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Abstract
Unpacking English Language Teacher-Tutor Burnout in Kyrgyzstan:
Causes, Consequences, and Coping Strategies
Private supplementary tutoring has emerged as a widespread out-of-school learning activity
globally, commonly referred to as ‘shadow education.’ In Kyrgyzstan, the rising demand for
English proficiency has led many local English language schoolteachers to provide fee-based
English private tutoring (EPT) alongside their regular school duties. Balancing dual roles as
teachers and tutors imposes considerable strain, often resulting in burnout, which is
characterised by mental and physical exhaustion due to excessive work and insufficient self-
care. While the well-being and burnout of language teachers have been increasingly explored
in formal education settings, the experiences of schoolteachers engaged in EPT remain
underexamined, especially in less-researched contexts such as Kyrgyzstan. This qualitative
study seeks to address this lacuna by investigating the motivations driving eight Kyrgyzstani
EFL (English as a Foreign Language) teachers to pursue EPT, the underlying causes of their
burnout, its consequences, and the strategies they adopt to manage its effects. Narrative
writing and individual semi-structured interviews were employed to collect data. The study is
guided by Bronfenbrenner’s (1994) ecological systems theory and Carver’s (2020) Brief-
COPE framework.
Thematic analysis revealed that participants were motivated by financial necessity, career
advancement, personal fulfilment, greater instructional autonomy, and high demand from
parents and students. The study also found that participants’ burnout resulted from emotional
labour, institutional neglect, societal undervaluing of teachers, and competition in the private
tutoring market. Reported consequences included serious physical and mental health
challenges, strained family and social relationships, and growing professional insecurity.

Participants primarily relied on proactive, problem-focused coping strategies, though some
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turned to avoidance or spiritual practices. The study highlights the urgent need to implement
regulatory frameworks for the shadow education sector in Kyrgyzstan and similar contexts, to
recognise the urgent needs of language teacher-tutors, and to develop targeted policies that
safeguard their well-being and strengthen their professional identities across different
settings.

Keywords: Shadow education, English private tutoring (EPT), language teacher-tutor

burnout, Kyrgyzstan, qualitative inquiry



AHaaTna
Koiprbizctangarsl ArpliimbiH Tini Myranim-Penerutopaapsinbsin Kocion Kyiizeaici:
Cebenrepi, Cangapsbi :xoHe Kypecy CTpaterusiiapol
XKexke koceimia Oi1iM Oepy Kazipri TaHIa OYKiT oeM/ie KeH TapalfaH MEKTEIITEH ThIC OKY
(dhopmMackIHa alfHAIIBI )KOHE OYJT KYOBLIBIC KOO1HE «KoJIeHKe1 Oi1iM Oepy» JIereH aTayMeH
oenrini. KelprbI3cTanja aFbUIIIBIH TUTIHE AETEH CYPaHBICTBIH apTybl XKEPrUTIKT1 aF bLIIIBIH
TUI1 MyFaJIIMJIEpIH MEKTEITEr1 HET13T1 KbI3METIMEH KaTap aKblIbI )KEKE PEHeTUTOPIIBIKIIEH
ailfHaspICcyFa utepmenei. MyraiaiM MEH peneTUTOp PeTIHIer1 KOC pesil Katap allbll Kypy
e10yip aybIpTHANIBIK TYABIPHIN, KOOIHECE aMajiaH ThIC )KYMBIC TIEH ©31H-031 KYTyre
YaKBITTBIH 00JIMaybIHBIH KeCIpiHEH TYBIHIAWTHIH MICUXUKAIBIK )KOHE (PHU3UKAIBIK TYPFBIIA
mapiayra, sFHA Kociou kyisenicke okenei. COHFBI KbULIAPHI TUT MYFATIMACPIHIH JI-
ayKaThl MEH KOCI0M IIapiiaybl )Kui 3epTTene 0actazpl. JlereHMeH, peneTuTOPIIbIKIICH
alfHaAJIBICATBIH MEKTEN MYFaTIMICPIHIH TOXKipuOeci, acipece KpIpFpI3cTaH CUSKTHI a3
3epTTeNIreH KOHTEKCTEP/IEe, i Je TOJBIKKAH bl KapacThipbliiMaraH. Ockl 3epTTEy OChI
OJIKBUIBIKTBIH OPHBIH TOJITHIPY/ABI MaKcaT etel. by reutbimu 3eprrey Kplprbi3cTanaarsl
CETi3 aFbUIIIBIH TUTI MYFATIMIHIH KE€KE PEIIeTUTOPIIBIKIICH aHAJILICYFa UTEPMEJIeTeH
YOKJIepi, OJIAp IbIH KOCIOM IIapIiaybIHBIH HET13T1 ce0enTepi, OHBIH CalIaphl )KOHE OCHI
KarJaiiMeH Kypecy YIIiH KOJJIaHaThIH cTpaTterusuapsl 3epTrenmi. epekrep Oasunay
MOTIH/IEP1 MEH >KapThUIail KYPHUIBIMIAIFAH JKeKe cyX0aTTap apKbUIbl )KUHATBL. 3epTTey
bpoudendpennepain (1994) skomorusuibik xyienep Teopusicel MeH Kapsepain (2020)
KbIcKama Kypecy crparerusiapsl (Brief-COPE) ynricine Herizgenres.
TaxpIpbINTHIK TaNAay HOTHIKECIHJIE KAThICYIIBUIAP/IBIH XKEKEe PEEeTUTOPIIBIKIICH
alfHaJIBICYbIHA UTEPMEJIEreH HeT13r'1 ceOenTep PeTiHe Kap)KbUIbIK KaKETTUIIK, KociOu 1amyra
YMTBUIBIC, )K€KE KaHAFaTTaHy ce3iMi, OKBITY YJEpICIHIEr1 epKIH/IK KoHe aTa-aHajap MEeH

OKYyHIbLJIAp TapallbIHAH KOTaphbl CYPAHBIC aHBIKTAJIbI. ConbiMeH KaTap, SMOITHOHAJIABIK



eHOEeKKe MIaMaaH ThIC )KYKTEeMe, HMHCTUTYIIHOHAIBIK KOJIAy/IbIH JKEeTKUTIKCI3/AIr, MyFaIiM
MaMaH/IBIFBIHBIH KOFaMIaFbl MOPTEOECiHIH TOMEH/Ir dKOHE PETIETUTOPIIBIK HAPBIKTAFbI
09CEeKeNeCTIKTIH KYIICI01 KaThICYIIBUIAP/IBIH KOCIOM TYPFbI/Ia MapiiayblHa 9cep €TKEH HEeTi3ri
dbaxTopnap perinae TaHpuLIbL. COHIAl-aK, 3epTTEy HOTHKECT OOUBIHIIA IEHCAYIBIKKA
KATBICTHI aybIp (PU3HKAIIBIK KOHE IICUXUKAIBIK KHBIHIBIKTAP, 0TOACK MEH QJICYMETTIK
KaThIHACTAPbIH IIUEICHICY1 )KOHE MaMaH/IbIKKA KaThICThI TYPAKCHI3/IbIK MTEH CEHIMCI3IIK
ce31Mi KociOu mapiayablH caiiapsl peTiHae aHbIKTalabl. Kateicymbuiap keOiHece 6enceH/l,
Macesere OarbpITTalFaH CTpaTerusIapra JKYT1HIeHIMEH, Keiibipeynepi Macese/IeH Kally
HEMECe pyXaHU TOXKIpuOenepre KYTiHy CTpaTeTusIapbiH KoJIIaHFaH. byt 3epTrey
KpIpFrpI3cTaH jKoHE COFaH YKCac dJIe€YMETTIK-I9KOHOMUKAIIBIK JKaF IaiiIaFbl eNaep YIIiH
KeJIeHKell1 O1U1iM Oepy cajlaChlH PETTEUTIH HAKThl HOPMATHUBTIK-KYKBIKTBIK HET13JIEp /11 KeJIe
TYPJi€ KJIBITITACTHIPY KAXKETTIT1H aiiKbIHAaiap1. COHBIMEH KaTap, TUI TOHIHEeH cabak OepeTiH
YKEKE PEreTUTOPJIApAbIH KOCiON KOHE MaTepUaIbIK KaXKETTUTIKTEPIH MOWBIHAY, OJap/IbIH
QJICYMETTIK KOPFaybIH KaMTaMachl3 €Ty MaHBI3/Ibl €KEHIHE Ha3ap ayaapaasl. MyramiMaepaiy
OJI-ayKaThIH KaKCapTyFa ’oHE OJIAPJIbIH KociOn Oe/eliH KoTepyre OarbITTaliFaH HAKThI, opi
y3aKMep3iMii OuTiM Oepy casicaThl KaxeT.

Tyiiin co30ep: Kenenkeni 0u1iM 6epy, AFBUIIIBIH TUTIHEH KEKE aKbLIbI
PENETUTOPIIBIK, MYFaIIIM-PENIETUTOPIIAP IbIH KociOn Kyh3emici, KelpFeI3cTaH, canaibiK

3EpTTCY
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AHHOTAUA

N3yuyenne Boiropanus Yuureneii-Penernropo Aurimiickoro f13pika B Knlpreiscrane:

[puunnel, Hocaeacreus n Crparerun Ilpeonosenns
YacTHOE NONOJIHUTENIbHOE 00pa30BaHUE CTAJIO LIMPOKO PACIPOCTPaHEHHONW BHEYPOUHOU
(dhopMoii 00ydIeHHSI 10 BCEMY MHUPY, 9aCTO 0003HAYaEMOM KaK «TeHEBOE 00pa3oBaHue». B
KoIpreizcrane pacTymiuii cripoc Ha 3HaHUE aHTIIMICKOTO SA3bIKa MOOYANI MHOTHX IIKOJIbHBIX
yUUTENeH aHTJIMHCKOTO A3bIKa MIPEIOCTABIIATD IUIATHBIE YCIYTH PENETUTOPCTBA AapaIeIbHO
CO CBOE€M OCHOBHOM paboToii B mikojie. CoBMeIeHnE ABYX POJIeH — YUUTEINS U perieTUuTopa
— €037a€T 3HAUNTENbHYIO HAarpy3Ky, 4acTO MPUBOSINYIO K BEITOPAHHIO, KOTOPOE
XapaKTepU3yeTCs YMCTBEHHBIM U (PM3NYECKUM HCTOIIEHUEM BCIIEICTBUE YPE3MEPHOM
3aHATOCTH M HeJocTaTKa 3a00Thl 0 cebe. HecMoTpst Ha To, 4TO GJaronosyyre v BIrOpaHue
Iperno/iaBaTeliell s13pIK0B BCE Yallle U3y4aroTcs B paMKax (opMaIbHOro 00pa30BaHus, OMBIT
LIKOJIBHBIX YYUTEJEH, OTHOBPEMEHHO 3aHMMAIOLINXCS YACTHBIM PENETUTOPCTBOM, OCTAETCA
MaJIOU3y4€HHBIM, OCOOEHHO B TAKMX HEJOCTATOYHO MCCIEJOBAHHBIX KOHTEKCTaX, KaK
Keipreizcran. JlanHOe ucciieioBaHlE CTPEMUTCS BOCIIONIHUTB 3TOT Ipo0et, ucciaenys
MOTHBALMU BOCBMH KbIPIBI3CTAHCKUX YUUTENEH aHIIIMICKOTO sI3bIKa, MOOYIUBILNE X
3aHATHCS PEIETUTOPCTBOM, OCHOBHBIE IPUUMHBI UX MPO(PECCUOHATBHOTO BHITOPAHUS,
MOCJIE/ICTBUS 3TOTO BBITOPaHMsL, @ TAKXKE CTPATEI U, IPUMEHSEMbIE YUUTEISAMHU IS
IIPE00JIEHUS 3TUX nocieacTBUid. COOP JaHHBIX OCYIIECTBIISIICS C MOMOIIBIO HApPaTUBHBIX
IIUCbMEHHBIX PAaCCKa30B U MHAUBUAYAJIbHBIX [IOJIYCTPYKTYPHUPOBAHHBIX HHTEPBBIO.
TeopeTnueckoit OCHOBOM UCCIIEIOBAHUS MOCTYKHIIN IKOJIOTUYECKAs! TEOPHSI Pa3BUTHS
Bpondenopennepa (1994) u nikana kparkoBpeMeHHBIX KomuHT-cTpateruii (Brief-COPE)
Kapgepa (2020).
Temaruueckuit aHaaM3 MOKa3al, YTO YUaCTHUKOB MOTUBHUPOBAIN (PMHAHCOBAS

HCO6XO,[[I/IMOCTB, CTPEMJICHUC K KapbCPHOMY POCTY, JIMIHOC YAOBJICTBOPCHUC, OoJIbIIast
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METOJYEecKasi CB000Ia M BBICOKHIA CIIPOC CO CTOPOHBI poAuTeNei u yyamuxcs. Takxke
BBISICHUJIOCH, YTO BBITOpPaHKE ObII0 00YCIOBICHO SMOIIMOHATIBHBIMU HArPy3KaMH,
MHCTUTYLMOHAJIbHBIM NPEHEOPEKEHUEM, HETIOOLIEHKON YUUTEIBCKOIO TPYAA CO CTOPOHBI
oOmIecTBa U KOHKYPEHITMEH Ha PhIHKE YacTHOrO 00y4eHus. B uuciie mocneacTBuii ObLIn
Ha3BaHBI CEPhE3HBIC (PU3NYECKUE U IICUXUIECKUE TIPOOIEMbI, HANPSHKEHHBIE CEMEHHBIE U
COLIMAJIbHBIE OTHOIIEHHUS, a TaKXKe yCYryOuIsonieecs 4YyBCTBO podhecCuoHaIbHOM
HECTaOUIIbHOCTU. BOJIBIIMHCTBO yYaCTHUKOB MPUMEHSIN aKTUBHBIE CTPATEr U
MIPE0JI0JICHUS, OPUEHTHPOBAHHBIE HA pellleHne MpoOeM, OHAKO HEKOTOphle Mprleranu K
CTpaTerusiM U30eraHus Win JyXOBHBIM MpakTukam. VccienoBanue noquépkuBaet
HE0OX0IMMOCTh CPOYHON pa3pabOTKH HOPMATHUBHBIX MEXaHU3MOB PETYJIMPOBAHUS CEKTOpa
TeHeBOro oOpa3oBanusi B KbIpreIcrane v aHaIOrMYHBIX KOHTEKCTaX, MPU3HAHNS HACYITHBIX
MOTPEOHOCTEN TIPeTo1aBaTesiei-pEeneTUTOPOB aHTIIMUCKOTO S3bIKa, a TAKXKE Pa3padOTKH
3aKOHOB, HAMpPaBJIEHHBIX HA 3aIIUTY UX OJIaronoay4us U yKperieHue npogdeccuoHanbHOU
UJCHTUYHOCTHU B Pa3IMUHBIX 00Pa30BaTEeIbHbIX MPOCTPAHCTBAX.

Knrouesvie cnosa: TeneBoe oOpa3oBaHue, YaCTHOE PEMIETUTOPCTBO MO AHTIIUHCKOMY
S3BIKY, TPO(ECCHOHANILHOE BRITOPAHUE YUUTENeH-peneTuTopoB, Kelprei3cTal, Ka4eCTBEHHOE

HCCICOIOBAaHHUC
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Chapter 1: Introduction

In recent decades, neoliberalism has emerged as a dominant ideology influencing
all domains of an individual's life, including education, which promotes the “social logic
of human capital formation” (Seddon et al., 2014, p. 5). The main objective of neoliberal
governmentality is to provide people with entrepreneurial skills by strengthening private
property rights, free trade, and free markets (Duong & Silova, 2021). Accordingly, modern
education aims to prepare a workforce capable of navigating the flexibility and instability
generated by the neoliberal economy (Rojo & Del Percio, 2020).

Neoliberal tendencies in education, including decentralization, privatization, and
the implementation of standardized curricula and assessments, extended beyond formal
school settings (Gupta, 2021; Manan & Hajar, 2022). While schools remain central to
educating young people, a substantial amount of teaching and learning occurs outside these
formal environments through private supplementary tutoring (PT). Bray (2023) describes
PT as “shadow education” because much of its content mimics the curricula and
examination systems of mainstream schooling. This definition excludes extracurricular
activities related to culture or sports.

A prominent form of PT is English language private tutoring (EPT), which
occupies a distinctive position within the PT market for several reasons. Firstly, English is
perceived as a vital skill offering a competitive advantage in education and employment,
particularly within neoliberal frameworks (Hamid & Mahmud, 2023; Hajar & Tabaeva,
2024; Manan & Hajar, 2022). Secondly, like mathematics, English is a core subject in
most global curricula. Furthermore, EPT significantly influences the fields of applied
linguistics and language education, encompassing issues such as English tutor identity, the
commercialization of English language teaching (ELT), and its consequential washback

effects on instructional methods and assessment practices within public education (Yung &



Hajar, 2023). According to Baker (2020), fee-charging PT, including EPT, is “inevitable,
universal, and will likely continue to intensify into the foreseeable future” (p. 311). The PT
industry provides millions of people with full- or part-time jobs, both offline and online.

In addition to their regular classroom duties, many schoolteachers engage in PT to
generate extra income. These dual roles as both schoolteachers and private tutors can
negatively impact their well-being, leading to physical and emotional burnout when job
demands exceed their capacity (Nayernia & Babayan, 2019). The problem of burnout
among language teachers, especially those involved in EPT, is often overlooked or
receives limited attention (Griffiths, 2025). This is partly because teachers experiencing
burnout may hesitate to seek help, fearing perceptions of ineffectiveness or weakness
(Hajar & Mukhamediyeva, 2025). This hesitation exacerbates the problem, illustrating the
value of addressing this issue more openly.

In this regard, with a focus on EPT, this thesis documents a qualitative study that
examines the issue of English language teacher-tutor burnout in Kyrgyzstan, a post-soviet
country. More specifically, this study is the first empirical study in Kyrgyzstan exploring
eight English teachers’ motives for providing EPT, their experiences of burnout while
managing dual roles, and their coping strategies. The present chapter provides background
on the rising demand for EPT and the emerging issue of teacher burnout, particularly
among EFL teacher-tutors. It also presents the research problem and purpose, research

questions, and the significance of the study.

Background of the Study

Neoliberal ideologies entered Central Asia after the dissolution of the Union of
Soviet Socialist Republics (USSR) in 1991. The relatively young republics of Central Asia
initiated a range of reforms aimed at fostering economic and political development,

promoting the education of their citizens by improving the quality of teaching, and



providing the population with access to free primary and secondary education. There has
been an increase in private educational institutions and international partnerships,
especially in higher education. The countries launched policies to revitalize their state
languages (Amantay et al., 2017; Chotaeva, 2004; Shozamonov et al., 2021). Russian was
relegated to the role of a language for interethnic communication, while the significance of
the English language grew as regional governments embraced a neoliberal agenda focused
on global integration and economic independence (Ahn & Smagulova, 2022; Liddicoat,
2019). However, this transition challenged many Central Asian students struggling with
unfamiliar test-based assessments, a shift from Soviet-era practices. Silova (2010)
emphasizes that “to adapt to the new socio-political realities and cope with post-socialist
system changes,” people began employing various approaches (p. 328). For instance, by
viewing education as a marketable service that could be purchased, they increasingly
turned to PT providers (Hajar & Karakus, 2023).

The study presented in this thesis was conducted in Kyrgyzstan, a landlocked,
mountainous country in Central Asia and the former Soviet republic. Its educational
system reflects Soviet-era influences and geographical constraints. School education in
Kyrgyzstan is divided into primary (grades 1-4), lower secondary (grades 5-9), and upper
secondary education (grades 10-11). These compulsory levels of education are provided
free of charge. Grade 11 graduates may take the National Scholarship Testing (NST), an
optional centralized high-stakes examination for university entrance. It determines
university admission and whether students study on a scholarship or a fee-paying basis
(Shamatov & Bahry, 2020).

The Kyrgyzstani school system reflects the country's rich ethnic and linguistic
diversity. It serves students from different ethnic backgrounds, including Kyrgyzs (74%),

Uzbeks (14.8%), Russians (4.9%), Dungans (1.1%), Uygurs (0.9%), Tajiks (0.8%), and



other groups (National Statistical Committee, 2022). Kyrgyz is the medium of instruction
in 1,423 schools, attended by 75% of school-aged children. Furthermore, 216 schools use
Russian, 43 use Uzbek, 3 use Tajik, and 551 offer instruction in both Russian and Kyrgyz
(Kabar.kg, 2018).

Before 1991, the phenomenon of PT in Kyrgyzstan was predominantly aimed at
preparing the elite for university admission (Stastny, 2024). University professors acting
as tutors were reputed to leak exam questions to their tutees, contributing to the perception
of PT as being associated with corruption (Khaydarov, 2020). The dissolution of the USSR
facilitated the expansion of PT in the newly independent Kyrgyzstan. The growth of PT in
Central Asia after 1991 can be attributed to a confluence of sociocultural (such as the
increasing societal emphasis on education), economic (including reduced educational
funding and the declining status of school teachers), and educational factors (such as a
decline in the quality of school education and the introduction of NST) (Bagdasarova &
Ivanov, 2009).

Despite an annual 2% wage increase, school teaching in Kyrgyzstan remains
poorly compensated (World Salaries, 2024). Teachers typically fall within the lower-
middle to middle socioeconomic class, with their earnings influenced by experience,
educational attainment, gender, and geographic location. Therefore, many serving teachers
found PT essential to generate additional income. However, juggling dual roles as
schoolteachers and tutors often leads to burnout.

In Kyrgyzstan, English is widespread, driven by several reasons. Firstly, English is
the second most frequently tested subject in NST among eight subjects (Bagdasarova &
Ivanov, 2009; testing.kg, 2022). Secondly, since 1991, several English-medium institutions
(the American University of Central Asia, the University of Central Asia, the OSCE

Academy, International Alatoo University, and Kyrgyz-Turkish Manas University) were



established (Bezborodova & Radjabzade, 2021). These universities require high English
proficiency for admission. Thirdly, multilingualism is perceived by Kyrgyzstani citizens as
a means to realize personal potential, overcome cultural barriers, and engage with the
global labor market. Lastly, English proficiency is increasingly regarded as an alternative
to labor migration to Russia (Ahn & Smagulova, 2022). Thus, this high demand drives
people to seek opportunities to improve their English in informal settings, including
private tutorial centers. Related to this, some schoolteachers turn to EPT to supplement
their income, although this additional responsibility is often linked to burnout.

Despite financial benefits and growing demand for English tutors, teacher-tutors
often face more criticism than support (Duong & Silova, 2021). Kyrgyzstani President
Sadyr Zhaparov (Kutbilim, 2024) emphasized that the comprehensive enlightenment of
citizens and the development of youth into excellent professionals is directly linked to the
efforts of teachers. Therefore, it is essential to not only utilize teacher-tutors’ services but
also offer them both financial and moral support. Given the lack of research on burnout
among EFL teacher-tutors in Kyrgyzstan, the present qualitative study seeks to address this
research gap by capturing the voices of eight serving English teachers who are also private

tutors.

Problem Statement

Teachers shape education by implementing policy decisions (Johnson, 2013).
However, scant attention has been directed to how they cope with workplace challenges,
particularly when managing dual roles. Several studies reported that many serving teachers
experience increasing dissatisfaction, stress, and feelings of depersonalization often linked
to poor working conditions (Skaalvik & Skaalvik, 2015). These issues negatively impact
teachers' emotional well-being, resulting in burnout, professional disillusionment, self-

doubt, and even severe health problems (Kwafo, 2024; Skaalvik & Skaalvik, 2015).



Support from school administration, community members, parents, colleagues, and
policymakers can help teachers overcome school-based challenges. Despite this, teacher
attrition is a global issue that also affects Kyrgyzstan (Skaalvik & Skaalvik, 2015). In
Kyrgyzstan, almost 60% of young schoolteachers leave their jobs within the first three
years (Bengard, 2021). This has contributed to a nationwide teacher shortage (Mir24,
2022). Low salaries are a major factor driving teacher attrition in Kyrgyzstan (Shamatov &
Bahry, 2020). To generate additional income, school teachers oftentimes resort to PT.
However, undertaking PT can increase the risk of burnout.

Studies on educators’ well-being and burnout mostly focused on factors
influencing teachers' satisfaction in formal settings (e.g., Brady & Wilson, 2020 in
England; Griffiths et al., 2020 in Turkey; Mahmoodi-Shahrebabaki, 2016 in Iran; Prasojo
et al., 2019 in Indonesia; Pyhélto et al., 2021; Saloviita & Pakarinen, 2020 in Finland;
Skaalvik & Skaalvik, 2009 in Norway; Sulis et al., 2024 in Austria). In contrast, a few
empirical studies examined the dual roles of EFL teachers who also work as tutors,
including their motives for providing tutoring and their evaluation of EPT experiences in
Central Asia (e.g., Hajar & Mukhamediyeva, 2025; Vassilova, 2023).

Furthermore, limited research has explored EPT in Central Asia, with a few
exceptions in Kazakhstan (e.g., Hajar, 2023; Hajar & Karakus, 2023b) and in Uzbekistan
(Hajar & Tabaeva, 2024), though these studies rarely capture the voices of teachers
providing EPT. In Kyrgyzstan, few empirical studies have addressed PT (e.qg.,
Bagdasarova & lvanov, 2009; Silova, 2009, 2010), and none have investigated burnout
among the participants. This qualitative study aims to address this glaring lacuna by
capturing the voices of eight EFL teacher-tutors in Kyrgyzstan, reporting the causes of
burnout in their teaching profession, and exploring the strategies they adopt or plan to use

to deal with their burnout.



Purpose of the Study and Research Questions

This qualitative study aims to fill the gaps in the literature by focusing on the
phenomenon of burnout among Kyrgyzstani EFL teacher-tutors. Specifically, it represents
the first empirical study in Kyrgyzstan that seeks to investigate teacher-tutors' motives for
providing EPT, contributing factors to burnout, the impact of their dual roles on their
personal and professional lives, and the strategies they use to manage burnout symptoms.
Drawing on Bronfenbrenner’s (1994) Ecological Systems Theory, the following research
questions guided this qualitative study:

1. What motivated EFL teachers to provide fee-charging EPT in Kyrgyzstan?

2. What factors caused the participants’ burnout while conducting the English

language private lessons?
3. What are the consequences of burnout as experienced by the participants?

4. How do the participants manage burnout (i.e., their coping strategies)?

Significance of the Study

The significance of this empirical study lies in its potential to enhance the well-
being of EFL teacher-tutors in Kyrgyzstan. Being the first study investigating the factors
contributing to English teacher-tutors’ burnout in Kyrgyzstan, the impact of dual roles as
schoolteachers and private tutors, and the strategies for managing burnout symptoms, the
findings of this qualitative study can provide insights that benefit teacher-tutors,
educational institutions, policymakers, and the broader community.

Firstly, teacher-tutors may gain a deeper understanding of burnout, enabling them
to recognize early signs and take steps to manage it. Secondly, this study can be regarded
as the first empirical study in Kyrgyzstan that provided EFL teachers with the opportunity
to express their own concerns that affect their wellbeing. Thirdly, educational institutions

can benefit from the findings by understanding the challenges faced by teaching and



tutoring staff. Based on this understanding, institutions can create supportive work
environments. Furthermore, policymakers can use the findings to improve the conditions
and well-being of teacher-tutors. Also, this study can urge policymakers in Kyrgyzstan and
in other Central Asian countries to enact effective procedures to regulate the PT market
due to concerns about exacerbating social and educational inequalities, adverse impacts on
formal schooling, corruption, consumer and employee protection, and tax-related issues.
Additionally, this study contributes to the broader literature on language teacher well-
being and provides a foundation for future research in similar contexts. Finally, the
research can also benefit the local community by promoting a better understanding of the

pressures faced by teacher-tutors and the importance of supporting them.

