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Abstract
Teachers’ Insights on Psychological and Social Well-being of Students who Stutter in
Inclusive Schools in Astana
The role of the teacher is ubiquitous in the school life of students, not only as the academic
authority but also as a key figure in shaping students’ social, emotional, and psychological
development, by fostering an environment where the students can succeed both intellectually
and personally. However, teachers who teach students with special needs, notably students
who have a speech disorder such as stuttering, have a significantly higher influence on their
school life, as students who stutter need to engage in speaking in both academic and social
settings. Since psychological and social well-being of the students who stutter is considered
one of the indicators of inclusion, there is a need for teachers’ awareness about the student’s
psychosocial well-being in order to foster safe learning environment. Teacher’s experiences
working with students who stutter with a focus on their psychosocial well-being have not
received sufficient attention in Kazakhstan. Consequently, there is a research gap on
experiences of teachers working with students who stutter, particularly the challenges
teachers face, their understanding of students’ well-being, and the strategies they implement
to cope with barriers encountered during the lesson. Therefore, the present qualitative
phenomenological research aimed to explore the insights of eight teachers on psychological
and social well-being of students who stutter at inclusive schools, based on their experience.
Data was collected through semi-structured interviews and the analysis was guided by the
Conceptual Model of Psychological and Social Well-being (Keyes, 1998; Ryff, 1989) which
was used as the framework for understanding the well-being components of students who
stutter. The teachers in this study reported positive experiences by employing inclusive
approaches and forming strong collaborations with parents of students who stutter.

Nevertheless, with regard to students’ well-being, teachers reported challenges such as low



self-esteem, low involvement in leadership roles, and reduced participation in class activities.
In response to these challenges, teachers shared diverse coping strategies to better
accommodate and support students who stutter. The findings highlight the importance of
navigating classroom engagement, promoting positive peer relationships, and encouraging
active participation, which can enhance students' academic and social experiences.
Additionally, the study emphasizes the role of parental support in sustaining the
psychological and social well-being of students who stutter.

Keywords: students who stutter, teacher experience, psychological well-being, social

well-being, Kazakhstan



AHaaTna
Myranim OKyIIbIap/IbIH MEKTET OMIpiHJIe MaHbI3/Ibl POJI aTKAPAThIHBI CO3CI3, COHBIMEH
KaTap OKYIIBUIAPIBIH QJICYMETTIK, SIMOIIUAHAIIIBI KOHE TICHXOJIOTHUSIIBIK TYPFBIZIA KOJIIAY
KOPCETIIl, TYIFa OOJIBIN KAJBINTACY A €ISyl CENTIriH TUTi3eal. ChIHBINTAa MYFaIIM TEK
ABTOPUTETTI TYJIFa PETiHJIC FaHA eMeC, COHBIMEH KaTap OKYIIbUIAPbIH OOUBIH/IA
WHTEJUICKTYaJIbl, MIHE3-KYJIBIKTHI IOPINTEY/IE XKOHE OMIp/Ie KETICTIKTEPre KeTyre
MYMKIH/IIK O€peTiH opTa kacaipl. JlerenMeH, epekiie OuTiM 6epy KaxeTTuIiri 6ap
OKYILIBUTAP/IbI, aTall aUTKaH/a COUNICYIH Ie epEeKIeNiri 0ap, OHBIH IIIHIE TYTHIFYbI 0ap
OKYIIBLTAP/IbI MEKTEI oMipiHe OeriMaeny ypaiciHe alTapIIbIKTai 30p 9CEPiH TUTI3ETIH
MyFaiiM OoJbITI caHanaael. Here meceHi3, cabak 6aphIChIHIa HEMece cabaKTaH ThIC
yakbITTap/1a CoMeyiH/ e TYTHIFYbl Oap OKYIIbLIAp Y3MIKCI3 COMIey Yp/iciHe, SFHUA
KOMMYHHUKaIusra tycei. COHABIKTaH, TYTHIKIACHI 0ap OKYIIbUIAPAbIH MCUXOJIOTUSIIBIK
YKOHE QJICYMETTIK 9JI ayKaThl JKailyibl Xabapaap 00Ty MHKITIO3UBT1 OL1iM OepyIiH aiphIKIIa
WHIMKATOPBI 00JIa Typa, Kayirci3 OKy OPTAaChlH KAIBIITACTHIPYFa MYMKIHIK Oepei.
Kazakcranna ceitneyinze TYTHIFybl Oap OKYIIBIIAPMEH KYMBIC ICTEY TOXIpuOeci 6ap
MYFaTIMAEPAIH COJI OKYLIBUIAPAbIH MCUXOJIOTUSIIBIK JKOHE dJIEYMETTIK 9J1 ayKaThIH
KaHIIANBIKTHI TYPFbIIa OUIe ], KaHaail KUBIHIBIKTapFa Tar 00Jajbl, )KoHEe KaHai
CTpaTerusiapbl KOJAaHy KePEeKTiri Typaibl 3epTTey KyMbICTaphl Tamiibl. COHIBIKTaH, Oy
3epTTey )KYMBICBIHBIH MaKCaThl COMUJICYiH/Ie TYTHIKIACK! 0ap OKYIIbLIAP/bIH ICUXOIOTHSUIBIK
KOHE QNICYMETTIK dJI-ayKaThl TYPFBICBIHAH MYFAIIMICPiH TYCIHIKTEPIH 3epTTeyre
OarbITTaNIFaH, MyFATIMICP/IH TYThIKIACh! 0ap OKylIblIapra cabak 6epy ToxipuOeciH,
MYFamiMAEpAiH TOKipuOeCiHAer1 KUBIHABIKTAp JKOHE OJlap KOJIaHATBIH CTPATErusIapabl
aHBIKTAayFa HeTi37eNIi. 3epTTey )KYMBICHI CanalblK , OHBIH lIiHe (PeHOMEHOIOTHSLIIBIK
3epTTey SICIH MHKIIO3UBTI MEKTENTEPE COUICYIH/Ie TYThIFYbl 0ap OKYyIIBLIAPAbIH

TICUXOJIOTUAJIBIK XXOHEC QJ'ICYMCTTiK QJI-ayKAaTbIHA KATBICThI M¥Fa.]liMI[epI[iH KO3KapacCcTapblH
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3epTTeyre OarbITTANBL. 3EPTTEY KYMBICBIHBIH MATIMETTepl ACTaHa KaJachIHaFbI
MHKJTIO3UBTI MEKTENTEP/IC TYTHIFATHIH OKYILIBIJIAPMEH JKYMBIC TOXiprOeci 6ap ceri3
MyFaTiMJIEpPMEH cyx0aT ary apKbUIbI KUHAIIBL. 3epTTey kyMbIchl Pudd (1989) xone Ketiec
(1998) ychIHFaH MICUXOJIOTUSUIBIK JKOHE QJICYMETTIK 1-ayKATThIH KOHIIETITYalIbIK MOJIETIiHE
CYWEHE OTBIPBIT 3ePTTEN/I1. 3ePTTEY )KYMBICHBIHBIH HOTIKEIIEP] Ka3aKk MyFalliMACPiHIH
WHKJIFO3UBTI OUTIM Oepy TOCUIIepiH KOJIJJaHa aJlaThIHBI, 9CIpece coisieyiH e TYTHIKIAachl 0ap
OKYIIBLIAp/Ibl KOJIAAY/la aTa aHajap KeMeriMeH MO3UTHUBTI TOKIpUOEH1 KepceTTi. Anaiia,
ceilyieyiHIe TYTHIFYbI 0ap OKyIIbUIapFa cabak 0epy OapbIChIHIA Tak1a O0JFaH
KUBIHJIBIKTApAbl OasHIa/1b1, MBICAJIBI OKYIIIBUIAP ©31H-031 TOMEH Oaraliaiiibl, KOmOaCIIbLUTbIK
KaOUIeTTepiHiH YKOKTHIFbIH, CBIHBINITAH THIC iC-TIIapajiapFa a3 KaThbICAThIHBIH MOJTIMIEII.
Bepinren KubIHABIKTAp bl LIEIIY YIIIH KOHE OKYIIbIIapFa KeOIpek jkaFaail »kacar, KoJaaay
KOPCETY YIIIIH 9pTYPJIi CTpaTerusIapbIMeH 061icTi. 3epTTey KYMBICBIHBIH TY>KBIPHIMIAPhI
MYFaTIMJIEPAIH CHIHBITITAFbI COMIICYIH/IE TYTHIFYbI 0ap OKYIIBLIAPIbIH OCJICEHIUTITH
apTThIPYyFa, CHIHBINTACTAPbIMEH KapbhIM-KaThIHACHIH IaMBITYFa *oHe cabakka OesnceH/ i
KAThICY/Ibl BIHTAJIAHABIPYABI jkaKcapTa anajbl. COHBIMEH KaTap, 3€pTTey KYMbICHI
MYyFaiMIep CoeyiHe TYTHIFYbl 0ap OKYIIbUIAPBbIH MICUXOJIOTHSUIBIK )KOHE SJI€YMETTIK 9Jl-
ayKaTbIH KOJIJIay/la aTa-aHaHbIH KOJI1aybl MaHBI3/Ibl POJI aTKapaThIHBIH aTal KepceTell.
Kinm ce30ep: ceitneyinnie TYTHIFYbl 0ap OKYLIBLIAP, MYFATIM TIKIpUOECi, ICHUXOJIOTUSITBIK

QNl-ayKar, 9JIeyMeTTiK an-aykaT, Kazakcran
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AHHOTAUA

Pouib yuntens sBisieTCs MOBCEMECTHOM B IIKOJIBHOM KU3HU YUEHUKOB, UMESI HE TOJIBKO
aKaJeMHYSCKUN aBTOPHUTET, HO ¥ HTPACT KIIOYCBYIO POJIb B (DOPMHUPOBAHHH COITHATLHOTO,
SMOIMOHAIIBHOTO M IMCUXO0JIOTHYECKOTO Pa3BUTHS yUalIUXCs, CO3/IaBasi Cpey, B KOTOPO
YYEHUKH MOTYT JIOOMTHCSI ycIieXa Kak B MHTEUICKTYalIbHOH, TaK U B TMYHOU cepax. OmgHaKO
yuuTens, paboTarole ¢ yueHUKaMu ¢ 0co00 00pa3oBaTeIbHBIMU MOTPEOHOCTSIMH, OCOOEHHO
C TEMH, KTO UMEET HapYIICHHUS PeUr, TAKUE KaK 3aMKaHue, OKa3bIBAIOT Topas3zo Ooliee
3HAYUTENILHOE BIUSHUE HA IIKOJIBHYIO KU3HB U ANTAINIO ATUX YYAIUXCS, TOCKOIBKY
YYCHHKH C 3aMKaHUEM BCTYIAIOT B KOMMYHHUKAIIMIO B aKaIEMHUUECKOU U COIMATBHOM KU3HU
mkoJibl. [Icuxosiorudaeckoe u coruaabHOE 0I1aronoiydne YYeHUKOB C 3aUKaHHEM CUHMTACTCS
OJIHMM M3 WHIUKATOPOB HHKJIIO3UH, YTO MO TIEPKUBAET HEOOXOAMMOCTh OCBEIOMIICHHOCTH
yuuTeNe 0 ICUXOCOLUNATbHOM OJIarONoIyduu 3TUX YYEHUKOB JJIsl CO3AaHUs Oe30MacHO
oOpasoBatenbHOM cpeabl. ONBIT yunTesnel, paboTalmux ¢ yYIeHUKaMH KOTOPBIC 3aMKAI0TCS,
Y UX B3TJISbl HA IICUXOCOIMANBHOE OJIaronoiydyue y4eHUKOB HE MOTYYUIIH T0JKHOTO
BHuManus B Kazaxcrane. [locnenoBaTenbHo, CyliecTBYeT HccieioBaTeNbckas mpodiema B
o0JyacTu U3ydeHHUs OMbITa yUuTeNel, paboTaloluX ¢ yYIeHUKaMU C 3aUKaHUEM, B
0COOEHHOCTH MPOOIEMBI, C KOTOPHIMU YYCHUKHU CTAJIKUBAIOTCS, X TOHUMaHUs
ONarormnoyuusi CBOMX YYEHUKOB U CTpaTeruid, KOTOPbIE OHU MIPUMEHSIOT JUIsl IIPEOI0JICHUS
MPEMSTCTBHM B mpoiiecce o0ydyeHus. Takum 06pa3oM, JaHHOE Ka4eCTBEHHOE
(heHOMEHOJIOr4ecKoe ccle0BaHne ObLIIO HAMPaBIEHO HAa U3yYEHUE OTBITOB YUUTENCH Ha
TICUXOJIOTHYECKOE U COLMATbHOE OJIaronoiyynue yYeHUKOB C 3aUKaHUEM B MHKITFO3UBHBIX
IIKOJIaxX, ¢ (POKYCOM Ha MX OTBIT 00YYEHHS YUEHUKOB C 3aMKaHUEM, TPYAHOCTH, C KOTOPBIMH
OHU CTAJIKUBAIOTCS, U CTPATErMH, KOTOPHIE OHU UCIOJIb3YIOT JJIsl X MpeojoJieHus. [laHHble
HCCIIeIOBATENIbCKOU PabOTHI OBLIIM COOpPaHBI C TOMOIIBIO MOTYCTPYKTYPUPOBAHHBIX

HHTCPBbBIO C BOCEMBIO YUUTCIAMU, UMCIOIIUMU OIIBIT pa6OTBI C YUCHHUKAaMHU C 3aUKAOHUCM,
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00yJaronMMuUCs B MHKJIFO3UBHBIX ITKOJIaX ropojaa Actanbl. MccnenoBanue ObIIO MTPOBEIECHO
B paMKax KOHIICTITyaTbHOW MOJETHU TICHXOJOTUYECKOTO U COIMATBLHOTO OJIaromnoayJus,
npencraBicHHON yaeHsIMU Pudd (1989) u Keticom (1998), koTopas ciykuiia OCHOBOH st
IIOHUMAaHUA KOMIIOHCHTOB 6ﬂar0n0nqu[ YUYCHHUKOB C 3aMKaHHUCM. y‘-II/ITeJ'ISI, Y4aCTBYIOIIUC B
HCCIICA0BaHNH, MIPOACMOHCTPUPOBAIIN MOJIOKUTEILHBIN OIIBIT, IPUMCHSA HHKJIIO3UBHBIN
moAXO0J U aKTUBHO COTpyAHUYAA C POJUTCIAMU YHCHHUKOB C 3aKAHUCM. Tem He MCHCEC,
YUUTENS BBIBIWIM TPYAHOCTH B 00y4eHHE YUEHUKOB C 3aMKaHUEM, OCOOEHHO C yYETOM UX
OJarormoJryuus, CBSI3aHHbBIE C TIPOOJIeMaMu, KaK HU3Kas CaMOOIEHKA YUEHHUKOB, HU3KasI
BOBJICUCHHOCTD B JIMACPCKUC POJIM K OTPAHUYCHHOC YYAaCTHUE B KIIACCHBIX aKTUBHOCTAX. B
OTBET Ha 3TH MPOOJIEMBI YIUTEIS TPEUTOKIITA PA3HOOOPA3HBIE CTPATETUH TIPEOI0JICHHUS,
4TOOBI Jydle aganTupoBaTh U MOAACPKUBATD YUCHUKOB C 3aMKaAHUCM. PGSyJ'II)TaTBI
WCCIIEIOBAHUS MO TYEPKUBAIOT BAXKHOCTh PA0OTHI yUUTEJICH BO BOBJICUEHHOCTH YYCHHKOB B
KJ1acce, COJCHCTBUS TIOJI0KUTEIBHBIM OTHOIIICHHSIM MEX/y CBEPCTHHKAMH U TIOOII[PEHUS
AKTHBHOTO YYaCTHS, YTO MOXKET YIYYIIUTh aKaJeMHUECKIH U CONMAITBHBINA OIBIT YIaITIXCSI.
Kpome Toro, B ucciieIoBaHUH 1O TYEPKUBACTCS POJIb POAUTEIBCKOM MOIICPKKH B
MOIZICPYKAHUU TICUXOJIOTUYECKOTO M COIMATBHOTO OJIArOIOTyYH s YYAIIUXCS C 3aUKAIOHUEM.
Kniouesvie cnosa: yA€HUKHU C 3aMKaHUEM, OTIBIT YIUTENCH, IICUXOJIOTHYECKOE OJ1aronorydne,

COLMAJIBHOC 6J18.FOHOJ'IY'~II/IC, Kazaxcran
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Chapter 1: Introduction

The aim of this chapter is to establish the foundation for the study by first providing
background information about the speech disorder of stuttering, its prevalence and impact in school
context. Then it presents a problem statement focusing on the phenomenon of stuttering among
secondary school students, specifically their challenges and needs within the Kazakhstani context
highlighting the importance of researching their experiences from the perspective of teachers. In
addition, the chapter presents relevant information related to the impact of stuttering on the
psychological and social life of students who stutter. Additionally, the chapter outlines the research
questions that will guide the study and explains the study’s purpose and significance. The chapter

concludes with an outline of the thesis.

Background Information

Kazakhstan has implemented notable reforms and developed several policies in educational
programs to increase inclusive education, specifically for students with speech disorders and
stuttering. These initiatives align with both international conventions and national strategies to
ensure equal opportunities for learning for every student. Kazakhstan’s commitment to offer quality
education to all, including students with special needs is evident in its signing of key international
agreements (Makoelle, 2020) that promote inclusive education, such as Salamanca Statement
(UNESCO, 2016) and the UN Convention on the Rights of Persons with Disabilities. According to
the State Program for the Development of Education and Science (2016-2019) set goals for
implementation of inclusive education, aiming for 70% of mainstream schools to become inclusive
by 2019 (Rittmann, 2023). By the 2016-2017 academic year, around 45% of mainstream schools
were equipped to support inclusive education, where more than 40000 students with special
educational needs enrolled. Consequently, Kazakhstan’s National Development Plan through 2025

continues to prioritize the growth of inclusive education, with clear indicators of goals outlined in
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the Policy Framework for the Development of Primary, Secondary, Technical and VVocational
Education for 2023-2029. The achievements of inclusive education, particularly in supporting
students with speech disorders have been increasing throughout these years. To illustrate this,
educational institutions have developed specialized resources to support students with speech
disorders, notably with stuttering. For instance, Sarsen Amonzholov East Kazakhstan University
created a web platform called “LOGO Korzhyn, a methodological kit for speech therapists in
Kazakhstan (Dev, 2024). In this digital kit diagnostic tools, manual and speech therapy albums were
introduced to guide both specialists and parents to support challenges related to speech development.
In addition, researchers of this university developed methodological materials for teachers, such as
mnemonics cards, speech therapy albums to aid school-aged children who have speech disorders.

