharma (2015) that students are more engaged when
they feel emotionally secure and are not afraid to make mistakes or ask questions.
Furthermore, teachers’ intention to build a better atmosphere in the classroom at the
beginning of the lesson was approved by Nickerson et al. (2021) highlighting that
emotional safety should be part of a holistic approach to school safety, and not treated
separately from physical protection. Although the teachers in this study relate emotional
safety to learning, their practice appears to be reactive rather than proactive. This reflects

the findings of a study by Martinez-Carrera et al. (2024), which noted that while teachers
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valued emotional well-being, they often lacked adequate tools or training to foster it
intentionally.
Social Safety

The interview results show that teachers perceive social security as a multi-level
concept that covers everything from peace in the country to classroom dynamics and peer
relationships. However, few teachers demonstrated a comprehensive, integrated
understanding of how social security can be purposefully promoted at all levels.

According to UNICEF’s CFS concept, a socially safe school is a school that not
only protects students from harm, but also actively promotes inclusion, equity,
participation and positive relationships among all stakeholders (UNICEF, 2009). The CFS
model emphasizes equal treatment, non-discrimination, and a culture of respect as essential
features of a socially safe learning environment. The fact that some teachers emphasize
equal treatment reflects partial compliance with this principle. For example, T7 believes
that a teacher should treat all students as equally and impartially as possible. However, the
findings also suggest that many teachers place less emphasis on actively creating inclusive
and participatory communities, as advocated by the CFS approach. The teacher’s
perception of connection between success and favorable school climate aligns with Amali
et al. (2023) and Sharma (2015), who emphasize that school climate and respectful
classroom cultures significantly impact students’ engagement and academic outcomes.
Similarly, Kibriya and Jones (2021) support this finding that improved social safety,
especially when combined with supportive relationships, can lead to better academic
performance. However, teachers in this study sometimes treated social safety as an issue to
be managed or prevented rather than a positive climate to be cultivated. For instance,
bullying was typically discussed reactively — as a problem to stop — rather than as an

opportunity to teach empathy, cooperation, and conflict resolution.
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Another interesting finding is about the impact of peer relationships on the social
safety of students. Some teachers shared their concerns about bullying and peer exclusion,
particularly targeting high-performing students and students with “extraordinary” ways of
speaking (those who speak in a very formal or unusually expressive manner). These
observations suggest that even high-achieving students can experience social insecurity
and emotional damage due to peer relationship dynamics. Correspondingly, Lacoe (2016)
and Nickerson et al. (2021) support this view, showing that bullying significantly affects

students’ sense of belonging, motivation, and emotional well-being.

Impact of a Safe School Environment on Student Learning and Well-being

Another finding reveals that teachers believe that a safe school environment has a
direct impact on students’ academic engagement, emotional well-being and participation in
lessons. Several teachers emphasized that when students feel safe — physically,
emotionally and socially — they are more confident, focused, and ready to express
themselves. This suggests that safety is seen not only as a protective measure, but also as a
condition for cognitive and emotional growth. The reviewed literature also supports this
relationship between safety and learning outcomes. For example, Gonzalez et al. (2020)
and Nickerson et al. (2021) argue that emotional and psychological safety helps students
take academic risks, stay motivated, and build strong relationships with teachers. Fredrick
et al. (2021) also explain that school environments where bullying and exclusion are
prevalent lead to lower achievement and alienation. Teachers in this study observed similar
patterns, noting that anxious or emotionally distressed students were often less able to
focus or participate in lessons.

Another significant finding was the impact of peer relationships on learning
outcomes. Teachers noticed that students who experience bullying or peer rejection may

become distracted from lessons, avoid participation, or even deliberately lower their
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performance to avoid being targeted. This suggests that social and emotional insecurity can
indirectly but strongly affect learning. While teachers recognize this dynamic, few

mentioned proactive interventions such as classroom discussions after the incidents.

Differences between School Types

Based on the findings, the type of school — public or private — plays an important
role in shaping teachers’ perceptions of safety, particularly in relation to resources,
classroom conditions, and individualized attention to students. Teachers working in private
schools, such as T5 and T8, associated their school environment with smaller class sizes,
better infrastructure, and higher levels of physical safety. These perceptions contribute to
the belief that private schools are inherently safer and more supportive. In contrast,
teachers from public schools, such as T4, cited overcrowded classrooms as a major
obstacle to providing individualized support and emotional or social safety. This belief was
particularly evident when discussing management of large groups and responding to
students’ emotional needs. While these perceptions reflect real differences in school
management and day-to-day experiences, the actual infrastructure of the different types of
schools in the study appeared similar rather than different. For example, both public and
private schools were fenced, had security staff and entrance control systems. Interestingly,
public schools even had more CCTV cameras in classrooms, while private schools only
had cameras in the hallways. This contrast between perception and reality highlights how a
school’s reputation and working conditions can influence teachers’ opinions, even if
material differences are small.

As Altinsoy and Okan (2017) noted, aspects such as class size, school regulations,
and administrative support directly influence teachers’ perceptions of safety. Similarly,
Flores and Day (2006) found that public school teachers often perceive school safety as a

structural problem related to overcrowding and limited resources. The results of the study
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support this: public school teachers are more likely to express concern about the lack of
space and time to regulate students’ emotional and behavioral needs. On the other hand,
private school teachers appeared to feel more competent to manage their students’ well-
being due to smaller student populations and more manageable workloads. However,
under the CFS concept, safety and inclusion are not dependent on the type of school or the
availability of funding. Rather, CFS principles promote equity and access to a safe,
inclusive and supportive learning environment for all children, regardless of their
background or the socio-economic status of the school (UNICEF, 2009). The difference
between perceived and actual safety conditions in public and private schools suggests that
perceptions of school type may influence how strongly teachers will follow CFS
principles, particularly in relation to inclusion and equal participation.
Challenges

The findings on challenges state that teachers face numerous challenges such as
overcrowded classrooms, lack of training, emotional exhaustion and poor coordination
among school staff in implementing strategies to provide a safe learning environment.
Some public-school teachers expressed concerns about class sizes of 30 or more students,
which made it difficult to respond to students’ emotional needs. In contrast, private school
teachers commented that they were more flexible about pupils’ wellbeing. This suggests
that the constraints of the institution, especially in public schools, may reduce teachers’
ability to take a holistic approach to safety. Flores and Day (2006) argued that public
school teachers often feel unprepared to deal with safety issues due to limited
administrative support and lack of training. This was confirmed in our study by teachers
such as T2 and T7 who stated that although safety protocols exist, training is often
theoretical rather than practical. Subject teachers in particular reported that they were not

allowed to attend safety workshops. Such practice can lead to missed opportunities to
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create a holistic whole-school approach to student safety. According to the CFS
framework, creating a safe learning environment requires school-wide participation, shared
leadership and professional development for all staff, not just those directly responsible for
classroom management (UNICEF, 2009). The lack of communication and coordination in
these schools contrasts with these expectations. Teachers noted that certain groups are
often excluded when discussing safety issues, and there is little collaboration between
teachers and administrators. This isolated approach undermines the CFS principle that safe
school environments should be inclusive, holistic, and participatory.

Another issue was the lack of preventive emotional support, despite the availability
of school psychologists and social welfare coordinators. Some teachers recognized that
although psychologists are present in schools, their role is often limited to basic prevention
and coordination rather than deep emotional or therapeutic support.

Teachers also identified emotional exhaustion and burnout as a barrier. T1 noted
that “teachers work from morning to night, and they need emotional support,” implying
that overloaded schedules reduce teachers’ energy to provide emotional support to
students. In addition, several teachers favored additional training in emotional intelligence
and crisis response, skills necessary not only for student support but also for teacher well-
being. These findings are supported by Martinez-Carrera et al. (2024), who found that
teachers often want specialized training in bullying prevention and social-emotional
support but are limited by time and institutional priorities.