Outline of the Thesis

This thesis consists of six chapters. The first chapter introduces the study by
providing background data on the emergence and development of PT in Kyrgyzstan, along
with the problem statement, purpose, and research questions. Chapter 2 reviews relevant
literature and outlines the theoretical framework. The third chapter describes the
methodology used in conducting this study, while Chapter 4 presents the findings from the
analysis of the qualitative data. Chapter 5 interprets the findings and discusses their
implications, study limitations, and suggestions for future research. The final chapter
concludes with an overview of the findings, practical recommendations, reflections on the

study’s significance.



Chapter 2. Literature Review

The previous chapter provided relevant background information for this study on
burnout among Kyrgyzstani English language teacher-tutors. It initiated a discussion on
the neoliberal influence on education, the rise of fee-charging private tutoring (PT) and
English private tutoring (EPT), focusing on its rise in Central Asia, and the dual
responsibilities and burnout challenges faced by EFL teacher-tutors. This chapter presents
a review of local and international studies on the following themes: definitions and
conceptualizations of PT, the scale of PT/EPT in Central Asian countries, the complex
identities of teachers as EPT providers, and the motivations for English teacher
involvement in fee-charging PT. The present chapter also describes teacher-tutor burnout,
including its causes, consequences, and coping strategies used to overcome their diverse
challenges. The chapter concludes with an explanation of Bronfenbrenner’s (1994)
Ecological Systems Theory, which guides the present study. This theory can be useful in
this study to examine how different levels of English teachers’ environment (e.g., their
relationships with tutees, tutees’ parents, owners of the tutorial centers, and societal

expectations) contribute to their burnout.

The ‘Shadow Education’ Phenomenon: Emergence, Modes, and Intensity Worldwide

Shadow education refers to fee-charging private tutoring in core academic subjects
conducted outside school hours, excluding extracurricular areas such as music, art, or
sports (Bray, 1999). It is called 'shadow' education because it mirrors the school system,
replicating curricula and evolving alongside mainstream education (Bray, 1999, 2023).
Gupta (2022) defines PT as a privatized system designed to improve student performance
in formal assessments.

The metaphor "shadow education™ was first introduced in a 1991 Malaysia-based

study, funded by Canada’s International Development Research Centre (Marimuthu et al.,



10

1991). Stevenson and Baker (1992) then applied the term to Japan, while George (1992)
used it for similar practices in Singapore. The concept gained broader attention through
Bray’s (1999) influential book, The Shadow Education System: PT and Its Implications for
Planners, published by UNESCO-IIEP.

Shadow education has a long global history (Hajar & Karakus, 2024). In the
Middle East, it gained prominence during the 1960s and 1970s (Bray & Hajar, 2023). In
East Asia, shadow education has deeper roots, shaped by Confucian values that emphasize
education, diligence, and social mobility, often associated with elitism (Yung & Bray,
2017; Zhang & Yamato, 2018). For instance, Japanese tutoring centers, or jukus, emerged
in 1911 when a Tokyo teacher opened the first center at parents' request to help children
prepare for lower secondary entrance exams (Sato, 2012). Similarly, South Korean
hagwons appeared in 1903, established by the Hwang-Sang Young Men's Christian
Association to promote Western culture and support English and math education (Kim,
2016).

In Russia, paid tutoring traces back to the mid-19th century when newspapers
advertised these services (Mikhaylova, 2022). During the Soviet period, PT became
essential for admission to elite universities, despite state promises of equal educational
access (lvanov & Bagdasarova, 2009). Following the Soviet Union's collapse, shadow
education expanded further, driven by chronic underfunding and declining public
confidence in educational quality (Silova, 2009).

Over the past two decades, shadow education has grown worldwide, as studies
from various regions show. Bray (2021) highlighted its presence in Africa, while Central
Asia (Silova, 2009), East Asia (Kim & Jung, 2022), Europe (Bray, 2011), and the Middle

East (Bray & Hajar, 2023) have also drawn increasing attention in academic literature.
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Although "shadow education™ is widely used in international literature,
terminology varies by context, with examples including "extra lessons" in parts of the
Caribbean (Stewart, 2015), "private tuition” in Mauritius, the UK, and some Southeast
Asian countries (Foondun, 2002), "coaching" or "after-school tutoring" in the US
(Buchmann et al., 2010), juku in Japan (Allen, 2016), hagwon in South Korea (Kim &
Jung, 2021), bou zaap in Hong Kong (Yung, 2021), and repetitorlik in post-Soviet regions,
including Kyrgyzstan, the context of the present study (Zaylobidinova, 2019).

The growing demand for PT worldwide has diversified its delivery methods, from
one-on-one sessions to large lecture halls (Bray & Lykins, 2012). Services are offered by
actors ranging from self-employed students and school teachers to local businesses and
multinational companies (Bray, 2024; Luo & Chan, 2022). Some companies use
technology to connect tutors with families, while others provide in-person sessions in
homes or public spaces. Tutor quality varies, with some receiving formal training and
others not, and session lengths range from a few hours before exams to over 12 hours
weekly during the term and holidays (Bray, 2024).

Regarding the modes of PT, while tutors deliver their tutorial sessions individually
or in groups, the literature shows that some tutors instruct online while their assistants
support students in person with homework utilizing Al chatbots to aid learners (Yung &
Hajar, 2023). The COVID-19 pandemic spurred the rise of Zoom tutors, or "Zutors"
(Hajar, 2023), and, reflecting this shift, Hajar's (2023) research on EPT in Kazakhstan
found 52% of 336 students from Grade 6 (age 11-12) attended group lessons, 22%
experienced both individual and group tutoring, 17% had one-on-one sessions, and only
9% had online EPT, though this number likely rose during the pandemic.

PT —including EPT as its sub-category- has seen substantial global growth due to

economic and educational motivations (Baker, 2020). For instance, over one-third of
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students in Egypt, India, Malta, and Romania (Bray, 2003, 2006); about 90% of
elementary students in South Korea; 85% of secondary students in Hong Kong and China;
and 60% of primary students in India and Kazakhstan (Bray & Lykins, 2012). This trend is
most evident in countries emphasizing educational effort and high-stakes examinations,
such as Singapore and Japan, where PT supports academic competitiveness (Baker &
LeTendre, 2005). In post-Soviet Kazakhstan and Kyrgyzstan, students engage in fee-
charging PT/EPT to prepare for the Unified National Test (UNT), IELTS, or the National
Scholarship TEST (NST) (Shamatov, 2012; Shamatov & Bahry, 2020; Silova, 2009;
Silova & Bray, 2006; Silova & Brehm, 2012). Moreover, PT acts as a social mobility tool
for middle- and lower-income families, while higher-income groups use it to maintain
status (Bray, 2024; Silova, 2009). Additionally, shadow education, including EPT, drives
parental investment, impacting students’ academic performance, learning strategies,
motivation, and well-being (Luo & Chan, 2022), as middle-class families increasingly
adopt intensive tutoring strategies characteristic of the tiger parenting phenomenon, driven
by cultural and socioeconomic pressures to ensure success in competitive systems
(Kobakhidze et al., 2024; Zhang, 2020).

Though PT is often associated with high-stakes exams, studies like Aurini and
Davis (2004) show that PT can thrive without them, as in Canada. In under-resourced
systems like Cambodia and Egypt, PT fills educational gaps (Bray, 2024; llle & Peacey,
(2019). Conversely, economic constraints and funding cuts, as seen in Syria and Yemen,
have driven teachers to adopt PT as a "survival mechanism" (Bray & Hajar, 2023).
Although schoolteachers dominate the EPT/PT market in low-income countries (Manzon,
2018), wealthy Gulf states like Qatar and Saudi Arabia saw increases due to ineffective
distribution of national resources to schools and teachers (Abu-Shawish, 2023; Al-

Maadheed, 2017; Brewer & Goldman, 2010).
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This reliance on PT has fostered a large industry contributing to national
economies. For example, in South Korea, PT's share of GDP rivals public education (Kim
& Park, 2010). The global PT market, valued at over $200 billion, continues to grow,
driven by various cultural and academic factors (Global Industry Analysts, 2022). In
Japan, PT transitioned from an elite privilege in the late 19th century to widespread
practice by the mid-20th century, with high student participation (Baker, 2020). Similarly,
during the Soviet era, PT was reserved for elite university preparation but expanded after
the collapse of the Union of Soviet Socialist Republics (USSR) (Bagdasarova & lvanov,
2009).

While this global expansion underscores the influence of PT on educational
systems and economies, a specific area of interest that has yet to receive substantial
scholarly attention is EPT, which remains relatively underexplored and is described as
"still in its infancy” (Hajar & Tabaeva, 2024, p. 1). This is surprising given the widespread
participation in countries where English is central to the curriculum (Hamid & Mahmud,
2023). English proficiency is closely tied to academic success and career prospects,
especially in systems prioritizing high-stakes exams (Yung & Wong, 2024).

Over the past decades, PT growth, including EPT, has been linked to neoliberal
education reforms emphasizing market-driven principles, individualism, and the
commodification of knowledge (Silova & Brehm, 2012). Neoliberalism positions
education as a commodity, fostering competitive environments where PT flourishes. This
shift transformed education systems from public goods into market-based services.

The significance of English and EPT is closely linked to neoliberal ideologies,
where language is commodified as a tool for social and economic advancement.
Bourdieu's (1991) concept of the linguistic market serves as a basis for comprehending the

commodification of English as linguistic capital, underscoring its significance in economic
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transactions. As a commodity, English’s utility and market value make it essential for
accessing elite jobs and international opportunities (Akynova et al., 2014; Simpson, 2020).
Globalized education intensified demand for English, with educational institutions seen as
key sites for producing human capital capable of navigating the precarity of the neoliberal
economy (Rojo & Del Percio, 2020). Additionally, the notion of linguistic
entrepreneurship highlights the strategic use of English to bolster one’s socio-economic
value, aligning with the neoliberal conception of the "entrepreneurial self" (De Costa,
2020). Viewed as both a tool for social survival and access to various forms of capital
(Manan, 2021; Park & Wee, 2012), EPT represents a crucial investment for both
individuals and institutions seeking to attain upward mobility in a competitive global job
market. Therefore, English and EPT exemplify the convergence of language
commodification and neoliberal ideologies, influencing educational and economic
practices around the globe.

PT, driven by social competition, cultural expectations, and gaps in public
education, emerges as both a product of market-driven reforms and a solution to local
educational needs (Hajar & Karakus, 2023; Hajar & Mukhamediyeva, 2025). This dual
role highlights PT’s multifaceted role in contemporary education, where global policies
intersect with local requirements. Additionally, the rise of neoliberalism has heightened the
importance of English, intensifying inequalities in access to linguistic resources, an issue

further discussed in the next section on PT and EPT in Central Asia.

Scale, Nature and Effectiveness of Shadow Education in Central Asia

Central Asian countries—Kazakhstan, Kyrgyzstan, Tajikistan, Turkmenistan, and
Uzbekistan— experienced a Soviet model that treated schools as self-sufficient,
discouraging external supplementation (Kobakhidze, 2016). Although higher education in

the USSR was free and supported by state stipends, Central Asia had few institutions, and



15

only about 15% of secondary graduates could attend (DeYoung, 2008; Shamatov, 2012).
This scarcity drove the phenomenon of shadow education to become an essential means to
enhance university admission chances, despite ideological opposition (Bray & LyKins,
2012). Chermnikh (2012) observed that shadow education was viewed as a threat, as it
exposed flaws in the formal system—an idea incompatible with communist ideology. This
stigma persists today, with fee-charging tutoring still viewed negatively in Russia, echoing
Soviet-era attitudes (Kobakhidze, 2018).

The Soviet Union's collapse in 1991 triggered severe economic turmoil, including
inflation and declining incomes, across post-Soviet states (Stastny, 2024). Central Asian
nations faced unemployment, wage cuts, poverty, and corruption (Niyozov & Shamatov,
2005; Shamatov, 2015; Silova, 2009; Stastny, 2024). Tajikistan's real GDP fell by more
than half, while Kazakhstan, the Kyrgyz Republic, and Turkmenistan saw over a third
decrease, with Uzbekistan, the least affected, experiencing an 18% drop (Mertaugh, 2004).
Thus, education budgets were slashed, reducing access to textbooks, teacher training, and
infrastructure investment (Anderson et al., 2004; Bagdasarova & lvanov, 2009; Mertaugh,
2004). Teacher salaries in Kyrgyzstan and Tajikistan were described as "symbolic* and
poverty-level, insufficient for basic needs (Silova, 2009; World Bank, 2005). This led to a
reduction in qualified teachers, deteriorating education quality, and widening achievement
gaps between urban and rural students (Holmes et al., 1995; Silova, 2009). These
conditions fueled the growth of shadow education, which became highly sought after
(Kobakhidze, 2016; Mertaugh, 2004; Silova, 2010). Table 1 provides data on the scale of
PT in Central Asia. While some figures represent rough estimates rather than precise
measurements, they contribute to a broader understanding of the phenomenon, forming
part of the "jigsaw puzzle which can be used to assemble the picture” (Bray, 20214, p.

445).



Table 1

The Scale of PT in Central Asia

16

Central PT scale (students) PT scale (schoolteachers as
Asian tutors)
country
Kyrgyzstan 52.5% of a sample of 1,100 first-  Among the same group, 62.5%
year university students reported  reported purchasing PT directly
engaging in PT during their final ~ from their schoolteachers
year of secondary school (Bagdasarova & Ivanov, 2009).
(Bagdasarova & lvanov, 2009).
Kazakhstan In a sample of 503 students from  Among the surveyed students, 13%
Grade 6, 71% reported attending  said their tutors were teachers from
PT in the previous 12 months other schools, and 10% identified
(Hajar et al., 2023). Conversely, them as their own schoolteachers.
in a sample of 1024 primary However, a notable 48% could not
school students, 56% received PT  specify who their tutors were,
(Hajar & Tabaeva, 2024). highlighting a significant lack of
transparency and accountability in
the PT sector (Hajar et al., 2023).
Tajikistan Among a sample of 994 first-year  Among the same group, 73.1% of
university students, 60% reported  students revealed that they bought
having received PT during their PT sessions from their
final year of high school (Kodirov  schoolteachers (Kodirov &
& Amonov, 2009). Amonov, 2009).
Uzbekistan Among 109 students from Grade  The same study, which included

Turkmenistan

12 of two schools, 95% reported
receiving PT over the previous 12
months (Khaydarov, 2020).

Following independence in 1991,
unregistered PT classes became
widespread, conducted in
teachers' homes or other informal
settings (Clement, 2006, as cited
in Silova, 2009, p. 59).

109 students and 16 teachers from
two academic lyceums, found that
lyceum teachers were the primary
providers of PT (Khaydarov,
2020).

Following the dissolution of the USSR, de-Russification and de-Sovietization

processes aimed to protect national interests by removing Soviet symbols and reducing the

Russian language's dominance as the main communication medium (Chankseliani, 2017;

Pavlenko, 2009). This transformation elevated the role of English, as market-driven

economies prioritized skills like English and IT, which offered financial advantages

(Mertaugh, 2004).
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In Kazakhstan, the government promoted English for international integration
through Nazarbayev’s 2007 trilingual policy, which expanded instruction to scientific
subjects (Kambatyrova, 2024; Karabassova, 2020). While these initiatives aimed to
improve English proficiency, they also fueled PT growth, particularly for the UNT exam
(Hajar & Karakus, 2023). Tleuzhanova et al. (2020) report that 46% of PT users took
private English lessons, and 14% used EPT to prepare for the UNT (Kalikova &
Rakhimzhanova, 2009). Other key motivations for learning English were self-
improvement (64.5%), career advancement (51.8%), and studying abroad (41.8%)
(Tleuzhanova et al., 2020).

Similarly, in post-Soviet Uzbekistan, English gained prominence as a tool for
international integration and global communication. Khaitova (2000) described English as
essential for promoting an open and democratic society in Uzbekistan. Rising demand for
English reflected both government and public recognition of its role in globalization.
While no official policy promoted English learning, an increasing number of preschools,
secondary schools, and universities included English in their curriculum (Hasanova, 2007).

In Kyrgyzstan, since gaining independence, English has become a top priority
across education, government, and the labor market (DeYoung et al., 2006). Though taught
primarily as a foreign language, it is valued for enabling personal advancement and access
to global job markets. Moreover, English is seen as an alternative to labor migration to
Russia (Ahn & Smagulova, 2022), a key destination for Kyrgyzstanis from both more and
less Russified regions (Agadjanin & Nedoluzhko, 2022). These factors have driven many
students in Kyrgyzstan to learn English and other foreign languages for academic and
career development. As a result, among students who received PT, the largest proportion

(45.7%) focuses on foreign languages, particularly English (Bagdasarova & Ivanov, 2009).
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Overall, Central Asian students considered PT/EPT as an “enrichment strategy”
and a path to high-quality education (Silova & Brehm, 2012). Their reasons for attending
private lessons included understanding subjects, bridging knowledge gaps, addressing
system flaws, and exam preparation, with fewer influenced by peers or parental pressure
(Bagdasarova & lvanov, 2009; Hajar et al., 2023; Khaydarov, 2020). Particularly, EPT in
Kyrgyzstan supports students by aligning with school curricula, enhancing proficiency,
and preparing for exams such as the National Scholarship Test (NST) and university
entrance exams for English-Medium Instruction (EMI) institutions. The NST offers
optional tests in eight subjects, with English being the third most selected by students
(CEATM, 2023). Silova (2009) reported that 78.2% of Kyrgyzstani students believed
PT/EPT impacted their university entrance exam outcomes, with 57.1% citing “some
impact” and 24.1% noting a “great impact.” Conversely, 7.8% felt it had no effect, and
10.9% were uncertain. Standardized tests like the NST can serve as indicators of PT/EPT
effectiveness. For example, in Kyrgyzstan, students from urban areas (Bishkek, Osh, and
regions like Chui and Osh) with better PT access receive higher NST scores than students
from rural areas with limited educational support infrastructure (CEATM, 2023; Shamatov
& Bahry, 2020). Apart from NST, EPT prepares students for standardized tests like
IELTS, TOEFL, and SAT, essential for admission to prestigious universities abroad.
Beyond academic preparation, it aids career development by enhancing English
communication skills and offering specialized courses such as business English for adults
(Yung & Hajar, 2023).

The increasing reliance on PT/EPT in Central Asia reflects trends in student
participation and parental investment, driven by the pursuit of academic success and
competitive opportunities. This is evidenced by Silova (2009), who reported that over half

(51.6%) of PT/EPT users in Central Asia spent more than three academic hours weekly on
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tutoring, with 22.1% focusing on one subject and 9.0% attending tutoring for three or more
subjects.

A comprehensive study of 1,100 students from five universities in Kyrgyzstan
found that 52.5% of students had engaged in PT/EPT during their final secondary school
year (Bagdasarova & lvanov, 2009). This study highlighted various tutoring formats: 25%
of students had opted for private lessons only, 8.1% had attended preparatory courses
exclusively, and 19.4% had combined across multiple subjects. Moreover, PT/EPT was
most common in Grade 11 (48.4%), followed by Grade 10 (21.8%), Grade 9 (17.5%), and
Grade 8 or earlier (12.3%). In general, EPT formats range from one-on-one to group and
lecture-style sessions common in Asian ‘cram schools' (Allen, 2016; Yung, 2019, 2022).
The global rise of online EPT broadened access to tailored learning (Kozar & Sweller,
2014; Ventura & Jang, 2010), paving the way for Al platforms that offer personalized
language development.

PT/EPT costs in Central Asia reflect regional economic disparities. For example,
Silova (2009) highlighted that annual costs per subject equaled 1.28% of GDP per capita
(PPP) in Kazakhstan, 1.82% in Kyrgyzstan, and 2.21% in Tajikistan. In particular, Hajar
and Karakus (2023) noted that 55% of 952 Kazakhstani students spent 21,000-40,000
tenge (US$47-90) monthly on PT/EPT. Kalikova and Rakhimzhanova (2009) reported that
PT/EPT pricing varied by tutor qualifications, student level, and university prestige, with
upper-grade students paying more for university-entrance exam preparation. In
Kyrgyzstan, Bagdasarova and Ivanov (2009) observed that the average annual cost per
subject was $63.8; most paid under $50, though some exceeded $1,000.

Overall, the emphasis on English education in Central Asia, especially in
Kyrgyzstan, underscores its role in academic and economic mobility in a globalized

environment. This growing demand increased the need for qualified language educators,
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many of whom provide EPT to supplement their income and expand their professional
influence. The next section will explore why teachers engage in PT/EPT and its
implications for the education system.
Language Teachers as Private Tutoring Providers: Motives and Effects

The EPT/PT industry, with its low entry barriers, became a major employment
source for teachers, academics, professionals, and global franchises (Kim & Park, 2012;
Suante & Bray, 2024). This study focuses solely on EFL teachers providing EPT. Some
studies examined English teachers’ dual roles in tutoring, especially how these roles shape
their professional identities (Ramila-Diaz, 2023; Trent, 2016; Xiong et al., 2022; Yung &
Yuan, 2020). Understanding these identities is crucial in Central Asia, as they reflect

changes in educational dynamics and the link between formal teaching and EPT/PT.

During the Soviet era, teaching was a respected profession, but it became more
vulnerable after the Soviet collapse due to socio-economic and political changes (Niyozov
& Shamatov, 2005; Steiner-Khamsi & Keuren, 2008). In today's post-Soviet context,
schoolteachers are the primary EPT/PT providers (Stastny, 2024). In Central Asia, they
make up 69.5% of all tutors: 73.1% in Tajikistan, 70.4% in Kazakhstan, and 62.5% in
Kyrgyzstan (Silova, 2009). Additionally, schoolteachers lead preparatory courses,
involving 55.5% of students in Kazakhstan, 37.2% in Tajikistan, and 35.8% in Kyrgyzstan.
Bagdasarova and Ivanov (2009) found that 62.5% of Kyrgyz students took private lessons
from schoolteachers: 39.3% from their class teachers, 8.6% from others at the same school,
and 14.6% from teachers at different schools. Schoolteachers also help students find tutors:
44.5% reported this support, with 24.2% tutored directly by teachers and 20.3% receiving
referrals (Silova, 2009). Thus, schools themselves function as "tutoring marketplaces™

(Ghosh & Bray, 2020, p. 355). Retired teachers also join the PT sector to supplement their
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pensions (Bagdasarova & Ivanov, 2009). Only 17.1% of students took lessons from
university professors: 20.2% in Kazakhstan and 12.7% in Tajikistan (Silova, 2009).
Language teacher identity in EPT is complex, shaped by roles and societal views
(Xiong & Hu, 2022). For example, in Sweden, English private tutors represent their
school's or company's ethos (Hallsen & Karlsson, 2019), while in Hong Kong, they are
“exam expert-star-teachers,” emphasizing exam success (Yung & Yuan, 2018). English
teacher-tutors navigate roles between mainstream teaching and tutoring (De Costa &
Norton, 2017). This identity formation involves engagement with students, peers, and
societal perceptions, balancing educational integrity and market demands (Bray &
Kobakhidze, 2015). Teacher agency—the ability to adapt policies using personal judgment
and reflection—supports identity formation by helping tutors respond to institutional
norms and student needs (Johnson, 2013; Menken & Garcia, 2010), also supports identity
formation by enabling tutors to reflect and adapt (Varghese et al., 2005). This dual role
underscores professional adaptability, shaped by both personal and external expectations.
A key reason teachers adopt EPT/PT is to boost their income through
entrepreneurial work (Bray & Hajar, 2023; Hajar, 2025; Kobakhidze, 2018; Niyozov &
Shamatov, 2005). After the Soviet collapse, teacher salaries in Central Asia—especially in
Kyrgyzstan and Tajikistan—fell drastically, both in real value and compared to national
averages, leaving educators financially vulnerable (Bray & Lykins, 2012; Mertaugh,
2004). In Kyrgyzstan, the loss of Soviet-era subsidies (housing, transport, utilities)
worsened conditions, forcing teachers into the lower-middle class and struggling to meet
basic needs (DeYoung et al., 2006; Schwanbeck, 2020). By the 2010s, teacher wages
averaged just 55% of the national income—the lowest in the public sector—with urban
teachers facing extra strain from high living costs and limited support. In response,

teachers increasingly turned to informal networks, or "social capital,” to supplement their
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incomes, collaborating with school administrators for unofficial financial support
(Schwanbeck, 2020). Many schoolteachers turned to small businesses, challenging their
professional identity, as trade was traditionally frowned upon in Soviet culture (Niyozov &
Smatov, 2005). To sustain themselves amid systemic challenges, teachers increasingly
turned to PT/EPT—at the cost of their commitment to formal teaching—reflecting a
societal shift from intellectual to economic priorities (Niyozov & Smatov, 2005;
Schwanbeck, 2020).

Teachers also turn to tutoring to regain social status lost in the post-Soviet era
(Popa, 2007). Kobakhidze (2016) noted that Georgian teacher felt elevated, able to "shine
as teachers™ due to their tutoring jobs (p. 129). Abdel-Moneim (2021) described “‘star
teachers” whose student’ exceptional results bring them respect and let them select
students through entrance exams. In Hong Kong, English tutors are viewed as respected
“star-teachers,” surpassing the status of mainstream schools (Yung & Yuan, 2018). Trent
(2015) found that EPT roles boosted teacher-tutors' professional fulfillment, sometimes
exceeding the prestige of formal teaching. One tutor explained that while school teaching
might be undervalued, the EPT role brought professional recognition school teaching
could not match. Thus, EPT/PT allows teachers to regain or exceed lost status, with "star-
teachers" gaining significant prestige.

Beyond income, EPT offers professional fulfillment by fostering skill development
and satisfaction from student progress (Hajar & Mukhamediyeva, 2025; Kobakhidze,
2016; Soldo & Jokic, 2013; Werbinska et al., 2019). Students’ exam success enhances
teacher pride and draws in new learners. In Kobakhidze’s (2016) study, seven of 68
teacher-tutors mentioned "self-realization" as a tutoring motive (p. 126). One noted, “Yes,
I have the financial motive... but I also have many free students ... I love my profession. It

gives me pleasure and professional fulfillment.” This suggests EPT is a source of
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enjoyment and self-actualization. Conversely, some saw tutoring as repetitive exam-
focused instruction that stifled creativity, left little time for growth, and undermined
professionalism (p. 141).

Tutoring also provides job security beyond formal teaching, with more retired
teachers joining the tutoring market in Kyrgyzstan (Bagdasarova & Ivanov, 2009;
Kobakhidze, 2016). Recent educational reforms increased job insecurity, making tutoring a
more stable alternative. For retirees, tutoring offers financial stability, routine, and social
engagement, supporting their well-being (Pursell, 1973). Finally, EPT/PT offers
professional independence. Teachers build networks, collaborate, recommend peers, and
set their own rates (Popa & Acedo, 2006).

Despite EPT/PT's advantages, it presents challenges for teachers. Financial
incentives often lead teachers to prioritize tutoring, diminishing their focus on school
responsibilities. Kobakhidze’s (2016) study of 18 Georgian teachers revealed exhaustion
and lack of preparation for school tasks. One teacher admitted, "Many teachers try to have
less workload in schools to save their energy for [EPT/PT] ... so the main focus shifted
from schools to tutoring” (p. 464). This shift impacts public education because teachers
were frequently unprepared and lacked proper lesson plans due to fatigue from tutoring.
Many expressed guilt, noting they "ha[d] to" conserve energy for tutoring to avoid
burnout, blaming inadequate systemic support (p. 132).

Juggling dual roles hinders professional growth and heightens guilt, raising
concerns about the quality of EPT/PT. This conflict affects teachers’ engagement, posing
challenges for parents in discerning high-quality tutoring from diminished performance.
These dynamics show how EPT/PT can undermine public education and learning quality.

Additionally, EPT/PT exposes ethical issues like corruption and dishonesty in

education (Bray, 2013; Kobakhidze, 2016; Popa & Acedo, 2006; Silova et al., 2006;
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Stastny, 2024). Teachers may face bribery, turning informal tutoring into a corruption
breeding ground. Public outcry follows such incidents, revealing systemic issues. Parents
may pressure teachers to inflate grades in exchange for money or gifts, particularly for
university admission (World Bank, 2000). Low salaries—sometimes just $200—Ileave
teachers vulnerable, while administrators benefit most, trapping teachers in a “humiliating
process” (Kobakhidze, 2016, p. 226). This highlights how EPT/PT can harm teacher
integrity.