It is estimated that stuttering occurs most often among children aged from two to five years,
as they start to develop their language skills (NIDCD, 2016). In Kazakhstan, a significant proportion
of students experience stuttering, with estimates suggesting that up to 5% of school-aged children
(Darkulova & Amirkhanova, 2019). To effectively support stuttering students, the role of teacher
plays a pivotal role to explore their lived experiences and recognize the profound psychological and
social implications of their well-being within the school environment. Consequently, it is crucial to
address needs of students who stutter and support them by creating a safe learning environment to
succeed both academically and personally in the school context. Furthermore, it is significantly
important to involve students who stutter to engage in classroom environment which are considered
as key indicators for successful implementation of inclusive education.

Statement of the Problem

Although Kazakhstan has made progress in implementing inclusive education, there are still

challenges in putting it fully into practice. While access to education has improved, student

participation and classroom engagement remain major issues that have not received enough
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attention. To illustrate, a report by Human Rights Watch (2019) highlighted that many students with
special educational needs, including those who have speech impairments, are educated in separate
classrooms or special schools, rather than seating in one classroom with peers in inclusive settings.
The significant barrier for implementing inclusive education in Kazakhstan remains lack of
preparedness of teachers for inclusion, notably many educators lack the necessary competencies and
qualifications to support inclusive practices (Yussupova et al., 2023). In the same vein, even when
instructing students with special educational needs, teachers often face challenges and hold
misconceptions about inclusive education, reflecting a lack of knowledge (Makoelle & Burmistrova,
2021). According to Yussupova (2023), another issue resulting from the skill gap among teachers is
the shortage of staff in schools, particularly speech therapists. This trend in a shortage of speech
therapists places a heavy burden on teachers. This study interviewed speech therapists, where most
of them expressed frustration on the inability to provide support to students due to time constraints
and lack of personnel. This was explained by another study done by Jangeldinova (2023); in
Kazakhstan there is a notable deficit of an access to essential psychological, medical, and
pedagogical services, including consultations with speech therapists. Consequently, the quality of
inclusion at schools are impacted by the lack of additional speech therapists since there are less
opportunities to provide extra sessions to students with speech impairments who require more
special attention. However, while several international studies have examined broad issues related to
teachers experiences with students who stutter (Akmese et al., 2024; Berchiatti et al., 2020; Elrefaie
et al., 2022; Fichman et al., 2024; Kumar & Varghese, 2018; Rocha et al., 2022; Sari & Gokdag,
2017), there is a lack of research that specifically explores the experiences of teachers teaching to
students who stutter within inclusive classrooms, focusing on student’s well-being. This research gap
is particularly concerning given the significant role teachers play in fostering student engagement

and psychosocial development within classroom settings. Therefore, this study aims to explore
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teachers insights on psychological and social well-being of students who stutter, aiming to provide
findings that can contribute to teacher training programs and inclusive education policies in the

Kazakhstani context.

Purpose of the Study

The purpose of this qualitative study is to explore the insights of teachers on psychological and
social well-being of students who stutter studying at secondary schools in Astana to achieve an
inclusive educational setting. In this research study, the term “insights” refers to the understanding
that emerges as a result of experiences which involves personal reflection. According to the American
Psychological Association (2018), an insight is defined as a deep understanding of one’s own thoughts,
behaviors often developed through reflective engagement with experience. This research aims to
investigate the things that teachers have learned from their experiences while working with students
who stutter, focusing on students’ psychological and social well-being. It is considered that school is
a complex environment in which students’ psychological and social well-being is impacted by several
internal and external factors (Eggers et al., 2021). This can include several challenges related to
psychological state and social condition of students who stutter. Thus, teachers are considered as a
main figure in shaping students’ personality, by impacting their psychological condition, academic

success, and social inclusion (Walden & Lesner, 2018).

Research Questions

Since there is an urgent need to understand and develop teacher training around inclusive
strategies, it is important to study to study how speech impairments, notably how stuttering has an
effect on a well-being of students who stutter in school context, by exploring this phenomenon from
the teachers’ experiences. Therefore, the following questions will guide the present study:

1. What are the experiences of teachers teaching students who stutter at school?
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2. To what extent are teachers aware of the psychological and social well-being of students
who stutter?

3. What strategies teachers use to help students who stutter in the school setting?

Significance of the Study

The significance of the study is for teachers to understand how stuttering impacts the
psychological and social condition of students who stutter, and the strategies they can develop to help
students who stutter get better involved in learning process. Furthermore, this study on how well
teachers are equipped to support students who stutter can reveal both gaps in current training programs
and opportunities for future development. Furthermore, this, in turn, can improve educational and
emotional well-being of students who stutter, who are often at risk of bullying, social exclusion, and
academic underachievement. The country’s educational reforms aim to increase inclusion, yet the lack
of teacher competencies and support for speech disorders, such as stuttering, means that some students
are still vulnerable. Consequently, the context-specific insights are therefore crucial for informing
future policy and teacher training programs in Kazakhstan. The results of the research study may
positively impact school administration’s beliefs and perceptions with a contribution to a literature
gap in Kazakhstan education system regarding inclusive education, paving the way for further research

on the topic.

Summary

To sum up, this chapter highlighted the significance of exploring teachers’ experiences with
students who stutter, particularly on students’ psychological and social well-being . While there is an
inclusive education system in theory in Kazakhstan, the problem of teachers unpreparedness
instructing students with special educational needs, particularly students who stutter is an emerging
need. The next chapter will focus on existing literature on the concept of stuttering, the importance

of student well-being at school. Then, the role of teachers in supporting students who stutter is
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analyzed and synthesized by exploring teacher experiences of teaching students who stutter in
different countries. Furthermore, the chapter presents a conceptual framework.
Outline of the Thesis

This thesis includes six main chapters. Chapter 1 describes the overview of the study,
presents the research problem, purpose, and questions. The systematic review of the literature is
presented in Chapter 2 followed by description of methodology used in this research in Chapter 3.
Chapter 4 reveals findings of this research, whereas discussion of the study introduced in Chapter 5.

Finally, conclusions, limitations, and recommendations are presented in Chapter 6.
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Chapter 2: Literature Review

Introduction

The previous chapter discussed the foundational elements of the research such as
background of the study, the problem statement, study objectives, research questions, and the
research significance. This section focuses on reviewing the literature. Specifically, it outlines the
theoretical and conceptual framework of the study, and synthesizes studies on several themes: the
concept of stuttering, importance of well-being of the students at school settings, students who
stutter at school context, the teachers’ role in supporting students who stutter, and their lived
experiences teaching students who stutter within an international context. Despite the scarcity of
research on this specific topic, much of the literature included are cases of this phenomenon in

different countries but remains relevant to the context of the present study.

The Concept of Stuttering

The concept of stuttering has evolved significantly over time, transforming from being
perceived as a psychological condition to a complex neurodevelopmental disorder impacted by
genetic, neurological, and environmental factors. Historically, stuttering was often misunderstood
and related to anxiety or psychological trauma, but contemporary research has established stuttering
as a speech fluency disorder with neurological roots (Smith & Weber, 2017). Unlike other speech
and language disorders, such as cluttering or speech delays, stuttering has been used to refer to a
situation in which a person has disfluency, where his speech includes repetitions, pauses, and
challenges with getting a word out (ASHA, 2024). Moreover, it is defined as speech with repetitions
of sounds, syllables, or words called speech blocks (NIDCD, 2016). Different types of disciplines
identify and interpret stuttering through unique lenses. Linguists study how stuttering affects speech
rhythm and sound, while psychologists study its emotional and mental effects. In an educational

context, it focuses on how stuttering influences a student’s academic involvement and social
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integration. Together, these fields contribute to a holistic understanding of stuttering, highlighting
the need to intervene with interdisciplinary approaches. The definitions of stuttering from many
researchers demonstrate both common and different features in their understanding of its concept.
Generally, stuttering is defined as a speech disruption characterized by involuntary interruptions,
such as repetitions, prolongations, and blocks (Bloodstein et al., 2021). The conceptualization of
stuttering is evident in the work of Bloodstein et al. (2021) who suggested that stuttering can change
over time, becoming more or less frequent or severe, depending on biological and social factors.
Stuttering, understood as a neurodevelopmental disorder, involves a loss of control over speech that
leads to disruptions in fluency, often accompanied by physical struggle behaviors such as rapid eye
blinking, lip tremors (Chang et al., 2018; Perez & Stoeckle, 2016; Watkins et al., 2016). In contrast,
other researchers define stuttering as a more complex disorder in speech mechanics, with particular
attention given to physiological disruption in the production of speech sounds (Van Riper, 1947).The
definition provided by Chu et al. (2022) states that stuttering is conceptualized in the context of
social attitudes and how these perceptions shape the lived experiences of people who stutter.
Interestingly, definitions vary regarding the causes of stuttering, while Boodstein et al. (2021)
describe stuttering having a genetic or neurodevelopmental basis, other researchers such as Iftikhar
et al. (2022) point out stuttering to environmental factors, such as attitudes of parents, influence of
culture. In summary, most of the definitions agree that stuttering is a speech impairment which
affects fluency, but they differ in how much they focus on its causes and it effects on psychological
and social wellbeing.
Students who Stutter in a School Context

The effect of stuttering can range from mild to severe, with some students experiencing
significant challenges in their ability to communicate effectively (Sander & Osborne, 2019). Due to

the disruptive nature of stuttering in speaking, it can have significant impacts on a child's educational



27

and social development in the school context. It can hinder students’ active participation in standard
learning activities, such as reading aloud or answering questions, potentially stopping a child's
progress in school and having a negative effect on their academic trajectory (Connery et al., 2019).
Consequently, such challenges in speaking and communication can negatively impact a person's
quality of life and interpersonal relationships. In the case of students, it can negatively affect their
academic performance and their ability to fully participate in opportunities at school, even causing
them to dropout in extreme cases (Osuji, 2023). The study by Yoshikazu (2019) suggests that
students who stutter are at a higher risk of being bullied compared to their peers and often face
challenges in building friendly relationships with classmates, by revealing that more than two-thirds
of students who stutter have been mocked, imitated or laughed at because og their disfluency.
According to the phenomenological research with students who stutter, Cobb et al. (2019) found that
secondary school students who stutter reported more negative experiences, including teasing,
bullying and embarrassment. Futhermore, the social challenges faced by stuttering students at school
context are characterised by cases of bullying, negative peer relationships and peer rejection
(Berchiatti et al., 2020). This can be also found in this study that socially, students who stutter are
more vulnerable to peer rejection, bullying, and social isolation, which negatively affect their sense
of belonging in the classroom (Wesierska, 2023). The impact of stuttering on the well-being of
students who stutter can be significantly influenced by internal and external factors (Hearne et al.,
2024). The internal factors are considered a cognitive, emotional and behavioral response to their
stuttering as well as their interpersonal relationships with teachers, parents, peers and friends. On the
other hand, the external factors such as peer and teacher attitudes, responses, and family support
influence the overall impact of stuttering (Eggers et al., 2021). The role of teachers plays a pivotal
role in how several of these factors are addressed in order to reduce the impact of stuttering on the

well-being of students. According to Abrahams et al. (2016), teachers are considered figures of
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authority who can influence a child's early years, as students spend a significant amount of time at

school.

Well-being in School Context

The term of well-being is a multidimensional concept which has an impact on diverse aspects
of human life, specifically within learning environments. It includes psychological, emotional and
social factors that collectively contribute to individual’s quality of life. The World Health
Organization (2020) defines well-being as an individual’s capacity to cope with everyday stress of
life, to work productively, and as ability to contribute to the community. The concept of well-being
is a holistic view which highlights the importance of personal development and involvement in
society (Aulia et al., 2020). In educational contexts, well-being is increasingly recognized as a
fundamental basis of students’ overall development. It can be explained by the fact that, the quality
of school experiences of students is shaped by relationships with peers and teachers, family support,
cultural context of the school (Fernandez-Zabala et al., 2015). While academic achievement is
frequently used as a measure of success, research increasingly shows that psychological health and
social adjustment are equally important indicators of student’s well-being (Hussain et al., 2022).
Furthermore, schools are positioned as a setting where students not only learn academically but also
develop emotionally and socially (Govorova et al., 2020). In addition, the importance of nurturing
well-being in school emphasized its impact on student’s motivation, self-esteem, long-term life
satisfaction (Eloff & Graham, 2022). In the same vein, the study done by Aulia et al. (2020) reveals
that the high level of well-being positively impacts increased academic motivation and engagement,
where students are more likely to be actively involved in learning and find joy in the learning
process. Moreover, another study demonstrates that well-being is also positively correlated with

higher grades, test scores, and overall academic achievement (Lombardi et al., 2021).
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Teachers’ Role in Life of Students who Stutter

Teachers have a significant role in the academic and social development of students who
stutter, given that students who stutter need to engage in speaking almost at every lesson, even
during the time when they are not formally instructed. However, students who stutter marked by
significant challenges with being not able to speak fluently during communication, while they need
to engage in academic and social settings to answer questions, to interact with teachers and peers
which can be particularly detrimental to them (Cooke & Millard, 2018). As an authority figure in
school environment, teachers play pivotal role in shaping the experiences of students who stutter,
through their attitudes towards stuttering and their overall classroom management. Consequently, the
overall outcome of the psychological and social well-being of students who stutter will be based on
the teacher experiences. Teachers who support and believe in students’ ability to achieve are more
likely to exhibit a positive attitude towards them. This can be illustrated in the descriptive study that
investigated 120 teacher attitudes and strategies supporting students who stutter in secondary schools
in Pakistan. The results revealed that 75 % of Pakistani teachers perception of stuttering is positive
and have a motivation to help students who stutter; also, they believe that with the help of speech
therapists, the rate of stuttering among student can be decreased (Iftikhar et al., 2022). This can be
explained by the fact that school-age students look up to teachers as role models. Furthermore,
teachers' attitudes and views about their students have a significant impact on their academic
performance. Students who stutter need comprehensive support from teachers because they face
challenges in interpersonal interactions, group discussions, and public speaking. These constraints
may negatively affect students' academic performance and social interactions with classmates in
school, and they could even threaten their future if teachers do not support students who stutter

(Walden & Lesner, 2018).
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Teachers Experience of Working with Students who Stutter

International literature highlights the impact of stuttering on students’ well-being within the
school context by following academic, social, and psychological challenges they face due to speech
disorders. These challenges faced by students who stutter may negatively impact both their
educational experience and long-term success in life (O’Brian et al., 2011). Consequently, it is
crucial to examine teachers’ experiences teaching to students who stutter, as their insights play a
significant role in supporting students who stutter to cope with challenges they face in the school

setting.

The study done in different regions of Israel investigated attitudes and knowledge of 202
teachers towards students who stutter (Fichman et al., 2024). The findings revealed generally
positive attitudes towards students who stutter, specifically in terms of personal qualities. As an
example, 72% of teachers believed that students who stutter can pursue any career, while a major of
number of participants (58%) reported feeling comfortable when communicating and interacting
with a student who stutters. To support students, most (44%) teachers rely on their personal
experiences, while many of them demonstrated limited knowledge about stuttering. Additionally, the
qualitative study done in Turkey, interviewed 11 primary and secondary school teachers who had
experience of working with students who stutter, revealed that teachers believed their attitudes
towards students who stutter were effective in reducing their challenges with speech and fostering
accepting classroom environment (Akmese et al., 2024). While teacher-student interactions were
generally positive, peer relationships of students who stutter were negatively affected, highlighting
bullying, and instances where students made fun of their peers with stuttering were reported.
Similarly, the study conducted by Sari and Gokdag (2017), which investigated the school
experiences of 32 students who stutter, revealed that none of the students has ever taken part in

social activities due to fear of being rejected by their peers. Additionally, those who have
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participated in social activities reported negative effects on their psychological development due to
their peer pressure, which indicated a low level of self-confidence among students who stutter. The
studies presented thus far provide evidence that students who stutter have an experience of bullying
in comparison to their peers who do not stutter, and it is suggested that the role of teachers is crucial
in reducing peer exclusion, maintaining an inclusive environment at class, and supporting students
who stutter. The cross-sectional study conducted in India, involving 70 primary school teachers who
have worked with students who stutter, showed that a significant number of teachers (45.7 %)
suggested that psychological condition of students who stutter depends on the severity of their
stuttering, especially when teasing by classmates occurs. This teasing often has a psychological
effect on students who stutter and makes them more shy and quiet (Kumar & Varghese, 2018). On
top of that, 50% of teachers believed that stuttering leads these students to be isolated from their
classmates. In the same vein, a study investigating teacher-student relationships in six Italian
primary and secondary schools revealed that students’ peer relationships were negatively impacted
by stuttering, notably students who stutter being less popular and more often rejected by their peers

(Berchiatti et al., 2020).

Misconceptions About Stuttering

Despite the critical role of teachers in supporting students who stutter, many teachers hold
misconceptions about the causes and the nature of stuttering, often stemming from a lack of teacher
training on inclusive education. To illustrate, a study conducted in Portugal explored the perceptions
of 27 teachers regarding the impact of stuttering on Portuguese students in school settings (Rocha et
al., 2022). The findings revealed that, teachers had negative attitudes about stuttering because they
lack knowledge about speech disorders. It included misinterpreting student behavior and reaction
typical of students who stutter. Most of the teachers demonstrated uncertainty of stuttering and never

talked about it with their students. In the same vein, St Louis et al. (2018) suggested that teachers’
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impressions and relationships with students who stutter can be negatively affected due to their
misconceptions about stuttering. For instance, the study conducted in specific educational
institutions of Copperbelt and Lusaka provinces in Zambia evaluated teachers’ perceptions and
reactions towards students who stutter. The research data showed that many teachers held
misconception causes of stuttering, believing that it resulted from physical injuries, traumatic birth
experiences which stem from societal myths. The findings demonstrated that teachers have a lack of
knowledge about stuttering because of inadequate training and speech disorder education. On the
contrary, the special education teachers maintained more positive and informed attitudes toward
students who stutter than other teachers even though the general attitude toward them was negative.
The lack of knowledge of teachers regarding stuttering was also indicated in the study conducted at
an Estonian school. The study aimed to explore how students who stutter cope within their school
environment, with particular attention to teacher experiences. The results of the study show that
students who stutter often wish to engage in open communication with their teachers about speech
impediments, to get empathy and support from their teachers. However, many teachers reported
feeling uncertain and chose to avoid talking about stuttering. Instead, teachers rely on their gut
feeling and personal judgement (Tammemée & Sdggel, 2021). The study conducted in Egypt aimed
to explore teachers’ knowledge, beliefs, and attitudes toward students who stutter, by recognizing
that educators have a profound impact on student’s self-image, academic engagement, and social
integration (Elrefaie et al., 2022). The findings of the study showed that Egyptian teachers in Cairo
have a significant misconception about the causes of stuttering, based on their beliefs where teachers
attributed stuttering to traumatic experiences, associated with seizures, which indicates their lack of
knowledge of the genetic and neurological causes of stuttering. Moreover, teachers described
students who stutter as shy or anxious, which promotes their prejudice towards students, and

increases emotional strain in their experiences. In terms of their perceptions of students who stutter,
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only few of the teachers reported that students who stutter could pursue any career, specifically those
where fluent speech is required. To cope with challenges, teachers usually referred to unsupported
strategies such as, saying to students “slow down” or “take a deep breath,” which often exacerbates

the issue.