Another factor affecting emotional safety was external pressure from parents,
especially regarding academic expectations. Teachers described students sometimes
experiencing stress, anxiety, and low self-esteem due to fear of punishment for poor
grades. One participant described a student who physically hurt himself for fear of

disappointing his parents. These examples emphasize that emotional security is not only
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shaped in school but also in the family, further underscoring the CFS recommendation of a
strong school-family partnership (UNICEF, 2009).
Family’s Role

The major findings of this study were parental expectations and emotional support
at home, which have a direct influence on students’ emotional safety and classroom
behavior. Teachers noted that pressure from parents to achieve high academic results often
leads to stress, anxiety, and low self-esteem in students. Participant’s response showed
how external pressure from families can create a psychologically unsafe space for students,
undermining their ability to participate confidently in class. This finding is in alignment
with the concept of CFS, which emphasizes the role of family and community in children’s
well-being. According to CFS guidelines, a truly child-friendly school should maintain
strong partnerships with families to ensure that the values, expectations, and emotional
climate that children experience at home and at school are aligned (UNICEF, 2009).
Although teachers in the study clearly recognize the emotional impact of family behavior,
their comments suggest that schools are not always prepared to build constructive
relationships with parents. Studies such as Martinez-Carrera et al. (2024) and Yerger and
Gehret (2011) emphasize the importance of involving families in school safety planning
and emotional support initiatives. However, the lack of school systems to actively engage
parents can lead to teachers feeling powerless to deal with the psychological damage
caused by external expectations. Moreover, a lack of coordination between family and
school may contribute to feelings of isolation or helplessness for students who find
themselves caught between the high demands of their parents during adolescence.

Another aspect noted in the findings was the lack of emotional support in some
families, especially when parents are physically distant or emotionally unavailable. One

participant noted that students from affluent families whose parents work abroad or are
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frequently away may experience neglect, leading them to either withdraw emotionally or
seek attention through disruptive behavior. This issue is subtle but important because it
touches on invisible forms of emotional insecurity that affect children’s behavior and
learning — even in the absence of overt violence or pressure.

Despite these complex dynamics, there was little evidence of schools offering
formal strategies to address such emotional gaps. Teachers responded individually,
sometimes talking with other staff members or attempting to forge closer bonds with
affected students. While these efforts are valuable, the CFS model recommends system-
wide interventions that include structured support for students experiencing emotional
distress, as well as building the capacity of teachers to address such issues more
professionally and consistently (UNICEF, 2009).

Technology’s Role

Teachers recognized the value of technology in increasing physical safety through
the use of security cameras and access control systems. Several participants reported that
cameras in hallways, classrooms, and cafeterias help prevent bullying and provide
evidence in case of disputes and support accountability among students, especially during
unstructured recess. Thus, teachers view technology as a useful tool for controlling
behavior and preventing physical harm. However, while these features contribute to safety,
they are largely reactive and focus on identifying incidents after they occur, rather than
fostering a positive school culture that prevents harm.

On the other hand, teachers also expressed concern about the negative emotional
and social impact of technology, especially in relation to cyberbullying and reduced
personal interaction. T4 explained that “cyberbullying and bullying are happening”
because of the widespread access to the Internet, and T5 warned that overuse of digital

tools can lead to a reduction in personal interaction, damaging relationships in the
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classroom. These concerns suggest that while technology can improve surveillance, it also
poses new safety risks — particularly in terms of emotional and social wellbeing. Martinez-
Carrera et al. (2024) reported that more than half of the teachers in their study believed that
the use of ICTs had exacerbated coexistence problems in schools. While technology can
improve learning and access to information, it must be balanced with precautions and
strategies to protect students’ emotional and social safety. In the study, teachers such as T2
mentioned using interactive whiteboards to make learning more engaging, suggesting that
technology can be a powerful tool to increase motivation and participation. However, these
benefits can be negated if schools do not actively address the risks that technology can

bring, especially if it is unsupervised or used irresponsibly.

Summary

This chapter explored the perceptions of secondary school teachers regarding a safe
school environment in one public and one private school in Astana. The analysis found
that while teachers recognize the importance of physical, emotional and social safety, their
understanding and implementation often remain superficial and reactive rather than
proactive and learner-centered. Physical safety is prioritized, but broader elements such as
inclusive design and sustainability are rarely addressed. Emotional safety is recognized but
is usually approached through harm prevention rather than holistic support and social-
emotional development. Social safety is often equated with discipline and fairness,
overlooking the importance of developing an inclusive and participatory school culture.
While teachers recognize that safety has a positive impact on student learning and well-
being, their efforts tend to be individualized and fragmented, determined by school type,
class size, and school-wide norms. Systemic barriers, including uneven preparation, lack of
coordination, emotional overload, and limited family involvement, prevent the full

realization of a safe school environment. Teachers also face challenges in adapting to
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digital threats while trying to use technology constructively. To better align with
UNICEF’s vision of Child-Friendly Schools, schools must adopt a coordinated, inclusive
approach that involves all stakeholders — teachers, families, administrators and students —

to ensure safety in all aspects of school life.
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Chapter 6: Conclusion

This study has explored the perceptions and experiences of eight secondary school
teachers in Astana, Kazakhstan, regarding safe learning environments, with particular
attention to the physical, emotional-psychological, and social aspects of safety in public
and private schools. The conclusion chapter summarizes the key findings of study that
were guided by the research questions. Additionally, the chapter discusses the implications
of this study for policy and practice for local educational settings. Finally, the strengths
and limitations of study are presented along with recommendations and final reflections.
Summary of Key Findings

The current phenomenological qualitative study explored the perceptions and lived
experiences of secondary school teachers of one public and one private school in Astana.
The study investigated the teachers’ understanding and experiences and how they differ
between the two types of schools. While many international studies highlight the
importance of school safety by emphasizing how it affects students’ well-being, academic
achievement and social development, local research remains scarce or almost non-existent.
Therefore, this study fills this gap by providing qualitative information that is aligned with
UNICEF’s Child Friendly Schools framework, which offers a structured and
internationally recognized approach for understanding and assessing school safety
(Chabbott, 2004; Fitriani et al., 2021).
Teachers’ Perceptions of School Safety

Teachers commonly associate ‘safe school” with protection from physical harm,
emotional support for students and the development of respectful relationships (Geller et
al., 2007; Kibriya & Jones, 2021; Lah, 2020). However, their understanding tends to be
disproportionately focused on physical safety, especially aspects such as safe

infrastructure, surveillance and emergency preparedness. While most teachers recognize
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the importance of emotional well-being and positive peer interactions, these aspects are
often less clearly articulated and appear to be secondary in their conceptualizations of
safety (Kiuru et al., 2019; Sharma, 2015). Notably, other important aspects of school
safety such as reproductive health, sanitation and nutrition security were not mentioned by
participants at all (Walker et al., 2020; Wilkins et al., 2022; Wright et al., 2009).

This suggests only a partial alignment with the comprehensive and multi-
dimensional approach to school safety promoted by UNICEF’s Child Friendly Schools
(CFS) concept. It also reflects a narrow and limited perception of safety — mainly focused
on the physical body and immediate external threats — instead of an inclusive view that
includes psychosocial, health-related and contextual factors (Geller et al., 2007).
Moreover, concepts such as inclusion of students from diverse backgrounds or proactive
support for marginalized groups were largely absent from teachers’ accounts (GEM
Report, 2020).

Influence of Teacher Background on Safety Perceptions

Teachers’ perceptions of school safety significantly influence their professional
behavior and interactions with students. Those who prioritize emotional and social safety
tend to use more student-centered approaches, promote open communication, and work to
create a caring classroom environment. However, some teachers-especially in more rigid
or resource-constrained schools-reported that systemic constraints (e.g., overcrowded
classrooms or administrative burdens) prevented them from fully meeting students’
emotional needs.

The study also revealed differences in teachers’ perceptions of school safety
depending on the type of school. Teachers in private schools tended to report that they had
greater autonomy and access to resources, allowing them to implement certain safety

practices more effectively. However, they also reported experiencing more pressure, often
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related to parental expectations and school requirements. Public school teachers, in
contrast, worked with more limited resources but described their schools as more
structured and consistent, which they felt contributed to a sense of stability and
predictability.

Interestingly, some teachers expressed a bias, believing that private schools were
inherently safer because of better funding and facilities. However, the data suggests that
these assumptions do not always reflect reality.