Some teachers, like Maia in Kobakhidze’s (2016) study, see teaching as a moral
vocation, while tutoring feels more profit-oriented—akin to “doing business” (p. 115).
Teachers recognizing these roles saw differences in methods, commitment, and attitudes.
Accepting money directly from parents created a burden, especially regarding national
exam performance. While some found tutoring more relaxed, most felt discomfort, citing
restricted personal time and high responsibility. Two teachers described tutoring as
humiliating, reliant on parents for payment, and sometimes unpaid (Kobakhidze, 2016). A
tutor in Bishkek, Kyrgyzstan, reported similar challenges, citing emotional and physical
strain from city-wide travel and last-minute cancellations, which increased frustration
(Sputnik Kyrgyzstan, 2020). She faced particular difficulties with wealthy students who
showed entitlement, dismissed her efforts, or demanded a “nicer” tutor. Such behavior
undermined her professional dignity and contributed to burnout. Parental pressure
worsened the strain, as they pushed children beyond their abilities and blamed tutors when
results fell short. Moreover, language teacher-tutors face emotional and physical fatigue
from juggling dual roles, leading to the issue of burnout, which is explained in the

following section.
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Language Teacher Burnout: Definition and Causes

Burnout—marked by emotional exhaustion, depersonalization, and a sense of
reduced achievement—typically results from prolonged work-related stress (Griggiths,
2025; Jennett et al., 2003; Maslach, 2003; Skaalvik & Skaalvik, 2015). The term "burnout™
originated in Graham Greene’s novel A Burn-out Case (1960) and was later popularized by
Freudenberger (1974) as physical and emotional exhaustion from excessive work without
adequate self-care (Byrne, 1999; Griffiths et al., 2020). It is recognized as the final stage of
stress reactions (Skaalvik & Skaalvik, 2015), triggered by demanding environments (Pines
& Aronson, 1988) and prevalent in people-oriented professions like teaching, where
emotional labor is significant (Maslach & Jackson, 1986; Nayernia & Babayan, 2019;
Prasojo et al., 2019).

Teacher burnout stems from both contextual factors (parent relations, workload,
discipline, and time pressure) and personal traits (perfectionism and low resilience)
(Nayernia & Babayan, 2019; Sulis et al., 2024). Increasingly strained parent-teacher
relationships add to this burden. Popa and Acedo (2006) note that teachers feel devalued
when parents—motivated by academic success—exploit financial vulnerabilities through
bribery or informal deals. This undermines teacher autonomy and increases anxiety. This
lowers self-efficacy and exacerbates teacher burnout (Skaalvik & Skaalvik, 2009).

Research shows teachers face growing workloads and time pressure, overwhelmed
by meetings, parent communication, and paperwork—Ileaving little time for rest
(Hargreaves, 2003; Johnson & Birkeland, 2003; Lindgvist & Nordanger, 2006; Skaalvik &
Skaalvik, 2009, 2015). They report daily exhaustion and call for lighter workloads
(Candeias, 2021; Skaalvik & Skaalvik, 2009, 2015, 2020).

Teachers also encounter emotional strain as student disrespect, and disengagement

undermine their authority. Popa and Acedo (2006) highlighted this in a study regarding
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Romanian secondary teachers’ whose authorities were diminished due to educational
reforms and socioeconomic challenges. One participant noted, "Discipline disappeared. |
feel shocked and helpless in dealing with their lack of respect™ (p. 105). Teachers often
view inattentive students as a personal failure, which fosters their stress and anxiety
(Skaalvik & Skaalvik, 2017). Larger class sizes and rigorous curricula add frustration,
amplifying feelings of helplessness (Saloviita & Pakarinen, 2020). Without support, the
demands of discipline and lesson delivery drive up teacher burnout. These stressors create
a toxic environment accelerating teacher burnout (Candeias, 2021).

Individual factors such as emotional intelligence, self-efficacy, and pedagogical
knowledge can either exacerbate or reduce burnout. A teacher’s self-efficacy, shaped by
social comparison, significantly affects stress levels. Perceiving themselves as less
competent than peers makes teachers feel inadequate and stressed (Skaalvik & Skaalvik,
2009). Low self-efficacy is linked to higher burnout risk, as teachers feel overwhelmed and
unable to meet demands. Conversely, teachers with high emotional intelligence and strong
self-regulation manage stress more effectively and maintain classroom control, lowering
burnout risk. Moreover, robust pedagogical knowledge can bolster confidence and help
mitigate stress (Nayernia & Babayan, 2019). In Kyrgyzstan, systemic challenges
compound these factors, especially during early teaching years, increasing stress and
burnout (Abdybekova, 2021; Shamatov, 2014). New teachers often lack structured
mentorship and emotional support, contributing to high burnout and attrition rates.
Although there are some mentorship initiatives, such as the AUCA Education Institute’s
program, they depend on international funding and remain limited in reach (Abdybekova,
2021).

For non-native English teachers, language fluency is particularly important. Their

language proficiency affects both their self-confidence and their students’ motivation. In
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contrast, limited proficiency can trigger anxiety and increase the risk of burnout (Nayernia
& Babayan, 2019). Furthermore, contextual dissonance, where school norms clash with a
teacher’s personal values, can foster feelings of alienation and strain relationships.
Teachers in these settings report emotional exhaustion, depersonalization, and reduced
personal accomplishment, driven by self-doubt and pressure to justify their practices
(Skaalvik & Skaalvik, 2017). Although discipline issues typically decline at higher grades,
value dissonance and low student motivation often increase.
Language Teacher Burnout: The Consequences and Coping Strategies

Teacher burnout—marked by emotional exhaustion, depersonalization, and
reduced accomplishment—stems from both contextual and individual factors (Griffiths et
al., 2020; Mahmoodi-Shahrebabaki, 2016). Emotional exhaustion refers to being
emotionally drained; depersonalization reflects detachment from students; and reduced
accomplishment involves a sense of inefficacy (Maslach & Jackson, 1981; Maslach et al.,
1996). Initially, emotional insufficiency may evolve into depersonalization and,
subsequently, negative self-assessments that reduce productivity and self-confidence
(Griffiths et al., 2020). Studies show female teachers experience more exhaustion and
reduced accomplishment, while male teachers more frequently report depersonalization
(Klapproth et al., 2020; Prasojo et al., 2019; Pyhaltd et al., 2021). Additionally, secondary
school teachers report higher levels of depersonalization and reduced accomplishment
compared to elementary teachers, with those in larger schools facing an elevated risk
(Prasojo et al., 2019).

Burnout has significant consequences, including isolation, chronic fatigue, anxiety
disorders, depression, low self-esteem, tachycardia, and substance abuse, which may lead
to absenteeism (Garcia-Carmona et al., 2018; Mahmoodi-Shahrebabaki, 2016). It also

strains relationships with students and colleagues, increasing overall stress (Garcia-
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Carmona et al., 2018). In classrooms, teacher burnout contributes to student behavior
issues and declining academic performance (Brasfield et al., 2019). These impacts can
push teachers to consider changing careers. While cynicism tied to low student motivation
may not directly cause attrition, it often leads to absenteeism or sick leave (Brady &
Wilson, 2020). Burnout is a major factor in teacher attrition, with nearly half reporting
high levels of exhaustion and inadequacy (Pyhélto et al., 2021). This issue is global,
affecting teachers at various career stages and in different settings. For instance, Shamatov
(2014) found that young teachers in Kyrgyzstan face substantial stress due to inadequate
mentorship and support, forcing them to manage complex classrooms alone. This lack of
support and the need for supplementary jobs to augment low salaries exacerbates stress
and leads to burnout.

The increasing demands on educators, especially teacher-tutors, intensified stress.
Reforms aimed at efficiency often lower wages and increase workloads, eroding
professionalism and creating high-stress environments (Boufoy-Bastick, 2014; MacBeath,
2012; Zaalouk, 2013). Teacher-tutors struggle to balance dual responsibilities, fostering a
cycle of fatigue and reduced well-being. The criticism that they face further contributes to
their burnout (Duong & Silova, 2021).

Managing time constraints between teaching and tutoring is a major challenge that
increases burnout risk (Kobakhidze, 2014). This burden is particularly severe for teachers
with families but also affects single teachers. Last-minute tutoring cancellations contribute
to stress, often leaving teachers uncompensated. Relief usually comes after exam periods,
but ongoing stress harms well-being and disrupts work—family balance, often leading to
regret over lost time with family. The continuous fatigue of dual roles often results in
health issues, yet many teachers persist without adequate health insurance. Fear of losing

private students keeps teachers from reducing workloads or leaving school jobs, even amid
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serious health problems. These challenges underscore the urgent need for effective coping
strategies and support systems to alleviate burnout among teacher-tutors and ensure their
well-being, which will be examined in the following section.

Regarding coping strategies, some studies found that many schoolteachers persist,
often balancing regular teaching duties with after-school PT, which exacerbates burnout.
For instance, Kobakhidze’s (2016) study in Georgia found that teachers frequently feel
emotionally drained from school duties, leaving them unable to fully recuperate before
tutoring. This ongoing fatigue reinforces their exhaustion and concerns about their
effectiveness. These cases illustrate how excessive workloads lead to emotional depletion
and self-doubt.

To manage this exhaustion, language teachers adopt various coping strategies.
Maclntyre et al. (2020) cite Carver’s Brief-COPE Scale, which categorizes strategies as
“approach,” “avoidant,” or “neutral.” Approach strategies involve directly addressing the
stressor, such as acceptance or seeking support. In contrast, avoidant strategies, like denial
or substance use, can exacerbate stress. Notably, no coping strategy is universally
effective; its success depends on how well it fits the situation (Carver et al., 1989).

Table 2
Carver’s Brief~COPE Scale (Maclntyre et al., 2020)

Approach Strategies Avoidant Strategies Neither Approach nor

Avoidant Strategies

e Acceptance: .

Acknowledging the reality
of what happened and

Behavioral .

Disengagement: Giving
up trying to deal with it

Humor:
Making jokes
about it/making

learning to live with it or abandoning attempts fun of the
e Emotional Support: to cope situation
Obtaining emotional Denial: Saying  to ¢ Religion:
support and  seeking oneself, "this is not real"; Finding
comfort and refusing to believe it comfort in
understanding happened spiritual
e Positive Reframing: Self-Distraction: beliefs/praying

Seeing the situation froma

Turning to work or other

or meditating
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different, more affirming
light

Active Coping:
Concentrating efforts on
doing something about the
situation and taking action
to try to make it better
Instrumental Support:
Seeking help and advice
from others; trying to get
advice or help from others
about what to do
Planning:  Devising a
strategy about what to do;
thinking hard about the

activities to take mind off
things; doing something
to think about it less
Self-Blaming:
Criticizing oneself or
censuring oneself for
things that happened
Substance Use: Using
alcohol or other drugs to
feel better

Venting: Verbalizing
unpleasant feelings to let
them escape or generally
expressing negative
feelings

steps to take

Coping strategies for burnout among teachers can be categorized as functional or
dysfunctional. Functional methods include peer support, professional development,
mindfulness practices, and exercise. Conversely, dysfunctional strategies, such as
excessive alcohol consumption or television viewing, tend to arise when teachers
internalize stress and blame themselves for systemic challenges (Klapproth et al., 2020).

Collaboration and peer support are key functional strategies that foster job
satisfaction and ongoing professional growth (Edinger & Edinger, 2018; Smetackova et
al., 2019). Sharing responsibility for lesson planning and delivery helps teachers reduce
stress. This collaborative approach is especially beneficial for novice teachers, who benefit
from guidance by experienced peers (Fox & Wilson, 2009; Skaalvik & Skaalvik, 2017).
U.S.-based studies show that peer-supported teachers improve more quickly and are more
likely to stay in the profession (Kraft et al., 2016). Additionally, collaboration enriches the
learning environment for students by offering diverse teaching styles and knowledge
(Skaalvik & Skaalvik, 2015).

Institutional support also mitigates stress. For example, some schools implement

well-being initiatives like massages, meditation, and wellness sessions. While beneficial,
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these programs may be poorly received if seen as obligatory or superficial. Teachers prefer
flexible solutions that align with school culture, such as early leave or discretionary time
off (Brady & Wilson, 2021). Cutting non-essential tasks like paperwork and meetings can
relieve stress without affecting student outcomes. Classroom support, such as teaching
assistants, lightens daily demands and improves focus, reducing stress (Prasojo et al.,
2019; Saloviita & Pakarinen, 2020).

Workload management and autonomy are equally vital. Teachers who feel trusted to
make decisions report higher job satisfaction and well-being, whereas strict supervision
often leads to increased stress. Flexibility in lesson planning and work location helps
maintain a work-life balance. Brady and Wilson (2020) found that younger teachers
recover more quickly, whereas middle-aged teachers often need longer recovery and may
take sick leave when breaks fall short (Skaalvik & Skaalvik, 2017). To avoid burnout,
some teachers reduce their workload—even at the expense of income.

Professional development is another significant coping strategy. Teachers who
possess higher knowledge and competence are better equipped to handle challenges. For
example, English teachers with greater language proficiency report less fatigue and greater
confidence (Nayerniya & Babayan, 2019). High self-efficacy in classroom management is
particularly effective in reducing burnout, as confident teachers manage stress better and
maintain stronger relationships with students (Prasojo et al., 2019). Thus, enhancing self-
efficacy and professional development are essential for mitigating burnout and improving
teacher well-being.

Mindfulness practices, such as meditation, breathing exercises, and journaling, are
also employed by teachers to reduce stress and anxiety (Brasfield et al., 2019). Many
teachers integrate physical activity into their routines and prioritize sufficient sleep. For

instance, one teacher noted, “I exercise to maintain my physical and mental health. That is
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very important. I also see that I get enough sleep,” while another said, “After a long day at
school, I am extremely tired. When | get home, | lay down on the sofa to recover. It helps.
The next day I am OK again” (Skaalvik & Skaalvik, 2015, p. 188).

Examining coping strategies through theoretical perspectives can offer deeper
insights. Bronfenbrenner’s (1994) Ecological Systems Theory serves as a useful
framework for understanding the complex interplay between teachers and their

environments, which will be explored in the following section.

Theoretical Framework: Bronfenbrenner’s (1994) Ecological Systems Theory

This qualitative study uses Bronfenbrenner’s (1994) ecological systems theory to
examine how environmental factors shape burnout among Kyrgyzstani English teachers
involved in EPT. The theory offers a framework for understanding how multiple systemic
levels influence teachers’ professional and personal lives (Hajar & Tabaeva, 2024).
Bronfenbrenner’s (1994) model explains human development through interconnected
systems—from the immediate (microsystem) to societal influences (macrosystem) and
time-based changes (chronosystem). This layered approach is crucial to understanding
teacher burnout in EPT, as multiple systems collectively shape stress and well-being.

The microsystem includes immediate environments like home, school, and tutoring
centers, where teachers interact directly with students and parents. Teachers engaged in
EPT navigate dual microsystems—public schools and tutoring environments—resulting in
significant pressure and emotional exhaustion (Kobakhidze, 2016). Kim et al. (2018)
describe EPT as a "microsystem of education™ interacting with families, schools, and
communities (p. 12). These direct, daily interactions significantly affect teacher stress.

The mesosystem links different microsystems—for example, how school
responsibilities intersect with tutoring duties. Stress from school can spill over into

tutoring, adding to emotional strain. Teacher—parent relationships in tutoring, where
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financial investment raises expectations, intensify pressure. Bronfenbrenner (1994) noted
that the mesosystem reveals how these interconnected environments affect individuals. For
teacher-tutors, managing both roles creates a web of stressors that intensify burnout.

The exosystem refers to external forces—Ilike policies, mandates, and market
trends—that indirectly affect teachers. Curriculum or tutoring policies often increase
workloads by introducing new demands. In Central Asia, growing demand for tutoring
services increases the pressure on schoolteachers to balance both roles, raising stress and
reducing recovery time (Bray & Kobakhidze, 2015).

The macrosystem encompasses societal expectations, cultural norms, economic
conditions, and educational standards. For EPT teachers, it reflects public attitudes toward
education and the reliance on tutoring driven by inadequate salaries. In post-Soviet states
like Kyrgyzstan, the teaching profession, once prestigious, now offers limited financial
incentives, pushing teachers to tutor for economic survival (Steiner-Khamsi & Keuren,
2008). Such social and financial pressures heighten burnout risk as teachers juggle
professional duties with economic demands.

The chronosystem refers to time-related changes that impact teachers, such as shifts
in career paths, educational reforms, or evolving perceptions of tutoring. Over time,
increasing responsibilities, market competition, or changing student expectations can alter
how teachers handle their workload and stress. Adapting to these changes is essential, as
difficulty doing so can increase burnout risk.

In conclusion, Bronfenbrenner’s (1994) ecological systems theory clarifies how
multiple layers contribute to teacher-tutor stress and well-being. These include daily
interactions (microsystem), school-tutoring balance (mesosystem), policy impacts
(exosystem), societal expectations (macrosystem), and time-based pressures

(chronosystem).
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Conclusion

This chapter analyzed the contextual and individual factors contributing to teacher
burnout, focusing on the challenges faced by EFL teacher-tutors in EPT, particularly in
Central Asia. It explored the consequences of burnout, emphasizing its detrimental impact
on teachers' emotional and physical well-being, professional relationships, and classroom
environments. The chapter then examined the coping strategies employed by teachers to
mitigate burnout, including institutional and peer support, workload management, and
professional development. Finally, Bronfenbrenner’s (1994) Ecological Systems Theory
was introduced as the study’s framework. It provides a comprehensive lens for
understanding how systemic levels—from daily EPT interactions to societal expectations
and time-based changes—shape teacher-tutors’ experiences, well-being, and professional

sustainability.
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Chapter 3. Methodology

The previous chapter reviewed the literature regarding the scale, nature, and intensity
of Private Tutoring (PT) in Central Asia, with a focus on English private tutoring (EPT).
This study explored the motivations prompting in-service teachers in Kyrgyzstan to engage
in EPT. It also highlighted the challenges they face—particularly burnout—and identified
key factors contributing to this issue. Moreover, it explored the implications of burnout,
emphasizing its adverse effects on teachers’ well-being, instructional practices, and
professional interactions, while also considering coping mechanisms to mitigate these
challenges. Additionally, Bronfenbrenner’s (1994) Ecological Systems Theory was used to
contextualize the layered influences shaping teacher-tutors’ experiences. The framework
helps explain the interaction of individual, institutional, and societal factors in this study.
This qualitative research is guided by the following research questions:

1. What motivated the participants to provide fee-charging EPT?

2. What factors caused the participants’ burnout while conducting English language

private lessons?

3. What are the consequences of burnout as experienced by the participants?

4. How do the participants manage burnout (i.e., their strategy use)?
This chapter outlines the research design, provides the rationale for utilizing a qualitative
case study approach, and describes the data collection tools: narrative writing and
individual semi-structured interviews. Additionally, it explores the research site and
sample, outlines the data collection and analysis procedures, and addresses the study’s
ethical considerations.
Research Design

This section outlines the research design providing the rationale for the methods

employed in the study. A qualitative approach was chosen for its ability to generate rich,
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context-specific, and nuanced insights into complex issues (Ahmad et al., 2019;
Bloomberg & Volpe, 2019; Braun & Clarke, 2013). Qualitative research uses small,
purposefully selected samples to ensure depth and relevance (Patton, 2002).

A qualitative design offers flexibility and adaptability—Kkey to exploring under-
researched, complex topics that rigid methods often fail to capture (Creswell, 2013;
Ddrnyei, 2007). Furthermore, this method allows the researcher to gain a deep
understanding of issues of “silenced voices” and “neglected stakeholders” such as teachers
whose perspectives, needs, and wellbeing are often left unconsidered (Creswell, 2013, p.
48; Maclintyre et al., 2019, p. 35).

Within the qualitative method, a case study research design was utilized. Case
study preserves the holistic nature of real-life events, including individual life cycles,
group dynamics, and organizational processes (Yin, 2018). The case can be a specific
setting, individual, event, action, decision, or state at micro, meso, or macro levels,
involving one or multiple actors (Bogdan & Biklen, 1998; Schwandt & Gates, 2018;
Swanborn, 2010). Gall et al. (2007) define a case study as “an in-depth study of instances
of a phenomenon in its natural context and from the perspective of the participants
involved” (p. 436). Case studies use triangulation to validate findings across multiple
variables (Yin, 2018). Researchers gather data from various sources, including
observations, documents, interviews, and audiovisual materials (Byrne & Callaghan, 2014;
Creswell, 2013; Swanborn, 2010). Given the limited research on English teacher-tutors—
particularly in Central Asia (Bray, 2022; Hajar & Mukhamediyeva, 2025)—a case study
approach was used to explore the unique experiences of Kyrgyzstani teacher-tutors, as it
“draws attention to the question of what specially can be learned from the single case”

(Stake, 2008, p. 135).
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A multiple explanatory case study investigated teacher-tutor burnout across several
cases (Creswell, 2013; Stake, 2008). Furthermore, according to Kekeya (2021), this
approach is ideal when the researcher examines both individual cases and cross-case
comparisons. Thus, a multiple case study provides rich insights by revealing both shared
and unique characteristics across cases. It allows for group-level analysis while preserving
each case’s distinct context (Shkedi, 2005, p. 21).

Research Site and Sample

Purposive sampling was adopted to select information-rich cases offering deep
insights into the phenomenon under study (Merriam, 2009; Patton, 2015). In this research,
purposive sampling enabled the deliberate selection of Kyrgyzstani English teacher-tutors
experiencing burnout. This approach allowed the researcher to work within practical
constraints—such as time, logistics, and resources—while enhancing internal validity by
improving the reliability of findings (Andrade, 2021). The participants of the present study
met the following criteria: 1) they were in-service English teachers with more than one
year of experience in teaching at secondary mainstream schools in Kyrgyzstan; 2) they had
at least one year of tutoring experience to be able to share their own in-depth experiences
about the phenomenon of burnout; 3) the participants did not have any prior acquaintance
with the researcher, ensuring their ability to express their perceptions freely and
minimizing potential biases; and 4) the participants represented both genders and were
willing to participate voluntarily in the study.

Case study research typically involves four to ten participants to ensure the depth
and richness of data (Stake, 2005). Following this recommendation, this study included
eight participants who fulfilled the established inclusion criteria. To maintain
confidentiality, pseudonyms were assigned to all participants, and their profiles are

outlined in Table 3.
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Demographic Data of the Participants
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Ne

Name

Gender

Age

Nationality

Educational
background

Teaching
experience

Tutoring
experience

1

Asylzat

Sonun

Atyr

Cholpon

Erkebubu

Bilimbek

Daniyar

Naryn

Female

Female

Female

Female

Female

Male

Male

Male

45

28

36

36

25

34

25

Kyrgyzstani

Kyrgyzstani

Kyrgyzstani

Kyrgyzstani

Kyrgyzstani

Kyrgyzstani

Kyrgyzstani

Kyrgyzstani

BA in
English
Language
BA in
English
Language
BA in
English
Language
MA in
Foreign
Languages
BA in
English
Language
BA in
English
Language
MA in
English
Language

BA in
English
Language

1.5 years

8 years

10 years

17 years

3 years

3 years

12 years

20 years

5 years

5 years

3 years

9 years

5 years

6 years

4 years

12 years

Data for this qualitative multiple case study were collected online from eight

English teachers in the Batken region of southern Kyrgyzstan. Participants taught at three

urban secondary schools: one in Kyzylkiya and two in Kadamjai. The researcher selected

these cities based on personal ties to the region—being born in Kadamjai and raised in

Kyzylkiya. This background provided familiarity with the local educational and socio-

cultural context, facilitating access to schools and participants. Including teachers from

three schools across the two cities allowed for a more comprehensive understanding of

English language teacher-tutor burnout across diverse educational and socio-economic

settings. This approach captured a wider range of perspectives, producing findings that are

rich, nuanced, and reflective of regional diversity. By selecting schools from Kyzylkiya
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and Kadamjai, the study also explored potential regional disparities in teacher-tutors
burnout, which may arise from differences in community expectations, access to resources,
and professional demands shaped by the unique socio-economic conditions of each city.

Although based in Kazakhstan, the researcher found it feasible to approach
Kyrgyzstani schools due to the availability of reliable online communication tools. Data
collection was conducted entirely online using email and social media platforms
(WhatsApp, Instagram, and Telegram) to contact and recruit participants. Narrative writing
responses were submitted via email or WhatsApp. Semi-structured interviews were
conducted through Zoom or WhatsApp, based on participant preference. A notable
challenge in conducting virtual interviews was the internet dependency, which posed
obstacles for individuals in areas with poor access. This reliance risked marginalizing
participants, potentially affecting research inclusivity and diversity. To address this,
participants received comprehensive, easy-to-follow guidelines for Zoom and WhatsApp
to build their confidence with the technology. These platforms enabled engagement across
distances and time zones (Braun et al., 2017; Salmons, 2017), while offering practical
benefits like reduced travel costs, flexible scheduling, and real-time visual interaction. This
interaction supported rapport-building and enabled observation of non-verbal cues,
including tone and facial expressions (Magnusson & Marecek, 2015). Additionally, virtual
interviews enabled participants in remote regions to speak from familiar settings, reducing
power imbalances and discomfort (Braun et al., 2017; Hanna & Mwale, 2017). These
advantages collectively enhanced the depth, inclusivity, and ethical integrity of the data
collection process, making online methods particularly effective for geographically
dispersed participants.

To initiate contact and gain study approval, the researcher connected with school

administrations through email and WhatsApp. A formal email detailed the study’s aims
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and requested permission to involve teachers as participants. Follow-up communication
was conducted through WhatsApp, Instagram, and Telegram to ensure smooth
coordination.

Data Collection Instruments

This study contains data on the experiences of Kyrgyzstani EFL teacher-tutors,
which were collected between November 2024 and January 2025 using two qualitative
methods: narrative writing and semi-structured interviews.

Narrative writing, the first method, is a structured tool that guides participants in
sharing personal experiences without requiring chronological order (Patterson, 2013). It
enables researchers to capture these accounts in a holistic and detailed manner (Hajar,
2018). In this study, narrative writing offered several advantages. First, it provides
participants with more time to reflect and articulate their thoughts, unlike interviews that
require immediate responses. Secondly, it offers clear structure and content guidelines,
helping participants present their experiences coherently (Barkhuizen & Wette, 2008).
This approach not only helps gather background information about participants and
enhances the validity of the study's findings through data collection from multiple sources

% <

(Hajar, 2018). It also provides access to participants’ “private worlds, inaccessible to
experimental methodologies,” offering “the insider’s view of the processes of language
learning and teaching, attrition, and use” (Pavlenko, 2007, pp. 164-165). Furthermore,
narrative prompts may encourage teacher-tutors to reflect deeply on their experiences,
fostering greater self-awareness (Barkhuizen & Wette, 2008). Additionally, narrative
writing helps the researcher uncover why teachers engage in EPT by “[making] sense of
these actions through the eyes of the actor” (Fenstermacher, 1997, p. 123). This reflective

process enriches the data and helps the researcher formulate more effective interview

guestions.
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To support the respondents in writing their responses, they were given a set of
questions in three languages (Kyrgyz, Russian, and English), and they selected their
preferred language for writing. Six participants selected Kyrgyz, whereas two chose
Russian. Participants were asked questions such as, “Have you provided fee-charging EPT
in the last 12 months?” and “What strategies did you take to manage burnout?” (See
Appendix D for the whole list of essay questions). The narrative prompts, adapted from
Griffiths and S6nmez (2020), and were delivered via WhatsApp or email based on the
participant's preference. They were given seven to ten days to complete and submit their
essays via WhatsApp or email.