Collectively, these studies outline a critical role for the teachers’ classroom strategies to
improve the psychological and social well-being of students who stutter. The role of teachers in
educational contexts and their experiences with students who stutter significantly impact the
involvement of students in the classroom and school life. However, their negative attitudes or
misconceptions about stuttering might negatively impact these students. Meanwhile, the literature
regarding the teacher’s experiences with students who stutter focusing on their well-being is limited

in the Kazakhstani context.

Conceptual Framework

This research investigates the teachers’ insights on psychological and social well-being of
students who stutter studying in inclusive schools, which is grounded with two theoretical
frameworks—Ryff’s (1989) psychological well-being model and Keyes’ (1998) model of social
well-being. By integrating these two models into one conceptual framework the study aims to offer
teachers a deeper understanding of both the psychological states and the social experiences of
students who stutter. By examining these aspects of well-being, the research intended to raise
teachers’ awareness of unique challenges faced by students who stutter, enabling them to recognize
these challenges more clearly. Finally, the research findings will assist teachers to improve
psychosocial well-being of students who stutter in an inclusive classroom setting. Figure 1 illustrates
a conceptual model highlighting that teachers have a direct impact on well-being of students,

particularly students who stutter. The concept of well-being was focused on two dimensions of
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psychological and social well-being. The model incorporates interconnected components based on
Ryff’s (1989) psychological well-being framework and Keyes’ (1998) model of social well-being.
Psychological well-being includes elements such as autonomy, environmental mastery, personal

growth, positive relationships, purpose in life, and self-acceptance. Social well-being, according to
Keyes, comprises five components: social integration, social coherence, social contribution, social

actualization, and social acceptance.

Figure 1.

The Conceptual Model of Teachers’ Insights on Psychological and Social Factors Relating to Well-
being of Students who Stutter

Note. Adopted from Ryff(1989) and Keyes(1998).
The Ryft’s (1989) psychological well-being model consists of the main six components of

well-being: autonomy, environmental mastery, personal growth, positive relations with others,
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purpose in life, and self-acceptance. This framework allows for this study to understand the
awareness on psychological well-being of students who stutter by enabling teachers to report on their
experiences and allowing a thorough analysis on multiple key aspects of model. In the context of
education, Ryff’s (1989) model of psychological well-being has been widely used in research, by
highlighting its importance to comprehend student’s well-being in school life (Hanson et al., 2016.,
Morales-Rodriguez, 2020; Soutter et al., 2013;). This can be explained with the fact that, the school
setting, where students engage with teachers, peers and the educational system, is closely related to
the model's key components on autonomy, personal growth, positive relationships, purpose in life,
and self-acceptance. The purpose of this study is to learn more about the awareness of teachers what
they know about the level of well-being of students who stutter, which can be guided with this
model’s key concepts including students’ motivation, beliefs, and social interactions within the
academic and social settings. With its focus on interpersonal development and healthy relationships,
Ryff's (1989) model offers an effective theoretical framework for examining these complex but
significant aspects of students' psychology. The model helps to evaluate the level in which
stuttering students have integrated into the inclusive environment and the psychological factors that
shape their educational experiences. Table 1 provides an explanation of each key component of the
psychological well-being, by giving definitions of low and high score of the level of well-being for

every aspect based on Ryff (2013).

Table 1

Definitions of Key Concepts of Psychological Well-being Model

Components of Psychological Well-being Definitions
Autonomy




High Scorer

Low Scorer

Environmental Mastery

High Scorer

Low Scorer

Personal Growth

High Scorer
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is independent and self-
determining; capable of
resisting social pressure to
think and behave in a
particular manner; controls
behavior independently; and
analyzes himself/herself
based on personal criteria.

has a concern with other
people’s opinion and
expectations; makes critical
decisions based on their
judgements; complies with
societal pressure to think and
behave in particular ways.

Maintains a sense of
competence and mastery
throughout the environment;
Manages a wide range of
external activities;
Effectively uses opportunities
around setting;

Has an ability to select or
create settings that are
appropriate for one’s needs
and values.

Lacks a sense of control over
the surrounding environment.
Has a challenge to manage
daily concerns.

Have a feeling of powerless
to control over external world

Has a sense of continuous
growth.

Perceives himself/herself as
developing and maturing.
Is receptive to new
experiences;




Low Scorer

Positive Relations with Others

High Scorer

Low Scorer

Purpose in Life

Has a sense of realizing his or
her full potential;

Observes improvements in
himself/herself and behavior
over time

Is evolving in ways that
demonstrate increased
efficacy and self-awareness.

Has a feeling of boring and
uninterested in life;

Lacks a feeling of personal
growth or progress.

Finds it difficult to adopt new
attitudes or habits.

Has a relationship with others
that are warm, fulfilling,
trustworthy;

Cares about welfare of
surrounding people.

Is empathetic, affectionate,
intimate.

Have an understanding of
reciprocity of human
interactions.

Has a challenge to make new
relationships with others.
Lacks imitate, trustworthy
connections, struggles to be
kind, honest, considerate of
others,

Feels isolations and
segregation in social
situations,

Has an unwillingness to make
concessions in order to
maintain significant
relationships with others.

37



High Scorer

Low Scorer

Self-acceptance

High Scorer

Low Scorer

Has a strong motivation in
life and a sense of
directedness.

Believes that life has value,
both now and in the past.
Has goals and purposes for
living.

Lacks an idea of life
meaning.

Lacks direction.

Has few goals and purposes.
Does not perceive the
purpose of a previous
existence.

Has an optimistic attitude
toward life;

Embraces and acknowledges
all accepts his/her both good
and negative qualities;

Feels positive about history
of life.

Has a feeling of
dissatisfaction with
himself/herself.

Disappointed by their past
lives, experiences.

Is concerned by some
qualities of themselves.
Wishes to be different person
than what they are.

Note. Adapted from Ryff(2013).

It is suggested that both psychological and social aspects of students with special needs
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promote not only inclusion, but also safe learning environment. The above-mentioned Ryftf’s (1989)

model of psychological well-being has a foundational framework to understand a student’s

psychological state and identify in which level of well-being the person is situated in. Although this

model of psychological well-being does not cover social aspect of well-being of students, which is
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considered as equally important in inclusion, will be incorporated in another theoretical framework
of social well-being by Keyes (1998). This social model of well-being is significant to understand
the social life of students who stutter within the school environment. The use of this framework
allowed to explore teachers’ experience and awareness about social life of their students who stutter,
which guided the interview questions such as: Do they feel accepted and integrated within their
school community? Do they feel they can be their true selves and make meaningful contributions?

According to the Keyes (1998), the term of “social well-being” describes how people
perceive and assess their role, experiences, and interactions in a society. It includes an individual
evaluation of how people feel and perform in societal surroundings. Keyes' (1998) model of social
well-being identifies five dimensions: social acceptance, social actualization, social contribution,
social coherence, and social integration. Table 2 describes the key components of social well-being
model and their alignment with other theories of researchers. This concept of social well-being
stemmed from several theoretical frameworks, where each key component is defined.

Table 2

Definitions of Key Components of Social Well-being Model

Social Well-being Components Definitions

Social Integration Is how individual perceive the quality of
their relationship with society and their
community. It is a reflection of a sense of
belonging and shared identity with others
in one’s social environment. The person
with high social well-being feels

connected and accepted, and aligned with
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Social Acceptance

Social Coherence

values and norm of the community. Social
integration is based on ideas of
socioeconomic awareness (Marx), cultural
alienation and social isolation (Seeman),
and social cohesion (Durkheim).

Is how individual perceives society based
on general impressions of other people.
Those who have a social acceptance they
tend to have faith in other people, believe
in their capacity for kindness, and see
others as hardworkers. In this aspect it
aligns with personal acceptance, due to the
fact that individual with healthy self-
esteem embrace both strengths and
weaknesses (Ryff, 1989), and are socially
open to accept others. Social acceptance is
considered as the interpersonal indicator of
self-acceptance.

Is how individuals understand the
structure, function and clarity of social
words, showing an interest in social
affairs, and believing in their ability to
understand things happening around them.

People with high level of social coherence,
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Social Actualisation

Social Contribution

strive to make sense of change happening
around, even while acknowledging the
imperfections. This aspect of coherence
can be described as meaninglessness,
which discussed in the works by Mirowsky
and Ross (1989) and Seeman (1991),
which indicates that society is
understandable, organized and slightly
predictable.

Is how individuals evaluate the potential
and future path of society, with a strong
belief that social progress is being realized
through its institutions. People with high
level of social actualization, tend to have a
positive perspective on social evolution
and perceive themselves as a part of
change. This aligns with psychological
theories of self-realisation (Maslow, 1968),
eudaimonic well-being(Waterman, 1993),
and personal growth(Ryff, 1989), which
have an accent on continual development
and openness to new experiences.

Is how individuals assess their own values

in a society, by recognizing that they are
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important parts of the community with
something meaningful to offer. It can be
aligned with a concept of self-efficacy
which focuses on confidence in one’s
ability to achieve goals (Bandura, 1977).
Also, social responsibility comes with a
sense of duty to contribute to society

(Gecas, 1989).

Note. Adapted from Keyes(1998).
Summary

To summarize, this chapter focused on the analysis and synthesis of literature across five key
themes: the concept of stuttering, students who stutter, the concept of well-being in school settings,
the role of teachers in supporting students who stutters, and teachers’ experiences working with
these students in various international contexts. Furthermore, the chapter introduced the conceptual
framework guiding this study, which is grounded in two theoretical models: Ryff’s (1989) model of
psychological well-being and Keyes’ (1998) model of social well-being.

The synthesis of the literature reveals that most international studies emphasize teachers’
perceptions of students who stutter (Akmese et al., 2024; Elrefaie et al., 2022; Fichman et al., 2024;
Kumar & Varghese, 2018; O’Brian et al., 2011; Rocha et al., 2022; Tammemae & Sdggel, 2021),
while limited attention has been given to teachers’ lived experiences, particularly in relation to the
well-being of students who stutter. Existing research also highlights that teachers often hold
misconceptions about stuttering (Cooke & Millard, 2018; Iftikhar et al., 2022; Walden & Lesner,
2018). However, there is a notable gap in understanding in the insights and experiences of teachers

in fostering both the psychological and social well-being of these students. This study, therefore,



aims to explore those gaps by investigating teachers’ insights in teaching and supporting students

who stutter.
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Chapter 3: Methodology
The previous chapter offered a comprehensive overview of the topic, exploring the
psychological and social challenges faced by students who stutter and summarizing the insights from
prior research. In this chapter, the focus shifts to the methodology utilized in this study. It outlines
the research design and methodology, including key elements such as the research site, sample size
and selection, data collection tools and procedures, and subsequent data analysis. The chapter

concludes by discussing the ethical considerations involved.

Research Design

The objective of the study was to understand insights of teachers on psychological and social
well-being of students who stutter. Therefore, the qualitative research, specifically
phenomenological study, was used to investigate the teachers’ insights on the psychological and
social well-being of students who stutter in secondary inclusive schools of Astana. Because the
qualitative approach acknowledges the subjective experiences and perceptions of the participants, it
allows to explore how teachers understand and interpret the psychological and social challenges
faced by students who stutter within the inclusive school environment. Secondly, the concept of
well-being among students who stutter can significantly vary from one student to another, which is
influenced by their background, social environment, how teachers accept their stuttering, and how
teachers cope with challenges and navigate classroom environment, which make it relevant to
choose a phenomenological study. By using a qualitative approach, this study concedes that reality is
subjective and shaped by individual interpretations, with an interpretation that knowledge is
constructed through understanding the lived experiences of individuals (Creswell, 2013).

The phenomenological study seeks to illuminate the often "taken-for-granted™ assumptions
that underpin the experiences of participants (Qutoshi, 2018). Phenomenology emphasizes the

importance of understanding the world through the lens of individual experience (Rodriguez &
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Smith, 2018); in this case a phenomenon is the insights of teachers who teach to students who stutter
based on their experiences trough daily classroom interactions. Rather than imposing pre-existing
theories or assumptions, phenomenological research aims to uncover the essence of how individuals
perceive and make sense of a particular phenomenon (Dahlberg & Dahlberg, 2004). Phenomenology
prioritizes understanding the lived experiences of individuals (Grossoehme, 2014), allowing
researchers to explore the challenges of how teachers manage and support the psychological and
social well-being of their students who stutter, rather than simply measuring it through standardized
tests. Moreover, this approach recognizes that teachers could observe how students make sense of
their stuttering within social contexts, as well as how public attitudes and stigma can impact
students’ well-being. Notably, the role of teachers plays a significant influence on students’
experience both inside and outside of the classroom by focusing on the teachers’ insights. Teachers
often provide emotional and social support, fostering positive relationships with students who stutter,
which can significantly impact their psychological and social development. By using qualitative
methods, such as in-depth interviews, this approach allows teachers to share their understanding of
how school experiences and other social factors occurring at classroom setting affect the well-being
of students who stutter. In addition, exploring teachers' insights through a phenomenological lens not
only highlights the importance of their role but also motivates educators to reflect on their own

practices and contributions to the inclusive educational environment.

Research Site

The research site for this study was selective inclusive schools in Astana city, where students
who stutter study in a mixed class of fluent speaking students with students who have speech
disorders. The reason for selecting these schools was based on the commitment of inclusive schools
to integrate students with diverse learning needs, including students who stutter. By focusing on

these types of schools, the study explored how Kazakhstani inclusive schools implement the
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strategies to support teachers who teach students with special needs, support challenges faced by
students who stutter, and to what extent teachers create conditions for those students. In addition,
choosing schools in this city allowed to contribute to inclusive education practices in Kazakhstan, an
area where literature on stuttering in educational settings is is scarce relative to the West. The focus
on inclusive schools ensured that the study aligns with current educational reforms that promote
equal access to quality education for all students, regardless of their abilities. The following
inclusion criteria was used to select schools as research site:
1. The school must have a history of successful integration of students who stutter into inclusive
classrooms.
2. The school should have a diverse population, which means that both students who do not
stutter and who stutter are included, facilitating peer interaction.
3. The availability of experienced teachers who have worked with students who stutter in

inclusive setting.

The exclusion criteria for research site:
1. The school which has segregated programs or classes for students who have speech and
language impairments.
2. The schools who do not have resources or specialist who has experience working with
students with speech impairments.
3. The schools that lack inclusive policies or experience of working with students who have

speech and language impairments.

Research Sample
The research sample for this study was eight teachers who have direct experience of teaching
students who stutter within inclusive classrooms. The phenomenological research typically involves

SiX to ten participants, and it is determined by an indicator of data saturation (Guest et al., 2006). The
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participants for this research were selected using techniques of purposeful sampling, particularly
convenience sampling. This approach is commonly used in qualitative research, involving
individuals or group of individuals — who have knowledge or experience with a phenomenon of
interest (Creswell & Plano, 2011); in this case the phenomenon is the experience of teachers working
with stuttering students.

Table 3

Demographic Information of the Teachers

Particpant Student Taught Type of School Teaching
Pseudonym (gender, grade) Experience

1  Gulnara Male, 9" gr Private 4 months

2 Zamira Male, 7" gr Private 6 months

3 Tamara Female, 10" gr Public 3 years

4  Maryam Male, 11" gr Public (gifted) 5 years

5 Guldana Male, 8" gr Public 8 years

6  Kalamkas Male, 9" gr Public 6 years

7  Balzhan Male, 9" gr Public (gifted) 10 years

8  Zhanerke Girl, 9" gr Public 5 years

Inclusion criteria for participants required that they had at least one term (three months) of
teaching experience with students who stutter in an inclusive classroom setting. Additionally,
participants had to voluntarily agree to take part in the research study. Exclusion criteria included
teachers who had less than three months of direct experience with students who stutter or those who
only worked with students outside of a classroom environment (e.g., in tutoring or specialized

settings). Table 3 presents the demographic information of the eight participants who participated in
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the research study. Pseudonyms were assigned to each teacher to maintain their anonymity. The
participants have varying years of experience working with students who stutter and come from two
types of schools. Six teachers are employed at public schools, two of which specialize in gifted
education, while the remaining two teacher participants work at private schools. Additionally, the
students taught by these teachers are in different grades at the secondary school level; among the

students, six are male, and two are female, all of whom have issues with stuttering.

Data Collection Tools

The primary data collection tool of this study was semi-structured interviews. All interviews
were conducted in Kazakh and Russian, depending on the language preferred by each teacher. The
semi-structured interviews offered flexibility while allowing the researcher to explore key topics
related to the psychological and social well-being of students who stutter. The interview questions
were guided with the two models of well-being of Ryff’s (1989) and Keyes (1991) on the following
themes: autonomy of the student during the lessons and outside the class, self-acceptance of
students, social integration with classmates, motivation to study and participate in extracurricular
activities. The semi-structured format ensures that while specific topics are covered, participants also
have the freedom to share their unique experiences and insights (Creswell, 2013).

The interview guide for this research was carefully based on a review of literature regarding
stuttering and teachers' experiences with students who stutter (e.g., Berchiatti et al., 2020; Connery
et al., 2019; Hearne et al., 2024; Osuji, 2023; Sander & Osborne, 2019). The semi-structured
interviews consisted of ten pre-defined questions (see Appendix C), which were designed to address
the research questions by focusing on teachers’ experiences with students who stutter, particularly in
relation to their well-being. Key questions included: “How do you support students who stutter in
your classroom? How do students who stutter perceive their speech difficulties, focusing on their

level of self-acceptance? How do students who stutter demonstrate a sense of purpose and
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motivation? How well do students who stutter manage emotional challenges?”” Moreover, the
probing questions and follow-up questions were used to clarify teachers reports in interview process
by elaborating more insights form the participants. Interview questions were tailored to explore how
teachers perceive their role in supporting students' well-being and how they address the challenges
these students face. Through in-depth discussions, the study gained sophisticated understandings of
the experiences of teachers teaching students who stutter. An iPhone Voice Recorder was used to
audio-record face to face interviews, while other participants, who preferred interviewing online,
were recorded on a Zoom platform’s audio recorder. The data was stored on 128 GB micro-SD that

later were transcribed and thematically analyzed.