Challenges in Implementing School Safety Strategies

Participants identified several challenges, including limited institutional support,
insufficient training, lack of a clear safety policy, and minimal teacher involvement in
school-level decision-making. Moreover, teachers noted that while they are expected to
promote safety, they do not always have the tools, authority and support to do so
effectively.

Another key finding is the gap between policy and practice. While national policies
emphasize the need for safe and inclusive school environments, implementation is often
inconsistent, and teachers are rarely consulted in the process. Furthermore, the study
suggests that parental expectations and the increasing role of digital technology also affect

teachers’ perceptions of emotional safety.

Recommendations

Based on the findings of this study, several recommendations are proposed to
improve the safety of the learning environment. First, it is recommended to organize
professional development programs on strengthening teachers’ emotional intelligence.
Second, schools should develop a structured support system specifically designed for new
students’ adjustment into the school community. Third, it is advisable to prioritize more

practical and hands-on training on safety responses for both teachers and students, rather
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than overly theoretical approaches. Overall, these suggestions can lead to fostering

supportive and inclusive safe environments for teaching and learning processes.

Contribution

The findings of this study have important implications for school leaders and
teachers, policy makers, and researchers in education. The study contributes to schools in
creating systemic support for students by emphasizing professional development in
emotional intelligence, proactive classroom management, and safe school climate.
Moreover, it provides evidence-based recommendations for policymakers to develop
school safety policies tailored to the realities of different school types in Astana. By
prioritizing the early identification of unsafe climate patterns, policymakers can foster
more supportive and inclusive learning settings that promote students’ well-being. Finally,
the findings of this study contribute to theory by qualitative research that applies CFS
framework of UNICEF and suggests insights on teachers’ perceptions and experience on

school safety in Astana.

Limitations

This study, while offering valuable information on teachers’ perceptions of safe
school environments, has several limitations that should be noted. First, the study was
conducted on a relatively small sample of teachers from selected public and private
educational institutions in Astana. As a result, the findings may not be fully generalizable
to other regions of Kazakhstan, particularly rural areas where school structures, resources
and cultural contexts may differ significantly. This urban focus may also reflect a certain
urban bias, overlooking the particular challenges faced by rural schools, such as limited
infrastructure, low diversity of students, access to health care, and emergency

preparedness.
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In addition, the study was largely based on UNICEF’s Child Friendly Schools
framework, which provided a useful structure for analyzing safety. However, this approach
may have limited the study by emphasizing specific aspects of safety while excluding
other theoretical models or local understandings. As a result, alternative conceptualizations
of school safety that might more accurately fit the Kazakhstani educational context may

have been overlooked.

Suggestions for Future Research

There is a need for further research to find out how culturally specific values,
national policies and school structures influence the implementation and adaptation of
UNICEF’s Child Friendly Schools (CFS) system in the local educational context of
Kazakhstan. As this study focused on teachers’ perceptions in Astana schools, comparative
studies of rural and urban contexts or different regions of Kazakhstan could help identify
systemic differences and inform the development of more equitable and inclusive safety
practices.

While this study examined teachers’ views, future research should consider mixed-
methods approaches that combine teachers’ views with indicators of student well-being to
provide a more comprehensive view of school safety. Moreover, the role of school
leadership has been shown to be an important factor in shaping school climate and the
successful implementation of safety strategies. Thus, examining the views of school
leaders and administrators is necessary to understand the existing institutional support
mechanisms and barriers to creating safe learning environments.

Another important gap is the lack of case-appropriate assessment tools that can
determine whether a learning environment is truly safe, inclusive, and nurturing. In
addition, future research needs to incorporate the perspectives of students, parents and

school administrators. Taking a multi-dimensional approach will provide a more holistic
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view of school safety and help identify blind spots that may be overlooked by teachers
alone. Such inclusive research can improve the coherence and effectiveness of safety

strategies in Kazakhstani schools.

Final Reflections

The reason why | have decided to research this topic is because | am deeply
committed to creating educational spaces where students feel supported, respected and
protected. As a full-time teacher and mentor to future teachers, | know firsthand how the
presence or absence of safety in schools directly affects students’ ability to learn and
students’ development as individuals.

Although the interview protocol did not include direct questions about bullying, the
fact that all participants mentioned bullying a total of 26 times emphasizes its importance
in teachers’ perceptions of school safety. This emerging theme suggests that bullying is
implicit in their understanding of social and emotional safety, reflecting a systemic
problem that needs more attention in both research and policy.

In addition, I have noticed that despite the growing global awareness of student
well-being, there is a lack of local research, especially in Kazakhstan on how school safety
is perceived and implemented by teachers who are directly involved in this issue.

At the very beginning of this study, | thought about a broader and deeper personal
issue: could the roots of domestic violence in some cases go back to experiences of
bullying or emotional harm during the school years? Although this study did not explicitly
explore this connection, this thought was one of reasons why | decided on this topic. It was
very interesting to investigate how safe or unsafe the school environment is for learners, as
well as how different stakeholders perceive safety and whether existing school procedures
are effective in providing the necessary protection and well-being for students. | believe

that schools are not isolated institutions; they are foundational spaces where children begin
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to form their identities, relationships, and coping mechanisms. If this early environment is
characterized by fear, alienation, or unresolved conflict, the consequences can extend far
beyond the classroom. This thought prompted me to listen carefully to the experiences and
perspectives of teachers, knowing that how we provide safety today can have a profound

impact on the emotional state of individuals and communities in the future.
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Thesis Title: Secondary School Teachers’ Perception of “Safe School” in Selected Schools
in Astana
Declaration of the Use of Generative Al

I hereby declare that I have read and understood NUGSE’s policy concerning appropriate use
of Al and composed this work independently (please check one):
with the use of artificial intelligence tools, or

(1 without the use of artificial intelligence tools.

(If you have used Al tools as defined in the GSE policy document, please complete the rest of
this form.)

During the preparation of this thesis, | used ChatGPT, Scribbr, SciSpace, Grammarly to

structure and organize the written text, edit the text for clarity and grammar, find or select

sources on a topic, generate APA citation of sources.

| also declare that |

am aware of the capabilities and limitations of Al tool(s),

have verified that the content generated by Al systems and adopted by me is factually
correct,

am aware that as the author of this thesis I bear full responsibility for the statements and
assertions made in it,

have submitted complete and accurate information about my use of Al tools in this work,
and

acknowledge that there may be disciplinary consequences if I have not followed NUGSE’s
guidelines regarding appropriate Al use.

Name: Gulzhan Karabek Signature:

Date: 27.04.2025
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Appendix B1: Consent Letters
Informed Consent Form for Teachers
Title of Study:

Secondary School Teachers’ Perception of “Safe School” in Selected Schools in
Astana
Description of the Study:

You are invited to participate in a research study aimed at exploring the perceptions
and experiences of secondary school teachers regarding safe schools in Astana. The study
focuses on identifying the challenges teachers face in implementing safety strategies and
understanding how these challenges differ across various types of schools.

Your participation will involve an interview at your preferred time, place, and
mode (in person or online), during which you will be asked to share your insights and
experiences related to school safety practices, the challenges in maintaining a safe learning
environment, and the strategies used to address unsafe conditions in different school
contexts.

The interview will be conducted in your preferred language, so please feel free to
express yourself openly. Your honest responses are highly valued and will make a
meaningful contribution to this research.

Your anonymity and confidentiality will be strictly protected by assigning coded
names, and any identifying information will be removed from the data before analysis and
presentation in the master’s thesis.

With your consent, the interview will be audio-recorded solely for transcription
purposes. The recorded material will be securely stored on the researcher’s password-
protected computer and will be accessible only to the researcher. All data will be retained

for one year after the thesis submission, after which it will be permanently deleted.
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Time Involvement:
Your participation is estimated to require approximately 30-40 minutes.
Risks and Benefits:

Participating in this study entails minimal risks. Should any of the topics discussed
during the interview cause discomfort, you have the option to refrain from answering
specific questions or to withdraw from the study entirely at any point without penalty.
Throughout the interview process, the researcher will ensure your well-being and address
any concerns you may have. In the event that you choose to withdraw from the study post-
interview, all data pertaining to you will be promptly deleted. You can skip any questions
you find uncomfortable to answer, and no explanations will be required.