In addition to narrative writing, individual semi-structured individual interviews
were employed. Interview questions were developed from participants’ narratives and
adapted from Hajar and Mukhamediyeva’s (2025) interview guide. Participants were asked
about their motivations for engaging in EPT, its advantages and disadvantages. They also
reflected on their burnout from balancing dual roles as schoolteachers and tutors, its
consequences, and the strategies they adopted or planned to adopt to cope. Following
Dornyei’s (2007) recommendations on interview question types and sequencing, an
interview protocol with eight main questions was created (see Appendix E). Participants
could choose from three languages—Kyrgyz, Russian, or English— enabling them to
respond freely and confidently. Most participants chose Kyrgyz; a few opted for Russian.
Semi-structured interviews enable researchers to explore unreplicable personal experiences
(Merriam & Tisdell, 2015). They give participants allow participants to speak freely—
avoiding “ready-made categories that would limit the depth and breadth of ‘their’ story”
(Brinkmann & Kvale, 2015; Dornyei, 2007, p. 136; Warren, 2002). Consequently,
interviews are a valuable qualitative method for capturing rich, contextualized

experiences—especially in language teaching and learning (Bell, 2007; Braun & Clarke,
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2013; Bryman & Bell, 2007; Mirhosseini, 2020). Semi-structured interviews combine a
structured plan with flexibility, allowing the researcher to adapt follow-up questions
during the interview (Clarke & Braun, 2013; Dornyei, 2007; Kallio et al., 2016), thus, by
becoming a co-producer of the data (Brinkmann & Kvale, 2015; Bryman & Bell, 2007).
They are particularly effective in exploring inaccessible complex and sensitive issues
(Barriball & While, 1994; Bloomberg & Volpe, 2019; Brinkmann & Kvale, 2015) and are
well-suited to this study, as they ensure the reliability of interpretations derived from the
narrative frames (Arslan, 2023). The interviews also allowed the researcher to probe
responses more deeply, observe facial expressions and vocal tones, and gain richer insights
(Magnusson & Marecek, 2015).

Combining narrative writing with semi-structured interviews enabled the collection
of rich, multifaceted data. Interviews, each lasting around 30 minutes, were conducted via
Zoom or WhatsApp, depending on participant preference.

Data Collection Procedures

After receiving ethical approval from the GSE Ethics Committee, the interview
questions were reviewed by the thesis supervisor and piloted with fellow students at
Nazarbayev University to ensure their quality (Dornyei, 2007). The next step was reaching
gatekeepers (school administrations) through email or social media platforms (WhatsApp,
Instagram, or Telegram). They were contacted after getting the ethics approval, informed
about the study's objectives, and asked for permission to interview EFL teachers who
taught at the secondary level in their school (see Appendix C for the invitation letter).

After receiving permission, teachers were invited via email or social media to
participate in narrative writing and interviews. Invitation letters were provided in three
languages (see Appendix C). Participants were asked to share their perspectives on dual

roles, burnout, its causes and consequences, and their coping strategies. The agreed
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participants received an informed consent form, which outlined the study’s purpose,
potential risks and benefits, and details on their right to withdraw at any time. The form
was provided in Kyrgyz, Russian, and English (see Appendix B). After reviewing and
signing the consent forms, participants returned them to the researcher. The narrative essay
prompts, also available in Kyrgyz, Russian, and English (see Appendix D), were then sent
via email or WhatsApp.

Once the essays were received, the researcher moved on to the next phase—semi-
structured online interviews, which took place online via Zoom or WhatsApp, depending
on participant preference. Participants were interviewed in their preferred language—
Kyrgyz, Russian, or English (see Appendix E). Using a semi-structured format, the
researcher asked them to elaborate on the cases described in their narrative essays. Zoom
interviews were video-recorded and WhatsApp interviews audio-recorded—with
participants’ consent. The recordings were transcribed and analyzed to maintain detail and
accuracy (Hay-Gibson, 2009; Rubin & Rubin, 1995). After each interview, field notes
were taken to refine preparation for subsequent sessions and enhance data richness. The
interviews lasted approximately 30 minutes. In both their narrative texts and interviews,
participants were encouraged to use Kyrgyz, English, or Russian. Most chose Kyrgyz,
while a few selected Russian and English.

Data Analysis

The researcher analyzed the data according to the six steps of thematic analysis,
which includes identifying, organizing, and interpreting patterns of meaning within data
(Braun & Clarke, 2006, 2013). Themes are patterns that directly relate to the study’s
research questions (Braun & Clarke, 2006). Thematic analysis also helped manage and

organize the data by identifying similarities and differences without “losing the context”
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(Wiebe et al., 2010, p. 926). Figure 1 illustrates the stages of analysis (Howitt & Cramer,
2011, p. 336):

Figure 1
Braun and Clarke’s model of Thematic Analysis (Howitt & Cramer, 2011)

Familiarization Initial coding Based on the initial
with the data ‘ generation coding search for themes
Report writing Themes Review of the
4mm qentification and ¢ themes
labelling

Note. This figure presents Braun and Clarke’s six-phase model of thematic analysis.

To begin with, the researcher familiarized herself with the gathered data by
transcribing the audio and video recordings. Russian-language interviews were transcribed
using Sonix.ai, which facilitated the organization, storage, analysis, and representation of
text data on one platform (Creswell, 2014, p. 203). Kyrgyz-language interviews were
transcribed manually by the researcher, as no reliable transcription software exists for this
language. Subsequently, the researcher verified the transcripts against the audio recordings
to ensure accuracy. She reviewed the transcripts “actively, analytically, and critically”
(Braun & Clarke, 2013, p. 205), refining them where needed and noting features relevant
to the study’s research questions.

In the second phase, the researcher generated initial codes using a comprehensive
coding strategy, analyzing all data in relation to the study’s research questions (Clarke &
Braun, 2013). This stage yielded multiple initial codes (see Table 4) aligned with the

study’s aim (for additional examples, see Appendix F).
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Initial coding generation stage involved inductive, deductive, and abductive
reasoning to reveal deeper patterns and relationships within the data (Brinkmann, 2014).
Inductive reasoning allowed themes to emerge directly from the data. For example, the
extract “Sometimes | just want to quit everything, go home, relax, and take care of my
kids” led to the code “Physical and emotional burnout” and the theme “Teacher burnout.”
This bottom-up approach captured participants’ struggles with balancing professional and
personal pressures authentically.

Abductive reasoning addressed unexpected insights into the data. For instance, the
comment “Sometimes, | think, yes, maybe | should leave school and focus on private
tutoring instead” reflected EPT as a possible escape from burnout—rather than a cause.
This prompted a reinterpretation of existing frameworks, viewing EPT as both a burden
and a coping mechanism. Abductive reasoning thus offered a novel perspective on how
educators navigate burnout.

Table 4

Code Samples

Interview extracts Codes Subthemes Themes

You work one-on-one. | set my own Advantages of Autonomy and Benefits of
time, manage my schedule. The timing tutoring flexibility tutoring

is entirely my own

When you can’t get the information Tutoring Lack of Challenges in
across, and the child doesn’t challenges student EPT
understand. And I think, why should I progress

spend my time on this child?
Sometimes, | feel like just quitting—
putting an end to it and stopping

completely

I come home exhausted after a long Exhaustion Impact of Work-life
workday, and I don’t feel like cooking. from teaching  workload on balance

| can barely stand on my feet ... personal life

Usually, when | come home tired, |
prepare something quickly before my
husband gets home from work. This is
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just how we live; what can you do?

There’s no other choice

Sometimes | just want to quit Physical and Teacher stress
everything, go home, relax, and take emotional
care of my kids. Especially when I'm  burnout
under pressure...l just want to run

away and not see them [kids]. But Kids

are kids; they come up to me, give me

hugs, and you forget everything

...when the issues come up again, you

want to avoid them. Sometimes, |

think, yes, maybe | should leave

school and focus on private tutoring

instead

Teacher
burnout

To ensure reliability, the initial codes and transcripts were shared with the research

supervisor after obtaining participant consent (Creswell, 2014). The initial codes were then

grouped into four main thematic categories for further analysis (see Figure 2). In thematic

data analysis, themes "capture something significant about the data in relation to the

research question and represent some level of patterned response or meaning within the

dataset™” (Braun & Clarke, 2006, p. 82). The analysis and thematic insights will be

elaborated further in the next chapter.
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Figure 2
Thematic Map According to Research Questions

RQ1: Motivations

for Providing
EPT

Flexibility and Consumer-Driven
Autonomy Demand
RQ2: Causes of
Burnout

: Mesosystem Exosystem Macrosystem Chronosystem
MI'_(?rOSYS'f[‘?m (Misalignment [l (Lack of Support (Socigtal (Long-Tyerm
(Plngu'S 19 Between from Undervaluing of Disillusionment,
el Institutions, GOROONO, Education, Tech/Al Anxiety)
Emotional Labor) Lack of Unfair Economic Stress)
Relevant Evaluations)

Training)

|
Professmnal

Development and
Self-Fulfillment

Additional
Income

RQ3: Consequences
of Burnout

Stress, Anxiety, Strained Family and Career Doubts and
Health Issues Social Relationships Resignation

RQ4: Coping Strategies

Approach-Oriented (Rest,
Emotional Support,
Hobbies, Self-reflection

Neither Approach nor
Avoidant:
Religion/Spirituality

Avoidant: Disengagement,
Denial

Note. The final thematic map, based on English teacher-tutors' data, was assembled by the

researcher
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Researcher Positionality and Reflexivity

Reflexivity is a key methodological tool in qualitative research, requiring the
researcher to critically examine their roles, biases, and assumptions throughout the study.
This process makes subjectivities visible and explicit, thereby strengthening the research’s
rigor, authenticity, and ethical grounding (Guillemin & Gillam, 2004; Pillow, 2003). This
highlights that findings are co-constructed with participants (Erickson, 2018).

Reflexivity requires a careful balance; excessive self-focus may lead to narcissism,
while insufficient attention may overlook vital ethical and epistemological issues (Marcus,
1998).

In this study, reflexivity was particularly significant due to the researcher’s
personal and professional background. Originating from Kyrgyzstan, the researcher was
raised in a family with strong ties to the teaching profession, as both parents were
educators. Notably, the researcher’s mother balanced dual roles as a school mathematics
teacher and private tutor. Witnessing her dedication and challenges deeply shaped the
researcher’s understanding of teaching and the complexities of managing dual roles.

The researcher’s own experiences teaching and tutoring English further enriched
this perspective. During undergraduate studies, the researcher began tutoring English and
later transitioned into a full-time teaching position at a school. Although tutoring was
paused, the intense demands of full-time teaching led to personal experiences of burnout—
marked by stress, fatigue, and depersonalization. These experiences heightened the
researcher’s awareness of teacher-tutor challenges.

Despite this awareness, the researcher did not share personal experiences with
participants. Instead, rapport was built by referencing examples from other teachers. These
examples included stories from colleagues, peers, and published academic narratives.

Sharing neutral, relatable examples created a supportive environment that encouraged
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authentic participant responses. This approach followed ethical research practices by
building trust and minimizing bias linked to the researcher’s positionality.

This approach aligns with reflexive phenomenography, a framework emphasizing
knowledge co-construction and the researcher’s subjectivity (Adawi et al., 2001; Cousin,
2009). Selective bracketing and transparency in interpretation are crucial to maintaining
integrity while drawing on personal insight.

In this study, reflexivity involved critically examining the researcher’s own biases
and assumptions—especially those shaped by experiences teaching and tutoring in
Kyrgyzstan. For instance, the researcher’s awareness of the stressors faced by teacher-
tutors informed the design of interview questions and the analytical approach. At the same
time, this awareness necessitated a deliberate effort to seek alternative interpretations
during coding and thematic analysis to reduce bias.

Reflexivity also required acknowledging the shared cultural and professional
background between the researcher and participants, which helped build rapport and trust.
However, this commonality required careful management to ensure that the participants’
perspectives and experiences were foregrounded and not overshadowed by the researcher’s
preconceptions. By maintaining a reflective stance throughout the study, the researcher
ensured that the analysis remained authentic and participant-centered.

Ethical Considerations

Participant identities must be protected across all stages of the research process,
from site selection to publication (Creswell, 2013). Ethical approval for this study was
obtained from the University prior to data collection. Reaching research participants
required ethical sensitivity and cultural awareness to ensure inclusivity and reduce bias
(Liamputtong, 2007; Smith, 1999). In line with ethical guidelines, participants in this study

received informed consent forms prior to participation. The forms explained the research
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purpose, interview length, data storage and usage, and participants’ rights. These included
the right to withdraw or skip questions without penalty (Creswell, 2014; Roberts & Priest,

2010).

Verbal consent for recording was reaffirmed on the interview day, in addition to
prior written consent. Participants were reminded of their right to withdraw from the study
at any time without consequences (Dornyei, 2007). All audio recordings and transcripts
were securely stored on a password-protected laptop and cloud, accessible only to the
researcher and her supervisor. Data will be destroyed three years post-study to allow for

possible future publications while preserving confidentiality.

Pseudonyms were assigned to participants and research sites to ensure anonymity
in the report and any future publications (Clarke & Braun, 2013; Cohen et al., 2007;
Kaiser, 2012; Marzano, 2012). Pseudonyms were randomly assigned to avoid traceable
patterns linking identities to individuals. Although full anonymity was not possible,
confidentiality was prioritized (Baez, 2002; Dornyei, 2007; Glesne & Peshkin, 1991). The
researcher guaranteed that participants' identities and school names would remain
confidential to protect their professional and personal lives. Participants were reassured
that they could skip uncomfortable questions or withdraw without penalty (Dérnyei, 2007).
Through informed consent, pseudonymization, and withdrawal rights, this study upheld

ethical standards to protect participants’ privacy and well-being.

Conclusion

This chapter outlined the study’s methodology, including the research design, site
and sample selection, data collection procedures, data analysis approach, and ethical
considerations. An explanatory instrumental multiple case study design was employed,

with eight Kyrgyzstani English teacher-tutors selected through purposive sampling. Data



were collected through narrative writing and individual semi-structured interviews. The

next chapter will present the key findings of this study.
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Chapter 4: Findings

The previous chapter outlined the research design and data collection methods used
in this qualitative study, namely narrative writing and semi-structured interviews. It also
explained the thematic analysis guidelines (Braun & Clarke, 2006; 2019) applied to
examine the data. Chapter 3 further detailed the participant selection criteria and ethical
considerations. The fourth chapter presents the main findings derived from data collected
from eight English teacher-tutors (five female and three male) working in three urban
secondary schools in the Batken region of Kyrgyzstan. The findings are organized to
address the following research questions:

1. What motivated the participants to provide fee-charging English private tutoring

(EPT) in Kyrgyzstan?

2. What factors contributed to the participants' burnout while providing EPT?
3. What are the consequences of burnout as experienced by the participants?
4. How do the participants manage burnout (i.e., their strategy use)?

The findings in the following sections are organized into key themes and sub-
themes that emerged during the data analysis. First, biographical profiles of the
participants are presented. This is followed by a detailed account of the factors motivating
their engagement in EPT, the causes and consequences of burnout, and the coping
strategies they used to manage it.

Biographical Vignettes of the Research Participants

This section presents biographical vignettes of eight participants (five female and
three male teachers) based on their narratives as English teacher-tutors in Kyrgyzstan.
Atyr

Atyr is a 36-year-old female EFL teacher and tutor with a bachelor's degree in

English Philology. With ten years of teaching experience, she has been tutoring for the last
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three years. Atyr says that family support is essential because its absence leaves her
drained and irritable. She identifies student demotivation as a major contributor to teacher
burnout. She notes that her tutees are generally more motivated than her school students.
To engage students, Atyr adopts interactive methods, including tests and games. To
manage burnout, she watches historical films, reads with her son daily, cooks, dines out
with her family, and visits amusement parks.
Bilimbek

Bilimbek is a 26-year-old male English teacher and tutor with a bachelor’s degree
in English Philology. He has three years of teaching and six years of tutoring experience.
His primary focus is on teaching general English and preparing students for university
exams. He independently recruits his tutees via his Instagram account with 2,000
followers. He mentions school-related tasks and paperwork as key causes of burnout. To
manage it, Bilimbek spends quality time with his family, rests, and dedicates "me time" to
recharge.
Sonun

Sonun is a 28-year-old female EFL teacher and tutor with a master’s degree in
Foreign Languages. She also holds a position in school administration. With eight years of
teaching experience and five years as a private tutor, Sonun focuses on preparing students
for TOEFL, school subject Olympiads, and career-oriented programs. She attributes her
burnout to administrative pressures, limited educational opportunities in rural areas, and
the high expectations of EPT students. To manage these challenges, she incorporates
practical and motivational exercises into her sessions.
Daniyar

Daniyar is a 45-year-old male EFL teacher and former tutor with a master’s degree

in English Philology. He has 12 years of teaching and four years of tutoring experience.
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Daniyar experienced burnout due to disruptions in students’ education, parents’ indifferent
attitudes, health issues, and insufficient support from the tutorial center’s management.
Although he organized awareness sessions about disruptions leading to learning loss, these
efforts were ineffective. This ultimately led Daniyar to leave the tutorial center.
Asylzat

Asylzat is a 42-year-old EFL teacher and tutor with a bachelor’s degree in English
Philology. She has five years of tutoring and one and a half years of teaching experience.
Asylzat identifies a lack of student motivation, focus, and interest as key contributors to
burnout. However, she notes that her tutees are generally more motivated to learn English,
making her tutoring experience more enjoyable. In tutoring, she actively uses open
discussions by ensuring lesson topics are relatable to everyday life.
Erkebubu

Erkebubu is a 25-year-old female EFL teacher and tutor with a bachelor’s degree in
English Philology. She has three years of teaching and five years of tutoring experience.
Erkebubu specializes in delivering General English lessons. She is also a mother of a 4-
month-old baby and a toddler. While juggling her roles as teacher, tutor, and mother, she
briefly experienced burnout. She finds that domestic responsibilities cause more burnout
than her professional roles. Her greatest sources of work-related stress include students’
lack of interest, irresponsibility, and indifference toward lessons. To reduce stress and
enhance lesson effectiveness, Erkebubu uses modern technologies, educational platforms,
and interactive teaching methods.
Cholpon

Cholpon is a 39-year-old former EFL teacher and tutor with a master’s degree in
Teaching Foreign Languages (English). She has 17 years of teaching and nine years of

tutoring experience. Cholpon prepares students for school Olympiads and the Future
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Leaders Exchange (FLEX) Program. She attributes her work challenges to excessive
paperwork, student discipline issues, and numerous demands from local education
authorities and the Ministry of Education. Additionally, she highlights family pressures as
contributing to her stress. According to Cholpon, teachers are expected to manage their
professional responsibilities, childcare, and housework, exacerbating their workload.
Additional stressors include low salaries, lack of administrative support, and indifference
from students’ parents. Because of burnout, Cholpon left school and got divorced.
Currently, she works in a tutorial center with a flexible schedule.
Naryn

Naryn is an experienced educator with a Master’s degree in Education. Currently,
he works with several institutions, including private schools, tutorial centers, and his own
center, which he founded to offer personalized learning approaches. Additionally, Naryn
actively studies psychology and neurolinguistic programming (NLP), integrating this
knowledge into his teaching methodology to enhance communication and emotional
management. He identifies student demotivation and parents’ unrealistic expectations as
major sources of burnout. This pressure, combined with the increasing demands of
educational reforms, adds a layer of emotional exhaustion. Naryn attends regular therapy
sessions and applies NLP-based psychological strategies. He also recharges by spending

time with family and pursuing hobbies such as karaoke and swimming.

Interpreting the Participants' Experiential Accounts

This section outlines the major themes that emerged from the analysis of the
interview data. These themes include: (1) factors motivating Kyrgyzstani EFL teachers to
provide EPT; (2) underlying causes contributing to burnout among the research
participants; (3) consequences of their burnout; and (4) strategies adopted by participants

to prevent or overcome burnout.
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Factors Driving the Participants to Undertake Fee-charging EPT

Data analysis identified four major factors motivating the participants of this study
to provide EPT in Kyrgyzstan. These factors include the need for extra income,
opportunities for professional advancement and personal satisfaction, the flexibility and
autonomy of EPT, and consumer-driven demand influenced by students and parents.

Additional Income

All participants identified supplementary income as a significant motivator for
engaging in EPT. Three participants (Bilimbek, Daniyar, and Cholpon) attributed their
decision to the low salaries offered by Kyrgyzstani state schools, which necessitated
tutoring as an additional source of income. Unlike school teaching, where salaries remain
fixed regardless of performance, EPT offers financial rewards that reflect teaching quality
and student achievement. Specifically, when parents express satisfaction by making
generous payments linked to their child’s success, EPT income can exceed that of school
teaching. These moments offer teacher-tutors a deep sense of fulfilment, as they feel their
efforts are meaningfully recognized and valued. Extract 1 gleaned from Sonun’s interview
exemplifies this point.

Extract 1:

Depending on student’s results, parents pay even more for tutoring. It’s nice to

receive extra income. They pay their fees willingly, saying, Teacher, we are

grateful to you." That also motivates me. (Sonun, November 7, 2024)

One participant (Naryn) mentioned that additional income not only supports
financial stability but also facilitates personal and professional development opportunities,
as shown below:

Extract 2:

Supplementary income from tutoring plays a significant role in improving my

professional and personal life. EPT gives an opportunity to invest in personal
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development, travel, and participation in professional development courses. For

instance, thanks to my additional projects, | could attend training in the United

States. (Naryn, January 23, 2025)

As shown in the above extracts, income serves as the primary motivator for
Kyrgyzstani teachers to engage in EPT, supplementing low school salaries and positioning

EPT as a viable and rewarding career alternative.

Professional Development and Sense of Self-Fulfillment

Professional development is another critical factor driving seven out of eight
participants to undertake fee-based EPT. Three participants (Asylzat, Erkebubu, and
Sonun) began tutoring while during university times to gain professional experience early
in their teaching careers. Conversely, another participant (Asylzat) mentioned that EPT can
serve as an alternative career path for teaching graduates who struggle to secure school
employment after university. In non-English-speaking countries like Kyrgyzstan, where
English is not the primary language of instruction, EPT helped teachers sustain their
English language proficiency.

Extract 3:

At school...You can’t conduct lessons entirely in English because not all students
understand it... If teachers do not practice their English at all, their fluency can be
lost. Tutoring helps me maintain my own practice and not to forget English.
(Erkebubu, December 11, 2024)

Regarding professional development, four participants (Daniyar, Naryn, Erkebubu,
and Sonun) highlighted that EPT allows teachers to refine their teaching approaches, set
higher standards, and expand their expertise beyond the rigid framework of school
teaching. Working with diverse and intellectually demanding students further encourages
continuous improvement and adaptation of teaching methods. The following extracts

elucidate these findings:



58

Extract 4:

Generally, students who hire tutors often participate in foreign programs, take part
in Olympiads, and are academically strong. So, to teach them effectively, you have
to put in effort and develop yourself. (Sonun, November 7, 2024)

Extract 5:

Along with keeping practicing my English, tutoring helps me develop

methodologically unlike school, where I might stay within a fixed framework,

preventing growth. | enjoy managing 2 jobs simultaneously. (Erkebubu, December

11, 2024)

A key reason participants engage in EPT is the sense of self-fulfillment derived
from working with highly motivated students. In schools, large class sizes and
unmotivated students hinder effective teaching. Teachers frequently spend their 45-minute
classes managing logistics or discipline, leaving little time for meaningful instruction.
Consequently, lessons often resemble ‘therapy sessions’ more than structured learning
experiences (Asylzat, November 8, 2024). The lack of student engagement diminishes
teachers' sense of professional fulfillment. Conversely, as Naryn mentioned, EPT provides
a more rewarding teaching experience with an opportunity to contribute to students’
success, by serving as a powerful intrinsic motivator for tutors and reinforcing their long-
term commitment to the profession.

As interview data demonstrated, EPT functions as a pathway for developing
entrepreneurial and business skills. As Cholpon highlighted, beyond instructional
expertise, EPT requires knowing how to manage and grow a business. These skills are
essential for those who aspire to transition into educational entrepreneurship by launching
language courses, as depicted in the following extract.

Extract 6:

In EPT, you’re not just teaching—it’s like the beginning of a business...Learning

how to run a business, how to start something, how to launch a
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startup...Communication with people, networking, how to build relationships,
business relations—those things as well... | have long-term plans to open my own

language courses. (Cholpon, January 10, 2025)

Flexibility and Autonomy

Apart from Naryn, all participants identified flexibility and autonomy as key
motivators for engaging in EPT. Unlike school teaching, with its low pay and heavy
workload, EPT allows teachers to work independently, free from bureaucratic and
administrative burdens. Teachers appreciate the ability to set their own schedules, assess
students’ levels individually, and tailor lessons accordingly, making the teaching process
more effective and rewarding. As one participant (Sonun) emphasized, in EPT, teachers
adopt a more relaxed and comfortable approach. This freedom fosters a supportive
environment where students feel at ease, promoting both engagement and a genuine love
for English.

Extract 7:

In EPT, you set your own schedule, you can choose the level of your students and
provide tasks based on their level. In teaching, you need to make students love
English while giving them a sense of freedom. That’s why I try to be as
approachable as possible and lead by example in how I present myself to them. |
focus on building relationships. We set the schedule together. We often have tea

parties, talking clubs, or movie outings. (Sonun, November 7, 2024)

The relaxed environment of EPT, including the absence of a strict dress code, enables
tutors to focus on instruction rather than conforming to institutional formalities.

According to two participants (Atyr and Erkebubu), EPT offers greater flexibility
by allowing teachers to tailor lessons to students' needs and incorporate diverse materials
(audio, videos, and workbooks), thereby enhancing lesson effectiveness and making
teaching more engaging and fulfilling.

Extract 8:



60

In EPT, you are not limited by a framework. If you choose a book, you can go
through the material thoroughly. At school, everything is standardized, and within
45 minutes, you must cover the structure of the lesson. In tutoring, this restriction

does not exist; you can teach freely. (Atyr, November 9, 2024)

Female teachers' personal circumstances also influence their decision to undertake
EPT. Two participants (Atyr and Erkebubu) noted that staying at home, such as during
maternity leave, made them feel stagnant and dissatisfied, reinforcing their need to stay
productive through EPT and other meaningful work.

Extract 9:

| had three children, and after maternity leave, you go through postpartum
depression. To overcome that, | went back to EPT. (Atyr, November 9, 2024)

Thus, EPT itself can serve as a coping strategy for burnout and depression by diversifying
tasks, as long as the tutor manages a student load.
Consumer-Driven Demand and Student Motivation

According to six participants (Cholpon, Bilimbek, Atyr, Sonun, Erkebubu, and
Daniyar), consumer-driven demand motivates Kyrgyzstani teachers to provide EPT.
Unlike state schools, where students may engage passively in English instruction, EPT
operates within a demand-driven framework, serving learners with specific goals:
standardized test preparation, migration, or professional advancement. According to two
participants (Atyr and Erkebubu), parental involvement reinforces this structure, as
financial investment in EPT comes with high expectations for measurable progress,
leading parents to actively monitor their child's learning and hold both the student and
tutor accountable. Extract 10 supports these perspectives:

Extract 10:

People request private lessons because they’re moving to Europe or another
country. Last year, | also had lessons for NST preparation. The learning center also

doesn’t have specialized NST preparation courses. At school, if a student decides to



61

take the NST English, the teacher is responsible for that student’s preparation. At

the learning center, students come voluntarily. Parents also pay money, so they

demand results both from their child and the teacher. (Erkebubu, December 11,

2024)

Erkebubu identified NST as a key factor motivating both students and parents to
seek EPT. Notably, although English is the third most commonly selected subject in the
NST (CEATM, 2023), there remains a lack of clarity regarding the test’s question format
among students, school teachers, and even tutorial centers. Therefore, students and parents
limited resources for preparation, leaving private tutors as the primary option for targeted
guidance.