Data Collection Procedure

Before starting the data collection procedure, the ethical approval was obtained from the
Ethics Committee of Nazarbayev University Graduate School of Education. The recruitment process
started by contacting teachers in Astana that serve students who stutter by convenience sampling.
The recruitment process began by identifying the school where potential teacher participants were
employed based on inclusion and exclusion criteria. Subsequently, request letters were made to
gatekeepers (i.e., school directors) for assistance to connect with teachers who had direct experience
with students who stutter. Once permission was given by school principals, | contacted the identified
teachers and the informed consent letters were sent to teachers to participate in research interviews.
The interview format and location were discussed with research participants based on their
convenience. The format of the interview (either online or face-to-face) determined the location,
with live interviews held at sites convenient for the teachers, such as within the school premises or

another preferred location. The duration of the interviews ranged from 15 to 25 minutes.
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Data Analysis

The audio interviews were manually transcribed and subsequently translated into English by
a software translator. Reverse translation was used, to ensure that information is the same. After
collecting the data among research participants, the data was analyzed using thematic analysis.
Thematic analysis is a method for identifying, analyzing and reporting themes within data (Braun &
Clarke, 2006). This approach of data analysis allowed detailed exploration of teachers’ reports on
psychosocial well-being of students who stutter, which resulted in patterns based on predefined
themes derived from the research questions. To illustrate, predefined themes such as “peer
relationship issues,” “self-esteem issues,” or “teacher support strategies” guided the data analysis
process which provides detailed exploration of mentioned key areas. According to Maguire et al.
(2012), the deductive thematic analysis is both rigorous and accurate, since it is not limited by a
theoretical or epistemological perspective. Despite being used widely, it offers significantly deep
thematic description, maintains authenticity and validity of data collection (Carter et al., 2019).

Data was coded systematically by using structured and approached sequence to interpret the

research data. This organized approach improves the consistency and reproducibility of the findings,
which enables clarity between data and interpretation of the data, because each stage connected with
previous ones, which give a result of sophisticated understanding of the data (Braun and Clarke,
2006). The data analysis process consisted of six steps of thematic analysis. First, the data analysis
process started by getting familiarized with the data received from research participants, which
included thorough reading. The next step was to make codes based on the data gained through semi-
structured interviews. The coding was done manually on Microsoft Excel because it is a basic,
simple software and relatively cost-effective compared to other platforms. The second phase
involved identifying keywords from recurring patterns in the teachers’ verbatim reports. These

keywords outline experiences and perceptions of participants which derived from the data. The third
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phase of the data analysis includes coding process, in which data segments such as brief sentences or
words extracted from the reports of study participants convey the main idea, importance, or theme
are given codes. In this stage of coding the role of keywords is essential, since they form a
foundation for the analysis and helps to transform unstructured data into coherent and manageable
units (Braun & Clarke, 2006). After a thorough analysis, the generated codes were grouped together
to form themes (see Appendix D). Theme development involved organizing and clustering the codes
to identify patterns and relationships, thereby providing deeper insights into research questions. The
final step of data analysis process was conceptualization, which involved interpreting the themes and
presenting them as a comprehensive report of findings derived from the data.
Validity and Reliability

The importance of honesty/ trustworthiness in data collection is emphasized by Nayar and
Stanley (2014), to ensure that responses of participants are accurately represented. Member-checking
was used to ensure that data analysis results were credible, where the results of the findings were
shared with all eight teacher participants to verify and cross-check the data (Braun & Clarke, 2006).
Using verbatim transcription of audio recordings and member-checking are recommended (Creswell,
2013).
Ethical Considerations

Ethical considerations are significant in the credibility of the research study, which serves
rights and dignity of participants by ensuring that academic standards are followed (Johnson &
Christensen, 2020). In the context of this study, several ethical concerns were identified, including
confidentiality of the research participants, due to the sensitive nature of the topic regarding the
speech disorder among school students, the potential influence of researcher’s positionality and

subjectivity on research process.
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To maintain the privacy and confidentiality of research participants, all identifiable
information obtained from the interviews was changed. This process involved the elimination of all
personal details of participant such as names, by de-identifying them with pseudonyms. In
accordance with the ethical guidelines the collected data is stored on a password-protected laptop,
and non-essential information were permanently deleted after completion of data collection.

The research explored the lived experiences of teachers who worked with students who
stutter, specifically sharing insights on student’s psychological and social well-being. To share such
unique experiences working with special need students may be perceived personal by some of
teacher participants, potentially evoking emotional responses during the interview process. For
instance, participants may feel discomfort when recalling negative experiences with students who
stutter. Based on the work of Rogers et al., (2021), the interview protocol was developed with these
considerations in mind. Furthermore, research participants were informed of their right to withdraw
from the interview at any time, they might also decline or skip to answer to any question or request a
break at any point during the interview, which were outlined in the consent letters (see Appendix B).
The main goal of this action to mitigate any emotional anxiety of participants that may arise and to
include the option to stop the interview session if necessary.

The importance of honesty in data collection is emphasized by Nayyar and Stanley (2014),
highlighting that participants' responses must be accurately represented. As mentioned earlier, a
verbatim transcript of the interviews was used to maintain the validity and verifiability of the data.
To ensure the validity of the data analysis results, a “member checking” method was used in which
the results of the analysis were provided to all eight participating teachers to verify and cross-check
the data (Braun & Clarke, 2016). Creswell (2013) recommends verbatim transcription of audio
recordings and participant checking to ensure that there will be no deviation from what the

participants originally said. In addition, both participants and the researcher will be protected from



53

unnecessary emotional distress. As Ahern (2012) emphasizes, in qualitative research, managing
emotional engagement is essential to maintaining ethical and methodological rigor.
Summary

To conclude, Chapter 3 has revealed the methodology that was employed in this research.
This chapter outlined the research design, research site, research sample, data collection tools, data
collection procedure, data analysis, and ethical considerations. The research design is a qualitative
study which aims to explore the teachers’ insights on psychological and social well-being of students

who stutter in an inclusive school context.
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Chapter 4: Findings

Introduction

The qualitative phenomenological study aimed to explore teachers’ insights on psychological
and social well-being of students who stutter at inclusive schools. Data was collected until data
saturation through the interviews with eight teachers who have experience teaching students who
stutter in inclusive schools. Throughout this chapter, direct quotations from the interviews of the
participants are presented to better understand the phenomenon in the context. This chapter
elucidates the five main themes and fifteen sub-themes that emerged through the process of
deductive thematic analysis, ultimately aiming to answer the research questions and its sub-

questions.

Study Sample
Table 4 illustrates the teachers' experience in the context of students who stutter, specifically
those in grades 5 through 11. Among the students, six are male and two are female. In addition, most

of these students are in the 8th, 9th, and 10th grades, with a total of six students from these grades.

Table 4

Characteristics of Study Participants’ Students Who Stutter

Variables Frequency
Age Group (Grade)

5-7th 1

8-10™ 6

11" above 1

Sex

Male 6

Female 2

Interview Response Analysis
After the stages of coding and categorizing, four themes and thirteen subthemes (see Table 3)

emerged. These themes include diverse teaching experiences of participants who worked with
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students who stutter in secondary schools of Astana. The main themes include: (1) Teaching
experiences with students who stutter; (2) Impact of stuttering on students who stutter; (3)
Psychosocial well-being of students who stutter; and (4) Academic and social support. Each of the
themes was further divided into sub-themes, which were then organized to provide more detailed
insights into the teachers’ experiences.

Table 5

Study Themes and Sub-themes

Themes

Subthemes

Examples of Quotes
Reflecting Sub-
themes

1. Teaching Experiences
with students who
stutter

e Positive teaching
experience

e Negative teaching
experience

“working with such
children is not
difficult” (Gulnara)

“Since he was a
unique child and
immediately stood
out, he presented
some challenges”
(Maryam)

2. Impact of Stuttering on
students who stutter

e Psychological effects

e Social effects

“anxiety—worrying
about how he will
pronounce certain
sounds. He fears
being laughed at by
their peers”
(Guldana)

“he felt frustrated
and discouraged”
(Balzhan)

“intentionally tease
and mock their
stuttering peers”
(Guldana)

“when engaged in
conversation, they



Physiological effects

Academic challenges

become shy because
they struggle to
express their
thoughts clearly and
freely” (Kalamkas)

“develop speech and
motor strategies to
mask their
difficulties, such as
smiling, yawning,
coughing, or using
filler words like
"well," "uh," "like,"
"you know," and
"s0." (Guldana)

“avoids participating
in group discussions
become nervous
before a presentation
or oral response, get
upset when unable
to express their

thoughts quickly”
(Maryam)
3. Psychosocial Well- Self-confidence “appear less
being confident in

Motivation

Peer interaction

Social acceptance

situations requiring
oral presentations”
(Zamira)

“student who
stutters is highly
active and cheerful,
with a strong sense
of motivation”
(Maryam)

“has many friends
and feels at ease in
the social
environment”
(Maryam)

“no bullying from
classmates.
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they tried to help
him. teachers and
parents also
understood and
supported him.”

e Social contribution “enjoys engaging in
sports, reading, and
drawing” (Balzhan)

Academic and Social e Teaching Strategies: giving additional

Support Types of Accommodation  time, psychological
counselling, creating
an inclusive

environment,
indicating the
moments of not
stuttering and oral
exercises.

e Social Support Collaborative work
Parental Support

Teaching Experiences with Students who Stutter

The first theme refers to teachers’ general experiences of working with students who stutter,
acknowledging that this process is unique for every teacher and influenced by various situations at
work. Therefore, this theme was divided into two sub-themes: positive and negative experiences,
which categorize the teachers’ perspectives on working with students who stutter.
Positive Teaching Experience

Four of the eight participants (Tamara, Guldana, Kalamkas and Zhanerke) of the study did
not consider working with students who stutter as a major challenge. Instead, they viewed the
experience as a fulfilling and positive one. Tamara, with not much experience (four months) values
the importance of inclusion in the classroom, as she highlights the importance of not singling out the
students who stutter in front of their classmates: “Well, I’ve been working with a student who has

stuttering for about, uh, four months now. Hmm, | try not to, um, single them out in front of their
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classmates.” Similarly, Guldana highlights her approach towards students who stutter by treating
them equally same as their peers, ensuring that they have equal educational materials: “I try not to
single out such students from the rest of the class. They receive the same education as everyone
else—I explain new topics, check homework, and ensure they participate equally in lessons.”
Kalamkas observes that the number of school-age children who stutter has been increasing, and
notes that students with stuttering study in inclusive classrooms, where they follow the general
curriculum with individualized materials adapted to their needs: “According to medical assessments,
these children receive education under the general curriculum. When writing lesson plans, this is
taken into account, and additional individualized tasks are prepared. ” Zhanerke shares that, in her
experience, the key is to build students’ confidence:

In my experience, working with such children is not difficult as long as you help them build

confidence. You need to talk to them, encourage them to express their thoughts clearly, and

ask their classmates to listen. Once they feel heard, they gradually start to open up.
According to the data from the four teachers, they find the experience positive, with challenges that
are manageable as long as teachers focus on fostering inclusive and supportive environment for
students who stutter.
Negative Teaching Experience

On the other hand, the responses from four participants (Gulnara, Zamira, Maryam and
Balzhan) indicate that working with students who stutter can be challenging, especially for those
who lack prior knowledge and experience, or do not have clear educational strategies to support
special students. Several teachers expressed feelings of uncertainty or anxiety in the initial stage of
working with students who stutter, indicating that lack of preparation and understanding can prevent

effective support for students. The common theme in negative teaching experiences was the need for
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better planning and accommodation. For example, Gulnara, during the interview acknowledged her
failure to adapt lesson plans to meet the needs of her student:
Briefly about my experience: this is my third year working in schools. This year, | am
working in a private school with a ninth-grade student who stutters. Unfortunately, I haven’t
made specific changes to accommodate the student, although I understand the importance of
doing so. My failure to plan lessons considering students’ learning styles and needs is a
shortcoming.
Likewise, Zamira’s initial anxiety stemmed from not knowing how to react or provide the right
accommodation, whilst Balzhan’s experience shows additional barriers, because the student apart
from the stuttering has language differences and hearing dyslexia which further complicate the
teaching process.
Also, Maryam, who began working with a student who stutters during her first year, recalls
the student’s unique needs which made him stand out, creating challenges in her approach:
My experience working with a student who stutters began in my first year on the job. Since
he was a unique child and immediately stood out, he presented some challenges. To address
these difficulties, after about six months, we started working with him in a different way.
These insights of teachers suggest that awareness of teachers should be increased and their
resistance to changes in accommodating students should be carefully considered to improve the
teaching and learning process.
Impact of Stuttering on Students Who Stutter
The second chapter discusses the various types of effects of stuttering on students who stutter
by causing challenges in their school life. This section is divided into four sub-sections:

psychological effects, social effects, academic challenges and physiological effects.
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Psychological Effects

From the experiences shared by study participants, it is clear that students who stutter face
significant psychological challenges. Many of the students feel insecure, anxious, or inferior in
comparison to their peers, which in turn is often compounded by a fear of judgement and probable
exclusion which can lead to social isolation. Guldana made this observation of her students who
stutter:

Compared to other students, he often develops a sense of inferiority. Even when he knows the

answer to a question, he tends to remain silent instead of responding automatically. His eyes

may show confidence, yet at the same time, anxiety—worrying about how he will pronounce
certain sounds. He fears being laughed at by their peers because of their stuttering, which can
lead to withdrawal and social isolation.
In the same vein, Balzhan also highlighted the withdrawal of her student: “Initially, he felt frustrated
and discouraged, sometimes saying, "I can't do this,” and even cried; When they are unsure of how
to read or pronounce words, they become anxious and hesitant, leading to stuttering and
withdrawal.” The need for attention and reassurance is also a reappearing theme, with some students
seeking special focus to overcome their anxieties, which was highlighted by Maryam:
Another problem was that he spoke very quickly when talking to people. Because of his rapid
speech, he sometimes got nervous or anxious. In class, he wanted special attention—he
strongly desired to be noticed. Sometimes, he would question why I wasn’t paying special
attention to him or would assume that | saw him differently.
Interestingly, among students who stutter, the emotional sensitivity to the loud sounds is very high,
which affects the students who stutter deeply when they encounter criticism or loud voices. Balzhan
shared this about such situations: “I saw that he is kind-hearted, non-aggressive, but very sensitive.

He takes criticism personally, and loud voices (whether from the teacher or classmates) affects him
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emotionally.” Overall, these psychological factors appear to contribute to their social withdrawal,
hesitation in speaking and increased anxiousness in participating in class.
Social Effects

Five out of eight teachers highlighted the social challenges faced by students who stutter.
Lack of confidence and fear of judgment are common factors that contribute to social withdrawal, as
seen in Zamira's observation of a student avoiding public speaking: “Initially, I noticed that the
student often avoided speaking publicly, likely due to a lack of confidence.” Additionally, negative
reactions from peers, such as teasing or fear of interaction, further complicate social relationships for
these students, as highlighted by Guldana: “Children react differently—some laugh or intentionally
tease and mock their stuttering peers, some are afraid to interact with them, while others treat them
equally.” Kalamkas and Zhanerke have witnessed stuttering impacting their students’ social life. As
evidence, they shared that while some students exhibit shy behavior in conversation, likely due to
challenges in communication, there is also evidence of anxiety in high-pressure situations, such as
evaluations or when speaking in front of a group. Kalamkas shared, “In social environments,
children generally behave well; however, when engaged in conversation, they become shy because
they struggle to express their thoughts clearly and freely.” Zhanerke added, “Within the class, the
child does not feel too much discomfort. However, if someone comes to evaluate, they may become
more nervous when speaking.” Overall, these social challenges underline the importance of fostering
a supportive and patient environment to help students who stutter feel more comfortable and
included.
Physiological Effects

This sub-section refers to the findings from the participants’ experience that the stuttering
significantly influences not only psychological and social aspects of life of the students, but also

their physiology. Two participants (Guldana and Balzhan) observed involuntary physical responses
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such as facial twitches, nostril flaring, blinking, and body swaying when the student stutters,
emphasizing that the body experiences stress and tension during speech challenges. Guldana’s
experience highlighted that students often developed motor strategies to mask their stuttering:
“Students who stutter also develop speech and motor strategies to mask their difficulties, such as
smiling, yawning, coughing, or using filler words like "well," "uh," "like," "you know," and "so."
They may also change their intonation, speech tempo, rhythm, or voice to manage their speech.”
These coping mechanisms of the students who stutter serve to divert attention from their speech
impairments and make an effort to manage social perceptions. Additionally, students altered their
stuttering by changing their intonation, tempo, or rhythm to reduce the stress associated with their
speech. This physiological adjustment represents a larger coping mechanism, where the body adapts
to regulate speech production. Moreover, Balzhan also shared her experience where the student
faced challenges while transitioning from the Russian language to Kazakh. Instead of speaking, the
student who stuttered exhibited social withdrawal and reliance on nonverbal cues like pointing or
nodding.