While there are no direct benefits to you for participating, your contribution to this
study holds significant potential for societal impact. By sharing your experiences, you can
facilitate a better understanding of the challenges and strengths inherent in nurturing a safe
learning environment in schools which is free from bullying and violence, thus improving
overall student well-being and academic performance. Additionally, your participation can
help raise awareness about student well-being, ultimately aiding educators, policymakers,
and society as a whole in fostering healthy educational and developmental practices for
children in schools.

Voluntary Nature of the Study:

Your participation in this study is entirely voluntary. You have the freedom to
withdraw from study or decline to answer specific questions without facing any
repercussions.

Contacts and Questions:

If you have any questions, concerns, or complaints regarding this research study, its
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procedures, risks, or benefits, please feel free to contact the Master’s Thesis Supervisor,

Sourav Mukhopadhyay, at sourav.mukhopadhyay@nu.edu.kz.

For independent inquiries or concerns about the research process or your rights as a
participant, you may contact the NUGSE Research Committee at

gse researchcommittee@nu.edu.kz.

Statement of Consent:
I have carefully reviewed and understood the information provided above. |
willingly consent to participate in this study and permit the use of my data for research

purposes.

Participant’s Name:

[Participant’s Name]

Participant’s Signature:

[Participant’s Signature]

Date:


mailto:sourav.mukhopadhyay@nu.edu.kz
mailto:gse_researchcommittee@nu.edu.kz
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Appendix B2: Consent Letters in Kazakh
3eprrey Kymbichl KediciMinin AKnmaparTbik ®@opmacsl
3epmmey maxwipviovl:

AcTaHa KaJlachIHIaFbl TaHJIAYJIbl OpPTa MEKTEIl MYFaJIIMJICPIHIH “Kayilnci3 MeKTemn”
TypaJibl TYCIHIr1
Cunammama:

Cizni AcraHa KaJlachIHAAFbl OpTa MEKTEN MYFaTIMICPIHIH Kayilci3 MEKTENTeP
TypaJIbl TYCIHIKTEP1 MEH TOKIpHOECIH 3epTTEeyTe apHAJIFaH FHUIBIMU 3€PTTEY )KYMBIChIHA
KaThICYFa MIaKbIpaMbI3. byl 3epTTey MyFaniMIepIiH MEKTeITe Kayinci3aik
CTpaTerusuIapbiH JKYy3€re achlpy OapbhIChIHJIA KE3/ICCETIH KUBIHABIKTAP bl aHBIKTAYFa HKOHE
OYJ1 KUBIHIBIKTAPIbIH OPTYPIIl MEKTEN TUITEPiHAE Kajail kepiHic TabaThIHBIH 3epTTEyTe
OarbpITTaFaH.

Cizgin 3epTTeyre KaThICybIHBI3 ©31HI3 KallaFaH TijlJie, ©31Hi3 TaHAaraH yaKbITTa,
xKepJe koHe popMarTa (Ky3Zecy Hemece OHJIalH) cyx0at »kyprizyai Kamtuasl. Cyx6at
OapbICBIHA €13 MEKTENTEr1 Kaylci3/IiK ToxKipuOecine, Kayirci3 oKy OpTachlH KaMTaMachl3
eTyJIerl KUBIHIBIKTApFa dKoHE dPTYPJIL MEKTET KaFJaiIapblH/a KOJIJaHbIIaThIH
CTpaTerusuiapra KaTbICThl OH-MIKipiHI30€H oHe TaKIprOeHi30eH Oeice anachi3. O3
KO3KapachIHbI3/Ibl allIBIK OLIIIPYAECH TapThIHOAHBI3 — Ci3/1H LIBIHAMBI JKayanTapbIHbI3 OyJ1
3epTTEYre MaHbI3/IbI YIIeC KOCAbI )KoHE KYH/BI IepeK Ko31 OOIbIN TaObLIa Ibl.

Ci3aiH aHOHUMLUTITIHI3 O€H KYMUSIIBUIBIFBIHBI3 TOJBIFBIMEH KAMTaMachl3 €TiIe/i:
opOip KaThICyIIbIFa KOATHIK aTay Oepiiei, al »Keke 0acThl aHbIKTayFa O0JIaThIH Ke3 KelreH
aKrmapar Tajjay MeH MaruCTpJIiK AUCCePTALHsIIa YCHIHBIIMAC OYPBIH KOUBLITA B,

Ci3niH KemiciMiHI30eH cyX0aT TeK TPaHCKPUIILMA XKacay MaKcaThIHAa ayJuoxka30a
KYpBUIFBICBIHA JKa3bUTalbl. XKa30a MaTepuaniapsl 3epTTEeYIIHIH KYITHUS CO30€H KOpFaIFaH

KOMIIBIOTEPIH/IE KAYITCi3 TYpAe CaKTalaabl )KOHE TEK 3epTTEYIIiHIH 031He FaHa
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KOJDKETIMI1 60aab1. bapiblK gepeKkTep MarucTpiliK >KYMBIC TallChIpbUIFaHHAH KEeHiH O1p
JKBUT OOMBI CaKTaJIbIN, KeHiH Olp>KojiaTa >KOUBLIAIbI.
Cyxoam yaxpimul:

mamMameH 30-40 MUHYT
3epmmey scymuicoina KamuicyOblH, Kamepaepi MeH apmublKuibl1bIKIapbl:

by 3eprreyre kaThicy eH a3 Toyekenre ue. Cyx0at 6appIChbIHIa TaNKbIIIaHFaH
TaKbIPBINTAP/IbIH Ke3 KEJITeH1 Ci3re bIHFaUChI3IbIK TyAbIpCa, CypaKTapra skayan OepyaeH
Oac TapTa anachl3 HeMece emdip canapchl3 Ke3 KeIreH yaKbpITTa 3epTTEeYACH TOJIbIFbIMEH
Oac taprta anacei3. Cyx0aT O0¥bI 3epTTEyYII Ci3/iH 9N-ayKaThIHbI3AbI KaJaranail, Ke3
KEJT'eH CypaKTapbIHbI3Fa xKayan Oepeni. Cyx0arTaH KeiiiH 3epTTeyieH 0ac TapTy/ibl
HICIICEH13, CI3Te KaThICTHI OapibIK IepeKTep Aepey koitbinansl. XKayan Oepy cizre
BIHFANCBI3IBIK TYIBIPFaH Ke3 KeJIreH CYpaKkKa xayarl OepMeyre KyKbUIBIChI3 KOHE
elIKaHall TYCIHIKTeME Tajial eTiIMEH .

3epTTeyre KaTbICYIbIH ci3re Tikelel mainacel Oonmaca na, Ci3fiH yJaeciHi3
KOFaMfa ocep €Ty YIIiH aifTapibIKTail aneyetke ue. ToxipruOeHi30eH OeJicy apKbUIb Ci3
MeEKTeMnTep/ie OYJUTUHT MEeH 30pIbIK-30MOBUIBIKKA KapChl KAYITCi3 OKY OPTachiH KYpyFa ToH
KUBIHABIKTAD MEH MYMKIHIIUTIKTEPIH kKaKChIpaK TYCIHE anachl3, Oy OKyIIbLIApIbIH
JKAJIIBI 9NI-ayKaThl MEH OKY YJATepiMiH jkakcapTaabl. COHbIMEH KaTap, Ci3/iH KaThICYbIHbI3
OKYIIBLIAP/IBIH 9N-ayKAThl TYpajibl XabapAaplbIKThl apTThIpyFa KOMEKTeCYyl MYMKiH, OyII
MYFaliMaepre, casicaTKepliepre kKoHe Kalllbl KOFaMFa MEKTENTep/Ie calayaTThl OKY KoHe
Oananap/pl JAMBITY TOXIPUOECIH €HI13yTre KOMEKTECe .
3epmmeyze KamwicyOvly epikminizi:

Ci31iH OCBI 3epTTeyTe KaThICYybIHBI3 TONBIFBIMEH epiKTi. Ke3 kenreH yakpITTa
eIIKAH/al caapchl3 3epTTeyre KaTbicyJaH 0ac TapTyFa Hemece Oenrisi 06ip cypakrapra

*Kayan OepMeyre KYKbIFBIHBI3 Oap.
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Cypakmap men 6aiiianvic yulin:
Ocpsl 3epTTeyre KaTbICThl CYpaKTapbIHbI3, MIKIPIEPiHI3 HEMece MaFbIMAAPbIHbI3
OoJica, MarucTpik nuccepranus keHecurici CoypaB Mykxonaaxbsiid

sourav.mukhopadhyay@nu.edu.kz GoribiHIa XabapaackIHbI3.