Half of the participants (Bilimbek, Atyr, Sonun, and Asylzat) found it relatively
easy to attract tutees through word-of-mouth referrals, which helped maintain a stable and
self-sustaining client base. For example, Bilimbek noted that most of his students came
through personal recommendations rather than social media, highlighting the importance
of informal networks in sustaining EPT engagement.

Six participants (Erkebubu, Cholpon, Sonun, Atyr, Bilimbek, and Naryn) identified
high student motivation in EPT as another factor driving teachers to this job. This
perspective is illustrated further:

Extract 11:

There’s a saying, ‘Free education isn’t valued’ (proverb), it’s true... at school, some
students attend ‘just for the sake of attendance’... If a lesson is boring for an
uninterested student, they’ll disrupt the lesson for those who are engaged and eager
to learn... At the tutorial center, students come intentionally, thinking, ‘I want to
learn this. (Erkebubu, December 11, 2024)

Overall, the key motivators for Kyrgyzstani teachers to provide EPT include income,

professional development, flexibility, and autonomy. These factors highlight the dynamics
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impacting teachers' decisions to provide fee-based tutoring, leading to a deeper
understanding of the causes of burnout discussed in the next section.
Underlying Causes Leading to EFL Teacher-Tutor Burnout

The section discusses the factors contributing to participants’ burnout using
Bronfenbrenner’s (1994) model as the guiding framework. This theory conceptualizes
human development as occurring within various systems — microsystem, mesosystem,
exosystem, macrosystem, and chronosystem — that collectively shape an individual’s
experiences.
Microsystem: Daily Realities of English Language Teaching and Tutoring

At microsystem, the burnout of Kyrgyzstani English teacher-tutors is associated
with the multifaceted nature of foreign language instruction, the emotional labor involved
in maintaining linguistic authority, and the intensified pressure to fulfill both student and
societal expectations regarding English. These stressors are different from stressors in
other subject areas because although English is a non-native language in Kyrgyzstan, it is
perceived as a vehicle for upward social mobility.

One significant source of stress for teacher-tutors is the persistent insecurity related
to pronunciation and accent. For example, Cholpon recounted an incident in which a
colleague mispronounced a basic word during an open lesson, leading to twenty students
internalizing the incorrect form.

Extract 12:

It was hard to watch because this one mistake meant the whole group was repeating
the wrong word. And the teacher didn’t want to accept it. That moment reminded
me how heavy the responsibility is when you’re an English teacher. You know that
even a small error can be repeated by twenty students for years. (Cholpon, January
10, 2025)
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Some participants indicated that English teacher-tutors face heightened scrutiny for
their linguistic precision, a level of attention not typically directed at teachers of other
subjects. Erkebubu, in particular, recounted how students with international study
experience or frequent engagement with English-language media closely scrutinized her
language use:

Extract 13:

I’ve definitely felt that pressure... If I mispronounce even one word, I see it in their
eyes. They’re analyzing me. it affects my confidence because English isn’t our first

language. (Erkebubu, December 11, 2024)

For Erkebubu, this insecurity is compounded by the struggle to maintain fluency while
juggling multiple languages in multilingual classrooms. She noted how constant switching
between Kyrgyz, Russian, and English drained her cognitively, sometimes to the point of
forgetting basic vocabulary.

Extract 14:

There are times when I can’t recall the most basic English words. Once | even
forgot the word ‘apron.” It was embarrassing. It’s because my brain is constantly

shifting between three languages every day. (Erkebubu, December 11, 2024)

According to Asylzat, English holds a distinct ideological significance in Kyrgyz
society, heightening student expectations and emotional strain for teachers, as students
enter the classroom already influenced by native-speaker norms and globalized English
media. The emotional labor of teaching English also involves a persistent internal struggle
with legitimacy and adequacy. All participants described a compulsion to over-prepare—
despite years of experience—driven by a persistent fear of being exposed for not mastering
a textbook task or mispronouncing words. Sonun articulated this concern specifically in
relation to teaching advanced-level groups.

Extract 15:
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Even after seven years, I prepare like it’s my first day. Because if you make one

mistake in front of students, they might think you’re not qualified. That fear never

really goes away. (Sonun, November 7, 2024)

Naryn noted that English teaching is often perceived not merely as content
delivery, but as a performance. Teachers are expected to embody fluency, global

awareness, and aspirational identities—without sufficient systemic support.

Extract 16:

We’re not just teaching a subject. We’re performing fluency, we’re representing an
entire culture. But sometimes, it feels like just in one lesson we’re expected to be

native speakers, mentors, and psychologists all at once. (Naryn, January 23, 2025)

Overall, the microsystem environment for Kyrgyzstani English teacher-tutors is
high-pressure, shaped not only by classroom dynamics but also by the symbolic power of
English, where emotional and linguistic demands, self-monitoring, and fear of failure
distinguish it from other subjects and illuminate key roots of burnout.

Mesosystem: Institutional Interactions and Intersecting Contexts

The mesosystem captures interactions between schools, EPT centers, teacher
training programs, and students' families. The connection between these microsystems
shapes the teachers’ professional identity, expectations, and emotional well-being by
leading to burnout when these intersections are misaligned or lack meaningful support.

A key source of stress for participants is the cultural mismatch between public
schools and private tutoring environments. As Cholpon highlighted, school students often
participate passively, while private course students come with high expectations for lesson
quality, pronunciation, and the teacher’s expertise. Navigating this contrast places
significant emotional strain on teachers, who feel compelled to demonstrate their

competence in both settings continuously.
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Furthermore, the disconnect between administrative structures and pedagogical
realities can intensify burnout, as several participants (Sonun and Erkebubu) noted that
training programs provided by the city education department (GOROONO) were overly
generic and failed to address the specific needs of English teachers.

Extract 17:

They hold seminars for new teachers conducted by math or chemistry teachers, not

English specialists...we sit there, listening to advice that just doesn’t work for our

context. Teaching English is different. We need methodology that fits our subject.

Otherwise, it’s just a waste of time, and we still have to go home and figure

everything by ourselves. (Sonun, November 7, 2024)

These frustrations are intensified by the lack of meaningful collaboration among
subject departments, particularly when English teachers are expected to compensate for

skill gaps in students’ reading or writing.

Extract 18:

When students don’t know how to write an essay in Kyrgyz or Russian, we teach
them organizing their ideas. That’s not our job. Each subject is taught in isolation,

but English teachers are expected to fix it all. (Naryn, January 23, 2025)

The misalignment between language teachers’ professional communities and
institutional expectations further contributes to role strain. According to Asylzat and
Cholpon, while organizations such as KGTESOL (a national English teachers’ association
in Kyrgyzstan) and the U.S. Embassy offer meaningful professional development
opportunities, these initiatives are frequently unsupported within the school context.
Exosystem: Institutional Influences on EFL Teacher-Tutor Burnout

At exosystem, the participants’ major concern is the inadequacy of methodological
support structures for Kyrgyzstani English teacher-tutors. While there are professional
development programs, participants repeated that these are often designed without

understanding the specific needs of English teachers.
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Extract 19:

The methodologists from GOROONO don’t even speak English. They evaluate
your class, give you a score, and leave. But they can’t give you advice, useful for
teaching English. For other language teachers, they give real feedback. For us, it’s
just a formality. And if you’re a new teacher, they’ll say, ‘We need to monitor her
closely.” But what if they don’t understand your subject? (Erkebubu, December 11,
2024)

The absence of content-specific supervision and targeted professional development

contributes to English teachers’ isolation and strengthens the perception that English is not
prioritized at the institutional level. Sonun similarly noted the lack of resources and
strategic support:

Extract 20:

We were asked to prepare students for NST, but they didn’t provide materials.
Other subject teachers had textbooks. But for English, we were told, ‘Find your
resources, figure it out.” (Sonun, November 7, 2024)

Overall, system rarely included Kyrgyzstani English teachers in decision-making
processes, leaving them feeling undervalued despite the heavy demands placed on them.
Macrosystem: Societal and Economic Pressures on Language Teacher-Tutors

In post-Soviet Kyrgyzstan, economic conditions have forced educators to take on
multiple jobs to achieve financial stability (Steiner-Khamsi & Keuren, 2008). Three
participants (Bilimbek, Naryn, and Asylzat) explicitly mentioned societal attitudes toward
education as a demotivating factor, noting that students and parents devalue English unless
it is tied to overseas opportunities.

Extract 21:

At school, I tell students, ‘Learn English; it will be your bread in future. You will
earn a living with it. Russia is no longer trendy; you will go to Europe, Korea, or
China, wherever you travel in the world, you will speak English.” Yet, some
students tell me directly, ‘I’m not interested.” That sometimes upsets me. (Asylzat,

November 8, 2024)
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These findings indicate that societal attitudes within the macrosystem significantly
influence student engagement and contribute to EFL teacher-tutors’ emotional strain.
When their subject is undervalued, it heightens frustration and increases the risk of their
burnout.
Chronosystem: Time-Related Changes and Long-Term Burnout

The chronosystem—defined by changes over time and evolving conditions—
shapes how burnout progresses across an EFL teacher-tutor’s career. For instance, Sonun
raised concerns about increased workloads resulting from ongoing educational reforms,
illustrating how time-related pressures contribute to chronic burnout. Other participants
reported health problems and contemplation of leaving the profession—further
underscoring the cumulative toll of these evolving stressors. The pressure to evolve
without institutional support leads to participants’ emotional exhaustion. If early in their
careers, they had hope and motivation, over time, disillusionment grew, especially when
their professional growth was unsupported. Cholpon described her personal trajectory:

Extract 22:

At the beginning, | was so motivated. | wanted to be the best teacher, | wanted to
improve my English, and learn new methods. But year after year, you see the same
problems—no materials, no support, no appreciation. Eventually, you start
questioning if this profession has any future for you. That’s when burnout starts

creeping in. (Cholpon, January 10, 2025)
Two participants (Cholpon and Erkebubu) mentioned lost opportunities when
international funding was cut, due to geopolitical changes outside their control.

Extract 23:

| was selected for a fully-funded TESOL program in Almaty. But after political
changes in the U.S., the project was canceled. It wasn’t just my loss—it was a lost

opportunity for hundreds of teachers like me. We’re told to improve ourselves, to
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get certified—but when international programs disappear, no one from our
government steps in to fill the gap. (Erkebubu, December 11, 2024)

Conversely, Bilimbek referred to the social media presence of language courses,
thereby alluding to the increasing competitiveness within the EPT industry and the long-
term emotional toll of managing multiple jobs. It means that, for instance, Asylzat may
experience pressure as an independent tutor competing with larger companies. This
intensifying competition could significantly contribute to the burnout of independent
tutors. Erkebubu expressed concern about the impact of artificial intelligence (Al) on EPT,
underscoring how technological shifts over time can influence job security and raise stress.

Extract 24:

It seems like tutoring might not have a future. With ChatGPT and Al, students can
practice independently. Even if tutoring continues to exist, it may not be as
practical as it is now. Competition could also become more intense. (Erkebubu,
December 11, 2024)

In conclusion, the chronosystem significantly influences burnout among
participants as they contend with ongoing changes over time. The rising competition in the
tutoring market, educational reforms, and the impact of Al illustrate the evolving nature of
burnout, with sustained pressures continuing to affect teachers’ career stability and well-
being.

The Consequences of Participants’ Burnout

The next key theme is the consequences of burnout among Kyrgyzstani EFL
teacher-tutors. This section presents three subthemes: (1) increased stress and health
issues, (2) strained personal relationships, and (3) career uncertainty.

Increased Stress, Anxiety, and Health Impact
Five participants—Bilimbek, Atyr, Erkebubu, Cholpon, and Sonun—experienced

emotional exhaustion, elevated stress, and anxiety stemming from the burnout associated
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with balancing their dual roles as English teachers and private tutors. Emotional strain also
disrupts teacher—student interactions, as difficulties in one setting spill over into others.
Ultimately, this persistent fatigue and stress contributed to burnout, affecting both
professional effectiveness and personal health.

Extract 25:

| have become very forgetful. | have vision problems. Sitting for long hours at
work has also caused posture issues. | get irritated very easily. (Sonun, November
7,2024)

Extract 26:

I had a frozen pregnancy. Stress and the work-related hustle could have been
connected to that. (Erkebubu, December 11, 2024)

For example, four participants (Daniyar, Sonun, Erkebubu, and Cholpon) reported
experiencing chronic fatigue, vision problems, posture issues, and emotional irritability,

with some even facing hospitalization and pregnancy complications linked to stress.

Strained Personal Relationships

The third subtheme is strained personal relationships, which highlights the
significant toll burnout takes on teachers' interactions with their families. Two participants
(Cholpon and Sonun) reported that exhaustion and stress from managing dual roles left
them emotionally drained, causing irritability, a lack of emotional presence at home, and
disconnection from loved ones. To the question, “Is there any connection between her
burnout and divorce?”” Cholpon agreed that it had a “direct connection” (January 10,
2025).

Career Uncertainty

Burnout among Kyrgyzstani English teacher-tutors leads to career uncertainty.

Many participants expressed doubts about their future prospects, with the heavy demands
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of juggling multiple roles causing them to question the worth and sustainability of their
work. Particularly, three participants (Cholpon, Sonun, and Erkebubu) expressed feelings
of quitting the profession.

Extract 27:
Burnout makes me question my career choice and the value of my work. 1
sometimes wonder if what | do has a future. Student indifference, lack of
motivation, and the desire for results without effort leave me feeling that my hard
work goes unnoticed and unappreciated. (Naryn, January 23, 2025)

Conversely, Atyr contemplated leaving teaching for working at the market, where she

would have more financial stability.

Extract 28:

When different incidents happen with students, sometimes I think, ‘It would be
casier to work at the market. At least I’d always have money. (Atyr, November 9,
2024)

Overall, the career uncertainty experienced by teachers adds to their stress,
deepening burnout as they grapple with doubts about their professional value and long-
term prospects in the field.

Participants’ Strategies to Cope with their Burnout

The final theme from the data analysis is Kyrgyzstani English teacher-tutors’
techniques to prevent or overcome burnout. In exploring these strategies, Carver's Brief-
COPE Scale (Mcllvane et al., 2020) provides a useful framework for categorizing various
coping techniques.

Table 2

Carver’s Brief~COPE Scale (Maclntyre et al., 2020)

Approach Strategies Avoidant Strategies Neither
Approach nor
Avoidant
Strategies
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e Taking Breaks and Resting (Cholpon, e Self-Distraction e Religion
Bilimbek, Sonun, and Atyr) and Denial (Cholpon
e Reducing or Increasing Workload (Asylzat) and Atyr)
(Bilimbek, Erkebubu, Atyr, and Asylzat) o Disengagement
e Reevaluating Professional Priorities (Atyr and
(Cholpon, Atyr, Asylzat, Bilimbek, and Bilimbek)
Erkebubu)

e Seeking Emotional Support (Cholpon,
Bilimbek, Sonun, Erkebubu, and Naryn)

e Practicing Self-Reflection (Naryn,
Sonun, and Asylzat)

e Simplifying Work Life (Sonun and
Erkebubu)

e Engaging in Hobbies or Interests
Outside of Work (Cholpon, Bilimbek,
Sonun, Naryn, and Daniyar)

e Setting Boundaries (Cholpon, Atyr,
Erkebubu, and Asylzat)

The coping strategies reported by participants align with Carver’s Brief-COPE Scale
(Mcllvane et al., 2020), illustrating how they manage the emotional and physical demands
of their dual roles as schoolteachers and tutors.
Approach Strategies

Taking Breaks and Resting. Four participants (Cholpon, Bilimbek, Sonun, and
Atyr) reported that regular breaks and extended vacations helped them manage burnout by
providing essential time for recovery.

Reducing or Increasing Workload. Two participants (Bilimbek and Erkebubu)
managed stress by modifying their teaching load, either by reducing student numbers or
cutting back on hours.

Extract 29:

When I feel burnout approaching, I decrease my workload...I had too many online
students, which taught me to increase my rates and reduce the number of lessons so

I could have more time for myself. (Bilimbek, December 10, 2024)
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Reevaluating Professional Priorities. Five participants (Cholpon, Atyr, Asylzat,
Bilimbek, and Erkebubu) reduced burnout by reassessing their professional paths and
considering shifts between teaching contexts. This reflection allowed them to better align
their responsibilities with personal values and long-term goals.

Extract 30:

Last year, | focused on money, but this year, I’m prioritizing my health and peace
of mind. As the saying goes, ‘If you go slowly, you’ll go further. (Asylzat,
November 8, 2024)

Seeking Emotional Support. Familial and professional support are a key strategy for
managing burnout. Three participants (Cholpon, Bilimbek, and Sonun) frequently
highlighted their family support and sharing household responsibilities, which helped
alleviate stress and facilitated better work-life balance.

Extract 31:

| am grateful for my family. They are very supportive...they give me free time. My
husband helps by taking care of kids after work, allowing me to have time for

myself. (Sonun, November 7, 2024)

Conversely, some participants (Erkebubu and Naryn) mention professional support,
including specialists in child care and therapy, as a way to manage their emotional well-
being during challenging times.

Extract 32:

| visit a psychologist once every two months. It helps me clear my mind, reassess
what is happening, and better understand myself. It is a sort of 'reset' that allows me

to keep moving forward and handle challenges. (Naryn, January 23, 2025)

Practicing Self-Reflection. Naryn, Sonun, and Asylzat valued personal growth and
self-awareness in managing burnout. They described how psychology and personal

development helped them better understand their emotions and approach challenges more
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effectively. They also reflected on how life experiences, including family dynamics,
shaped their teaching and strengthened their ability to connect with students. This
continuous self-reflection allowed them to maintain balance and stay engaged with their
work despite the pressures they faced.

Simplifying Work Life. Two participants (Sonun and Erkebubu) focused on
simplifying their work by making teaching more enjoyable. They utilized activities
capturing students' interest and making teaching less stressful.

Extract 33:

After work, I want peace at home. | try not to create unnecessary problems and

make an effort not to bring work home. | prepare teaching materials during my

breaks at school or right after my lessons. (Erkebubu, December 11, 2024)

Engaging in Hobbies or Interests Outside of Work. Five participants (Cholpon,
Bilimbek, Sonun, Naryn, and Daniyar) found that devoting time to hobbies allowed them
to unwind and recharge, providing a healthy escape from the professional pressure.

Extract 34:

Active rest and spending time with loved ones always helped me combat burnout. |
go to mountains to escape from the daily routine and feel connected to nature. Such
trips allow me to recharge emotionally and physically. Another method that helps
me unwind is karaoke. It relieves tension and lifts my mood, even after a tough
day. I also enjoy swimming, which helps me stay physically fit and calms me,
giving me the opportunity to relax and disconnect from work-related thoughts.
(Naryn, January 23, 2025)

Setting Boundaries. Cholpon, Atyr, Erkebubu, and Asylzat emphasized the need
to set clear distinctions between their professional and personal time, by limiting work
hours, taking regular breaks, and dedicating time for personal activities and rest. Thus,
they were able to safeguard their well-being, minimize stress, and ensure they had

sufficient time to recharge.
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Extract 35:

| started focusing more on my health, and | established a proper daily routine.

Previously, I could stay up until midnight. Now, I don’t sit for hours—I prepare

teaching materials for maximum one hour, then | stop. (Cholpon, January 10, 2025)
Avoidant Strategies

Self-Distraction and Denial. One participant (Asylzat) used humor to make
students laugh and to defuse tense situations, thus distracting herself and others from
negative emotions.

Disengagement. Two teachers (Atyr and Bilimbek) described withdrawing from
stressful situations, by emotionally distancing themselves, thus minimizing the emotional
burden and protecting themselves from work pressures and social interactions.

Neither Approach nor Avoidant Strategies

Religion. Two participants (Cholpon and Atyr) claimed that religion offers
emotional comfort without confronting burnout; it is a strategy that neither actively
addresses nor avoids the stressor but instead fosters spiritual rejuvenation.

Extract 36:

"The hijab opened up a new world for me. | started studying the Quran. I started
learning Arabic. It helped me a lot...I began to see many situations differently...I
have a very good environment where | am learning. Very good sisters support me.
(Cholpon, January 10, 2025)

Conclusion

This chapter presented the study’s key findings on burnout among Kyrgyzstani
EFL teacher-tutors. It began with the participants’ biographical vignettes, offering insights
into their professional trajectories. The findings were then organized around four themes:
(1) motivations for providing EPT, (2) causes of burnout, (3) its consequences, and (4)

coping strategies. These themes were examined through participants’ narratives and



relevant theoretical frameworks. The next chapter will further interpret these findings in

relation to existing literature and theoretical perspectives on teacher-tutor burnout.
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Chapter 5: Discussion

The previous chapter presented the findings of this qualitative study, which examined
the experiences of Kyrgyzstani English language teachers, focusing on their motivations
for engaging in fee-charging English private tutoring (EPT), the factors contributing to
their burnout, its consequences, and the strategies they use to manage it. This chapter
discusses the findings using Bronfenbrenner’s (1994) ecological systems theory and
Carver’s Brief-COPE Scale (Mcllvane et al., 2020), while situating them within the
broader EPT and teacher burnout literature. The chapter is divided into four sections based
on the following research questions:

1. What motivated Kyrgyzstani EFL teachers to undertake fee-charging EPT?

2. What factors contributed to the participants’ burnout?

3. What are the consequences of the participants’ burnout?

4. How do the participants manage burnout (i.e., their coping strategies)?
Revisiting the Theoretical Framework Adopted in this Study

This study was anchored in Bronfenbrenner’s (1994) ecological systems theory,

offering a multi-layered lens to explore the complex realities faced by Kyrgyzstani EFL
teacher-tutors. Bronfenbrenner’s model conceptualizes human development through nested
systems that interact dynamically over time. The microsystem includes immediate
environments—schools, tutorial centers, and family, while the mesosystem reflects the
interplay between thse contexts. The exosystem includes educational policies and
institutional support; the macrosystem involves broader cultural and economic values, such
as how English is socially valued and how teachers face financial pressures. The
chronosystem captures how these layers evolve over time, such as through reforms or lack

of regulation in EPT.
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Additionally, this study incorporated Carver’s Brief-COPE Scale (Mcllvane et al.,
2020), which categorizes coping strategies into three types: approach (e.g., planning,
seeking support), avoidant (e.g., denial, withdrawal), and neutral (e.g., acceptance,
religion). This framework helped analyze how participants manage emotional strain,
acknowledging that coping effectiveness varies by context (see Chapter 2). Together, these
frameworks will guide the interpretation of findings in the sections that follow.

RQ1: What Motivated the Participants to Provide Fee-Charging EPT?

Participants entered the EPT industry because of four key factors: supplementary
income, professional growth and personal fulfillment, flexibility and autonomy, and
consumer-driven demand. From the lens of Bronfenbrenner’s (1994) Ecological Systems
Theory, these motivations emerge from interactions across multiple systems—ranging
from national salary policies and post-Soviet legacies (macrosystem) to school-level
(exosystem) and teachers’ personal needs (microsystem).

Additional Income

The analysis identified additional income as the primary motivator for participants
to undertake EPT. This finding is consistent with global research on financial incentives as
a major driver for teachers offering EPT, especially when school salaries are inadequate
(e.g., Alam & Zhu, 2023; Kobakhidze, 2018; Liu & Bray, 2020; Ramila Diaz, 2023; Xiong
et al., 2022). Although official data from Kyrgyzstan indicate rising teacher salaries—
reportedly from 10,000 to 26,000 som ($112 to $293) since 2018 (Vesti.kg, 2024)—
several participants still perceived their earnings as insufficient. Despite government
pledges to increase education sector salaries (Bilim Akipress, 2025), financial concerns
persist among educators, reinforcing the belief that teaching alone cannot ensure economic

stability.
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The financial struggles of Kyrgyzstani teachers mirror post-Soviet trends, where
the collapse of the Soviet Union led to economic instability in education (Bagdasarova &
Ivanov, 2009; DeYoung et al., 2006; Silova, 2009). Low salaries and challenging working
conditions pushed teachers toward supplementary income through fee-based tutoring
(Drummond & DeYoung, 2004; Kalikova & Rakhimzhanova, 2009; Vassilova, 2023). For
example, according to Kalikova and Rakhimzhanova (2009), Kazakhstani teacher salaries
during the early post-independence period averaged around 12,000 KZT (US$100),
equaling just 60% of the national average wage. Many teachers, especially the novice
ones, engaged in fee-charging tutoring as a means of financial survival. Around 56.9% of
students, participating in the study, believed that teachers turned to tutoring to supplement
their income. Many also reported that teachers encouraged—or even pressured—them to
attend private lessons. Thus, tutoring not only highlighted the teachers’ financial
vulnerability but also raised ethical concerns.

Similar trends occurred in Syria and Yemen, where PT/EPT became a survival
strategy for teachers amid prolonged conflict and economic instability (Bray & Hajar,
2023). Importantly, they viewed EPT as a source of financial autonomy, enabling them to
control their income based on their skills and workload. This finding is consistent with
prior studies (Kobakhidze, 2018; Petsiotis, 2022), which frames EPT as a “financial
cushion” that offers stability during periods of economic uncertainty.

In Extract 1, Sonun described tutoring income as flexible, fluctuating based on
student outcomes and parental satisfaction. This adaptability aligns with findings from
Georgia (Kobakhidze, 2018) and Greece (Petsiotis, 2022), where teachers similarly
benefited from merit-based financial rewards in PT. Kobakhidze’s (2018) ethnographic
research in Georgia revealed that teachers in the shadow education sector responded to

neoliberal pressures by tying their income to student outcomes, with financial success
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depending heavily on reputation and exam performance—reflecting values that reward
individual achievement and consumer satisfaction. Sonun’s experience mirrors this, as
student achievement and teaching quality directly influenced consistency and income.

Similarly, Naryn noted that EPT income enabled investments in personal and
professional development, helping to compensate for limited advancement opportunities in
the public education system. This parallels the findings by Hua and Yung (2024), whose
narrative inquiry into the careers of experienced English tutors in Mainland China showed
that many reinvested their earnings into international education, advanced qualifications,
or entrepreneurial ventures.

Career Advancement and Instructional Freedom

Teachers perceive EPT as an opportunity to refine their teaching skills and
experience personal fulfillment by interacting with motivated learners. These insights align
with prior studies in Kazakhstan, China, and Georgia, which emphasize EPT as a means of
both professional and personal development (Hajar & Manan, 2025; Hua & Yung, 2024;
Kobakhidze, 2018). For several participants, EPT was instrumental in early career
development, offering teaching experience during their university years. By tutoring while
studying, they embodied the idea of “learning from a learner” (Werbinska et al., 2019, p.
187).

EPT also allowed participants to maintain their English proficiency. Because
English is not widely spoken in Kyrgyzstan, teachers often struggle to maintain fluency
without regular use. Erkebubu explained that schools rarely offer full English immersion,
whereas EPT allows teachers to use English exclusively. This aligns with research by
Hajar and Mukhamediyeva (2025) and Vassilova (2023), who observed that Kazakhstani

EFL teachers rely on tutoring to sustain and refine their language skKills.
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EPT offered teachers flexibility to experiment with pedagogical methods and tailor
instruction to student needs. Their experiences support findings by Kobakhidze (2018) and
Hajar and Karakus (2025), who argue that EPT provides greater instructional flexibility
than formal education settings. For some, EPT opened the doors to educational
entrepreneurship. Cholpon emphasized that EPT involves not only instruction but also
managing a business, building professional relationships, and launching language courses.
This reflects findings by Hajar and Karakus (2025), who observe that private tutors
transition into private education entrepreneurship, gaining greater autonomy and career
growth.

Moreover, EPT gave the participants a sense of self-fulfillment lacking in formal
school. Tutoring motivated students was more rewarding for all participants than teaching
in overcrowded schools, where time was mostly spent on classroom management. Seeing
private students’ progress strongly motivated them. Studies by Bray and Kwo (2014) in
Hong Kong and Kobakhidze (2018) in Georgia found that PT enhances teachers’ sense of
accomplishment by letting them see their direct impact on students. Many participants
described EPT as a liberating alternative to the bureaucracy of mainstream schooling. EPT
gave them greater autonomy in planning and teaching, allowing them to focus on
instruction over administrative tasks, which led to greater satisfaction and effectiveness.
These experiences support Bray's (2024) and Kobakhidze’s (2014) arguments about how
EPT allows teachers to exercise agency in their immediate teaching environment.