After transferring from a Russian school, he answered logical questions in Russian well but

struggled significantly when speaking Kazakh. This made him hesitant to speak, and they

sometimes withdrew or resorted to nonverbal gestures like pointing or nodding instead of

verbally saying they didn’t understand.
This highlights the complex relationship between stuttering, social interactions, and physiological
reactions, which demonstrates how stuttering influences not only speech production but also the
wider social and emotional state of students.
Academic Challenges

The findings from the interviews reveal that students who stutter face significant academic

challenges. Overall, seven out of eight teachers agreed that students who stutter have challenges due
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to their stuttering in language and literature subjects, notably in verbal tasks. Zhanerke emphasized
the importance of allowing extra time for students to organize their thoughts during verbal tasks,
acknowledging that while they may struggle with oral assignments, they are capable of conveying
their knowledge when given the proper support. Similarly, Gulnara used the same technique by
giving additional time to speak, because she observed that while students perform well in written
tasks, stuttering significantly slows down their oral responses, making the process much slower
compared to their peers: “The student does well in written tasks. However, when asked to respond
orally, their stuttering makes the process much slower compared to others. Aside from the time
factor, there isn’t a noticeable difference.” Conversely, in the case of Tamara, students who stutter
tend to try to speak faster in an attempt to compensate for the perceived delay caused by stuttering,
which may also contribute to additional anxiety: “Oh, compared to other students, they try to, uh,
answer quickly. Hmm, I think it’s because they feel like their stuttering slows them down, so they,
um, try to speak faster than kids who don’t stutter.” Zamira noted that students often avoid
participating in group discussions that require active verbal communication, especially presentations,
as they feel anxious and their stuttering becomes more pronounced:
| noticed that the student sometimes avoids participating in group discussions, especially
those requiring active verbal communication. For instance, they may become nervous before
a presentation or oral response, during which stuttering becomes pronounced; Sometimes, |
see that she get upset when unable to express their thoughts quickly.
Moreover, Maryam shared that students struggle with weekly assignments and feel shy or frustrated
during oral presentations, leading to difficulty in participating in open lessons despite efforts to
engage. Therefore, Kalamkas pointed out that students with stuttering often prefer to complete tasks
in writing rather than speaking in front of others, as verbal tasks are more challenging. Balzhan

mentioned that when speaking in Kazakh, students experience anxiety, often using strategies such as
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switching between Russian and Kazakh or using visual aids like comics and story maps to help

express themselves:
When speaking Kazakh, they become anxious and struggle to express their thoughts fluently;
The student enjoys working in pairs and always carries a dictionary. They compare
theoretical concepts in Russian and Kazakh. In literature, they first translate the text into
Russian and then back into Kazakh. Alternatively, they use comics or a story map to illustrate
and briefly retell the content; They have a vocabulary and grammar notebook, which they use
for memorization, though they sometimes forget words—especially academic terms used
only in class. They enjoy creating presentations.

The data from the experiences of study participants show that students who stutter require support

and understanding in the literature and language subject to succeed academically.

Psychosocial Well-being
The third section includes findings from teacher reports about their awareness of the psychological
and social well-being of the students who stutter, based on their experiences. The section also has
seven sub-sections that offer analysis of different components of well-being, such as motivation,
peer relationship, self-confidence, social acceptance and social contribution.
Self-confidence

The findings from the interviews highlight the complex relationship between stuttering and
self-confidence in students. Gulnara noted that one student does not seem overly self-conscious
about their stuttering, which she views as an advantage in terms of psychosocial well-being. This
lack of self-consciousness may help the student approach tasks and interactions with a level of
comfort, reducing the emotional strain often associated with stuttering. However, as Zamira
observed, the same student appears less confident in situations that require oral presentations.

“However, they appear less confident in situations requiring oral presentations. | always try to
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convey that their stuttering is not a barrier to success. Together, we explore ways to adapt to their
needs.” This suggests that while the student may be comfortable in everyday interactions, the
pressure of performing in front of others can still impact their self-assurance. In response, Zamira
emphasizes the importance of conveying that stuttering does not limit their potential for success,
actively working with the student to adapt to their needs and build confidence in speaking situations.
Tamara shared that the student has had strong support since a young age, which has helped them
develop a solid sense of self-confidence, particularly in their ability to handle their speech. However,
Tamara also acknowledged that the student is aware of how others perceive them, indicating a level
of concern for external validation. This highlights the balance between self-acceptance and the social
pressures that can influence a student’s confidence. Maryam’s experience provides a contrast, as she
initially focused on addressing the student’s stuttering with more attention, believing it was
important to support their needs. However, the student’s response, saying, "Why are you focusing on
me so much? Don’t treat me like this. [’'m a man. I’m not disabled. I’'m not sick," made Maryam
reflect on the potential negative impact of this attention on the student’s self-esteem. This realization
led her to reconsider her approach, aiming to strike a better balance between providing support and
fostering a sense of autonomy and dignity. Overall, these experiences demonstrate that while
students who stutter may possess varying levels of self-confidence, their psychosocial well-being is
intricately linked to how their stuttering is perceived in the classroom.
Social Acceptance

Teachers’ observations show how society surrounding the students who stutter perceives,
accepts or excludes such students. The study participants indicate students experience acceptance
among peers, teachers and parents who offer understanding and support. Gulnara emphasized that
the student’s classmates are very understanding of their stuttering, noting that there has been no

bullying or teasing related to it, by suggesting that peers are empathetic and supportive, contributing
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to a positive social experience for the student. Similarly, Maryam shared that there was no bullying
from classmates; instead, they actively tried to help the student:

There was no bullying from classmates. On the contrary, they tried to help him. Since they

had studied together for many years, they got used to him. Not just me, but other teachers and

parents also understood and supported him.
Also, she highlighted the support system from teachers and parents who worked together to create a
supportive environment. This suggests that long-term relationships of the students who stutter with
peers seem to have a created a sense of familiarity and acceptance, with classmates becoming aware
of the student’s speech impairments.

Guldana added that the way students who stutter interact with peers can be diverse, and the
reason of acceptance from classmates depend on teacher, due to the fact that teachers typically do
not preemptively reveal speech challenges of the student to the rest of the classroom. This approach
allows students to experience social interactions without unnecessary attention to their stuttering,
promoting social acceptance. Balzhan supported this idea; she mentioned that in her diverse
classroom, which includes students with other speech impairments, students from different
backgrounds, orphans, there has never been any mockery or pressure directed at a student with
special needs. From this, it is clear that a supportive, inclusive environment can promote social
acceptance of the students who stutter enhancing their general social well-being. Overall, these
experiences point to a generally positive environment where social acceptance of students who
stutter is fostered by understanding, empathy, and the absence of negative behaviors such as bullying
or exclusion.

Motivation
Motivation is considered as one of the factors which influences the psychosocial well-being

of the students who stutter. The findings suggest diverse experiences related to motivation and how
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it is influenced by both internal factors and external support. Gulnara observed that her student is
neither excelling nor falling behind in his academic performance, and do not take any volunteer
actions among other students. It can mean that while the student who stutter is capable, he may not
feel strongly motivated to take on extracurricular activities. On the other hand, Maryam described
that her student who stutters is highly active and cheerful, with a strong sense of motivation despite
the slight stuttering in his speech, which indicates that personality plays a vital role in student’s
motivation. This also suggests that positive attributes such as cheerfulness and a calm behavior can
boost engagement and active participation at classroom. Balzhan added that her students likes words
of praise, but initially struggles with a feeling of receiving low grades, as she states: “He likes being
praised but initially had difficulty accepting a grade of 3 (satisfactory). His previous report cards
from their Russian school showed mostly 4s and 5s, so receiving a lower grade was upsetting for
him.” This difficulty with accepting lower grades highlights how past experiences can influence a
student's motivation and emotional response to academic challenges. Zhanerke shared that
motivational phrases like “You are strong, you can do this” have a positive impact on the student’s
self-esteem and determination, suggesting that encouragement from teachers can help build
resilience and foster a more positive attitude towards the learning process. Overall, these experiences
highlight that motivation is shaped by a mix of personal characteristics, past academic experiences,
and the positive reinforcement that is received from teachers and peers.
Peer Interaction

Teachers’ experience shows that positive peer interaction and supportive classroom
environments influences the self-confidence and willingness of students who stutter to engage.
Gulnara notes that while she has not organized many group activities in her classes, the interaction
of her student who stutters with peers appear normal. She observed that the student who stutters does

not have close-knit group of friends, but instead sits near a variety of classmates, including both boys
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and girls. This suggests a flexible social integration of the student where he engages with different
gender peers by forming rigid social circles. Gulnara highlights that the peers are respectful,
refraining from interrupting or pressuring the student to speak faster, which contributes to a
supportive atmosphere. This lack of peer pressure likely fosters a sense of comfort and confidence,
enabling the student to participate in conversations and activities without fear of judgment.

Similarly, Zamira discusses how her student who stutters interacts well with a few classmates
but occasionally feels awkward in larger group settings or outside of the classroom. She also actively
encourages teamwork and group activities, which she believes are instrumental in helping students
build connections and engage more effectively with peers. In contrast, Tamara acknowledges that
while her student who stutters has friends who understand and support them, the overall classroom
dynamics may be more limited in terms of broader peer interactions. The student may feel more
secure and willing to interact in small, familiar groups but could struggle in larger, less intimate
settings. This aligns with the idea that familiar and supportive peers are crucial in facilitating
positive peer interactions.

Finally, Maryam provides an example of a student who has a comfortable rapport with a wide
range of classmates. She notes that the student has many friends and feels at ease in the social
environment, suggesting that a broad network of peer support can be instrumental in enhancing the
psychological well-being of students who stutter. This observation emphasizes the importance of
creating an inclusive classroom where students feel accepted by their peers, fostering an
environment that nurtures self-confidence and reduces feelings of isolation.

Social Contribution

This sub-theme of social contribution reveals engagement of students who stutter in both

academic and extracurricular activities from the experiences of teacher participants. Overall, while

students who stutter have certain strengths, challenges related to self-expression and leadership are
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noted, which will be described below in more detail. Social contributions, notably in terms of
participation in group activities, sport sections, school competitions can be both a source of growth
or ever a huge struggle for students who stutter. Gulnara described her interaction with the student as
limited to classroom time, with only a brief opportunity to engage in deeper conversations about
their motivations or challenges. She points out that during the science fair week, the student who
stutters did not actively participate or demonstrate leadership qualities.

However, Tamara indicated a more positive perspective on the student's motivation, noting
their willingness to engage in extracurricular activities. While the student enjoys participating in
some areas, they tend to avoid activities that require verbal expression, such as recitation or acting.
Kalamkas provides an insightful observation about the intellectual capabilities of students who
stutter, noting that her student who stutters has broad intellectual abilities and can quickly solve
situational problems. However, the student has a challenge of expressing these ideas clearly and
freely, which may limit his contribution in verbal discussions. This can reduce their social
contributions in group settings, where verbal communication is often key. On a more positive note,
Balzhan revealed that the student enjoys engaging in sports, reading, and drawing. This indicates
that the student has strengths outside of verbal communication and can contribute socially in other
ways. In group work, classmates are understanding and accommodate the student by assigning
smaller, more manageable tasks. She also emphasizes the supportive environment at the school,
where students participate in extracurricular activities such as sports and cultural events, fostering
strong peer relationships. The availability of these activities may provide alternative avenues for
students to contribute socially, particularly in contexts that do not rely on verbal skills.

Academic and Social Support
The last section examines the coping strategies teachers use to deal with challenges they

encounter with students who stutter. The findings show thar there are two primary types of
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strategies: those that are taught by teachers and those that are offered by outside social support.
Academic support includes five main strategies used by teachers such as offering more time to
speak, offering psychological counselling, creating an inclusive classroom environment, focusing on
moments when the student is not stuttering, and providing oral exercises. In addition to in-class
strategies, the study emphasizes the significance of external support, such as parental support and
collaboration with specialists such as speech pathologists, as crucial part of support system for
students who stutter.

Teaching Strategies: Types of Accommodations

This sub-section reveals different types of coping strategies used by teachers to accommodate needs
of students who stutter. The teachers’ report indicated strategies such as giving additional time,
psychological counselling, creating an inclusive environment, indicating the moments of not
stuttering and oral exercises.

Giving Additional Time. Gulnara’s approach to supporting students who stutter is rooted in
patience and empathy, creating a classroom environment where students feel respected and
understood. By asking open-ended questions, she encourages the student to articulate their thoughts
fully, fostering a sense of agency in their communication. When the student who stutters pauses or
struggles to respond, Gulnara is intuitive in recognizing their need for support, stepping in with
gentle probing questions like, “Is this what you wanted to say?” This allows the student to confirm
their thoughts without feeling rushed or interrupted. Guldana’s decision to avoid finishing students'
sentences demonstrates a deep respect for their autonomy, giving them the time to express
themselves on their own terms. She emphasizes the importance of not pressuring the student to speak
faster or slower, which helps alleviate the anxiety that can come with stuttering. Instead, her focus is

on the content of the student’s message, rather than the delivery, showing a genuine interest in what
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they have to say. Additionally, maintaining eye contact further reinforces her attentiveness and
encourages the student to feel valued.

Psychological Counselling. The teachers' perspectives on psychological counseling reflect a
deep awareness of the emotional needs of students who stutter and a commitment to fostering their
psychological well-being through supportive interactions. Zamira demonstrates an approach by
being attentive to signs of anxiety, offering students choice to pause and express themselves in a way
that feels comfortable. This creates a safe environment where the student can process their thoughts
without feeling rushed or judged. Her focus on normalizing stuttering, viewing it as just one
characteristic among many, helps to reinforce the student's value, promoting a sense of self-worth
that transcends their speech difficulties. Similarly, Tamara emphasizes the importance of
encouragement and praise, using positive reinforcement to motivate students to participate without
fear of negative consequences. Her caution about singling students out or removing them from the
classroom highlights the importance of inclusion, as such actions could harm their self-confidence.
Instead, Tamara advocates for creating a supportive classroom atmosphere where understanding
from peers and teachers is prioritized over altering teaching methods. Finally, Zhanerke highlights
the role of strong, consistent motivation in building a student's belief in their abilities. By affirming
the student's capability with phrases like “You can do it, you are capable,” she fosters resilience and
helps students cultivate the inner drive to succeed. Collectively, these strategies reflect a
comprehensive approach to psychological support, focusing on emotional validation,
encouragement, and the development of self-confidence in students who stutter.

Inclusive Environment. The teachers' perspectives on creating an inclusive environment
reflect a strong commitment to fostering acceptance, self-worth, and a sense of belonging for
students who stutter. Tamara emphasizes the importance of normalizing stuttering within the

classroom, regularly reminding students that it is a natural characteristic and that their value is not



72

defined by their speech. By attributing the idea that a student's knowledge and abilities can
compensate for any perceived shortcomings in speech, she helps shift the focus away from fluency
and towards their intellectual contributions. This approach encourages students to embrace their
strengths and challenges the stigma that often accompanies speech difficulties. Similarly, Zamira
highlights the importance of recognizing individual uniqueness, explaining that stuttering is just one
of many characteristics that make a person who they are. This approach ensures that students
understand their worth is not diminished by their stuttering, further fostering a supportive and
inclusive atmosphere. Balzhan also emphasizes the importance of inclusion by providing
individualized plans with simplified assignments to help students make progress at their own pace.
Despite challenges in writing, the student remains engaged with the class and does not isolate
themselves, which Balzhan attributes to a supportive classroom environment and encouragement
from their family.

The Moments of not Stuttering. The teachers' observations about moments when students
do not stutter reveal important insights into how language, environment, and the structure of
communication can influence the fluency of speech. Guldana notes that when students are given
specific and direct questions, they are able to provide clear answers, and occasionally, may not
stutter at all. This highlights the significance of clarity and precision in communication, suggesting
that when students feel less pressure and are able to focus on answering specific questions, they are
more likely to express themselves fluently. By checking their work individually and offering praise,
Guldana reinforces positive behavior and provides a supportive framework in which students feel
confident enough to engage in oral tasks.

Balzhan offers an interesting observation regarding the relationship between language and
stuttering, noting that the student does not stutter when speaking Russian but experiences difficulties

when speaking Kazakh. This insight suggests that language-specific factors, such as familiarity and
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fluency, might play a critical role in stuttering patterns. It implies that the struggle may not be solely
due to a general speech disorder, but could be connected to cognitive factors such as auditory
dyslexia or challenges with the second language. This observation invites a more deep understanding
of stuttering, encouraging teachers to consider the impact of language proficiency on students’
speech fluency and to adapt their support strategies accordingly.

Oral Exercises. Maryam’s approach to supporting students who stutter through oral
exercises reflects a nurturing and gradual process aimed at building both skill and confidence.
Initially, the student was hesitant, feeling insecure and doubting their ability to speak clearly. This
fear is common among students who stutter, as they may associate speaking with potential
embarrassment or failure. However, Maryam’s strategy to involve the student in regular oral
exercises was key to helping them overcome these barriers. By providing specific techniques for
speaking properly, she created a structured environment in which the student could practice and
refine their speech. The focus on exercises to help express thoughts more clearly suggests a
methodical, goal-oriented approach that prioritizes improvement in communication skills over time.
Her role in motivating the student, coupled with the gradual development of the student’s
confidence, highlights the critical importance of emotional support and encouragement in this
process. As the student gained confidence, it not only allowed him to improve his speaking abilities
but also likely contributed to his broader psychological well-being, fostering a sense of
accomplishment and self-belief.

Social Support
This sub-section demonstrates the two types of social support (collaborative work and parental
support) as were reported by teachers in order to support students who stutter.

Collaborative Work. Guldana emphasizes the importance of collaborative work with speech

pathologists as an essential component in supporting students who stutter. This partnership allows
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for a tailored approach that addresses the specific needs of students, particularly in developing their
speaking and communication skills. Speech pathologists bring specialized knowledge and techniques
that can complement a teacher’s efforts, providing more targeted interventions and exercises aimed
at improving fluency and reducing speech difficulties. By collaborating with speech pathologists,
teachers can ensure that their strategies are informed by professional expertise, ultimately creating a
more comprehensive support system for students who stutter. This collaboration not only helps in
accommodating the student’s speech needs but also provides them with a broader range of resources
and expertise, promoting their success both academically and socially. Guldana’s belief in this
collaborative approach underscores the value of interdisciplinary teamwork in creating a nurturing
and effective learning environment for students with speech challenges.

Parental Support. The teachers' insights on parental support reveal the crucial role that
families play in fostering the psychological well-being and development of students who stutter.
Maryam observes that while there were no issues with the student’s classmates, concerns from
parents regarding similar speech difficulties and shyness highlight the emotional challenges that
families are keenly aware of. This suggests that parents are often attuned to their child’s struggles
and are actively seeking ways to address them, further indicating the importance of their
involvement in supporting the student’s emotional and social growth. Guldana highlights the
significance of parental engagement, emphasizing that overcoming stuttering requires a collective
effort. She believes that teachers alone cannot carry the full responsibility, and that parental support
is vital in maintaining the student’s self-esteem. This highlights the essential partnership between
home and school, where open communication and mutual understanding between parents and
teachers can provide a more holistic support system for the child. Balzhan provides a compelling
example of parental involvement by describing a student who felt different due to wearing hearing

aids but was well-prepared for social integration thanks to the care and love of their grandmother and
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mother. This example demonstrates how parents and family members can play a proactive role in
preparing students for social challenges, ensuring they are supported in their emotional development.
The active involvement of both the student’s grandmother and mother show the importance of
consistent, loving support in building the child’s confidence and resilience. Collectively, these
perspectives illustrate that strong parental involvement is a key component in the overall support

system for students who stutter, fostering a sense of acceptance, security, and self-worth.