3epTTey mpoleci HeMece KaThICYIIbl PETiH/IerT KYKBIKTAPBIHBI3 Typabl CypaKTap

HeMece TyciHikTeMernep ymin gse_researchcommittee@nu.edu.kz Goitsiaia NUGSE

3epTTey KOMUTETIHE XabapiacyFra 00apl.

Kenicim mypanot manimoeme:

MeH oFaphbiia KeNTIPIITeH aKmapaTThl MYKHSIT OKBIIT IIBIKTHIM JKOHE TYCIHIIM.

MeH ochbI 3epTTeyre KaThICyFa 63 epKIMMEH KelliCEMIH KoHE JEPEeKTEepIMIl 3epTTey

MaKcaThIHJIa Taii1ananyFa pykcaT OepeMiH.

3epmmeyze KamulCYULbIHbLH ambl -OICOHI:

Kymni:

Konwi:


mailto:sourav.mukhopadhyay@nu.edu.kz
mailto:gse_researchcommittee@nu.edu.kz
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Appendix B3: Consent Letters in Russian
®opma Undopmanuonnoro Coryacus s Yauree
Hazeanue Hccneoosanusa:

[IpencraBieHue yuyuTenei cpeIHuX MMKOJI O “0e30MmacHON MIKoje” B
OTpe/IeNIEHHBIX IIKOJIaX ACTaHbl
Onucanue Hccneoosanus:

[Tpurnamaem Bac MpUHATH yYacTHE B UCCIIEI0BAHUH, HAIIPABICHHOM Ha U3y4YCHHE
MPEJICTABICHUI U OTbITa YUUTEJICH CPEHHX IIKOJ O OE30MAaCHBIX IIKOJIaX B ACTaHe.
HccnenoBanue cocpe0OTOUEHO Ha BBISIBICHUH MPOOJIeM, C KOTOPHIMU CTAIKMBAIOTCS
YUUTENS MPU peaan3aluu cTpaTeruil odecrnedenns 6€30MacHOCTH, a TAKXKE Ha U3YUYEHUH
TOT0, KaK 3TH MPOOJIEMBI pa3INYatOTCs B 3aBUCUMOCTH OT TUIA IIKOJIBL.

Baie yyactue OyaeT BKIIOYaTh HHTEPBBIO, KOTOPOE COCTOUTCA B yI0OHOE /ISl Bac
BpeMsi, B IPEANOYTUTETILHOM (hopmate (Tpu JIMYHOM BCTpeUe WM OHJIAlH) U Ha
KOM(pOPTHOM JIJ1s1 Bac si3bIKe. B X0/1e MHTEPBBIO Bbl CMOXKETE MOACTUTHCS CBOUMHU
B3TJIS,IAMH U OTIBITOM, CBSI3aHHBIMU C MPAKTUKaMU oOecriedeHnst 0€30MacHOCTH,
TPYIHOCTSMHU B CO3TaHUU O€30MacHOM Y4eOHOI cpeibl M CTpaTerusiMu, UCTIOIb3YEMBbIMU
JUTSL yCTpaHeHUsl HeOe30MacHBIX YCIOBHM B Pa3IMYHBIX [IKOJIBHBIX KOHTEKCTaX.
[Toxainyiicta, HE CTECHSIUTECH JEIUTHCS CBOMMHU MBICIISIMH — BAIlld HCKPEHHUE OTBETHI
UMEIOT OOJIBIIIOE 3HAUCHHE U BHECYT BaXKHBIN BKJIA/ B 9TO UCCIEIOBAHHE.

AHOHUMHOCTB ¥ KOHPHICHITUATBHOCTH OyAyT CTPOTO COOIIOIEHBI: KAKIOMY
Y4aCTHUKY OyZeT MPUCBOCHO KOJIOBOE MM, a Nto0asi mHGopMaIus, IO3BOJISIOIIas
YCTaHOBUTH JIMYHOCTD, OYJIET yAalieHa Mepe/l aHaJTN30M U MIPEICTaBICHHEM PE3yJIbTaTOB B
MarucTepcKoil AuccepTalni.

C Baimero coryacusi ”HTEPBbIO Oy/I€T 3aMKMCaHO UCKIIOUYUTENBHO B IEISX

nocneayronei pacm@poBku. Ayano3anucu OyayT HaIEKHO XPaHUTHCS Ha 3aIIUIIEHHOM
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napoJsieM KOMITbIOTepe HcclieaoBaTes U OyIyT JOCTYIHBI TOJIBKO UccliefoBarento. Bee
JaHHbIE OYYT XpaHUTHCS B TEUEHUE OJHOTO roja MOCie Cauu JUCCepTaIUH, I1OCIE Yero
OyIyT OKOHYATEJIbHO YJaJICHBI.
Bpemsa yuacmusa:

Bamre yuactue morpedyer okono 30-40 MUHYT.
Pucku u Bvicoowi:

Yyactue B 3TOM UCCIIEJOBaHUH HEceT B ce0e MUHUMAaIbHBIN puck. Ecnu kakas-
1160 U3 TeM, 00CyK/1aeMbIX B XOJIe UHTEPBBIO, BHI3OBET Y Bac TUCKOM(GOPT, BBl MOXKETE
HE OTBEYaTh Ha KOHKPETHBIE BOMPOCHI WM MOJHOCTHIO OTKA3aThCsl OT Y4acTUS B
HCCJIETIOBAaHUH B JIF000M MOMEHT 0e3 Kakux-110o nocneacTsuil. Ha mpotskeHuu Bcero
MHTEPBbBIO HCCIIEA0BATENb OyIET CICTUTH 3a BalllUM CAMOYYBCTBHEM U OTBEYATh Ha
T00bIe BO3HUKAIOIIIKE Y Bac BOMPOCHI. ECi BBl pemunTe 0TKa3aThCs OT y4acTHs B
HCCJIETOBAaHHUH I10CJIC UHTEPBbIO, BCE OTHOCAIINECS K BaM JJaHHBIE Oy IyT HEMEAJICHHO
yaaneHsl. Bbl MOXkeTe MpoImyCTUTh JTI00bIe BOMPOCH], HA KOTOPbIE BaM HEY1I00HO OTBEYaTh,
Y HUKaKUX OOBSICHEHUI HE MOTpeOyeTcs..

HecMoTpst Ha OTCYTCTBHE MPSAMBIX BBITOJI JUIsl BAC OT Y4acTHs B UCCIIEIOBAHUH,
Balll BKJIJl B HETO MMEET 3HAUUTEIbHBIN OTEHI[UAN BIUSHUS Ha OOIECTBO.
[TonenuBIIMCH CBOMM OIBITOM, BBl CMOKETE JIy4Ille TIOHATH MPOOJIEMBI U CUIIbHBIC
CTOPOHBI, MPUCYIIIUE CO3/IAaHUI0 Oe30MacHOM y4eOHO cpebl B IKOJIaX, CBOOOAHOM OT
OyJUIMHTA ¥ HACHJIMSI, YTO YIYUIIUT 00IIee CAMOYYBCTBHE U yCIIEBAEMOCTh YUaIlUXCsl.
Kpowme Toro, Baiiie yyacTre MOKET CITOCOOCTBOBATH MOBBIIIEHUIO OCBEIOMICHHOCTH O
OJIarornoyYny y4aniuxcs, 4T0 B KOHEUHOM UTOTE TTOMOXKET MeJaroramM, oJTUTHKaM 1
0OIIECTBY B I€JIOM BHEAPATH 3I0POBbIE METOIbI OOYUYECHHS M PA3BUTHUSA JETEH B IIKOJIAX.