EPT offered female participants a practical solution for maintaining career while
managing caregiving responsibilities. Through designing their schedules in EPT, both Atyr
and Erkebubu remained active in the profession during maternity leave. These findings
support Hajar and Manan’s (2025) study showing that EPT helps female educators sustain

their professional identities despite limited institutional support for work—life balance.
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Such gender-responsive flexibility of EPT reflects mesosystemic dynamics between
teachers’ professional and personal spheres.

Reflecting on participants’ motivations highlights the relevance of
Bronfenbrenner’s (1994) model in understanding their experiences. The microsystem’s
influence is evident, as participants’ work environments and daily interactions shaped their
decision to pursue EPT. Additionally, the macrosystem played a role, as the
undervaluation of teaching and rising demand for English proficiency created conditions
that made EPT necessary and desirable. These insights show that motivations to provide
EPT were shaped not in isolation but within interconnected systems influencing teachers'
choices.

Consumer-Driven Demand

The study’s findings suggest that consumer-driven demand significantly shapes
Kyrgyzstani EFL teachers' engagement in EPT. Many participants entered EPT due to
student and parent demand, caused by dissatisfaction with school English instruction.
These findings align with studies by Bray and Kobakhidze (2015) in Hong Kong, Hua and
Yung (2024) in China, and Hajar and Mukhamediyeva (2025) in Kazakhstan, showing a
global trend of parents turning to PT/EPT to boost their children's academic performance.
From an ecological systems perspective, growing reliance on PT/EPT reflects
macrosystem-level dynamics—such as national education policies and exam pressures—
that shape parental behavior and influence teacher decisions at the microsystem.

A key driver of this demand is parental concern about academic success, especially
in high-stakes exams like the National Scholarship Test (NST). Bagdasarova and Ivanov
(2009) found that the launch of university entrance exams in Kyrgyzstan greatly expanded
the demand for tutoring. A surprising finding is that, although English is the third most

chosen NST subject (CEATM, 2023), quality preparation courses and materials for it are



82

still limited. Erkebubu noted that many students, parents, and even teachers do not fully
understand the test format, leading them to seek help from private tutors. This highlights
how the exosystem (assessment policies) and the microsystem (student learning
environments) interact to generate localized demand for EPT.

Additionally, student motivation plays a significant role in teachers' decisions to
provide EPT. Unlike in state schools, where engagement varies, EPT attracts learners who
are intrinsically or extrinsically motivated—for test prep, migration, career goals, or
language improvement. Some students enroll voluntarily, while others attend under
parental pressure, highlighting how mesosystem interactions—between families and
tutorial centers—shape student attitudes and teacher experiences. This aligns with Ireson
and Rushforth’s (2014) findings in England, which show that parents view PT as a natural
extension of their educational role—driven by a focus on academic success, belief in self-
regulation, and confidence in supporting their child’s learning. Whether they join PT/EPT
voluntarily or due to parental pressure, students show more commitment and engagement
than their peers in mainstream schools.

Another key factor sustaining the tutoring careers of Kyrgyzstani English teachers
is word-of-mouth referrals. Participants noted that personal recommendations remain the
most effective way to attract students. Although some tutors tried Instagram ads, informal
networks remain the primary recruitment channel. This supports findings by Verger et al.
(2016) and Hajar and Karakus (2025), who show that social and professional networks
drive the expansion of EPT across educational settings. In Bronfenbrenner’s (1994)
framework, these personal networks and evolving roles form part of the mesosystem,
where ties between teachers, families, and communities reinforce EPT’s growth and

sustainability.
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Overall, at the microsystem, teachers’ daily interactions with parents and students
created pressure to meet rising expectations for private instruction. Meanwhile,
macrosystem forces—such as the growing emphasis on education and the value of English
for future opportunities—shaped the increasing reliance on supplementary tutoring. This
perspective shows that teachers’ involvement in EPT was not just a response to local needs
but was rooted in broader social and cultural forces that continue to shape educational
practices.

RQ2: What Factors Caused the Participants’ Burnout?

This section explores the causes of burnout among Kyrgyzstani English teacher-
tutors by linking key themes from the data to existing literature. The discussion is framed
by Bronfenbrenner’s (1994) ecological systems theory, which offers a layered view of how
micro-, meso-, exo-, macro-, and chronosystemic forces interact to shape burnout.
Microsystem: Daily Realities of English Language Teaching and Tutoring

At the microsystem, participants experienced burnout due to pressure over
pronunciation accuracy, with minor errors causing anxiety under student scrutiny. These
findings align with Sulis et al. (2023), who highlight widespread foreign language anxiety
among English teachers working in non-native contexts. Furthermore, participants
frequently cited the cognitive fatigue from switching between English, Kyrgyz, and
Russian. Within Bronfenbrenner’s (1994) framework, these stressors reflect microsystemic
pressures or day-to-day interactions teachers face in their teaching environments. As
Mischo (2014) elaborates, the microsystem includes not only the teacher and learners but
also the ongoing interaction patterns (questioning and feedback), making the microsystem
a dynamic space of both support and stress.

Participants also emphasized English’s symbolic role in Kyrgyz society. Teachers

are not only expected to teach but also to represent global culture and act as aspirational
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figures for students. It intensifies emotional and identity-related pressures. Naryn’s view of
“performing fluency” captures this reality and echoes research on the emotional toll of
self-monitoring and identity performance in English language teaching (Horwitz, 1996;
Hua & Yung, 2024).

Mesosystem: Institutional Interactions and Intersecting Contexts

At the mesosystem, burnout among participants navigating passive classroom
cultures in schools and high expectations in EPT, both of which place significant
emotional demands on them. These findings mirror patterns identified by Kobakhidze
(2018) in Georgia and Hajar and Mukhamediyeva (2025) in Kazakhstan, where teachers
balancing dual roles reported emotional strain and conflicting responsibilities. Hajar and
Mukhamediyeva’s (2025) qualitative study of eight English teachers in Kazakhstan
showed how emotional fatigue and identity tensions emerged as they balanced
responsibilities in both school and tutoring settings. These challenges were worsened by
inequitable treatment from center owners, high parental demands, and the need to tutor to
sustain their livelihoods. The study emphasized that teachers often felt trapped between the
conflicting expectations of both institutions. This dynamic illustrates Bronfenbrenner’s
(1994) mesosystem concept, where interactions between schools and EPT create additional
stressors.

Several participants expressed dissatisfaction with professional development
initiatives, describing them as ineffective due to a lack of English-specific focus and
delivery by non-experts. This concern echoes the findings of Hua and Yung (2024) about
training, which misaligns with the instructional needs of English tutors. Participants also
are expected to help students with essay writing typically tied to other language subjects. A
similar trend appears in Ramila Diaz’s (2023) study of English tutors in France, where six

participants reported challenges navigating blurred boundaries. Such experiences
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underscore how fragmented institutional structures lead to professional fatigue. Viewed
through the ecological framework, burnout among teacher-tutors emerged not from
isolated challenges but from persistent tensions across interconnected systems. Conflicting
expectations and poor coordination between the microsystem and mesosystem—
particularly between schools and tutoring centers—heightened emotional and professional
strain. This ongoing negotiation of overlapping roles illustrates the complexity of the
mesosystem and its contribution to teacher-tutor burnout.

Exosystem: Institutional Influences on EFL Teacher-Tutors

At the exosystem of Bronfenbrenner’s (1994) model, burnout is shaped by
institutional structures that indirectly affect teachers’ day-to-day environments. These
include regional education departments, professional development programs, and broader
governance mechanisms. In this study, burnout was linked to a lack of methodological
support and limited access to supervisors with adequate English proficiency. Participants
noted that classroom observations felt superficial, with feedback lacking subject relevance
or practical value. These perspectives align with Pan and Zhou’s (2023) findings, which
show that teacher-tutors work without subject-relevant supervision.

The exosystem is crucial in shaping teachers’ work environments indirectly—
through policy decisions, administrative support, and resource allocation. In Kyrgyzstan,
these structural gaps heighten professional isolation among English teachers, particularly
in rural areas. The marginalization of English in national education policy further
contributes to teacher demotivation, as participants felt institutional priorities favor other
subjects, leaving English instruction under-resourced and undervalued.

Macrosystem: Societal and Economic Pressures on Language Teacher-Tutors
At macrosystem, broader sociocultural and economic dynamics exacerbate the

participants’ burnout. Some participants noted that declining societal regard for English—
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when not linked to overseas opportunities—diminishes the perceived value of their work.
Both parental and student engagement with English reflected a transactional mindset,
focused narrowly on short-term academic gains or access to international mobility. This
pattern echoes Hajar and Mukhamediyeva’s (2025) findings, where unrealistic parental
expectations and assumptions that financial investment in EPT should produce rapid
results intensified teacher stress and led to emotional exhaustion. The societal
undervaluation of teaching and the growing transactional view of English education
highlight the macrosystem’s powerful role in shaping teachers’ sense of purpose, identity,
and emotional well-being. These broader societal influences help explain why many
participants felt isolated and disillusioned despite their commitment to education.
Chronosystem: Time-Related Changes and Long-Term Burnout

The cumulative impact of shifting education policies, technological change, and
evolving professional expectations contributes to participant burnout at the chronosystem.
Participants reported a gradual decline in motivation and well-being, with several
considering leaving the profession due to persistent fatigue. These experiences reflect
longitudinal patterns described by Maclintyre et al. (2020) and Griffiths (2023), who argue
that ongoing institutional neglect and instability contribute to declining teacher
engagement over time. Griffiths (2023), drawing on both research and teacher narratives,
further describes burnout as a long-ignored but pervasive issue in education. She identifies
emotional exhaustion, lack of administrative support, and the devaluation of teacher
perspectives as major contributors to long-term burnout, which also can undermine student
outcomes and the overall education system.

Erkebubu also cited geopolitical disruptions and the cancellation of international
programs discouraging, especially when national institutions failed to provide meaningful

alternatives. This mirrors consequences seen under China’s Double Reduction Policy,
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where abrupt regulatory changes left teacher-tutors vulnerable and unsupported (Hua &
Yung, 2024). Participants also identified Al and intensifying market competition as future
challenges, raising concerns about the long-term viability of EPT in a rapidly evolving
educational landscape (Zhang & Bray, 2020). These findings underscore the relevance of
Bronfenbrenner’s (1994) model, particularly the chronosystem’s role in shaping teacher-
tutors’ long-term experiences. The gradual buildup of professional fatigue, combined with
shifting policies and societal expectations, reveals how life-course changes intensify
burnout and career uncertainty.
RQ3: What Are the Consequences of Burnout as Experienced by the Participants?

This section examines the consequences of burnout among Kyrgyzstani EFL
teacher-tutors. As shown in Chapter 4, these consequences fall into three main categories:
heightened stress causing physical and mental health issues, strained interpersonal
relationships, and increasing uncertainty about their professional future. Each category will
be examined further and discussed in relation to the relevant literature.
Increased Stress, Anxiety, and Health Impact

This study found that burnout among Kyrgyzstani EFL teacher-tutors leads to
significant psychological and physical health consequences, including chronic stress and
anxiety, often without sufficient recovery time. These accounts reflect emotional
exhaustion as the core symptom of burnout, arising from sustained, unmanaged stress
(Maslach & Leiter, 2016). Constant transitions between school and EPT created little room
for rest. This aligns with Saloviita and Pakarinen (2021), whose large-scale study of 4,567
Finnish primary teachers found that inadequate institutional support— the lack of
assistance in inclusive classrooms—Ied to higher burnout. Although class size showed
only a minimal correlation, the availability of teaching assistants reduced emotional

exhaustion and depersonalization.
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Forgetfulness and concentrating difficulty, noted by Sonun, reflect the impact of
chronic stress on memory and emotional regulation. Macintyre et al. (2020) observed
similar patterns, reporting cognitive decline as a common outcome of teacher stress.
Participants also experienced fatigue, vision issues, posture problems, and emotional
irritability. More severe outcomes included hospitalization and reproductive
complications: Cholpon was hospitalized with chronic fatigue, and Erkebubu linked her
frozen pregnancy to stress. Earlier studies (e.g., Hakanen et al., 2006; Pyhélto et al., 2020)
also link burnout with physical exhaustion and health issues.

Female participants reported severe health effects, including reproductive health.
This supports prior research indicating that women are more vulnerable to burnout due to
the combined burden of work and domestic responsibilities (Greenglass & Burke, 2003;
Klapproth et al., 2020). In a cross-sectional study of 380 German teachers during the
COVID-19 lockdown, Klapproth et al. found that female teachers experienced
significantly higher stress than their male counterparts. Nevertheless, women used more
functional coping strategies—such as active problem-solving and seeking emotional
support—than men.

Overall, these findings support Griffiths’ (2023) assertion that burnout is a
cumulative condition shaped by both internal pressures (e.g., perfectionism) and external
stressors (e.g., financial insecurity).

Strained Personal Relationships

The findings revealed that burnout significantly influences the personal lives of
participants, particularly familial and social relationships. When they are emotionally and
physically drained from managing multiple roles, they struggle to engage meaningfully
with family members. These experiences align with Brady and Wilson’s (2021) findings

that emotional overload from teaching infiltrates home life, prompting teachers to adopt
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coping strategies such as avoiding work at home to preserve mental space. However,
maintaining these boundaries is difficult—especially when EPT obligations extend into
evenings and weekends, limiting rest and family time.

In Kyrgyzstan, many teachers’ performing additional roles intensifies the work-life
imbalance, especially for women, who shoulder caregiving duties. Klapproth et al. (2020)
and Griffiths (2023) highlight how such dual burdens contribute to higher stress and
relational strain, a pattern mirrored in this study where most participants were women
navigating both professional and domestic responsibilities. Psychologically, these accounts
illustrate depersonalization (Maslach et al., 2001). While applied to teacher—student
interactions, this detachment was also present in participants’ personal lives. MacIntyre et
al. (2020) similarly note that emotional exhaustion eroded interpersonal support and
heightened feelings of loneliness and disconnection among teachers.

Babic et al. (2023) also observe that mid-career teachers balancing multiple roles
struggle to maintain boundaries, as professional stress spills into family life. Cholpon’s
decision to leave her school job and limit EPT was a turning point—a coping strategy to
reclaim time and reconnect with her loved ones. Her experience highlights the value of
workload flexibility in mitigating burnout’s relational effects.

Career Uncertainty

As data analysis identified, career uncertainty is a major consequence of burnout
among Kyrgyzstani EFL teacher-tutors. Participants attributed emotional exhaustion,
doubts about their long-term future, and thoughts of leaving the profession to juggling dual
roles, lack of recognition, financial instability, and insufficient institutional support.
Cholpon described an internal conflict—feeling both professionally fulfilled and
emotionally exhausted. She expressed a strong need for rest and recovery, noting that

without it, she might have to leave either her school position or EPT. Her experience aligns
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with Pyhélto et al. (2020) and Maslach et al. (2001), who emphasize that burnout
undermines professional efficacy and long-term commitment. Similarly, Naryn questioned
the meaning and value of his career—a sentiment echoed in Saloviita and Pakarinen
(2021), who link burnout to diminished accomplishment and growing regret about one’s
professional path.

By highlighting the tension between emotional investment and economic survival,
Atyr mentioned that financial pressure was a stronger motivator for her career
reconsideration. This aligns with Sulis et al. (2023), who describe “reality shock™ as
common among early-career teachers. Many enter the profession with idealism but
encounter emotional exhaustion and financial need leading to reconsidering their future.

Importantly, career uncertainty did not stem only from current stress but also from
a lack of future clarity. Teachers struggled to envision sustainable pathways in education,
especially under the dual burden of school teaching and EPT. This reflects findings by
Maclntyre et al. (2020), who surveyed over 600 language teachers globally during the
early months of the COVID-19 pandemic. Their study revealed that the emergency
transition to online teaching intensified stress due to blurred work-life boundaries,
insufficient training, and rapid institutional changes. Teachers using avoidant coping
strategies (e.g., denial, disengagement, self-blame) were more likely to experience
heightened anxiety, sadness, and burnout, while those using approach-oriented strategies
(e.g., planning, seeking support) reported greater well-being and resilience. These parallels
suggest that even beyond crisis contexts, professional insecurity and lack of structural
support can erode teacher confidence and long-term engagement.

Overall, drawing on Bronfenbrenner’s (1994) framework, the findings illustrate the
burnout emerges not merely from individual fatigue but from cumulative pressures across

multiple systems. At the microsystem, emotional exhaustion disrupted participants’ health



91

and strained family relationships. At the mesosystem, conflicting demands from school
and tutoring intensified isolation and stress. Macrosystemic factors—such as the societal
undervaluation of teaching and economic reliance on EPT—reinforced career uncertainty
and weakened long-term commitment. Over time, as captured by the chronosystem,
persistent systemic neglect and shifting educational landscapes deepened disillusionment.
These insights highlight the urgent need for holistic approaches to teacher well-being that
consider the complex, layered nature of burnout across different stages of teachers’
professional and personal trajectories.
RQ4: How Do the Participants Manage Burnout (i.e., Their Coping Strategies)?

This section discusses the methods Kyrgyzstani English teacher-tutors adopt to
manage their burnout. Using Carver’s Brief-COPE framework (1997, as cited in Maclntyre
et al., 2020), participants’ strategies were categorized into approach, avoidant, and neutral
coping styles.
Approach-Oriented Coping Strategies

The most common strategies reported by research participants included taking
breaks, adjusting workloads, reevaluating priorities, seeking emotional support, and setting
boundaries. These align with Brief-COPE subscales such as active coping, planning,
acceptance, and emotional support. For instance, Bilimbek reduced his teaching load and
raised his rates to maintain income while easing workload pressure. Additionally, several
participants redefined their professional goals to align with personal well-being. As
Asylzat reflected: “Last year, I focused on money, but this year, I’m prioritizing my
health...” This shift reflects Tedeschi and Calhoun’s (2004) description of growth during
adversity. Moreover, all participants relied on support from either family or professionals.

For example, Naryn and Erkebubu received household support and counseling services for
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emotional regulation. These practices underscore the importance of social support in
managing burnout (Gustems-Carnicer & Calderon, 2013; Maclntyre et al., 2020).

Several participants mentioned self-reflection and simplifying their work routines
to maintain emotional balance. They also separated work from personal life. These
strategies align with research emphasizing the effectiveness of planning and boundary-
setting as coping mechanisms (Mercer & Gregersen, 2020). Additionally, hobbies enabled
participants to recharge physically and emotionally, by improving their well-being
(Seligman, 2011).

Avoidant and Neither Approach nor Avoidant Strategies

Some participants adopted avoidant strategies, such as distraction, denial, and
disengagement, which offer short-term relief but increase stress over time (Carver &
Connor-Smith, 2010).

Two participants (Cholpon and Atyr) turned to religion as a source of emotional
support. While not directly addressing the stressors, their religious practices offered
stability and spiritual grounding (Taku et al., 2008).

Carver’s Brief-COPE framework provided valuable insights into how participants
navigated the emotional and professional challenges of burnout. Many participants adopted
proactive methods to sustain their well-being despite systemic pressures. However, the
presence of avoidant responses also underscores the limits of individual agency when
structural issues remain unaddressed. These findings highlight that coping is not a static
process but is shaped by the interaction between personal resilience and environmental
constraints.

Conclusion
This chapter interpreted the findings from Chapter 4 in relation to existing research,

drawing on Bronfenbrenner’s (1994) ecological systems theory and Carver’s Brief-COPE
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Scale (Mcllvane et al., 2020) as guiding frameworks. Accordingly, it examined the key
motivations behind Kyrgyzstani English language teachers’ involvement in fee-based EPT,
the systemic and emotional stressors contributing to their burnout, the effects of burnout
on their professional and personal well-being, and the coping strategies they used to

navigate these challenges.
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Chapter 6: Conclusion

The previous chapter discussed the main findings of the present study, which
examined the underlying causes of burnout among English language teacher-tutors in
Kyrgyzstan, as well as the factors motivating their engagement in English private tutoring
(EPT). The study also explored the consequences of burnout and participants’ coping
strategies. This final chapter presents the main conclusions, discusses the study’s strengths
and limitations, and offers implications for policy and practice.

Major Conclusions of the Study

This study examined motivations, burnout factors, consequences, and coping
strategies of Kyrgyzstani EFL teacher-tutors, using Bronfenbrenner’s (1994) ecological
systems theory and Carver’s Brief-COPE Scale (Mcllvane et al., 2020).

Financial need was the most consistently reported motivation, echoing international
findings (Bray & Hajar, 2023; Khaydarov, 2020; Petsiotis, 2022). Some participants
claimed that the low salaries in Kyrgyzstani state schools necessitated tutoring as an
additional source of income. Opportunities for professional development and personal
fulfillment motivate schoolteachers to provide EPT (Khaydarov, 2020; Kobakhidze, 2018;
Stastny et al., 2021; Werbinska et al., 2019). Several participants enhanced their
understanding of educational entrepreneurship through EPT, supporting claims that it helps
teachers expand pedagogical expertise and pursue diverse career paths (Hajar & Karakus,
2025; Hajar & Manan, 2025).

Many participants were motivated by the autonomy and fulfillment EPT offered,
particularly in working with motivated students, unlike in mainstream schools constrained
by time and low engagement (Bray & Kwo, 2014; Hajar & Karakus, 2025; Hua & Yung,

2024).
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Consumer-driven demand also was significant in participants’ decisions to enter the EPT
market (Ball & Youdell, 2008; Ghosh & Bray, 2020; Gupta, 2021). The high demand for
English tutors was driven by students’ and parents’ aspirations to pass standardized tests,
pursue migration, or achieve professional advancement.

Burnout among Kyrgyzstani English teacher-tutors stems from a complex interplay
of factors across multiple ecological levels. Within the microsystem, emotional labor in
classroom interactions, concerns about pronunciation and accent, and the pressure to
project native-like fluency, are significant sources of stress. This finding supports previous
research showing that foreign language anxiety and the burden of linguistic self-
monitoring are especially pronounced among non-native English teachers (Horwitz, 1996;
Hua & Yung, 2024; Sulis et al., 2023).

The mesosystem analysis reveals that inadequate training and conflicting
institutional expectations increased professional strain—mirroring international patterns
(Hajar & Mukhamediyeva, 2025; Kobakhidze, 2018; Ramila Diaz, 2023). Language
teachers also express frustration with professional development programs overlooking the
needs of English instruction (Hua & Yung, 2024). At the exosystem, poor access to
methodological support and unequal growth opportunities exacerbated participants’
isolation and emotional strain (Pan & Zhou, 2023; Trent, 2016; Zhang, 2023).

At the macrosystem, the declining status of EFL teaching and the instrumental view of
education, undermine teacher motivation and professional commitment (Hajar &
Mukhamediyeva, 2025; Steiner-Khamsi & Keuren, 2008; Verger et al., 2016). At the
chronosystem, prolonged systemic neglect, growing competition within the EPT sector,
and the rise of Al contribute to emotional exhaustion among language teachers (Griffiths,

2023; Maclntyre et al., 2020; Zhang & Bray, 2020).
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Regarding consequences, the burnout among participants manifests in three major
ways: serious health issues, strained personal relationships, and growing career
uncertainty. Participants reported emotional exhaustion, chronic fatigue, and, in some
women, reproductive complications requiring hospitalization—highlighting gendered
vulnerabilities in the profession (Greenglass & Burke, 2003; Klapproth et al., 2020).
Burnout strained family dynamics, as teachers experienced emotional detachment and
conflict due to heavy workloads and insufficient rest (Brady & Wilson, 2021; Maclntyre et
al., 2020). This emotional withdrawal resembled depersonalization (Maslach et al., 2001).
Additionally, career-related doubts emerged as teachers struggled to reconcile their
professional commitment with exhaustion. Overall, burnout is a cumulative condition
shaped by overlapping personal, professional, and institutional pressures (Griffiths, 2023;
Schonfeld & Bianchi, 2016).

Many participants adopted approach-oriented strategies to manage burnout-related
pressures. They adjusted their workloads, prioritized well-being, sought emotional and
social support, set clearer professional boundaries, and engaged in leisure activities. These
methods improve emotional regulation and resilience in teaching (Maclntyre et al., 2020;
Seligman, 2011). Many also engaged in self-reflection and realigned their professional
goals, reflecting growth through adversity as articulated by Tedeschi and Calhoun (2004).
Fewer participants used avoidant strategies like denial or disengagement, but those who
did experienced greater emotional strain (Carver & Connor-Smith, 2010; Macintyre et al.,
2020). Some participants turned to religion, representing a “neither approach nor avoidant”
category in Carver’s Brief-COPE framework, that provided spiritual support (Taku et al.,

2008).
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Strengths and Limitations of the Study

A major strength of this research is its contribution to addressing a significant
empirical gap within Kyrgyzstani educational landscape. EPT in Kyrgyzstan received
limited scholarly attention, with the most relevant investigations dating back more than a
decade (Bagdasarova & lvanov, 2009; Silova, 2009). Although teacher burnout (e.g.,
Griffiths, 2025; Griffiths et al., 2020; Sulis et al., 2024) and tutor well-being (e.g., Djan,
2022; Kwafo, 2024) were studied independently, there is a lack of empirical research
examining burnout among educators who simultaneously serve as schoolteachers and
private tutors. To the best of my knowledge, the only empirical study exploring the
burnout of Kazakhstani language teacher-tutors was Hajar and Mukhamediyeva (2025).
The present study is the first to investigate this phenomenon among educators in
Kyrgyzstan. This qualitative study provides valuable insights into a largely neglected but
increasingly relevant area of research. Using Bronfenbrenner’s (1994) model, the research
shifts the focus from an individualized understanding of burnout to considering how
institutional, societal, and policy-level dynamics interact with personal and professional
pressures, thus, leading to language teacher-tutor burnout.

The use of a qualitative multiple case study approach (Creswell, 2013; Yin, 2009)
facilitates an in-depth investigation of burnout across various school contexts in Southern
Kyrgyzstan. The combination of narrative writing and semi-structured interviews
strengthens the depth and credibility of the data through triangulation, which enhanced
data credibility, depth, and richness by capturing and cross-validating multiple facets of
participants’ experiences. Narrative writing allowed participants to deeply reflect on their
experiences (Barkhuizen & Wette, 2008; Hajar, 2018), while semi-structured interviews
offered opportunities to clarify complex experiences (Kallio et al., 2016; Mirhosseini,

2020).
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This study has some limitations contextualizing its contributions. First, the small
sample size of eight English teacher-tutors, all from southern Kyrgyzstan, limits the
generalizability of the findings. While the case study enabled in-depth exploration, it may
not reflect the broader diversity of teacher experiences across regions and schools. Future
research should include more geographically diverse samples to explore the impact of
location and context on burnout and coping.

Second, while valuable for uncovering nuanced and contextually embedded
experiences, using only qualitative methods may limit the ability to identify broader trends
among EFL teacher-tutors. Incorporating a mixed-methods design in future research could
complement rich qualitative insights with quantitative data, enabling comparisons across
teaching experiences, genders, institutions, and types of PT.

Third, although the study briefly captured participants’ views on potential
government regulation of the EPT sector, this issue could not be fully explored within the
scope of the current thesis. Future studies on teacher perspectives regarding EPT
regulation and quality would enrich shadow education policy debates.

Finally, although gendered patterns of burnout were noted, the intersection of
teaching and domestic roles was not analyzed. Future research should examine how gender
shapes burnout, resilience, and career progression in both school and PT/EPT.
Acknowledging these limitations, the present study highlights important avenues for future
inquiry into the professional well-being of EFL teacher-tutors in evolving educational
landscapes.