Summary

The objective of this study was to explore Kazakhstani teachers’ insights based on their
experiences with students who stutter, their awareness of the psychological and social well-being of
these students, and the strategies they use to support students who stutter. The findings reveal that
teachers had a nearly equal distribution of positive and negative experiences (four teachers reported
positive experiences, and four negative ones). Teachers with positive experiences attributed their
success to an inclusive approach, strong parental support, and the absence of bullying in their
classrooms. In contrast, teachers who shared negative experiences identified several challenges they
observed in their students who stutter, including psychological, social, academic, and physiological
challenges. Overall, teachers showed an awareness of the psychological and social well-being of
students who stutter. Predominant themes from the teachers' reports included students’ independence
in completing tasks without learning support, high social participation (such as involvement in
basketball and comic events), and low leadership skills compared to their peers. Additionally, many
teachers noted a lack of motivation, which they associated with low self-esteem among students who

stutter.
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Chapter 5: Discussion

The primary objective of the study was to investigate the experiences of teachers who teach
students who stutter, aiming to understand the challenges that their students face, how informed they
are about psychological and social well-being of students who stutter, and how they help students
who stutter to cope with challenges. The aim of this study is to understand teachers’ work in creating
and enhancing a inclusive environment as well as shed light on the professional development of
teachers to best handle strategies working with students who have special learning needs.

The first three chapters of this thesis introduced the research problem, provided a synthesis of
existing literature on the research topic including a review of international studies on teachers'
experiences working with stuttering students. Additionally, it justified the chosen methodology for
the study. The preceding chapter presented the study's findings based on interviews with
participants. This chapter focuses on interpreting those findings and discussing their implications.
Specifically, it will explore how the study’s results answers the research questions and demonstrate
how the selected conceptual framework helped interpret the data. The research questions guiding this
study were:

1. What are the experiences of teachers teaching students who stutter at school?
2. What are the level of well-being of students who stutter at school from the perspective of
teachers?

3. What coping strategies are taught to help students who stutter in the school setting?

Teachers’ Experiences Working with Students who Stutter

Students who stutter need to be supported at school to develop a positive psychological and
social well-being, which is beneficial to attain educational outcomes. The role of teachers who teach
students who stutter is vital in providing support, as they need knowledge about the special needs of

students and an in-depth understanding of strategies that help. Empirical studies demonstrated that
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teachers often associated stuttering with negative behavior and lacked sufficient knowledge about it,
often holding misconceptions (Fichman et al., 2024). However, inclusive education has enabled
teachers and is able to shift perceptions and increase the teachers’ knowledge (Hearne et al., 2020).
In the current study, the data suggest that the experiences of teachers in Kazakhstan working with
students who stutter can be categorized into two types, which are positive and negative. Positive
experiences include teachers adopting an inclusive approach, receiving strong parental support, and
managing stuttering-related challenges, such as allowing extra time for students to finish their
sentences. Teachers also engage in independent research about stuttering and initiate speech therapy
and language activities. In some cases, teachers draw on their own personal experiences, such as
having relatives who stutter, to better understand and support their students. Additionally, they
provide psychological support, assign extra tasks to help students improve their reading skills, and
customize tasks through individualized plans to meet each student’s specific needs. Local research
has highlighted significant gaps in the knowledge of Kazakhstani teachers, especially regarding
effective classroom strategies that incorporate an inclusive approach. These gaps can be attributed to
various factors, such as the implementation of inclusive education policies in schools, the quality of
pre-service teacher training within the local context, and the limited availability of speech therapists
to support teachers. Makoelle (2020) suggests that the concept of inclusive education is not yet fully
defined and is understood differently among local stakeholders. The study found that, while teachers
are doing their best to accommaodate the diverse needs of students in the classroom, they feel
unprepared to teach an inclusive classroom with students who have special needs. This aligns with a
report from a teacher with minimal experience who stated that she did not make specific changes to
accommodate a student, even though she recognized the importance of doing so, admitting that her
failure to plan lessons based on students' learning styles and needs was a shortcoming. This could

also be attributed to her limited experience, as this participant had worked with students who stutter



78

for just four months at the time of data collection and acknowledged not having sufficient
knowledge to support students with special needs. This is consistent with Makoelle's (2020)
findings, where teachers with limited experience appear unprepared to teach an inclusive classroom.
Therefore, increased training for teachers and other stakeholders would be beneficial for the smooth
and effective transition to inclusive education. The second reason can be referred to the fact that
none of the teacher participants of this study emphasized the importance of support from speech
pathologists for students who stutter, which suggests that teachers are not receiving assistance from
speech pathologists or guidance from school administration on how to effectively work with these
students. An international study found that the most effective strategies for teachers included
collaborating with the child's speech-language pathologist (SLP) with whose help, the teachers can

better respond to the child who stutters (Cozart & Wilson, 2021).

Teachers’ Challenges Working with Students who Stutter

The study participants who have negative experiences highlighted several challenges in
psychological, social, behavioral, and academic aspects of school life faced by the students who
stutter. Teachers who discussed the psychological challenges faced by their students who stutter
highlighted that many of these students struggle with feelings of insecurity, anxiety, and inferiority
compared to their peers. This is often further compounded by a fear of judgment and the possibility
of exclusion, which can lead to social isolation. These findings in the context of Kazakhstan align
with research conducted internationally, where school-aged students who stutter are often viewed as
having psychological issues stemming from their inability to communicate effectively, difficulties in
forming friendships, and self-condemnation. Anxiety is one of the most commonly observed and
extensively studied psychological consequences of stuttering (Opiyo, 2023).

In the context of Kazakhstan, teachers observed that students who stutter faced significant

academic challenges, particularly in language and literature classes where verbal participation was
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required. However, in subjects like physics and biology, students experienced fewer issues. Despite
this, challenges persisted when delivering presentations and during speaking tasks. This finding
aligns with several international studies that highlight similar difficulties for students who stutter,
particularly in tasks that require verbal communication, such as reading aloud and participating in
class discussions (O'Brian et al., 2011; Sari, 2017). Empirical studies reveal that children who stutter
often exhibit academic delays and struggle with specific language competencies, such as articulation
and grammar, particularly in verbal tasks. Similarly, research by Okutoyi (2016) and Berchiatti et al.
(2020) demonstrate an inverse relationship between stuttering and academic achievement, where
students who stutter tend to perform academically lower than their non-stuttering peers. In contrast,
the study conducted in Kenya (Opiyo, 2023) found that teachers rated children who stutter as
performing at average or above-average academic levels, suggesting that their main challenge lies in
social interactions rather than academic tasks. This contrasts with the findings in Kazakhstan, where
the main difficulties were academic tasks requiring verbal participation, rather than issues related to
psychological or social conditions.

Therefore, while there is broad consistency in findings regarding the negative impact of
stuttering on academic performance, certain international studies, like the one from Kenya, suggest
that social factors may play a more significant role in the academic outcomes of students who stutter
than previously thought. This aligns with one of the teacher's insights on the psychosocial well-being
of students, where she expressed the belief that the well-being of students who stutter is not solely
dependent on academic challenges or the teaching strategies and methodologies employed. Instead,
it can be significantly influenced by the environment surrounding the student.

The findings show that teachers have no reports of bullying or peer rejection related to
students who stutter. In contrast, students received significant help, support, and understanding from

their classmates, along with strong parental backing. The findings also showed the key role of
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parents in teaching children how to respond resiliently (Caughter & Crofts, 2018), because students
who stutter are more psychologically vulnerable to challenges and strong parental support can
strengthen their resilience to better cope with social issues such as bullying, peer rejection, and
negative peer relationships. This finding contrasts with international studies, where bullying and
teasing of students who stutter are often highlighted as major issues in other countries (Opiyo, 2023).
Also, Marder (2020) found that students who stutter express social discomfort during classroom
teaching and learning process and during interaction with peers in and outside the classroom setting.
Furthermore, the literature highlights the importance of educating families of individuals with
special needs and highlights the necessity for early intervention and collaborative planning and

implementation of educational processes by experts and families (Iverach & Rapee, 2013).

Physiological Challenges of Students who Stutter

The data analysis revealed another category of challenges related to body language and facial
expressions impacted by stuttering, as reported by the teachers of students who stutter. This finding
aligns with a study by Nazarova (2020), which also highlights additional stuttering-related impacts,
such as eye blinking and jerking of the head, jaw, and other body parts. These physical effects of
stuttering can be explained by disruption of the smooth coordination between jaw, lips, throat,
larynx, and middle ear muscles, which are essential for fluent speech. According to Marin et al.
(2024), this disruption in coordination in individuals who stutter leads to abnormal muscle tremors
and increased involuntary body movements. Overall, it can be considered that both local and
international studies suggest that these physical signs are negative effects of stuttering, highlighting
the need for treatment approaches which involve both the speech and physical signs of the speech

disorder.
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Teachers’ Insights on Psychological and Social Well-being of Students who Stutter

The findings indicate that, in Kazakhstan, teachers are aware of the psychological and social
well-being of students who stutter. Psychological well-being includes dimensions such as autonomy,
environmental mastery, personal growth, positive relationships with others, purpose in life, and self-
acceptance (Ryff, 1989). Teachers' insights into the psychological well-being of students who stutter
align with Ryff's psychological well-being model (1989). Summarizing the teachers' reports, it can
be said that, overall, the psychological well-being of students who stutter is rated at an average level
according to Ryff's (1989) scale. The autonomy of students who stutter, from the teachers'
perspective, is considered high, as students can self-determine and independently complete
classroom and home tasks. However, some teachers noted that students who stutter sometimes feel
vulnerable to social pressure, such as concerns about what their peers may think during presentations
or verbal tasks. At times, students may rely on the judgment of others when participating in
extracurricular activities. The environmental mastery of students who stutter is rated highly. This can
be explained by the fact that these students demonstrate competence in managing their environment,
such as attending school, preparing lesson books and workbooks, and making choices that align with
their personal needs and values. Teachers rated the personal growth of students who stutter as high,
with all teachers highlighting the strong motivation to study among these students. They are open to
new experiences, have a desire to learn, enjoy variety in tasks, and are eager to participate in group
activities. Teachers reported that students who stutter tend to have warm, trusting relationships with
others. They are concerned for the welfare of others, capable of strong empathy, affection, and
intimacy, and understand the give-and-take of human relationships. However, the dimension of
purpose in life in Ryff's model could not be assessed by teachers, as they lack knowledge about their
students' life goals and future plans. Students who stutter generally do not share these aspects of their

lives with their teachers. Interestingly, the self-acceptance of students who stutter is rated highly,
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despite their stuttering. According to the teachers' reports, none of the students expressed
dissatisfaction with themselves or disappointment over their stuttering. They do not seem troubled
by certain personal qualities or wish to be different from who they are. Social well-being includes
social acceptance, integration, and contribution. Teachers observed positive psychological outcomes
in students who stutter, particularly in areas like autonomy, where students complete tasks
independently, and personal growth, with many participating in extracurricular activities. In
summary, teachers in Kazakhstan generally perceive the psychological well-being of students who
stutter as positive, with high levels of autonomy, environmental mastery, and personal growth.
While students are capable of independent task completion and exhibit strong motivation for
learning, teachers also note that some may feel vulnerable to social pressures. Overall, students show
strong self-acceptance and positive relationships, though teachers lack insight into their life goals
and purpose.

The overall social well-being of students was analyzed using Keyes’ (1998) model, which
includes five key components: social acceptance, social integration, social contribution, social
coherence, and social actualization. In terms of social integration, students who stutter generally
exhibit positive relationships with society, particularly within the school environment. This includes
their interactions with classmates, teachers, and the broader school community. Social integration
refers to the extent to which individuals feel connected to their society, and in the case of students
who stutter, they share common experiences with their non-stuttering peers, such as participating in
group projects, completing similar home tasks, and engaging in extracurricular activities like
competitions. Furthermore, these students feel a sense of belonging within their educational
environment, which is reinforced by the equal opportunities they have to study alongside their peers
at the same academic level. This sense of inclusion and equal participation contributes significantly

to their social well-being. Social acceptance can be measured by whether students who stutter trust
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their classmates and teachers. From the teachers' perspective, it is evident that students are willing to
share their concerns, thoughts, ideas, and feelings, indicating that they have a sense of trust in the
surrounding environment and society. According to Keyes (1998), individuals with high social
acceptance are not only capable of showing kindness to others but also believe in the industriousness
of people. This can be demonstrated by the fact that students who stutter place their trust in their
teacher's support, reflecting a mutual dedication to hard work and effort. Social coherence for
students who stutter refers to their ability to perceive and make sense of their social world, feeling
that it is organized, meaningful, and supportive. The study analysis revealed that all the teachers
foster this coherence, where students who stutter feel understood and accepted, and also to reduce
stigma and promote empathy. Social actualization refers to the growth and development of students
within society. However, this concept is not always evident among students who stutter. According
to reports from teachers, leadership roles are rarely voluntarily assumed by students who stutter. This
observation is supported by studies, such as those conducted by in this study which highlight that
students who stutter often refrain from taking on leadership roles. This trend is consistent with
research indicating that the perception of leadership among students who stutter is often influenced
by psychological factors, such as self-esteem and motivation (Zeigher-Hill et al., 2020). These
psychological traits can significantly impact their willingness to take on leadership responsibilities.
The social contribution can be evaluated by student’s value in society, which includes the belief that
they are vital members of society, and it characterizes the concept of efficacy and responsibility.
This can be evident from extracurricular activities of students who stutter and participation in group
projects. To illustrate this, two participants reported that the students who stutter enjoy playing
basketball, drawing, and participating in acting and sports competitions.

In summary, the social well-being of students who stutter, as measured by Keyes’ model, is

influenced by their social integration, acceptance, coherence, actualization, and contribution. While



84

these students experience positive relationships, feel included in their educational environment, and
engage in extracurricular activities, psychological factors such as self-esteem and motivation may

affect their willingness to take on leadership roles and contribute more actively in certain areas.

Teacher’s Coping Strategies with Challenges and Supporting Students who Stutter

The findings from local research in Kazakhstan regarding the support for students who stutter
align closely with international studies on effective strategies for coping with challenges related to
stuttering in educational settings. In Kazakhstan, teachers took a proactive approach by allowing
students extra time to finish their sentences, a strategy also highlighted in the work of Adriaensens
and Struyf (2016). Their research suggests that maintaining eye contact and offering additional time
for students who stutter can help build a positive relationship between the teacher and student,
mirroring the techniques used by teachers in this study. Moreover, local teachers also engaged in
independent research, included speech therapy, and adapted tasks to meet individual needs, which
resonates with international recommendations that treatment goals for children who stutter should
not only focus on fluency but also address emotional factors, such as reducing negative emotions and
fostering acceptance of stuttering (Cooke & Millard, 2018; Yaruss et al., 2012). This aligns with the
idea that encouraging speaking strategies can enhance overall social well-being and academic
engagement for students who stutter (Howard, 2013). However, despite these positive approaches,
many teachers in Kazakhstan reported a lack of formal training or knowledge about stuttering, which
matches findings from other international studies (Li & Arnold, 2015; Silva et al., 2016). This gap in
knowledge highlights the importance of involving teachers more actively in the therapeutic process,
as seen in research that emphasizes better cooperation between clinicians and teachers to enhance
support for students who stutter (Blood et al., 2011; Cooke & Millard, 2018). Moreover, while some
studies suggest improvements in teachers’ knowledge and attitudes toward stuttering (Irani et al.,

2012), cultural and methodological differences across countries may vary in findings. Thus, the
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synthesis of local and international studies points to the need for ongoing professional development,
awareness-raising campaigns, and collaboration between teachers, therapists, and families to ensure
that students who stutter receive the comprehensive support they need to thrive academically and
socially. In summary, while the findings from Kazakhstan are consistent with international research
on effective stuttering support strategies, there remains a need for further education and awareness
for teachers to enhance their ability to effectively support students who stutter. Continued
collaboration and training will help bridge knowledge gaps and ensure a more inclusive and

supportive environment for these students.
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Chapter 6: Conclusion

The present study explored the experiences of teachers working with students who stutter,
focusing on their insights into the psychological and social well-being of these students—a topic that
has received limited attention in previous research. However, earlier studies such as those by
Boranbayeva examined the development of communicative competence in school-age students who
stutter through a comprehensive correction process, while Nazarova (2021) provided a theoretical
analysis of research on working with school-aged children who stutter in Kazakhstan, including
cases related to the social integration of these students. This study adds to the existing literature by
offering a thorough understanding of teachers' perspectives on the psychological and social well-
being of students who stutter. It specifically investigates their overall experiences with these
students, their awareness of the psychosocial challenges these students encounter, and the methods
they use to adapt their teaching strategies to create a supportive and safe learning environment for
students who stutter.
Summary of Key Findings

This qualitative phenomenological study aimed to explore the perspectives of teachers who
have worked with students who stutter, focusing on their awareness of these students' psychological
and social well-being, the challenges they face, and the coping strategies they use in the classroom.
Data was gathered through semi-structured interviews with eight teachers from inclusive schools in
Astana who have experience with students who stutter. The study was informed by the conceptual
model of psychological and social well-being attributes (Ryff & Keyes, 1998), seeking to assess
teachers’ experiences related to aspects such as students' autonomy, social relationships, motivation,
sense of belonging, social contribution, and self-esteem.

The findings showed that the teachers in this study had a strong awareness of the

psychological and social well-being of their students who stutter. However, their strategies and
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knowledge for supporting these students in terms of academic, psychological, and social challenges
were somewhat limited. Despite these challenges, teachers’ varied experiences and the types of
accommodations they use in the classroom reflect their role as key supporters in promoting a
positive school experience and maintaining the psychosocial well-being of students who stutter. As a
result, a range of strategies addressing psychological, social, academic, and physical challenges were

identified.

Limitations

While this study provides valuable insights into the psychological and social well-being of
students who stutter in inclusive classrooms, it does have certain limitations. First, the study relies
primarily on the perceptions and insights of teachers, which may introduce subjectivity and limit the
scope of understanding regarding the full experience of students who stutter. The limitations of this
study are primarily methodological in nature. As a qualitative study, it relies on a small number of
participants, which means the findings cannot be generalized to a broader population. The sample
size limits the scope of the study, as the insights gathered from a few teachers may not reflect the
diverse experiences of educators in different contexts. Additionally, the study does not explore the
perspectives of the students who stutter themselves, nor does it account for external factors, such as
family dynamics or societal perceptions, that may also influence their well-being. Lastly, the study
primarily focuses on the role of teachers and does not delve into the broader multidisciplinary
approach to supporting students with stuttering, which may involve speech therapists, counselors,
and other professionals. Future research could address these limitations by including a more diverse
range of stakeholders and considering the voices of students themselves. Moreover, the study
specifically focuses on teachers’ experiences working with students who stutter, particularly in
relation to speech disfluency, which is stuttering. Therefore, the findings cannot be applied to

students with other speech disorders, as each condition may present unique challenges and require
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distinct strategies. This limits the broader applicability of the results to other types of speech
impairments.
Implications

In practice, this study can help raise awareness among teachers about the psychosocial
challenges faced by students who stutter. It provides practical guidance on how educators can apply
strategies to foster a supportive and safe learning environment for these students. The findings
highlight the importance of navigating classroom engagement, promoting positive peer relationships,
and encouraging active participation, which can enhance students' academic and social experiences.
Moreover, schools can include changes in inclusive education policies to address needs of students
who stutter based on the findings of the study by involving more collaboration with speech
therapists, providing teacher training courses on supporting students with speech impairments.
Additionally, the study emphasizes the role of parental support in sustaining the psychological and
social well-being of students who stutter, and teachers can be encouraged to collaborate with parents

to ensure the success of these students in the academic environment.