Jlooposonvnocms Yuacmusa ¢ Hccnedosanuu:
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Bame yyactue B JaHHOM UCCIIEJOBaHUH SABJISIETCS aDCOIIOTHO JOOPOBOJILHBIM. Bbl
BIIPaBE B JIFO0OO MOMEHT OTKa3aThbCsl OT Y4acTUs B UCCIIEJOBAaHUH UM HE OTBEYaTh Ha
orpezieNieHHbIE BOIIPOCHI 0€3 KaKUX-I100 MMOCIIECTBHI.

Konmaxmut u Bonpocwi:

Ecnu y Bac BO3HUKHYT BOMPOCHI, 3aMEUaHUS UM KaT00bl OTHOCUTENILHO TaHHOTO
HCCJIEIOBAHMSI, €r0 MPOLEAYP, PUCKOB WIIH BBITO/I, HE CTECHANWTECh 00paIlaThCs K
PYKOBOJUTEI0 Marucrepckoii nucceprauuu, Coypas Mykxonaaxbsiii, 1o ajgpecy

sourav.mukhopadhyay@nu.edu.kz.

ITo He3aBUCUMBIM BOIIpOCaM MJIK 3aMCUYAHUAM O IIPOLECCC UCCIICAOBAHUA HIIN
BalllMX IIpaBax B KAYCCTBC YYACTHUKA, BbI MOJKETEC CBA3ATHCA C KomureToM mo

uccnenoBanusM NUGSE o aapecy gse_researchcommittee@nu.edu.kz.

3asenenue o Coenacuu:

S1 BHUMATENbHO 03HAKOMUJICS(-aCh) U MOHSUI(-a) MPEI0CTaBICHHYI0 HHPOPMAIUIO

BhIIIE. S ,[[06pOBOJ'IBHO coryraiatoCh y4aCTBOBATh B 3TOM HCCJICIOBAHUHU U pa3pCHiato

HUCIIOJB30BaHUEC MOUX JaHHBIX B UCCICIOBATCIIbCKUX TCIIAX.

Hmsa Yuvacmnuka:

TToonuce Yuacmuuxka:

Jama:


mailto:sourav.mukhopadhyay@nu.edu.kz
mailto:gse_researchcommittee@nu.edu.kz
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Appendix C1: Recruitment Emails

Dear Participant,

I hope this message finds you well. I am Gulzhan Karabek, and | am currently
pursuing a master’s degree at Nazarbayev University. As part of my academic
requirements, | am conducting a research project titled “Secondary School Teachers’
Perception of “Safe School” in Selected Schools in Astana”.

The purpose of this study is to investigate the perceptions of novice and
experienced in selected secondary school teachers regarding a safe school environment.
This research aims to identify how schoolteachers’ experiences influence their
understanding and responses to school safety issues. By analyzing their responses, the
specific challenges that teachers face in implementing safety strategies could be identified.
In addition, how these challenges vary between different types of schools, such as
mainstream and private schools, will also be explored.

Your participation would involve a one-on-one interview, which is expected to last
approximately 30-40 minutes. You will be interviewed in your preferred locations.
Interviews will be conducted in your preferred language (Kazakh/ Russian/ English). Your
identity and any personal information shared during the interview will be kept strictly
confidential, and all data will be anonymized to ensure your privacy.

Participation in this study is entirely voluntary, and you are free to withdraw at any
time without any consequences. If you would be willing to participate or have any further

questions about the study, please feel free to contact me at gulzhan.karabek@nu.edu.kz. |

would be happy to provide more information and discuss any concerns you may have.
Thank you for considering this opportunity to contribute to important research on
the secondary school teachers’ perception of a safe learning environment. Y our insights

and experiences are invaluable, and | greatly appreciate your time and support.


mailto:gulzhan.karabek@nu.edu.kz

Warm regards,

Gulzhan Karabek

Nazarbayev University
Leadership in School Education

email: qulzhan.karabek@nu.edu.kz
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Appendix C2: Recruitment Emails in Kazakh

KypmerTi KaTbIcymibl,

Menin atbim ['yiokan Kapabek, men kazip Hazap6aeB yHUBEpCHUTETIH IE
MarucTparypa 0eiMiH/Ie OKBII KaThIPMbIH. O31MHIH aKaJAeMUSIIBIK TaJIalTapLIMHBIH
aschIHAa MEH ““AcTaHa KaJachIHIaFbl TAHIAYJIBl MEKTEIITEPIET] “KayiIci3 MEKTeI’ TypaJibl
OpTa MEKTEN MYFaTIMEPIHIH TYCIHIT1” aTThl FBIJIBIMH JKOOAHBI KYPTi3ill )KaThIPMBIH.

by 3epTTey i MaKcaThl — )KaHa/IaH KEJITeH XoHe TOHKIprOesni opTa MeKTen
MYFaJIIMJIEPIHIH KayIlci3 MEKTE OPTachl TypaJIbl TYCIHIKTEPl MEH TOXKIPUOECIH 3epTTey.
OnapaplH skayanTapblH Tajaaay apKbUIbl MYFaTIMIEp Kayilci3AiK CTpaTerusuiapbiH jKy3ere
achIpy Ke3iHJe Ke3IeCeTiH HaKThl KUBIH/IBIKTap bl aHbIKTayFa Oonazsl. CoHmai-ak ol
HET'13T1 )KoHE )KEKEMEHIIIK MEKTEIITEeP CUSAKTBI dPTYPJIl MEKTenTepAe Oys1 MoceeaepIiH
KaJlail ©3repeTiHiH 3epTTei .

Cizging KaTbicybIHBI3 aMaMeH 30-40 MUHYTKa CO3BIIATBHIH CYX0ATThl KAMTHIBI.
Ci3 e31Hi3/iH YChIHFaH OpTaHbI3/la cyx0at OepeTiH Oomackl3. OHriMenecy o31Hi3 KajlaraH
tinge (kazak/opbic/arputiibia) xkyprizineni. Ci3fiH jxeke 0aChIHbI3 kKOHE CyX0at Ke3iHe
OepinreH Ke3 KeNreH jKeKe aKmapaT KYMHs OOJIBIT TaObLIaabl )KOHE Ci3/IIH KeKe
KYIUSUTBIFBIHBI3IBI KAMTaMAachl3 €Ty VIIH OapiblK AepeKTep aHOHUMI1 OONIaIbl.

by 3epTTeyre KaThiCy TONBIFBIMEH €PIKTI JKOHE Ci3 Ke3 KEJTeH YaKbITTa endip
caynjapchi3 KaTbicyaH 0ac TapTa anackl3. 3epTTeyre KaTbICKbIHBI3 KEeJICe HeMece OFaH

KaTBICTBI KOCBIMIIIA CYPAKTapBIHBI3 OoJica, MeHiMeH gulzhan.karabek@nu.edu.kz

xabapracbIHbI3. MeH KOChIMIIA aKmapaT Oepyre jKoHe ci3/ie 3epTTepyre KaTbICThI
TYBIH/Iaybl MYMKIH K€3 KeJITeH CypaKTap/ibl TAJKblIayFa KyaHBIIITHIMbIH.
Opra MeKTen MyFalliMIepiHiH Kayilci3 OKy OpTachl Typajibl TYCIHIKTEpiH

3epTTEUTIH MaHBI3/IbI 3epTTEyIepre KOCKaH yieciHi3 yiiH paxmeT. Ci3fiH naesaapblHbI3


mailto:gulzhan.karabek@nu.edu.kz

OeH ToxipuOeHi3 6ara xeTnec akmapaT 00Jbin Ta0buTaabl. Ci3/1iH YaKbITHIHBI3 OCH

KOJIIQYBIHBI3/IbI OaFalaliMbIH.