Implications of This Study

Based on findings, several key policy and practice-oriented implications emerge to

support educators’ well-being and improve the quality of EPT in Kyrgyzstan. A key

implication is the need for a formal regulatory framework to monitor and oversee the EPT
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sector. As shown in research from Cambodia (Hammond, 2018), Egypt (llle & Peacey,
2019), and Georgia (Kobakhidze, 2018), the absence of regulation poses serious risks,
including educational corruption and grade inflation. Prohibiting schoolteachers from
privately tutoring their enrolled students would be a critical step toward safeguarding
academic integrity. Regulations should also mandate tutor registration and accountability
to uphold ethical standards in EPT.

Additionally, the study highlights the need for systemic improvements in teacher
pay, status, and working conditions. All participants reported that low salaries were a
primary driver for seeking supplementary income through EPT. As noted in prior studies
(Bray & Kwo, 2014; Hajar & Manan, 2025), improving official teacher salaries and
working conditions could significantly reduce the financial pressures that push educators
into dual employment and help alleviate the emotional exhaustion from excessive
workloads. The study also recommends a regulatory body monitor private tutors’
qualifications. Establishing minimum teaching qualifications and certification
requirements would protect students, enhance parental confidence, and contribute to the
professionalization of the EPT sector. As some participants noted, such measures could
prevent the erosion of educational standards and reinforce public trust in tutoring.

Schools and educational authorities should prioritize teacher well-being as an
integral component of educational quality. School leaders should implement counseling
services, professional mentoring, stress management workshops, and peer support groups
to address emotional exhaustion for teachers. Echoing Griffiths (2023), teacher well-being
should be treated as a systemic priority affecting student outcomes. Finally, policymakers
should consult teachers when designing regulations impacting their professional lives.
Recognizing teachers as key stakeholders can make the education system more responsive

and sustainable.
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Recommendations for Future Research

Building on this study’s findings, several recommendations can guide future
research on EFL teacher-tutors’ experiences within PT/EPT and formal education.

First, future studies would benefit from employing a mixed-methods approach
combining qualitative and quantitative techniques. Integrating survey data with in-depth
interviews would allow researchers to identify patterns across larger populations. Such
approach could facilitate comparisons across teaching experience, institutions, genders,
and geographical locations, by enhancing the findings’ depth.

Second, beyond teachers, it would be valuable to incorporate the perspectives of
tutorial center administrators, educational policymakers, and especially parents. Moreover,
understanding parental expectations and motivations would offer important insights into
the external pressures faced by EFL teacher-tutors.

Third, further research can explore the gendered dimensions of burnout among
language teachers. Preliminary findings from this study suggest that women may face
distinct challenges in balancing professional and domestic responsibilities. Focused
inquiry into how gender intersects with workload, emotional labor, and coping strategies
would deepen understanding of language teacher well-being and inform targeted support
policies.

Another area for future inquiry is professional identity negotiation of teacher-tutors
in Kyrgyzstan. This underexplored dimension may reveal how teacher-tutors navigate the
conflicting demands of dual roles in formal education and PT/EPT, and how these tensions
shape their professional coherence and emotional resilience.

Lastly, future research should examine how digital innovations are reshaping EPT.
Investigating the challenges of online tutoring platforms for both teachers and students

would be critical to understanding professional demands for EFL teachers.
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Final Reflections

Overall, this study contributed to a deeper understanding of the multifaceted nature
of English teacher-tutor burnout in Kyrgyzstan, by showing how participants navigate
these challenges with creativity and reflection, and continue to provide EPT by
overcoming their struggles in formal education.

As Kyrgyzstan reforms education and prioritizes English, teacher sustainability
must become a key concern. Teacher-tutors should be supported, valued, and
empowered—rather than expected to survive. They must be seen not just as reform agents
but as professionals whose well-being is vital to system success. By doing so, we

safeguard the future they help shape.
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Appendix B
INFORMED CONSENT FORM

Title of the study: Unpacking English Language Teacher-Tutor Burnout in Kyrgyzstan:
Causes, Consequences, and Coping Strategies

DESCRIPTION:

You are invited to participate in a research study on understanding the causes and
consequences of burnout among English language teacher-tutors in Kyrgyzstan and
exploring the strategies they use to cope with this issue. You will be asked to participate in
a narrative writing task and a semi-structured interview, which will be conducted online.
With your consent, the interviews will be audio-recorded. The recordings will be used for
research purposes only and will be stored securely. After the study is completed, all
recordings will be deleted.

TIME INVOLVEMENT:
Your participation in this study will take approximately 1 to 1.5 hours, which includes
time for both the narrative writing task and the interview.

RISKS AND BENEFITS:

There are no foreseeable risks associated with this study. The benefits of this study include
contributing to a better understanding of the challenges faced by teacher-tutors in
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in similar roles. Participation in this study will not affect your employment, medical care,
or grades.

PARTICIPANT’S RIGHTS:

Participation in this study is entirely voluntary. You have the right to withdraw from the
study or discontinue your participation at any time without penalty or loss of benefits to
which you are otherwise entitled. You may also choose to refuse to answer any particular
question during the interview. The results of this study may be presented at scientific or
professional meetings or published in academic journals, but any data you provide will be
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CONTACT INFORMATION:

If you have any questions or concerns about this research, please contact the Master’s
Thesis Supervisor, Anas Hajar, at anas.hajar@nu.edu.kz or +7 747 323 1562.

Independent Contact:

If you have concerns or complaints about how this study is being conducted or your rights
as a participant, you may contact the GSE Research IREC subcommittee at
gse.irec@nu.edu.kz.

Please sign this consent form if you agree to participate in this study.

e | have carefully read the information provided.
¢ | have been given full information regarding the purpose and procedures of the
study.


mailto:anas.hajar@nu.edu.kz
mailto:gse.irec@nu.edu.kz

129

e | understand how the data collected will be used, and that any confidential
information will be seen only by the researchers and will not be revealed to anyone

else.
e | understand that | am free to withdraw from the study at any time without giving a
reason.
o With full knowledge of all the above, | agree, of my own free will, to participate in
this study.
Signature:

Date:

The extra copy of this signed and dated consent form is for you to keep.



130

MAKVYJIAYK ®OPMACBHI

N3unneeHyH arasiplbl: KsIpreiscranaarst AHIJINAC TUIIN MYTaJIUM-
pPENEeTUTOPIIOPYHYH Yapyari-
YaaJbITyyCyH: CE0CTITepPHH, KBIHBIHTHIKTAPBIH )KaHA KYPOIITYY
CTPATETHUsUIAPBIH U3UIIA00

TYIWIYHAYPMO:

Cuznun  KeIpreiscTanzarsl  aHIJIUC  TUIM — MYTQIUM-PENETUTOPIOPYHYH — yapdar-
YaaJbllyyCyHYH CEOENTEepUH >KaHa >KbIMBIHTBIKTAPBIH TYHIYHYY »aHa Oyl MaceleHH
OalKkapyy Y4yH KOJIJIOHYJITaH CTpaTerusuiapAbl aHBIKTOO OOIOHYA M3UJI1e6re KaTbIIlyyra
yakplpaOb13. CHU3/I€H KbICKaya »a3zyy TallllbIpMachl j>KaHa >KapbIM-KapTbUIal TY3YJTreH
OHJIAlH MHTEpBBIOra KaTblllyy Tajanm KbUIbIHAT. CH3IMH MaKylayryHy3 MEHEH
MHTEPBBIOJIAP ayIuo TYpyHIO *ka3buiaT. JKas3puiraH marepuaniap M3WII0O MaKCcaTbIHIA
raHa KOJIJOHYJYI, KOOIICY3 TYpAe cakTanaT. M3unnee askTaraHfjaH KUHUH OapiblK
kKazyyJap e4ypyJser.

YBAKBITTBIH KEPEKTEJIMIIN:
byn m3unneere kateimyyHy3 00JkoJ MeHeH 1-1,5 caartsl Tamam keutat. bynm yOakbiTka
KbICKaya a3yy TalllllbIpMAacChl )KaHa HHTEPBbIO KUPET.

KOOITYVJIVKTAP JKAHA TTAMJJAJIAP:

byn wsunmee MeHeH OailylaHBINIKAH KaHAAWIBIP OWp KOOMTYY >Karjaniaap KyTYJIOOWT.
M3unneenyH nainacel Kelprel3cTaniarkl MyrajliM-peNeTUTOPIOPAYH KbIHBIHUBLIBIKTAPbIH
KaKIIbIpaaK TYIIYHYYT® CajibiM KOIIYY jKaHa YUIYHJal poJIIory MyrajluMaepre KoJaoo
KOPCOTYYUY casicaTTapibl jKaHa CHCTeMajapAspl TY3YY Y4YYH MaainbiMar Oepyy Ooiyn
caHamat. byn wusungeere - Karblllyy — CHU3OUH  JKyMYIIYHY3Ta,  MEAMIMHAJIBIK
KaMKOpIYT'yHYy3T'a )K€ OKyy OaanapblHbI3ra Taacup STHEHT.

KATBIIYYUYYHYH YKYKTAPHI:

byn uzmigeere kaTelllyy TOIYTY MEHEH BIKTHISpIYY Oouym caHanat. Cu3 KaanaraH yoakTta
W3WIO6/16H YbITHII KETYYT® K€ KaTbIIIyyJaH Oalll TapTyyra yKyKTyycy3, Oyl ydypJa cu3
KaHJaiaplp Oup apTHIKYBUIBIKTAPABI JK€ YKYKTapAbl >KoroTmoiicy3. OmoHmoil sie
MHTEPBBIO YUYPYH/Ia alipbIM CypOOJIOPro k00T OepyyIeH Oall TapTyyra yKyrynys 6ap. byn
V3WIOOHYH >KbIUBIHTHIKTAPHl HIMMHUN K€ KECUNTHK >KbIHbIHIApIA CYHYIITAJBIIIBI KE
WIMMHI KypHalJapia >KapblsjaHblIbl MYMKYH, OHUpOK cu3 OepreH MaaibIMarTap
KaIIbIPYyH OOMIOH KaJar.

BAVJIAHBIII MAAJIBIMATAI:

Orepue cuzzne Oyn M3WIE6 Tyypallyy CypooJIop K€ THIHYCHI3JaHyylap mnaiga 0Oosico,
n3mIIee xerekuncu AHac Xaxap MeHeH anas.hajar@nu.edu.kz s1ekTpoHIyK MOYTackl ke
+7 747 323 1562 tenedony apkbliayy OailaHbIIIa anackl3.

Ke3 xapaHapIChI3 OaiiaHbIII:

Oreplie CH3 M3WIOOHYH KaHTHIT )KYPry3YIYH KaTKaHbITBIHA )K€ U3WIIJIO0Tre KaThIIIYydy
KaTapbl YKYKTapbIHbI3ra OallIaHBIITYY CypooJIop ke naTranyynap 6oico, GSE Usnnnee
IREC komureTn MeHeH (se.irec@nu.edu.kz snmeKTpoHIYK maperw apkpulyy OaiiaHbImia
anachkI3.

Orep cu3 Oyn M3WIAeere KaThIlyyra Makyid O0O0JCOHY3, Oyl Makyaayk ¢opmacbiHa KOJI
KOIOHY3.
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e Men GGpI/IJIFeH MaaJIbIMATThI KbJIAATTBIK MCHCH OKYIYM.

e 3unneeHyH Makcarthl KaHa Mpoleaypaiapbl OOI0HYA TOJIYK MaajdbIMaT ajJIbIM.

e OKpliHaJraH MaanpIMaTTapAblH KAHTHUI KOJJOHYJApblH jKaHa JKalIbIPYyH
MaaJIbIMAaTTbl M3UJIAO0YYJIOp raHa Kopo ajlapblH, 34 KHMIC a4bIK KOpCOTYJ’I66]71
TYPraHbIH TYLIYHOM.

e l3unneeneH Kaamaran y0OakTa ceOCNCH3 YBITBII KETYYT'® YKYryM 0ap SKEHHH
TYLIYHOM.

e JKoropyna ailTeuarangap[plH OapAbITbIH TOJIYTY MEHEH TYIIYHYI, 63 KaalooM
MEHEH Oyl U3MJII0ere KaThIIIyyra MakyJIMYH.

Ko Tamra:
MHara:

Byn kon koronraH jkaHa JaTajaHraH MakyJayK (pOpMachlHbIH KOIIyM4a KOUypMecy CU3re
Oepurer.
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O®OPMA HHOOPMUPOBAHHOI'O COI'VIACHUA

Ha3Banue uccnenoBanus:  M3ydeHue  S5MOLMOHAJIBHOTO  BBITOPAaHUS  Y4YMTEIICH-
PENEeTUTOPOB AHIIMICKOTO sA3bIKa B KBIPrbI3cTaHe: IPUYUHBL.
MIOCTIC/ICTBHS U CTPATETHH OOPHOBI

OIMMCAHUE:

Bac InpurjiamarT HOPUHATH Y4aCTUC B HCCICAOBAHWH, HAIIPAaBJICHHOM Ha ITOHUMAHHC
NPUYAH W TOCJIEACTBUI 3MOLIMOHAIBHOIO BBITOPAHUSA CPEOU YUYUTEIEH-PENETUTOPOB
aHTJIMICKOIO SI3LIKA B KI)IpFI)I3CTaH€ N U3Yy4YCHUC CTpaTeFI/Iﬁ, KOTOPBIC OHU UCIIOJIB3YIOT IJIA
00pbOBI ¢ 3TOM mpobieMoi. Bam OyneT mpemiokeHO NPHUHSATh ydacTHe B HANMCAHUU
HappaTUBa U B IMOJYCTPYKTYPUPOBAHHOM HHTEPBBIO, KOTOPOE OyIeT mpoBeaeHo oHaiH. C
BAIlIETO COTJIACHUS HWHTEPBBIO OYIET ayauo3alrcaHo. 3amucu OyayT HCIOJb30BaHbI
UCKITFOUUTENFHO B MCCIIEIOBATENBCKHX TeNSAX B OyIyT XpaHUThCs B Oe3omacHocTH. [locie
3aBEpILIEHUS HCCIEOBAHUS BCE 3aITUCH OYIyT YAaJCHBI.

BPEMA YUACTUA:
Bae yuacTue B nccieioBaHuu 3aiiMeT NpuOIU3uTeNbHO OT 1 10 1,5 yacos, BKITI04ast Bpemst
JUISl HAITUCAHUsI HAppaTHBa U UHTEPBBIO.

PUCKU U TTOJIB3A:

Hukakux NpECABUANMBIX PHCKOB, CBA3AaHHBLIX C 3THM HCCICAOBAHHUEM, HCT. ITonp3a ot
y4acTHsi B JTAHHOM HCCIICJIOBAHUM 3aKJIIOYACTCs B COACUCTBUU JIy4IIEeMYy MOHHMAaHUIO
po0JIeM, C KOTOPBIMU CTAIKHBAIOTCS YUUTEISA-pEeNeTUTOPHI B KbIpreI3cTane, 1 BO3MOKHOM
BIMSIHUM Ha Pa3pabOTKy MOJMTUK WM CHCTEM IOJACPKKH, HAIpaBJICHHBIX HA MOMOIIb
MPEToIaBaTelsIM B aHAJIOTHYHBIX POJISIX. YYacTHE B 3TOM HCCIIEIOBAHUM HE TIOBJIHSIECT HA
BaIy paboTy, METUIITMHCKOE 0OCITY)KHBAaHNE WUJTU OIICHKH.

[TPABA YYACTHUKA:

VYyactue B JaHHOM HCCIIEI0BAHUU SIBIISETCS MOJTHOCTHIO I0OPOBOJIBHBIM. Bbl IMeeTe nmpaBo
OTKa3aThCsl OT y4acTHUs WM MPEKpaTUTh ydyacTue B HCCIEAOBaHMU B Jr000e Bpems 0e3
mTpadHbIX CAHKIUN WM MOTEPU KaKUX-T100 MPUBUIIETHM, HA KOTOPbIE BBl UMEETE MPABO.
Bbl Takke MoXxeTe 0TKa3aTbCsl OTBEYATh Ha 000N M3 BONPOCOB MHTEPBBIO. Pe3ynbraThl
HCCIIETIOBAHUS MOTYT OBITh IIPEJCTABJICHBI HA HAYYHBIX WIH MPO(ECCHOHANBHBIX BCTpeUax
WIN OMyOJNMKOBAaHBI B HAYYHBIX JKypHallaX, HO BCE IPEIOCTABICHHbIC BaMH JaHHbBIE
OCTaHyTCs KOH(UICHITNATbHBIMH.

KOHTAKTHA UTHOOPMAIII:

Ecnu y Bac BO3HUKHYT BONPOCHI WM COMHEHHS II0 IIOBOJXY 3TOTO HCCIEIOBaHUS,
MIO’KAITYHCTA, CBSYKUTECH C HAYYHBIM PYKOBOAMTEIEM MaruCTEPCKOM AuccepTanuy, AHacOM
Xamkapom, 1o aapecy: anas.hajar@nu.edu.kz nim no Tenedony: +7 747 323 1562.
HesaBucuMblii KOHTAKT:

Ecnu Bac He ycTpaumBaeT XOJ AaHHOTO MCCIEJOBAHUS WM €CIH Y Bac €CTh JKalo0bl WK
oO111e BOMPOCHI O BalIMX MPaBax KaK yYaCTHUKA, BBl MOXKETE CBA3ATHCS C OJKOMHUTETOM
GSE Research IREC no aagpecy: gse.irec@nu.edu.kz.

[Moxanyiicta, MOAIUIINTE 3Ty (POPMY COTIIACHs, €CITU BBl COTJIACHBI YUaCTBOBAThH B JAHHOM
HCCIIEI0BaHUU.
e S BHUMAaTENBHO MpoUnTaI(a) MPEAOCTABICHHYIO HHPOPMAIIHIO.
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e Mmue Obla MNpegocTaBiI€HA MOJIHAs HHGOpPMAIMA O LENiIX M IPoLeaypax
UCCIIEJOBAHMUSL.

e S noHmmaro, Kak OyAyT HCHOJIB30BaTbCsi COOpaHHBIC JAHHbIE, M YTO JIIOOBIE
KOH(UICHIINATBHBIE TAHHBIE OYAYT JOCTYITHBI TOJIBKO UCCIIEA0BATENSAM U HE OyayT
pasriameHsl APYrUM JIUIAM.

e ] moHMMAIO, YTO MOT'Y OTKa3aThCsl OT y4acTHUsl B UCCIECIOBAHUH B JII000€ BpeMs 0e3
00BSCHEHUS IPUYMH.

e Oco3HaBasg BCE BBIIIEIEPEUNCICHHOE, 5 COIVIAIIAIOCh IO COOCTBEHHOW BOJIE
y4acTBOBATh B IAHHOM HCCJICIOBAaHUU.

ITomnwmce:
MHara:

DK3eMIUISp MOAMUCAaHHOW U TaTUPOBAHHOM (POPMBI COTIIACHS OCTAETCs Y Bac.
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Appendix C

Invitation Letter
Dear teacher,

I hope this message finds you well. My name is Elianur Gulamidinova, and | am conducting
a research study as part of my thesis for completing the master’s program at Nazarbayev
University. | am reaching out to English language teacher-tutors in Kyrgyzstan to explore
the causes of teacher burnout and the coping strategies employed to manage this challenge.

The study, titled "Unpacking English Language Teacher-Tutor Burnout in Kyrgyzstan:
Causes, Consequences, and Coping Strategies," aims to gain insight into the experiences of
English language tutors in navigating their professional challenges and managing stress. We
believe that your insights and experiences as a teacher-tutor can provide invaluable
perspectives on how burnout affects educators in this field and the strategies they use to cope
with it.

Purpose of the Study: The goal of this research is to understand the factors contributing to
burnout among English language teacher-tutors in Kyrgyzstan and to explore the strategies
used to manage this issue. Your participation will involve two parts: first, a narrative writing
task consisting of 5-8 questions, followed by a semi-structured interview with 10-12
questions. The interviews will be conducted online at a time that is convenient for you, as |
am unable to visit the research site in person. Each interview is expected to last
approximately 30-40 minutes.

Ethical Considerations: Please rest assured that all the information you provide will be kept
strictly confidential and used solely for academic purposes. Your participation is completely
voluntary, and you are free to withdraw at any time without penalty. All data will be
anonymized to protect your identity, and the confidentiality of your responses will be fully
maintained.

Benefits of Participation: While there are no direct benefits to you, your participation will
contribute to a deeper understanding of the burnout challenges faced by English language
teacher-tutors in Kyrgyzstan. This research may also inform future support systems and
policies to help educators in similar roles. Your experiences will provide a platform for
voices like yours to be heard in academic and policy-making circles.

Thank you for considering this opportunity to contribute to important research. | look
forward to the possibility of working together to shed light on this significant issue facing
educators in Kyrgyzstan.

Best regards,
Elianur Gulamidinova

Student, Nazarbayev University Graduate School of Education (NUGSE)
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Yaksipyy Kar
YpmarTyy Mmyranum,

Camamatcei30pl!  Men, DOnsnyp ['ymammnmnoBa, Haszap6aeB  YHHBEpCHTETHHHH
MarucTparypa HporpamMMachlH OYTYPYY YYYH IMIUIOMIYK HINTHH ajKarblHIA H3HII00
KYpry3yn sxaram. MeH KeIprei3cTaniarsl aHTIHC THIA MYTaIHM-PETIETUTOPIOPYHYH
WIITETH TYHIIYKTOH 4Yapyan-yaalibilyy ceOenTepHH jkaHa Oysl Macelle MEHEH KYpoeulyy
CTpaTeTHsUIapbIH U3WII06 MAKCAThIH/IA CH3Te KaHPBUIBII )KaTaM.

Wznnneenyn atanmeimbl: "KeIprei3cTaHiarsl aHIIIMC THIM MYTIAM-PETIETUTOPIOPYHYH
Yapyan-qaalbiryycy: ceOenTepHH, KBIHBIHTBIKTAPbIH JXaHa KYpPOIlyy CTpaTervsuiapbiH
mungee". byl wu3ungee aHrIMC TWIM  MYyTalUM-PENETUTOPIOPYHYH  KECHUNTHK
KBIMBIHYBUTBIKTAPBIH KaHTHIT )KEHHIT )KaTKaHIBITBIH KaHa CTPECC MEHEH KYPOIIYY/1e KaHIai
CTpaTerusuIapibl KOJAOHOPYH TYHIYHYY MaKCaThiH KO310UT. CU3HMH MyraluM-perneTHTop
KaTapbl TAXXPHIHOAHbBI3 Oy Macene e MyrauMepre KaH4allbIK TaaCHp STIIPHH KaHa ajap
KOJIIOHTOH KYPOIIYY CTPaTeTUsIapbIH TEPEHUPIIK TYIIYHYYTO 0aa KETKHC CaJbIM KOIIOT
JIEeIT UIIEHEOn3.

I/I3I/IJ1IIGGHYH MaKCaThbI: BYJ'I HU3UIIJI0O0HYH MaKCaTbl — KI)IpFLISCTaHJIaFI:I AHTJINC THUIIN
MYTaJIHUM-PEIIETUTOPJIOPYHYH dYapdyar-dyaalbllyyCYHYH CEOCNTepruH TYIIYHYY KaHa Oyl
MaceJIeHH Oalkapyy YYYH KOJIJIOHYJITaH CTpaTerusuiapabl m3minee. CH3IUH KaThIITYyHY3
9KH ATAIITaH TypaT: OMPUHYUCH, 5-8 CypOOJOH TypraH KbICKaya jka3yy TalmblpMachl, aH1aH
kuitnH 10-12 cypoo MeHeH j>KapbIM-KapTbUlall TY3YJATeH Maek 00j0T. Maektep OHIaiH
PEKUMUHJIE OTKOPYJIOT, ce0eOr MEH U3WINee OOBEKTHCHHE TYy3 OapbIll WII aiblll Oapa
anbaiim. Ap 6up maek 60/mxos MmeHeH 30-40 MYHOT yOaKbITTHI aJiar.

JTUKAJBIK acnekTujep: Cu3 6epreH MaajabIMaTTap TOJIYTY MEHEH >KalIbIPYyH CakTanatr
KaHa aKaJeMHsUIBIK MaKcaTrTap Y4yH raHa KoyjgonynaT. CU3IUH KaTbIIIYyyHY3 BIKTBIAPAYY
KaHa Kaajlaral ydypjJa 24 KaHJai »kazara TapTbhUI0acTaH M3WIeere KaTblllyyAaH Oarl
TapTa anackl3. CU3IUH *KEKe MaaJbIMAaThIHBI3 TOJIYT'Y MEHEH JKalBIPYYH CaKTajaT *aHa
KOONTOPYHY3IYH KYNYSITYYyJIyry KaMCbhl3 KbIJIbIHAT.

Karpimyynyn naiinacbi: Cu3 yuyH 34 KaHJa# Ty3 maiiia 001000 J1a, CU3IUH KaThIITyYHY3
Koipreizctanaarsl  aHTIUC  TUIM — MYTalUM-PENETUTOPIOPYHYH — Yapyan-daajbilyy
KOUTOUTIOPYH TEPEHHUPIK TYLIYHYYTO CAIbIM KOIIOT. byn m3uingee keieuekre yuryHaai
POJIIOPAO MIITEreH MYTaluMIepau KOJJI00 CHUCTeMallapblH JKaHa cascarTaplbl TY3YYTe
xKapaamubl 00Tyry MyMKYH. CU3IMH TaKpbIHOaHbI3 aKaJeMUSUIBIK KaHa cascaTThl UIITEN
YBITYy4uy Yeipesiepe MyraTuMACpAUH YHYH KETKUPYYTe MYMKYHIYK Oeper.

byn mMaanwmiyy u3uieere caibiM KOLIYY MYMKYHUYJIYTYH Kapan KOpreHyHY3 Y4yH YOH
paxmar. Kelpreizcraniarsl MyraluMep Tyl 00iIroH 0ysl MaaHUIYy MaceleH! TePpEeHUPIIK
U3UJIIe6re OUpre cajabiM KOLIO anadbl3 JeT YMYTTOHOM.

Tepen ypMaTTo0 MeHeH,
Onanyp ['ynamuaunosa
Hazap6aeB YuuBepcuternunun bumum 6epyy XKoropky mexteOunun (NUGSE) crynenTtu
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IIpuraacuresbHOe MUCHMO
YBakaeMblil PENO1aBaTENb,

Haneroch, uto 310 coobmienue HaxoauT Bac B noOpom 3apaBuu. MeHs 30BYT OIIHYp
['ynamumHOBa, U g MPOBOXKY HCCIEIOBaHHE B paMKax CBOEH MarucTepckoil paboThl B
Hazap6aeB YHuBepcutete. S oOpamarchk K mpernoaBaTe/isiM-pEeeTUTOPAM aHTJIMHCKOTO
s3p1Ka B KbIpreI3crane ¢ 1ennbio W3ydeHus MPUYUH MPo(EeCCHOHATBHOTO BRITOPAHUS CPEan
YUUTENEH U CTpaTeTruii, KOTOPBIE OHU UCHOIB3YIOT 11t OOPHOBI C 3TUM SBICHHEM.