Recommendations

This study contributes to the theoretical understanding of the psychological and social well-
being of students who stutter in inclusive classrooms. It explores how teachers perceive and address
the challenges of working with students who stutter within the context of inclusive education. This
conceptual framework could be used to inform future research on speech disorders in educational
settings. Policymakers can use these findings to advocate for better support systems for teachers
working with students who have special needs, specifically students who have speech disorders. The
schools and educational organizations may benefit from integrating speech therapists in their staff to
improve collaboration between educators and specialists, helping teachers to manage challenges of

supporting students who stutter. Additionally, the study suggests that policies should be developed to
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increase awareness and provide professional development opportunities for teachers which enables

them to effectively support students with speech disorders.

Directions for Future Research

This study focused on teachers’ insights on psychological and social well-being of students
who stutter studying in inclusive classrooms, but it did not explore the perspectives of other
stakeholders such as parents. Further work is needed to understand parents’ awareness on their
children’s experiences who stutter, which could provide a more holistic perspective on the students’
well-being and involvement at classroom. In addition, due to limited sample size, only eight teachers
from schools in Astana were interviewed in this study, it would be valuable to investigate, a more
diverse range of teachers, particularly those from different regions or other school types. Future
studies could explore, the experiences of students with other speech or communication disorders,
speech delay, articulation disorders, as there is a strong link between speech impairments and student
well-being. This would allow for comparative analysis and to better understand how various speech
impairments influence social and emotional well-being in inclusive settings. An interesting direction
for further research would be exploring the interdisciplinary collaboration between educators and
speech-language pathologists (SLPs). Research conducted on these areas of educational practices
and medical speech therapy methods could reveal more effective strategies for better classroom
involvement. Lastly, this study explored adult experiences, future research might benefit from
including students’ voices themselves, by gathering first-person narratives from students who stutter
on self-perception, classroom involvement and social experiences.
Personal Reflection

Finally, 1 would like to reflect on the 10-month journey of composing this study. The
decision to explore the experiences of teachers regarding the psychological and social well-being of

students who stutter was inspired by my personal experience with a speech disorder during my
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childhood. However, before embarking on this research, my understanding of the importance of
well-being for students who stutter was still developing. I believed that being in class meant being
part of the class, but I started questioning whether students who stutter fully participated in school
life, whether their psychological condition was being supported, and if their motivation to study was
nurtured. Additionally, 1 wanted to explore teachers' perspectives on how aware they were of their
students' special needs in Kazakhstan, which revealed significant gaps in my understanding of the
topic.

Therefore, this study has been not only significant from a practical perspective but also
crucial for my personal growth, both as a professional and as a researcher. Being able to translate the
abstract concept of inclusive teaching into unique experiences—while acknowledging its individual
complexities—has greatly enhanced my appreciation for qualitative methodologies, particularly
phenomenological inquiry. Identifying and justifying the research problem, strategizing the study
design, recruiting participants, conducting interviews, analyzing data, and documenting findings
have all contributed to my skill development, each providing valuable learning experiences.
Ultimately, this journey has made me a more confident and objective researcher with a deeper
understanding and sensitivity toward the phenomenon of working with students who stutter, both as

a teacher and as a parent.
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Appendix B: Consent Letters

Informed Consent Form for Teachers (in English)
Study Title: Teachers’ Insights on Psychological and Social Well-being of Students who Stutter in
Inclusive Secondary Schools in Astana

Dear Teachers,

You are invited to be a part of this research, which aims to explore your experiences with students
whostutter, specifically your insights on their psychological and social well-being. Your participation
in this study will involve either a live or online interview, where you are invited to share your
insights and experiences of working with students who stutter.

The interview will be recorded for transcription purposes with your consent. The recorded material
will be securely archived on my password-protected computer. | will preserve all data for three years
post-thesis submission, after which I will delete them permanently. I will make every effort to
maintain your anonymity and confidentiality in all written and future publications, and | will

eliminate all identifying information from the data before analysis and inclusion in my thesis.

Time involvement: Your involvement is expected to take approximately 30 to 45 minutes.

Risks and Benefits: The risks associated with participating in this study are minimal.

The risks associated with participating in this study are relatively low. You have the option to avoid
answering specific questions or to withdraw from the study entirely at any point without incurring
any penalties under any circumstances, if any of the topics that were discussed during the interview
caused you to feel uncomfortable. I will ensure your comfort and address any concerns during the
interview. All the information that pertains to you will be removed without delay in the event that you

decide to withdraw from the study after the interview has been completed.

You may not directly benefit from participating in this study, but your contribution could change
perceptions in our society regarding students with special needs. Your contribution to this research by

sharing your experiences can help educators, policymakers, and society as a whole in the process of
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fostering inclusive education practices. This research may help other teachers facilitate better
classroom management strategies for students who stutter; they may be able to help students cope
with challenges while also supporting their psychological and social well-being. In addition, your
participation can help raise awareness and eradicate the stigma that surrounds students who stutter,
which will ultimately contribute to the creation of a society that is more accepting and supportive of
students with special needs.

Voluntary Nature of the Study:
Your participation in this research is completely voluntary. In the case that you choose to withdraw
from the study or decline to answer particular questions, you will not be exposed to any

consequences.

Contacts and Questions:
If you have any questions, concerns, or complaints regarding this research study, its 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.

Thank you for your consideration to participate in this research.

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 Signature:

Date:
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AKITAPATTBIK KEJIICIM HBICAHBI

3epTTey TaKbIPBLIObI: ACTaHa KAJIACKIH/Ia MHKIIIO3UBTI MEKTEIITEPIiH/Ie OKUTBIH XKOHE CoillieyiH e
TYTBIFYBI 0ap OKYIIBUIAPIBIH TICHXOJIOTHSIIBIK JKOHE QJICYMETTIK JKaFAaibl Typabl MYFaIiMIEPIiH

TYCIHIr1 MeH Taxipubdeci

3epTTey KYMBICBIHBIH CHIIAaTTaAMacChbI:

Kypmerri myranimaep,

Cizaepi ceilieyiHie TYTBHIFYbI 0ap OKYIIBIIIAPMEH JKYMBIC ICT€Y OapbICHIHIAFBI TOXKIpUOETEPIHI3 L,
acipece oJiap/IbIH ICUXOJIOTUSIIBIK KOHE QJIEYMETTIK KaFIaibl Typasbl TYCIHIKTEPIHI3/1 3epTTey
MaKcaThIH/Ia JKYPT13UTII XKaTKaH 3eppTeyre KaTbiCyFa MIaKbIphUIABIHGI3. Ci3re 3epTTeyre KaTbicyFa
TYTBIFYBI 0ap OKYIIBUIAPMEH JKYMBIC ICTeY OaphIChIHIA aJIbIHFaH TOKIpUOEIepiHi30eH OHIalH
HeMece OeTme-0eT cyx0at TypiHae 0eiicy YChIHBICH Tycil OThIp. Cyx0aT OaphIChIHAA Ka3bUIFaH
aKnapar MeHIH 3JIEKTPOH/IbI KYpalbIMAa KYITHs Co30€H caKkTanalbl. 3epTTey KYMbBICHI
KaObUITaHFaHHAH KEH1H CI3/11H aKmapaThIHbI3 YIII )KbUIJIaH KeHiH emnipiieni. MeH ci3aep/ieH aablHFaH
aKmaparThl aHOHUM/1 TYPJE JKapHusIayFa *KoHe jKeKe aKlapaTbIHbI3bl KYIIHs TYp/e caKTayra
OapIBIK KYIIIM/I1 caJlaMbIH. 3€PTTEY KYMBICHI COHBIH/A aJIbIHFaH CyX0aT Tacra )eHIH/1e TYTKUTIKTI

mIenrM KaobU1IaHaIbl.

Katpicy mep3imi: Cyx0Oat mamamen 30-45 MUHYT yakpbIT ajgabl.

3epTTey KaThiCylIbLIAPBIHBIH KYKBIFbI: Erep ochl 3epTTey HbICAHBIH/IA Ka3bUIFaH MAJTIMETTEp 1
MYKHST OKBIII, aTallFaH 3epTTeyre KaThICy/Ibl YilFapcaHbl3, Ci3 03 epKiHi30eH KelniciM GepreH O0JbIn
caHanacheI3. JlereHMeH ci3/iig KemiciMai Oy3y HeMece 3epTTeyre KaTbiCyAaH 0ac TapTy KYKbIHBI3 Kail
Ke3Jie JIe Kyminae 0oyaael. byt peTte emkanai ailbIn TapTIIAMCHI3 )KOHE ©31HI3re OepiireH
QJIEYMETTIK MaKeT TOJBIKKAHAbI cakTanaasl. CoHmai-aK 3epTTeyre KaTblCaybIHbI3Fa Ja 00J1abl,
KaHJail na O1p cypakka kayamn OepMeyre Je KYKbIHBI3 0ap. by 3epTTey HoTHXKenepi FhUIbIMU
Hemece Kociou MakcaTieH Oenrui 6ip opTara YChIHBUTYbl HeMece OachlUIbIMIapa aHOHUM/I1

KapHusIaHybl MYMKIH.
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Baiinanbic n1epekTepi:
Erep ocel 3epTTeyre 6ailiaHbICThI, OTKI3Y PaciMAEpi )KOHIH/E, TOyeKeI1epi MEH apTHIKIIBIIBIKTaphI
TypaJibl CYparbIHbI3, €CKEPTYIHI3 HEMece MaFbIMBIHBI3 00JIca, 3epTTeyminiy xerekmrici (Cypas

Myxomazaxasi, 3IeKTpoH nomTackl: sourav.mukhopadhyay@nu.edu.kz ,) Gaiinanbica anachi3.

Hepoec baiinanbic: Erep aTanran 3epTTeyiH 6TKI3UTy OapbIChiHA KaHAFaTTaHOACAHBI3, KaHal J1a
0ip Mocesie Tyca HeMece MaFrbIMBIHBI3, HE CYparbIHbI3 OoJica, HazapOaeB YHusepcureti XKorapbl

OutiM Gepy MekTeO1 3epTTeyiep KOMUTETIHIH gSe.irec@nu.edu.kz 3JeKTpoH MEeKeH)KalbIHa XaT

’Ka3pln, OaiinaHpIca ajdachl3.

3epTTeyre KaTbiCyFa KemiciM Oepep 00JICaHbI3, OChI HBICAHFA KOJI KOFOBIHBI3/IBI CYPAMBI3.

. Bbepinren 6apapiK akmapaTThl MYKHUSIT OKBIT IIBIKTHIM;
. 3epTTey MaKcaThl KoHE PICcIMIEp1 Typasibl TOJIBIKKAH/IBI aKnapaT oepi;
. JKunakranran MOIMETTEP/IIH KaJlail )koHE HeTe KOJIaHBIJIaThIHBIH, K3 KeJITeH epoec,

KYITHSI aKmapaTTap 3epTTeyIlire FaHa KObKeTiM 11 00JIaThIHBIH OUIEMIH;

. 3eprTey pacimaepi OapbIChIHA Ke3 KEJITeH yaKbITTa elKaHaai ce6e0iH TyCIHAIpMECTeH
3epTTeyre KaTbicyaaH 06ac TapTy KYKbIFBIM Oap eKeHiH OUIeMiH;

. Korapeia OepiireH TopTin-epekeep il TOIBIK YFBIHBII, )KETE TYCIHE OTBIPHIT, 63 epKIMMEH

3epTTeyre KaTbICyFa KemiciM OepeMiH.

Koubr: Mep3imi:


mailto:sourav.mukhopadhyay@nu.edu.kz
mailto:gse.irec@nu.edu.kz
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®opma MHPOPMUPOBAHHOIO COTJIACHS LISl IPenoJaBaTesei

HasBanue ucciaeaoBanusi: MHeHHS y‘-II/ITCJIeﬁ O IICUXOJIOTHYCCKOM U COIMAJIbHOM 6HaFOHOHy‘-II/II/I

3aUKAIOUXCA YYHCHUKOB B MHKIIFO3UBHBIX O6III€O6p330BaT€JH)HI)IX IIKOJIaX ACTaHbI

Joporue yuurens,

[Ipurmnaimraem Bac MpUHATH y4aCTHE B UCCIICIOBAHNUH, IIETBI0 KOTOPOTO SBJISIETCS] M3yYEHUE BaIIETO
OTBITapa0OTHI C 3aMKAIOIIUMHUCS CTYJCHTaMH, B YaCTHOCTH, BaIlleTO MHEHUS 00 UX
MICUXOJIOTMYECKOM U COLMaIbHOM OJiaromnosyunu. Baiie yuactie B 3TOM UCClI€JOBaHUU OyAET
BKJIFOYATh B C€0s ’KUBOE WJIM OHJIAH-UHTEPBBIO, B X0JI€ KOTOPOTO BaM OYET MPe/I0KEeHO

IIOACIINTHCA CBOMMU MBICIISIMU U OIIBITOM pa6OTI)I CO CTYACHTAMHU C 3aMKaHUECM.

C Bamero coryiacus UHTEPBBIO Oy/IeT 3anmucaHo JuIs 1eseil pacm@poBky HHGOPMAIUH.
3anmcanHbIe MaTcepHraJibl 6y,JIYT HAACKHO 3aapXWBHUPOBAHBI HA MOEM KOMIIBIOTEPEC, 3aAlIUIICHHOM
naposieM. S Oyny XpaHUTb BCEJaHHbBIE B TEUEHUE TPEX JIET MOCIE 3aLUThI IUCCEPTALNH, ITOCIIE YETO
s yIANII0 UX HaBcerja. Sl mpuioxkKy BCe YCUIIMsI, YTOOBI COXpaHUTh Bally aHOHUMHOCTb U
KOH(UIEHIINAIBHOCTh BO BCEX MMCbMEHHBIX U OyTyIMUX MyOIHUKaLUsAX, U YAAII0 BCIO

UICHTUPUIHMPYIONTYI0 HHGOPMALIMIO U3 JaHHBIX IIEpe]] TeM, KaK I00aBUTh B TUCCEPTAIHIO.

Bpemsi yuactus: Bamie ygactre B uHTEpBBIO 3aiiMeT nmpumepHo 30-45 MuHyT.

Pucku n npemmyuecrBa: PI/ICKI/I, CBA3AaHHBIC C YHAaCTUEM B 3TOM UCCIICAOBAHNH, MUHUMAJIbHEI.

Pucku, cBsi3aHHbIE ¢ y4aCTHEM B 3TOM HCCIIEI0BaHUU, OTHOCUTEIHHO HEBEJUKHU. Y Bac e€CTh
BO3MO’KHOCTh HE OTBEYATh HA KOHKPETHBIE BONPOCH] UM MOJHOCTHIO OTKA3aThCS OT Y4acTHs B
UCCIIeIOBaHUM B JTF000I MOMEHT 6€3 KaKUX-TM00 MTpadHBIX CAaHKLUH, €CIIU KaKue-I100 TeMBI,
oOcyx/1aemMble BO BpeMsl HHTEPBBIO, BBI3BIBAIOT Y Bac YyBCTBO JuckoMpopTta. S no3adouycs o
BalieMKoM@opTe U pelry BO3HHUKIINE MpoOiIeMbl BO BpeMsi MHHTEpBbIo. Best mHpopmanus,
Kacarolascsi Bac, OyJeT He3aMeIMTENbHO Y/1aJeHa B CiIydae, eClId Bbl peluTe BBIMTH U3

HUCCIICA0BaHU ITOCJIC 3aBCPIICHUA NHTCPBLIO.
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B03MOKHO, BBI HE MOJIYYUTE BBITOJIBI OT Y4acTHsI B TOM HCCJIEIOBAHNH, HO BAlll BKJIAJ MOXKET
M3MEHUTH BOCIPHUATHE HAILIUM OOIIECTBOM YUaIIUXCsS ¢ 0COOBIMU MOTpeOHOCTAMU. Bamn BKiag B 310
HCCIIEIOBaHUE ITyTEM OOMEHA OIBITOM MOKET IIOMOYb MearoraM, MOJUTUKAM U OOIIECTBY B LIEJIOM
B IIPOIIECCE PA3BUTHUS MPAKTUKU HHKIIO3UBHOTO 00pa30BaHus. DTO HCCIEJOBAHNE MOXKET TIOMOYb
JIPYrUM YYUTEISIM pa3padboTars 6osee F3QPEeKTUBHBIE CTPATErHH, KOTOPHIE MOXXHO TIPUMEHUTH B
KJIacce /ISl YJal[uxcsl ¢ 3aMKaHueM; OHH CMOTYT TIOMOYb YJalTUMCS CIIPABUTHCS C TPYIHOCTSIMH H
OJIHOBPEMEHHO MOJIEPKATh UXIICUXOJIOTMUECKOE U colfnalibHOe Onarononayuune. Kpome toro, Baiie
Y4acCTHE MOKET IOMOYb MOBBICUTH OCBEIOMIIEHHOCTh U ICKOPEHHUTh CTUTMY, KOTOpasi OKpYKaeT
3aMKaIOIIUXCSl YICHUKOB, YTO B UTOTE OyJIE€T CITOCOOCTBOBATH CO3/IaHUIO OOIIECTBA, KOTOpOE OyIeT

0JIarOCKJIOHHO M 0JIArOCKJIOHHOOTHOCUTBCS K YYEHHKAM ¢ 0COOBIMH IOTPEOHOCTAMH.

J1o0poBOJILHBINI XapaKTep UCCIeI0BAHUSA:

Bame yyactue B JaHHOM UCCIIEJJOBAaHUH SBJISIETCS MOJHOCTHIO JOOPOBOJIBHBIM. B ciydyae eciu Bbl
PEHIINTE OTKA3aThCA OT Yy4aCTHA B UCCIICAOBAHUHN WUJIU HE 6y11eTe OTBCYATh HA KOHKPETHBIC BOITPOCHI,
ATOHE MOBJEYET 32 COO0M HUKAKUX MOCIEACTBHIMA.