I3ri HueTneH,

I'ymxan Kapabex

Nazarbayev University
Leadership in School Education

email: gulzhan.karabek@nu.edu.kz

93


mailto:gulzhan.karabek@nu.edu.kz

Appendix C3: Recruitment Emails in Russian

VYBaxaeMblil y4aCTHUK,
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Haneroch, 310 cooO1menne 3actaHeT Bac B 100pom 3apaBun. Mens 30ByT [ 'yibxkaH

Kapabek, u B HacTos11Iee BpeMs 5 MOJIydaro cTeneHs maructpa B Hazapbaes
YHuBepcurere. B paMkax cBoMX akaJeMHUeCKUX TPeOOBaHUIA S TPOBOXKY
MCCJIEIOBATENbCKUN MTPOEKT MO/ Ha3BaHUeM “Bocnpusitie yunTensiMu CpeIHUX KO
“Oe30macHOM IMIKOJIBI” B OMPESTHHBIX IITKOJIaX ACTaHbI .

L{enb faHHOTO KMCCIEIOBAHUS — U3YUYHTD MIPEICTABICHHS U OIBIT HAUMHAIOLIUX U
OTIBITHBIX YUUTENEH CpeHeH MKOIbI 0 O€30MacHOM MIKOJIBHOU cpefie. AHATTU3UPYS UX
OTBETHI, MOXKHO BBISIBUTH KOHKPETHBIE MPOOJIEMbI, C KOTOPBIMH CTAJIKUBAIOTCS YUUTEIS
IIpU pealin3anuu cTpareruit 6ezonacHoctu. Kpome toro, Oyaer u3y4eHo, Kak 3T
poOJIEMBI PAa3TUYAIOTCS B PA3HBIX TUIAX HIKOJI, TAKMX KaK 0011e00pa3oBaTeIbHbIE U
YaCTHBIE LITKOJBI.

Bame yyactue OyaeT BKItO4YaTh B ce0s1 HHTEPBbIO, KOTOPOE, KaK OXKHUIaeTcs,
npoanutes okoio 30-40 munyT. Bel Oynere npoxoauTs cobeceioBaHUE B
MPEMOYTUTENbHBIX ISl Bac MecTaX. IHTepBbIo OyIeT MPOBOAUTHCS Ha
MPEMOYTUTENBHOM JIJIsl BaC SI3bIKE (Ka3aXCKOM/PYCCKOM/aHTIHickoM). Balia TH4HOCTh
mro6as muyHast uH(Gopmalrs, COOOIIeHHAas B X0JI€¢ HHTEPBbIO, OYyT CTPOTO
KOH(UICHIMATBHBI, a BCE IaHHbIe Oy IyT 00e3M1ueHbI A1 o0ecreyeHus Baiei
KOH(UICHIIMATEHOCTH.

VYyacTue B JaHHOM UCCIIEJOBAaHUH SBIISIETCS TIOTHOCTHIO TOOPOBOJIBHBIM, U BB
MOJKETE OTKa3aThCs OT YYacTHs B HEM B JTF000€ Bpemsi 0e3 KaKuX-TH00 MOCIEACTBHIA.
Ecnu BBI XOTUTE IPUHSTH yYacTUE B UCCIEAOBAHNUN WIIH Y BaC €CTh JOMOIHUTEIbHEBIE

BOIIPOCHI O HEM, HO)KaJIYﬁCTa, CBSDKUTECH CO MHOM 11O anapecy

u
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qulzhan.karabek@nu.edu.kz. I 6yny pama mpeaocTaBUTh JOMOTHUTEIBHYIO HH()OPMAIIHIO
1 00CYIUTD JIFOOBIE BOIPOCHI, KOTOPHIE MOTYT Y BaC BO3HUKHYTh.

Cracu60 3a BO3MOKHOCTh BHECTH CBOM BKJIaJ B BKHOE UCCIICIOBAHHE,
HOCBSIIIIEHHOE U3YYECHHIO BOCIIPUATHS YIUTEISIMH CPEHUX [IKOJI YCIOBHI 6€30MacHOro

00yueHus1. Bamy uaen u onbIT O€CIICHHBI, U 51 OYEHB LICHIO BaIlle BPEMs U TIOIJIEPIKKY.

C HanJITy4IIHMHU ITOXKEIIaHUAMU,
I'ynexan Kapabek

Nazarbayev University
Leadership in School Education

email: qulzhan.karabek@nu.edu.kz
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Appendix D1: Data Collection Instruments
Information on demographic variables (personal and professional characteristics) of
the participants was collected, including:
e Gender
o Age
e Ethnic background
e Education level
e School type
e Language of instruction
e Years of experience
e Years of experience at the same school
The semi-structured interview consists of four sections. Each section includes
questions designed to explore participants’ understanding, experiences, and challenges
related to safe learning environments. The open-ended questions are intended to encourage
detailed responses and are presented below. As this is a semi-structured interview, follow-
up questions were asked as necessary based on participants’ answers to obtain deeper
information and clarify or expand upon their responses.
Section 1: General Understanding of Safe Learning Environment
1. What is your understanding about the “safe learning environment”?
2. Could you elaborate on the key elements you associate with a safe learning
environment?
3. How do you define a safe teaching environment, and why is it essential for student
outcomes?

Section 2: Current School Safety Conditions



97

1. How do you perceive the safety conditions in your school? Could you provide
examples?

2. Are there specific areas (e.g., physical, emotional, or social safety) where you feel
the school excels or struggles?

3. Do you believe this type of school influences the safety of the learning and
teaching environment? If yes, how are they different?

4. Could you compare your current school to any previous schools you’ve worked in?

Section 3: Personal Experiences and Perspectives

1. Can you share specific examples of how your perspective on school safety has
evolved over time?

2. What strategies have you developed or changed over time to address these
conditions?

3. Can you share a situation in which you felt unsafe and how effectively you dealt
with such a situation?

4. Looking back, would you handle this situation differently now? Why or why not?

Section 4: Challenges and Opportunities for Improvement

1. What are the main challenges you face in ensuring a safe learning environment in
your school?

2. Are these challenges related to school policies, resources, or community factors?

3. Could you describe a specific situation where you found it difficult to implement a
safety strategy? What were the obstacles, and how did you address them?

4. Are there specific safety issues that are harder to address in your school?
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Appendix D2: Data Collection Instruments in Kazakh
Karbicymibimapasia qeMorpadusuiblK aitHbIMaIblIaphl (KeKe jKoHe Kocion
cunaTTamainapbl) Typajbl aklapar )KUHaJIbI, OHBIH 1II1H]IE:
e OKbIHBICHI
e OKacnl
e  DTHHKAJIBIK HIBIFY TETi
e bBiniMm ngeHreiii
e Mekren Typi
e OKpITy T
e JKanms! enbex ot
e bip mekrenTeri eHOEK OTil
Cyx0ar cypakrapsi:
1-6enim: Kayirciz oKy opTachIH Kbl TYCIHY
1. “Kayimnci3 oKy opTacel’” YFBIMBIH Ci3 KaJlail Tycineci3?
2. Kayinci3 oKy opracsiMeH KaH1ail HETi3ri dJIeMeHTTep 1 OaliTaHbICThIPAchI3?
Tonbirbpipak aifTein 6epe anacei3 0a?
3. Kayirci3 oKpITy OpTachlH KaJlali aHBIKTAKWCHI3 )KOHE OJ1 HeTe OKYIIBLIAP IBIH OKY
HOTHOKEJIepl YIIIH MaHbI3/b1?
2-6emiM: MekTenTeri Ka3ipri Kayinci3mik skaraibt
1. MekreOiHi3eri Kayinci3aik kaFaaibiH Kanail 6aranaiice3? Meican kenrtipe
anaceI3 6a?
2. Kait canamapma (MbIcaisl, GU3HKAIBIK, SMOITUOHATIBIK HEMECE dJICYMETTIK
KayIIci3/IiK) MEKTeT JKaKChl HOTHKE KOPCETeA1 HeMece KUbIHABIKTapFa Tam 00aapl

JIeTT oMJTanceI3?
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Ci3 MEKTENTIiH THIIl OKY KOHE OKBITY OPTACBhIHBIH KAYITICI3ITIHE ocep eTeAl Aem
canarich13 6a? Erep uo 6osica, onap Kayaii epekieneHei?
Kazipri mexTebiHi3ai OyFaH JIeHiH )KYMBIC ICTET€H MEKTEITEPMEH CaJIbICTBIPBIIT

Oepe anacei3 6a?

3-0emim: JXKeke ToxkipuOe koHE KO3KapacTap

1.

MekTen Kayinci3airine JereH Ko3KapachblHbI3 YaKbIT ©6TE KeJie Kajlaii ©3repreHin
HaKThl MbICAJIJITapMeEH OeJtice anach3 6a?

Kayinciz ik »kar1aiiapelH STy YIIIH KaHIai CTPAaTerusuIapabl JaMbITTBIHbI3
HeMece ©3repTTiHi3?

O3iHi311 Kayirnci3 ce3iHOereH JKarIail/Ibl CUIIaTTai ajachl3 0a >KoHe O JKaFaaliMeH
KaJlaid THIMJTI KYpECTiHi3?

Comn xargaiira Kasip Kaiita Tan 0osicaHbI3, OacKailia opeKeT eTep Me eiHi3?

Hemixren?

4-6eniM: KUBIHABIKTAp MEH KaKcapTy MYMKIHIIKTep1

1.

MexkTebiHi3 e Kayinci3 oKy OpTachlH KaMTaMachl3 €Ty Ke3iH/1e KaHail Heri3ri
KUBIHJBIKTapFa Tan 6osaceiz?

By KUBIHIBIKTAp MEKTEMN casicaTbIHA, PECYPCTaP/IbIH XKETKUTIKTIIITiHE HeMece
KOFaM (akTopyiapblHa OaiIaHbICThI Ma?

Kayincizzik cTpaTerusichlH iCKe achlpy KUbIH OOJFaH HAKThI JKaFIai bl cUIaTTal
anacei3 6a? Kannaii keneprijiep Ke3/1ecTi xoHe ojap/bl Kanai skeHaiHi3?

MexkTeOiHi3/e menrinyi KUbIH apHaibl Kayinci3/ik Macenesnepi 6ap ma?
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Appendix D3: Data Collection Instruments in Russian

brina cobpana unpopmarus o reMorpapuiIecKux NepeMEeHHbBIX (JINYHBIX U

npodecCHOHANBHBIX XapaKTePUCTHUKAX) YYACTHUKOB, BKIIFOUAS:

ITon

Bospacr

DTHUYECKOE MPOUCXOKICHUE

YpoBeHb 00pazoBaHus

Tun MIKoJIBI

SI3BIK MIpernojaBaHus

["ozb1 ombiTa paboTHI

["oxb1 onbITa pabOTHI B OAHOM U TOH )K€ IIKOJIE

Bonpocs! nHTEpBEIO:

Paznen 1: O6mee mornManue 6e30macHO 00pa30BaTENILHON CpeIbl

1.

2.

Kak BbI moHnMaeTe TepMuH “Oe3omacHasi oOpa3zoBarenbHas cpena’?

Moru 651 BB TOAPOOHEE paccKa3aTh O KIFOYEBHIX JIEMEHTaX, KOTOPHIE BB
CBs3bIBaeTe ¢ OezonacHoi oOpa3oBaTeNbHOM cpenoii?

Kax BBl onpezensere 6e3onacHyo cpeay Ui IPeroAaBaHus U ToYeMy OHA BaKHA

JUISl yCIIEBAEMOCTH YUYEHUKOB?

Paznen 2: Tekyiee coctosiHue 0€30MaCHOCTHU B IIKOJIE

1.

Kax BbI o11eHHBaeTe ycoBus 0€30MacHOCTH B Baiel mkosie? Moriu Obl BbI
IIPUBECTU MTPUMEPHI?

EcTb 1 KOHKpeTHbIE 0051acT (Harpumep, puznyeckasi, SMOIMOHATIbHAS WIIN
colMagbHas 6€30MacHOCTh), B KOTOPBIX LIKOJIA TPEYCIEBAET UM UCTIBITHIBAET

TpyIHOCTH?
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Cuuraere J BbI, YTO THIT ITKOJIBI BIUSET Ha 0€30MaCHOCTh yUeOHOM 1
npenojaBaresbckon cpenbl? Ecinu ga, To yeM OHM pa3iaudarorcs?
Moru OBl BB CPAaBHUTH Ballly HBIHEUTHIOKO IIKOJTY C MPEIbLIYIIIUMH IIIKOJIAMH, B

KOTOPBIX BBl paboTanu?

Pa3nen 3: JINYHEBIA OOBIT U B3TVIAAEI

1.

MoseTe JI1 BbI IPUBECTH KOHKPETHBIC TPUMEPHI TOTO, KaK ¢ TCYCHHEM BPEMEHH
WU3MEHHUIIOCH Ballle BOCIIPHUITHE 0€30IaCHOCTH B IIKOJIE?

Kakue crpareruu Bbl pa3padoTaivd WIM U3MEHHUIM CO BPEMEHEM ISl peIICHUS
npobjem 6e30macHOCTH?

Mosxere JIi BbI paccKa3arh O CUTYallMH, KOT/Ia Bbl YyBCTBOBAJIM ce0sl HEOE30IaCcHO,
Y KaK BbI CIIPABUJIUCH C OTOW CHTYyaIruei?

OrnsasiBasich Ha3a/l, MOCTYMHIIM ObI BB B 3TOW cuTyauuu uHaue? [louemy na wnu

noyemy Her?

Paznen 4: [Ipo6ieMbl 1 BOBMOKHOCTH JJISl YIyUIICHUS

1.

C KakMMHU OCHOBHBIMH TPYJHOCTSIMHU BBI CTAJIKUBACTECh TIPU 00CCIICYCHUN
0e30macHOi 00pa3oBaTeILHON CPEIbl B Balllel MIKOJe?

CBsI3aHBI JIU 3TH TPYJHOCTH C MIOJIUTUKOM MIKOJIBI, pECypcaMu HiTH (pakTopaMu
coobi1iecTa?

Moru ObI BBI OIIKCATh KOHKPETHYIO CHTYAIIHI0, KOT/Ia BaM ObLIO TPYIHO
peanr30BaTh cTpaTeruio ooecneueHus o0ezomacHocTu? C KaKUMH MPETTCTBUSIMA
BbI CTOJIKHYJIMCh U KaK BbI UX TIPEOI0JIEIN?

EcThb 11 KOHKpETHBIC BOITPOCHI 0€30MAaCHOCTH, KOTOPBIC TPYIHEE PEIIUTh B BaIICH

mkoJjie?
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Appendix E: Data Analysis — Transcript and Coding Samples

Interview

Initial Codes

Themes

“First and foremost, the most
important aspect is physical safety
— the safety of their bodies and
health. Secondly, psychological
and emotional safety are just as
important.”

Importance of physical
safety; Importance of
emotional and psychological
safety

Understanding of
safe learning
environment

“If a student experiences
instability, anxiety, or emotional
distress, it can lead to a loss of
concentration.”

Emotional distress affects
concentration and learning

Impact of safety on
academic
performance

“Physical infrastructure of school
buildings (like broken stairs or old
electrical systems) also poses
risks.”

School facilities

Physical safety
measures

“We have a team of
psychologists... they focus on
diagnosing and preventing
potential issues.”

Role of school
psychologists

Psychological safety
measures

“Private schools have closed
campuses and better security
systems compared to public
schools.”

Better physical security
measures in private schools

Different
perceptions based on
school type

“Conflicts usually arise when the
teacher loses control of the class
or the students are left with
nothing to do.”

Importance of teacher
control to prevent conflicts

Conflict prevention
measures

“Regular drills (fire, terrorist
threat, earthquake) help students
react appropriately in
emergencies.”

Importance of regular safety
in emergency situations

Emergency
preparedness
(physical safety)

“All members of the school
community, including students
themselves, are responsible for
maintaining a positive
environment.”

Shared responsibility for
safe environment

Safety perceptions

“We have a Face ID system,
security checkpoints, and a closed
campus.”

Restriction to school
campus for strangers

Physical safety
measures

“Psychological bullying may still
happen even if physical violence
does not.”

Forms of bullying

Emotional safety
threats

“Parents’ involvement and socio-
gconomic status can influence
how safe students feel in school.”

Impact of parent’s role on
learners’ safety

Another perception