KoHTaKTBI M1 BONIPOCHI:

Ecnu y Bac ecTh BOnpocChl, ONTaCeHUsI WIIH KaJl0Obl OTHOCUTEIBHO TaHHOTO UCCIIEI0OBAHUS, U €T0

MPOIIEAYP, PUCKOB HIIA TTPEUMYIIECTB, MOKATYIHCTa, 0OpaIanTech K pyKOBOIUTEIIO MAaruCTePCKOM

muccepranun CypaBy Mykxonaaxasro 1o ajapecy sourav.mukhopadhyay@nu.edu.kz.
J1J1st TIoJTydeHust 3aIpOCOB HITM BOITPOCOB, KACAFOIIUXCS MPOIIecca UCCISIOBAHMS WIH BaIlIUX MTPaB
KaK y4yacTHHKa, Bbl MOXeTe oopatuthes B MccnenoBarensckuit komuteT NUGSE 1o agpecy

gse_researchcommittee@nu.edu.kz.

Cnacn6o, YTO COTJIACHUIIMCH IIPUHATH YH4aCTHEC B 3TOM UCCIICAOBAHUH.

S BHUMATENBHO HU3YUUII U TIOHSJT I/IH(l)OpMaI_II/IIO, MMpEACTABJIICHHYIO BBIIIC. 4 maro coriacue Ha
y49aCTHuEC B 3TOM HUCCIICAOBAHNU U PA3PCIIAI0 UCIIOJBb30BATH MOU JAHHBIC B UCCIICAOBATCIIbCKUX

LETIX.

WM ygacTHHKA! IToanuce yyacTHuKa!


mailto:sourav.mukhopadhyay@nu.edu.kz.
mailto:gse_researchcommittee@nu.edu.kz

Appendix C: Data Collection Instruments

Interview Questions
The title of the study: Teachers’ Insights on Psychological and Social Well-being of Students who

Stutter in Inclusive Schools in Astana
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Research Questions:

Interview Questions:

What are the experiences of teachers teaching
students who stutter at school?

Can you describe your overall experience
teaching students who stutter?

How do you support students who stutter in
your classroom?

Have you noticed any specific challenges
that students who stutter face during class
participation or group activities?

What is the level of well-being of students
who stutter at school from the perspective of
teachers?

How do students who stutter respond to
instructions and feedback compared to
other students?

How do students who stutter perceive their
speech difficulties, focusing on their level
of self-acceptance, comfort, or frustration,
and whether their

self-confidence changes over time?

How do students demonstrate a sense of
purpose and motivation in academic or
extracurricular activities? How does
stuttering impact students their future
aspirations and self-esteem?

How do you help students who stutter
manage emotional challenges, such as
anxiety or frustration, related to their
stuttering?

How well do students who stutter form
relationships with their peers? Are they
included in social activities, and how do
they engage with classmates?

What coping strategies are taught to help students
who stutter in the school setting?

What methods do you use to encourage
students who stutter to participate in
classroom discussions or activities?
How do you modify your teaching
approach to accommodate the needs of
students who stutter?

In addition, probing questions will be asked for clarification from the participants.



BOHPOCLI AJIi THTEPBLIO
Hazpanwme uccinenopanus: MHeHUS y‘IHTCJIeﬁ O IICHUXOJIOTUYCCKOM U COLITMAaJIbHOM 6J'IaI‘OHOJ'Iy‘lI/II/I

3aUKAOMINXCA YYHCHUKOB B MHKJIFO3UBHBIX HIKOJIaX AcrtaHbl

Bonpock! uccnenoBanus

Bormpocs! 11 HHTEPBBIO

KakoB ombIT yunteneit, 00y4arommx
3aMKaOLINXCS YYCHUKOB B IIKOJIE?

Moskere 111 BBI OITUCATH CBOM OOIIUH OIBIT
MIPEMOIaBaHUsI 3aMKAIOIUMCS YICHUKaM?
Kax BbI moaiep;kuBaere 3auKaronmxcs
YUEHHUKOB B CBOEM Kiacce?

3aMeTHIU JId Bl KaKHue-I11u00 0coObIie
MPOOJIEMBI, C KOTOPBIMU CTAJTKUBAIOTCS
3aMKAOIINECs] YYEHUKH BO BpEMS yUacTHs B
3aHATHUSX WU TPYMIIOBEIX MEPOIIPUSITUSIX?

KakoB ypoBeHb 0J1aromnoyuus 3auKaromuxcs
YYICHHUKOB B IIIKOJIE C TOYKH 3PCHUS YIUTECH ?

Kak 3amkarompiecsi y4eHUKH pearupyroT Ha
WHCTPYKIIUH U OOPaTHYIO CBS3b O
CPaBHEHUIO C APYTUMH YUCHUKAMH?

Kak 3aukaromuecs: y4eHUKHA BOCIIPUHUMAIOT
CBOM peYeBbIC TPYTHOCTH, oOparas
BHUMAaHHUE HA YPOBEHb CAMOIIPUHSATHS,
KoM(opTa WIN pa30dapoBaHUs, U MEHIETCS
JIM UX YBEPEHHOCTh B ce0€ C TeUEHUEM
BpEeMeHH?

Kak cTyneHThl AEMOHCTPUPYIOT YyBCTBO
LIEJIM ¥ MOTUBALIMIO B y4eOHOH U
BHEy4eOHOI aestenbHOCTH? Kak 3amkanue
BJIMSIET Ha Oyayliye yCTpEeMICHHUS U
CaMOOIIEHKY CTYAECHTOB?

Kak BbI HOMOraere 3auKarommumcs
CTYAEHTAaM CIPaBIIATHCS C
3MOLMOHAJIBHBIMY ITpo0IeMamMH,

TAaKUMH KaK TPEBOTa WIH

pa3odyapoBaHue, CBSI3aHHBIE C UX
3auKaHuEM?

Hackomnbko X0po11o y 3auKaromuxcs
YYEHHUKOB CKJIAJBIBAIOTCS OTHOIICHUS CO
CBEPCTHUKAMU? YUaCTBYIOT JIU OHU B
00IIECTBEHHOM NEATENBbHOCTH, U KAaK OHU
B3aUMOJICHCTBYIOT C OJHOKJIACCHUKAMU?

Kaxwne CTpaTeruu NpcoaO0JICHHU A 3aNKaAHN A
NpernoAaroTCs ydyamuMcs C 3aMKaHUCM, B

Kaxne CTpaTeruu NpeoaO0JICHHUA
3aUKaHUA NPCIIOAAOTCH yHAIIIUMCA,
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LIKONIBHOM cpene? CTpaJAoIINM 3aMKaHUEM, B IIIKOJIBHOW
cpene?

e Kak BBl H3MeHseTe CBOM IMOAXO0/ K
MPEOIaBaHuUI0, YTOOBI yUECTh
MOTPEOHOCTH 3aMKAIOIIUXCSI YICHUKOB?




Cyxo0ar cypakrapsbl
3epTTey TakbIpbIObI: ACTaHa KaJIACKIHAA MHKITIO3UBTI MEKTENTEPIH/IE OKUTHIH KOHE

COUIIEYIH/IE TYTBIFYBI 0ap OKYIIBLIAPIBIH ICUXOIOTHSIIBIK )KOHE QJIEYMETTIK KaFIaiibl Typalibl

MYFaliMAEPAiH TYCIHIr1 MeH Taxipubeci
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3epTTey cypaKTapsl:

Cyx0ar cypakrapsbi:

Myranimaepaiy ceisieyine TYTBIFYbI 0ap
OKYIIBUIAPMEH YKYMBIC iCTey OapBhICHIH/IAFbI
TOXKIpHOeci KaHaam?

e TyTHIFyBI Oap OKYIIBUTIAPIBI OKBITYIA
YKaJITBI TOKIpUOCHI3/11 cunarTai
anaceI3 6a?

e CpIHBINTA TYTHIFYBI 0ap OKYIIBLIAPFA
KaJlail KoJijay KepceTecis?

e (i3 OKyIIbUTAP/IBIH Ca0aKKa KaThICy
OapbIChIH/Ia HEMECE TOTITHIK
ic-Trapanap Ke31H/1e TYThIFYbI 0ap
OKYIIbUIAp/IaH KaHal 1a 0ip HaKThI
KHUBIHJIBIKTAp OaliKaapIHbI3 0a?

Myranimziep TYpFbICBIHAH TYTHIFYbI Oap
MEKTEIl OKYIIbUIAPAbIH ICUXOJIOTUSUTBIK JKOHE
SMOLIMAHAJIBI dJI-ayKaThIHBIH JEHIeHi
Kagmaii?

e TyTbeIFysl 6ap OKylIbLIap Oacka
OKYIIBIJIAPMEH CaTBICTBIPFaH 1A
TarcbIpManap MeH Y KYMBICTapbIHA
KaJjai xayar oepei?

e TyTeIFybl Oap OKYIIBLIAP COUIICY
MIPOIIECIH/IC TYTHIFY KUBIHIABIKTAPHIH
KaJlail KaOBLIIAaiIbI, OJ1ap/IbIH ©31H-031
KaObUIIay JCHTeHiHEe, KaraJbIKThI
©31H KalIbl Ce31HETIHI HEMece
KOHUICI3/IIK ICHreline Hazap
aymapajpl )KOHE YaKbIT ©T€ Kelle 031He
JIETeH CEHIMAUIIr1 e3repei Me?

e OKymbUTapbIH cabaKTaH ThIC
ic-TIapajapra KaTbICy BIHTACHI Oap
Mma? TyTeiFybl 6ap OKyIIbLIap
OoJtamak YMTBUIBICTApbl MEH ©31H-031
OaranayblHa Kajail acep ereni?

e TyThIFybl 6ap OKyIIBLIAP TYTHIFYbIHA
0aiiTaHBICTHI ATaHIAYIIBLIBIK HEMECE
KOHUICI3IK CUSKTHI YMOLIMOHAJIBIK
KUBIHABIKTAP bl OTYTe Kanan
KOMeKTececi3?

e KekelTeHeTiH CTYACHTTED
KypJlacTapbIMEeH KapbIM-KaTbIHAC
KAHILIAJIBIKTHI JKaKkchl? Onap
KOFaM/JIbIK )KYMBICTapFa apaiacajbl Ma
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JKOHC CBhIHBIIITACTAPBIMCH Kanaﬁ

apasiacajpl?
MexkTer kaF IaifbIHIa, MyFaTliMIEp TYTHIFYBI Oap e TyreFysl  Oap  OKyIIbUIAp
OKYIIIbUIapFa KOMEKTECY YIIiH KaHIal dJicTep MEeH CBIHBIIITAFbI TaJKbplIaylapra
ToCUIIepIe KYyTriHemi? HEMecCe ic-TIapaiapra KaTbiCyra

BIHTAIAHABIPY VIIIH  KaHOal
omictepai KoJaHachI3?

e TyTeIFybl Oap OKyIIbUIAP
KaXEeTTUTIKTEepiH
KaHaFaTTaHJBIPY YIIiH OKBITY
TOCUIIH Kalail e3repryre
Oosaaer?
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Appendix D: Data Analysis — Transcript and Coding Samples
Sample Transcript

Interviewer: Could you describe your overall experience teaching students with stuttering?

Participant: Briefly about my experience: this is my third year working in schools. This
year, | am working in a private school with a ninth-grade student who stutters. Based on my
observations, the student doesn’t show signs of withdrawing or avoiding communication due to
their stuttering. He sits at the front of the class and always try to answer questions, but he stutters
significantly. I don’t complete their words for them, as | want them to say everything themselves,
even if it takes extra time. If I were to finish their words, it might prevent them from expressing
themselves fully. Even in moments where it seems helpful, I avoid stepping in and simply wait.
The time they take to respond is much longer than other students, but their classmates don’t make
an issue out of it.

Interviewer: And how do you support students with stuttering in the classroom?

Participant: I don’t do any special activities for the student but try to support them as much
as possible. I don’t emphasize their stuttering or exclude them by pointing it out. I provide extra
time for them to answer questions.

Interviewer: During lessons or group activities, have you noticed any specific difficulties for
students with stuttering?

Participant: We haven’t had many group activities, but the student’s interactions with peers
seem normal. They don’t have a specific group of friends who are always around them. They sit at
the front with girls or a boy named Ablai. Some students tend to always stick together, but this
student doesn’t have such close peers. Nevertheless, they interact normally with those nearby.

Interviewer: How do students with stuttering handle assignments and homework compared

to their peers?
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Participant: The student does well in written tasks. However, when asked to respond orally,
their stuttering makes the process much slower compared to others. Aside from the time factor,
there isn’t a noticeable difference. What stands out is that the student doesn’t feel overly self-
conscious about their stuttering, which is an advantage for them. They actively try to participate in
discussions and classroom activities. During breaks, they approach me with questions, both related
and unrelated to lessons, which I try to listen to fully without interrupting. | treat them like any
other normal student, allowing them the time they need to express themselves fully.

Interviewer: How do students with stuttering perceive their speech difficulties? Do you
notice changes in their confidence or emotional state over time?

Participant: I don’t know what the student thinks about themselves regarding their
stuttering. [ don’t ask directly, as it might touch on sensitive areas. Unless they openly share, |
avoid initiating such conversations. However, based on his behavior, he doesn’t appear overly self-
conscious or overly affected by it. It’s possible they do have some insecurities, but I haven’t
noticed any significant signs.

Interviewer: How about outside of class? Do these students show interest in extracurricular
activities? And how does their stuttering affect their aspirations and self-esteem?

Participant: My interaction with the student is limited to class time, twice a week, as the
class has 16 students. I haven’t had an opportunity to discuss their motivation or challenges in
depth. During the science fair week, I noticed they didn’t take part or show leadership qualities.

Interviewer: How do you help students with stuttering manage emotional challenges like
anxiety or frustration?

Participant: Since this is my first experience working with a student who stutters, I realized
I lack both experience and knowledge in emotionally supporting such students. I advise all my
students to take deep breaths and stay calm, but I don’t do anything extra. I recognize that I need to

learn more about how to provide special care and meet such students’ needs.
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Interviewer: How about their relationships with peers? Do students with stuttering socialize
well, and do they engage in group work or activities?

Participant: Other students are very understanding of the student’s stuttering. I haven’t
observed any bullying or teasing related to it. Peers are respectful, don’t interrupt, and don’t
pressure the student to speak faster. This supportive classroom environment likely helps the student
feel confident and comfortable. If their peers were less understanding, the student might not
actively participate.

Interviewer: What methods do you use to encourage students with stuttering to participate
in class discussions or activities?

Participant: | try to ask open-ended questions to encourage the student to share their
thoughts instead of giving brief answers. Occasionally, they pause and don’t respond, and I
intuitively sense they need support. I might ask probing questions like, “Is this what you wanted to
say?” to guide them, and they confirm.

Interviewer: Finally, how do you think teaching methods could be adapted to better meet
the needs of students with stuttering?

Participant: Unfortunately, I haven’t made specific changes to accommodate the student,
although I understand the importance of doing so. My failure to plan lessons considering students’
learning styles and needs is a shortcoming. However, | intend to improve in the future by
researching methodologies and resources to support students who stutter. Academically, the
student is not at the top of the class but also not falling behind. Regarding leadership skKills, |

haven’t noticed a strong willingness to take initiative.



Coding Sample

117

mpoct of
satering

‘about honw they will pronounce certan sounds. They

partculorly thase wha are more actve and. knowledge. paying pecial atention 1 b or wowld asname thot | v b 42678, Which leads 1 withdraval and soctal
differently. wlation,

Themes Subiemes Partcipan | Partcipant 3 Partcipae3 Parcipen Perscpant s Partcipants Faricionn Pascipancs
Well hmm, I've been working h“’-p.;lﬁqm
with @ student who has stutering. ke st ] 07
o cbout, . four months e the et of heclass. Thy receive the some education et o medal emenmens Hese i s
ot cumicuban. When wiin lessn las, i . el
Shem out i front of their Iomework. and ensure they paricipste equly bt e o 5 = e
— e e emarmovpaciny ssien
Teacher individualized tasks are prepared ,
Experience. gl
AIntervention
Compared to other students. develop
_Jmhﬂn,‘;ﬁ-’-r and saw that they were Kind-hearted. sen-aggressive, but
10.a question, they tend & remain silent instead of very semitive They take criicnm pemonally. and bowd
yetat the same time,




118






	Author Agreement
	Declaration
	Ethical Approval
	CITI Training Certificate
	Acknowledgments
	Abstract
	Аңдатпа
	Аннотация
	Chapter 1: Introduction
	Background Information
	Purpose of the Study
	Research Questions
	Significance of the Study
	Summary
	Outline of the Thesis

	Chapter 2: Literature Review
	Introduction
	The Concept of Stuttering
	Students who Stutter in a School Context
	Well-being in School Context
	Teachers’ Role in Life of Students who Stutter
	Teachers Experience of Working with Students who Stutter
	Misconceptions About Stuttering

	Conceptual Framework
	Summary

	Chapter 3: Methodology
	Research Design
	Research Site
	Research Sample
	Data Collection Tools
	Data Collection Procedure
	Data Analysis
	Validity and Reliability
	Ethical Considerations
	Summary

	Chapter 4: Findings
	Introduction
	Study Sample
	Interview Response Analysis
	Teaching Experiences with Students who Stutter
	Positive Teaching Experience
	Negative Teaching Experience

	Impact of Stuttering on Students Who Stutter
	Psychological Effects
	Social Effects
	Physiological Effects
	Academic Challenges

	Psychosocial Well-being
	Self-confidence
	Social Acceptance
	Motivation
	Peer Interaction
	Social Contribution

	Academic and Social Support
	Teaching Strategies: Types of Accommodations
	Social Support

	Summary

	Chapter 5: Discussion
	Teachers’ Experiences Working with Students who Stutter
	Teachers’ Challenges Working with Students who Stutter
	Physiological Challenges of Students who Stutter
	Teachers’ Insights on Psychological and Social Well-being of Students who Stutter
	Teacher’s Coping Strategies with Challenges and Supporting Students who Stutter

	Chapter 6: Conclusion
	Summary of Key Findings
	Limitations
	Implications
	Recommendations
	Directions for Future Research
	Personal Reflection

	References
	Appendix A: AI Declaration Form
	Appendix B: Consent Letters
	Appendix C: Data Collection Instruments
	Appendix D: Data Analysis – Transcript and Coding Samples