Moé wuccrnenoBanue, o3zariaBleHHOe «lI3ydeHue BBITOpaHMs Cpeau IpernoiaBaTesei-
PENEeTUTOPOB AHIJIUICKOro s3blka B KbIprbi3cTaHe: M3ydYeHHE MPUYUH, MOCIEACTBUM U
CTpaTeruil Npeo0JIeHNs», HAlPaBJIE€HO Ha MOJIy4eHHE TOHUMaHUS ONbITa ITpenogaBaTesnei -
PENETUTOPOB B MPEOJI0JIECHNUN MPO(PECCHOHABHBIX TPYAHOCTEN U YIPABJIEHUN CTPECCOM.
Msl cuutaem, 4ro Bamm 3HaHMS M ONBIT Kak IpernojaBaTess-perneTUTopa MOTyT
MIPEeIOCTaBUTh OECLIEHHbIE MEPCIIEKTUBBI OTHOCUTENILHO TOTO, KaK BBITOpAaHUE BIUSET Ha
MearoroB U Kakyue CTPAaTeruu OHU MCTIONb3YIOT JJIs €r0 MPEO0ICHHUSL.

enb nccnenoBaHus: 1eIb JaHHOTO UCCIIEOBAHUS — MOHITH (PAKTOPHI, CIIOCOOCTBYIOLINE
BBITOPAHUIO CPEIU MPEINOIaBATENECH-PENETUTOPOB aHIJIMMCKOTO sA3bIka B KbIpreiscrane, a
TaK)Ke U3y4yuTh CTPATETUH, UCIIOJIb3yeMble sl OOphObI ¢ 3TUM siBIeHHeM. Bare yuactue
OyZeT BKJIOYaTh JIBa ATamna: cHavajaa Bam OyneT npensnokeHo HamucaTh HappaTUBHOE 3cce,
cocTosIee u3 5-8 BOIPOCOB, a 3aTeM MPOUTH MOTYCTPYKTYPUPOBAHHOE HHTEPBBIO ¢ 10-12
Borpocamu. IHTepBhIO Oy/IeT MPOBOIUTLCS OHJIAlH B yAoOHOe 11 Bac Bpems, Tak Kak s
HE MOTy JIMYHO IIOCETHTh MECTO MpoBeleHus uccienoBanusa. Oxupaemas
MPOJOJKUTEIIBHOCTh KQXKJA0TO MHTEPBBIO COCTABISIET 0KOJI0 30-40 MUHYT.

Otuueckue coodpaxenus: [loxkanyiicra, OyapTe yBEpEeHBI, UTO BCS MpeaoCcTaBiIeHHas Bamu
unpopmanusa OyJaeT cTporo KoH(GUASHIINAIBHOM U OyJeT UCII0NIb30BaHa UCKIIOYUTENHHO B
aKaJeMHUYECKUX LesIX. Bale yqactue siBisieTcst OJIHOCTBIO T0OPOBOJIBHBIM, U BbI MOKeTe
OTKa3aThCs OT Y4acTHs B JJI0O0H MOMEHT 0e3 Kakux-In0o nocieacTsuii. Bee nanusie Oymyt
AHOHMMM3HPOBAHBI JUIsl 3amUThl Bameil nuyHOCTH, M KOHUAECHIHAIBHOCTH Bamumx
OTBETOB OY/IET MOJHOCTHIO COOMIO/ICHA.

[IpeumyiiecTBa yqacTusi: XOTs NPSMBIX BeITo U1l Bac HeT, Bamie yyactue BHeceT BKIaj B
Oosee riy0OKoe MOHMMAaHWE MPOOJIEM BHITOPAHUS CPEIu MpernojaBaTeNeii-perneTuTopoB
aHTJIMCKOTO s3blka B KbIpreiscrane. JlaHHOE HCCIEIOBaHUE TaKXKE MOXKET IMOMOYb B
pa3zpaboTke OyAylIHMX CHCTEM MOAJEPKKH U pedopM Ui MEeAaroroB, HAXOISAIIUXCS B
aHAJIOTMYHBIX POJIsiX. Bamn onbIT mpenoctaBuT miardopmy A TOro, 4ToObI TaKUE ToJI0ca,
Kak Baiil, ObLTH YCIIBIIIAHBI B aKQJIEMUYECKUX U MTOJIUTHYECKUX Kpyrax.

Cnacu6o 3a paccMOTPECHUC 3TOM BO3MOKHOCTH BHECTH BKJIaJ B BAXKHOE HccliegoBaHue. S ¢
HETCPIICHUCM KAy BO3MOKHOCTU COBMECTHOM pa6OTI>I HaJ OCBEIICHHUEM ATOM 3HAYMMON
HpO6J’IeMH, C KOTOpOﬁ CTAJIKUBAKOTCH IIPEIIOAaBaTCIIn B KLIpFLISCTaHe.

C yBaxeHuem,
Onsauyp ['ynamuauaoBa

Crynent, Beiciias mkona oopazoBanust HazapbaeB Yuusepcutera (NUGSE).
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Appendix D

Questions for narrative writing:
Dear Teacher,

| hope this message finds you well. I am conducting a research study on the burnout
experienced by English language teacher-tutors in Kyrgyzstan, as this issue is often
overlooked in academic research despite its significant impact on teachers. | would greatly
appreciate your thoughts and insights on the following questions to help deepen the
understanding of this important topic. If you know any other teacher-tutors who would like
to participate, | would be happy to receive their contributions as well. Thank you for your
time and support.

Questions:

1. Have you provided fee-charging private tutoring in English in the last 12 months?

2. If yes, how many tutees do you currently have?

3. Have you ever experienced burnout or felt you were close to burnout while juggling
two jobs as a schoolteacher and private tutor? YES / NO

4. What are the main causes of burnout or near-burnout in your teaching/tutoring
experience?

5. What strategies or actions did you take to cope with or manage these challenges?

6. Please provide the following information (optional):

Email:

Gender: Male / Female/ prefer not to say

Age range: 20-29 / 30-39 / 40+

Teaching experience: 0-5 years / 6-10 years / 11-20 years / 20+ years
Tutoring experience: one year/ two years/ 3 years/ 4-5 years/ more than 5 years
| am currently teaching: preschool / primary / secondary / tertiary students

| agree to the use of this data for research and/or publication purposes. YES / NO

Thank you again for your participation and for sharing your valuable experiences.

Best regards,
Elianur Gulamidinova
Nazarbayev University Graduate School of Education (NUGSE)
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YpMatTyy Myrajaum,

Camamatcei30p1! MeH KeIpreI3cTanmarsl aHrimc THIM MYTaIUM-pPENETUTOPIOPYHYH
Yapyan-yaaJbiryyCcyHa OalIaHBIIITYy H3WIIOe >KYPry3YI )KaTram, aHTKeHH Oys macene
MyTaJIUMIepPTe TUUTH3TCH OJIYITYy TaaCUPHHE KapabacTaH, aKaJeMISUIBIK U3HIIIO6JIOp 10
KoIl yuypAa KoHYJI ChIPThIHAA KaJIbIIT KCJICT. Ey.H MaaHWJ1YY TEMaHbl TCPCHUPII3K TYIIYHYYT'©
xKapaaM Oepyy YUYH TOMOHKY CYpOOJIOPro KOOI OEpHII, OMIOpYHY3 KaHa 0aiikooI0pyHY3
MEHEH OeNyIIceHYy3, ablaH bIpaa3bl OOJIMOKMYH. Jrepje cu3 OWireH Oaiika Myrajium-
PEIICTUTOPJIOP Aarbl KaThIIIYYHY Kaajlamica, MCH aJlapJbIH Ja CaJIbIMbIH KY6&Hyy MCHCH
KaObLT asiaM. Y 0aKTHIHBI3/IBI 00JITOHYHY3 KaHa KOJIJI00HY3 YUYH paxmar.

Cypoouiop:

1. Conxky 12 ait nurH/I€ aHTJIMC THJIMHEH aKbl aJIbIM, KeKe cabaKkTapsl 6TTYHY30Y?

2. DOrepzae ooba 001co, yayp/a KaH4a OKyydyHY3 Oap?

3. Mekren MyrajJiuMu jkaHa )KeKe PEreTUTOP KaTapbl KU KyMYIITY
alKaIBIITHIPYY/Ia, 34 Ka4aH KYWYH KeTYY jKe KYHYIT KeTyy abayibiHa >KaKbIH Al
Kanyy ce3sumMuH Oammrrad keunpauau3on? OOBA / JKOK

4. XKexe cabak Oepyy kaHa MYraJIMMIUK TaXXPbIIOaHBI3AArbl KYWYT KETYY K€ aHbIH
YKaKbIHJIOOCYHYH HETH3TH ceOenTepu Kaicoiap?

5. Byn KbIiBIHYBLIBIKTAPABI )KEHYY e Oanikapyy y4yH KaHJai cTpaTerusiiap/sl xKe
apakeTTepau KOJIAOHOCY3?

6. TemeHKYy MaalbIMaTTapAbl TOATYPYHY3 (MUIIETTYY dMeEC):

DJIEKTPOHAYK MOYTa:

JKbrubIChL: DpKek / Ast / alTyyHy Kaanadaim

XKamr quanazony: 20-29 / 30-39 / 40+

Oxkytyy Taxpsiitdacer: 0—5 >xxb11 / 6—10 xbut1 / 11-20 xbu1 / 20+ Kbt

Penerutopayk taxkpseiitoa: 1 kbt / 2 xkbut / 3 b1 / 4-5 Kbl1 / 5 KbUIIAH alllbIK
MeH a3bip cabak OepeM: MEKTEIKe YeHHHKH / OAIITaaTrbid / OpTO MEKTEII / dKOTOPKY
OKYY JKail

Byn MaaneIiMaTThl M3WIII06 YKaHa/5Ke JKaphIsJIO0 MaKCAThIH/A KOJIOHYYra MaKkyJIMYH.
OOBA / XOK

Cu3uH KaThIyyHY3 jkKaHa 0aanyy TaXpblii0aHbI3 MEHEH OONYIIKOHYHY3 YUYH Jarskl Oup
KOJTy BIPAa3bIYbUIBIK OMIITUPEM.

Tepen ypmaTToO MEHeH,
Onsayp I'ynamunuHoBa
Hazap6aeB YuuBepcutetunun buum 6epyy XKoropky mexre6uann (NUGSE) crynentu



139

YBaxkaemblil yUuTeIb,

Hapnerock, 310 coo0mieHre HaXoIuT Bac B JOOPOM 31paBuu. S MpoBOKY MCCIIEOBAHUE T10
po0IeMe SMOIIMOHAIBHOTO BBITOPAHUS CPEIU YIUTEIICH-PEIIeTUTOPOB aHTJIHICKOTO
si3bIka B KbIprei3cTane, Tak Kak 3TOT BOIIPOC YaCTO OCTACTCSl BHE BHUMAHUS
aKaJIeMUYECKUX UCCIIC0OBaHUM, HECMOTPS Ha €r0 3HAYUTENIbHOE BIUSHUE Ha
npenoaaBaTenei. S Ob1a Obl OUEHBb MPU3HATENbHA 32 Bl MBICTU U HAOTIOIEHUS 110
CJIEIYIOLIMM BOIIPOCAaM, YTOOBI TOMOYb ITYOKE IMOHSTH 3TY BaxHYI0 TeMy. Eciu BbI
3HAETEe APYTUX YUUTEIICH-PENETUTOPOB, KOTOPBIC XOTEIH ObI MPUHSATH YJacTue, s Oymy
paza moJiyduTh ux oTBeThl. Ciacu0o 3a Baille BpeMs U MOICPKKY.

Bonpocsr:

1. TlpenocTaBnsiiv 1 BbI IJIATHBIE YACTHBIE YPOKHU MO aHIVIMHCKOMY S3BIKY 32

nocnenHue 12 mecsues?

Ecnu na, ckoapKO YYEHHUKOB Yy Bac Ha JaHHBIA MOMEHT?

3. HcnwIThIBamy 111 BBI KOT/1a-JTHO0 BRITOPAHUE FITH OMIYIAJIN, YTO HAXOAUTECh Ha
I'paHU BBITOPaHUs, COBMEIIAasi pabOTy yUUTEIEM U YaCTHBIM pernetutopom? JIA /
HET

4. KakoBbl OCHOBHbIE TPUUUHBI BHITOPAHUS WM €0 TPUOIMKEHUS B BallleM OTIbITE
MIpenoiaBaHus U perneTuTopcTna?

5. Kakue cTpareruu unm 1eficTBUS Bbl IPEANPUHUMAIHN, YTOOBI CIIPABUTHCS C 3TUMU
TPYAHOCTSIMHU?

6. IloxkamyiicTa, yKaKuTe cleayromyo nHpopmaruio (HeoOs3aTeNbHO):

N

DIIEKTpOHHAA MMOYTa:

[Ton: Myxckoii / )KeHckult / mpearnoynTaro He yKa3bIBaTh

Bospacrthas kareropus: 20-29 / 30-39 / 40+

OmnpiT npenogaBanus: 0—5 et / 6—10 ner / 11-20 ner / 6onee 20 et
OmnbIT peneTuTopcTBa: 0JMH roja / nearona / 3 roxa / 4-5 ner / 6onee S net

B nacrosiee BpEMs A IIPCIoJar0: TOIKOJIbHUKAM / ydamumcest HAYaJIbHOM IIKOJIEI /
yqalmumcest cpeL[Heﬁ IIKOJIBI / CTYACHTaM BY30B

51 cornaceH Ha UCTOJIB30BAHUE ITUX JAHHBIX JUIS HAYYHBIX UCCIICIOBaHUI 1/WiH
nyonukanuii. JIA / HET

Eme pas 6J1arozlap}0 BacC 3a y4aCTueC 1 3a TO, 4TO IMOACIHUIINCh CBOUM ICHHBIM OIIBITOM.

C yBaxeHuem,
Onsauyp ['ynamuauaoBa

Crynent, Beiciias mkona oopasoBanus Hazapbaes Yausepcutera (NUGSE)
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Appendix E

Individual semi-structured interview protocol for the burnout of English language
teacher-tutors in Kyrgyzstan focusing on their perceptions of their dual roles (teacher and
tutor), the causes of burnout they experience, the consequences of the burnout, and the
strategies they use to cope with it

Interviewer: Elianur Gulamidinova, Master of Arts in Multilingual Education
second year student at Nazarbayev University Graduate School of Education

Interviewee:
This qualitative research aims to capture the voices of eight English language teacher-
tutors in Kyrgyzstan, reporting the causes of burnout in their teaching profession, the
consequences of burnout, and exploring the strategies they adopt or plan to use to deal
with their burnout.
Questions:
1. How long have you been providing private tutoring in English?
2. What motivated you to become a private tutor?
3. What are the advantages and disadvantages of providing tutoring?
4. Have you experienced burnout while tutoring? If so, can you describe the experience?
5. What are the primary sources that make you burnout while managing your roles as
teacher and tutor simultaneously?
6. How do you deal with your burnout?
7. Which kind of support to reduce your level of burnout?
8. Is the private tutoring market regulated in Kyrgyzstan? if yes, please describe the

regulatory procedures. If not, why?



Interviewer:
Interviewee:

Interviewer:
Interviewee:
Interviewer:
Interviewee:

Interviewer:
Interviewee:

Interviewer:

Interviewee:

Interviewer:
Interviewee:

Interviewer:

Interviewee:
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Appendix F
Interview Transcript

Could you tell us about yourself?

| graduated in 2022 with a degree in English language and literature. That
same Yyear, | started working as an English teacher at a school-gymnasium.
At the same time, | began teaching English at a learning center. I’ve been
working as an English teacher for over two years now. As a tutor, | started
during my student years, so it’s been about five years.

How many students do you currently have?

At the moment, 20 students.

What areas do you mainly teach your students?

Mainly, | teach general English. Last year, | also had lessons for ORT
preparation and Olympiad preparation. Sometimes there are cases when
people request private lessons because they’re moving to Europe or another
country and need English.

Which of these areas do you find the most challenging?

The most challenging would probably be ORT preparation, because I don’t
have much experience in that area. Secondly, | haven’t had the opportunity
to study that area deeply. When I took the ORT myself, the format and content
were very different from the current ORT. That’s why I haven’t taught that
course much. I would need to research it thoroughly before teaching it.

Do you use specific materials for ORT preparation, or are materials provided
by the school or learning center?

The school doesn’t provide materials. The learning center also doesn’t have
specialized ORT preparation courses. At school, if a student decides to take
the ORT in English, the teacher is responsible for that student’s preparation.
But the school doesn’t supply the necessary materials—Yyou have to research
and find them on your own.

Last year, even the students didn’t know what materials they needed to
prepare for the ORT. They were confused and couldn’t achieve good results.
That’s why this was a bit more challenging for me.

Do you use different materials for the school and the tutorial center?
Completely different materials. The current textbooks at schools don’t match
the students’ actual proficiency levels. For example, a 5th-grade textbook
isn’t suitable for the level of a 5th-grade student. At the learning center, we
use English File by Oxford.

What motivated you to work as both a schoolteacher and a tutor at the same
time?

The first reason is that limiting myself to just school doesn’t suit my
personality. Simply going to school and coming back doesn’t allow me to see
any growth or development in myself.

Another reason is that at school, you just teach according to the program,
following the curriculum. You can’t, for instance, conduct lessons entirely in
English. Some students understand, others don’t. Their levels don’t match.
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If there’s no language practice, fluency can be lost. Tutoring helps me
maintain my own practice, improve, and grow. Working in different roles
helps me develop methodologically and meet higher standards. At school,
you might stay within a fixed framework, and that can prevent growth.

The financial aspect is another reason. | enjoy managing 2-3 jobs
simultaneously. Just working at school doesn’t suit me—it feels limiting.

Is additional income from tutoring important to you, and if so, how
important?

Right now, since I’'m not working at a school, tutoring is not my additional
income but my main income. Before going on maternity leave, it was my
additional income. I don’t sacrifice my time just to teach for little money or
for free. Instead, I’d rather dedicate that time to my children. There was a
time when my husband’s relative texted me on WhatsApp, saying that his
daughter was struggling with English and that he couldn’t afford to send her
to a course. I said, “Alright, let your daughter come over. If | have time at
home, I’ll help her for about half an hour as much as I can.” Other than that,
I have never just gathered a group and given lessons for free. If | had nothing
to do and was bored, maybe | would have taught for little money. But I don’t
have time to be bored.

What other differences do you see between school and tutorial center
students?

There’s a saying, “Free education isn’t valued” (proverb), and it’s true. For
example, at school, some students attend “just for the sake of attendance.”
Their family situations and social conditions vary. Some come from full
families, others from incomplete families. Some have parents who pay
attention to them, others don’t. Some students are interested, others are not.
The students who are cared for at home and have an interest in learning will
succeed. Those who aren’t interested or supported by their families will fall
behind, no matter how hard the teacher tries.

If a lesson is boring for an uninterested student, they’ll disrupt the lesson for
those who are engaged and eager to learn.

At the learning center, students come voluntarily, either because they or their
parents are interested. They come intentionally, thinking, “I want to learn
this.” Parents also pay money, so they demand results both from their child
and the teacher. They monitor their child closely, ensuring they study.
Another difference is the number of students. At learning centers, class sizes
are smaller—210-14 students maximum. This allows you to work individually
with each student. At schools, even when classes are divided for language
lessons, there are still 15-25 students per group.

What are the advantages of tutoring?

It’s easier to establish a connection with the students. Since the number of
students is smaller, to be honest, most of them come from full families,
around 80-90%. There might be children of migrant families, but generally,
they are well-raised. So, there’s a respectful relationship between students
and teachers. Students know their place, and teachers know theirs.

At schools, based on my experience, such respect isn’t always present. There
are cases where students insult teachers or write inappropriate words on
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desks. Last year, | saw a senior teacher become so upset that she cried because
of such behavior.

At the learning center, there’s a friendly atmosphere. While the boundaries
between students and teachers are less strict, there’s still respect.

What do you think about your colleagues?

At the learning center, there are about 15 teachers, mostly women. We all
have respectful relationships. At school, there’s more competition among
teachers. There is competition at the learning center as well, but it’s not as
intense as in schools.

How many lessons do you currently teach?

Six hours a week.

At your busiest, how many hours have you taught in a day?

Last year, | taught around 8-9 hours a day: 6-7 hours at school, and then
private lessons for students preparing to go abroad.

Do you have online lessons, or are all your lessons offline?

Currently, I have online lessons. Previously, all my lessons were offline.
Have you experienced burnout due to having two jobs?

Burnout happens when | stop working. If I spend my time productively
outside the house, | feel satisfied. When | waste time at home or on
unproductive activities, | experience unpleasant feelings. There are times
when I feel physically exhausted, but I wouldn’t call that burnout.

Have you ever thought about quitting school teaching or tutoring entirely?
Yes, those thoughts come up, usually when I’m tired. If I experience burnout,
it’s short-term. It doesn’t last long. It might happen when I feel overwhelmed
or like I can’t keep up.

At school, you don’t just teach your lessons and leave. There are
competitions, Olympiads, ORTSs, and numerous small tasks involved.

One of the advantages of the learning center is that it doesn’t have the same
level of documentation as schools. At the learning center, you focus solely on
lessons.

Sometimes I think about choosing just one side, but each has its own pros and
cons. I don’t want to leave either entirely. If I leave the learning center, | miss
out on self-development. If I leave school, my career growth won’t progress
much. Career advancement is more noticeable in schools.

I’m still thinking about which direction to choose, but I haven’t decided yet.
At the learning center, you don’t accumulate work experience for your labor
record book, but you do pay taxes. To build a formal work history, | have to
work at a school.

For example, in my early years, | minimized my school hours and focused on
the learning center to keep my labor record going. However, some school
administrators noticed this and criticized me, saying | was devoting more of
my energy to the learning center. But after | taught lessons at regional and
city seminars, they stopped raising the issue. They realized | was still
contributing effectively at school.

How does the lack of student motivation affect your teaching?
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At school, I see it as normal. Some students like a subject, others don’t. For
example, | never studied physics passionately. | only studied enough to get a
good grade (ms ramouku). Not all students will like every subject. It’s
impossible to make everyone interested.

At the learning center, however, this does make me reflect. If a student loses
interest, | wonder if there’s something wrong with my teaching. At the
learning center, students come with enthusiasm and ambition. If a student
who was previously engaged suddenly becomes disinterested, it makes me
question whether | made a mistake.

Regardless of the setting, when a student isn’t interested, it impacts the
teacher. You start thinking, “Is my lesson boring?” If it’s my first time
teaching a class, I’ll definitely question myself. However, once I get to know
the student, if they remain disinterested in all subjects, I realize it’s not just
my fault. Their lack of motivation may stem from their social or personal
circumstances.

Did the school administration request you to conduct a seminar? What was
your reaction?

My initial reaction was fear. If | had more experience or years of teaching, |
wouldn’t have been afraid. At that time, I had only been teaching for 4-5
months.

One of the English teachers gave a seminar on TESOL, and then | was
instructed to give a seminar as well. When | first heard about it, I was scared,
but I pulled myself together, prepared, and it turned out well. Afterward, I
received very positive feedback. For example, teachers who had worked with
Gapyr Madaminov praised my seminar. That gave me self-confidence.

After that, I wasn’t as afraid of giving seminars. In large school environments,
self-confidence is essential. If you don’t respect yourself, no one else will. If
you don’t have self-confidence, even your students won’t take you seriously.
With time and experience, | gained that confidence.

Have you ever experienced conflicts or misunderstandings with parents?
Over the past three years, I’ve worked as a teacher but haven’t taken on the
role of a homeroom teacher. Some people have linked this to my work at the
learning center, saying I don’t have the time to take on a homeroom class.
However, it’s also because of my personal circumstances—I have young
children at home.

If 1 had taken on the responsibility of a homeroom class, conflicts or
misunderstandings with parents would likely have been more frequent. But
since I’ve only worked within the scope of my subject, there haven’t been
many issues.

There were one or two instances at the learning center where parents
contacted me to discuss their child’s progress. For example, one student was
learning at a slower pace. | explained to the parent that while I spent one hour
with other students, | dedicated 1.5 hours to their child, gave them extra
assignments, and paid special attention to their progress. | even showed the
parent camera recordings from the classroom to reassure them. The parent
was grateful and satisfied.
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I didn’t see these as conflicts but rather as opportunities to communicate with
parents. It’s important for parents to know what’s happening in the classroom.
At the learning center, we even hold open house days and invite parents to
observe lessons.

At school, it’s not the same. In the past, parents were more involved—they
would come to check on how their child was doing. Now, it’s hard to get
parents to participate. Even when you invite them, very few actually show
up.

What were the consequences of burnout for you? Did it affect your
health or daily life in any way?

Stress always leaves an effect over time, right? But overall, it hasn’t really
had a negative impact on my health.

When I interviewed teachers, some said that their hair started falling out
or they became forgetful. Did you experience anything like that?

I wouldn’t say it was specifically a result of burnout, but I do know how stress
from work can affect a person. Two years ago, when | was still adapting to
my job, | experienced a lot of stress at work, and I think other factors also
played a role. I had a miscarriage and lost a baby. | experienced a lot of stress
at work.

Were there any other effects? Did any of your habits change?

I’ve noticed that the more work I have, the more disciplined I am. And the
less work | have, the worse my discipline gets. I just let myself go. That’s
something | noticed. And when | have a lot of work, I manage to do
everything. But when I have less work, I somehow can’t manage to do
anything.

Do you have your own classroom at the school or the learning center?

At school, there are over 80 teachers, so not everyone has their own
classroom. Homeroom teachers are assigned classrooms, but I wasn’t given
one. I’'m assigned specific rooms to use for my lessons.

Having personal space is very important. If | had my own classroom, it would
be easier to prepare for lessons. For example, if | wanted to use visual aids, |
wouldn’t have to carry my laptop, journals, flashcards, and books from class
to class. A dedicated space would also make it easier to store and access
teaching materials.

Personal space also provides a place to rest between classes. If one class
leaves and another is about to start, you have a moment to gather yourself.
Right now, I don’t have that because I’m constantly moving from one
classroom to another.

Even students have noticed this. Last year, 11th-grade girls asked me why |
didn’t have my own classroom. I compared the energy required to manage a
homeroom class and a classroom to my current situation. Taking
responsibility for 30-40 students and managing a homeroom class would
consume a lot more energy. I’d rather move from classroom to classroom.
What strategies do you use to cope with stress?

After work, | want peace and quiet at home. | try not to create unnecessary
problems and make an effort not to bring work home with me. | prefer to
prepare plans and materials during my breaks at school or right after my
lessons.
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If I’'m mentally tired from work, I try to stay physically active at home. |
spend time with my Kids, and after they go to bed, | take 1-2 hours for myself.
What kind of support would you want to make your job easier?

Maybe I would expect support from my husband. But I don’t have any
particular expectations. | think | should take responsibility myself. When my
husband is free from work, he helps as much as he can. Other than that, I
don’t expect support from anyone else.

What additional support or resources would you like to maintain your
emotional well-being?

Right now, I need support with childcare. I’'m looking for a nanny. Household
chores don’t cause me much stress, but I do wish I had more time for myself.
Sometimes I think, “Why isn’t a day 30-35 hours instead of 247”

How satisfied are you with the income from tutoring?

I’d say it’s average. On a scale of 1 to 10, I’d rate it a 5. It used to be around
8-9. To maintain balance and avoid burnout, if I increase my tutoring load, |
reduce my school hours, and vice versa.

Is the private tutoring market in Kyrgyzstan regulated?

No, it’s not. Learning centers are inspected for tax compliance and sanitary
standards, but the quality of education isn’t monitored. Private tutors working
independently aren’t supervised at all.

If the market were regulated, what challenges or advantages would it bring
for private tutors?

One advantage would be that higher-quality teachers might enter the field.
Right now, both qualified and less qualified individuals are working as tutors.
Regulation could ensure that only the best remain.

If someone came to you saying they wanted to manage two jobs, what advice
would you give them?

I’d advise them to evaluate which job they like more and which is more
beneficial. If they focus more on one job, they should reduce their workload
in the other. Trying to handle both jobs at a high level might lead to physical
exhaustion and reduce productivity.

What are your future plans?

It seems like tutoring might not have much of a future. With tools like
ChatGPT and artificial intelligence, students can now practice independently.
Because of this, | think tutoring might not be as useful in the long term. Even
if it continues to exist, it may not be as beneficial or practical as it is now.
Competition could also become more intense.

| want to explore another field.

A completely different field or still within education?

| like the field of education.
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Interview extracts Codes Subthemes Themes
You work one-on-one. | set Advantages of Autonomy and Benefits of tutoring
my own time, manage my tutoring flexibility

schedule. The timing is

entirely my own

When you can’t get the Tutoring Lack of student
information across, and the challenges progress

child doesn’t understand. And

I think, why should I spend my

time on this child? Sometimes,

| feel like just quitting—

putting an end to it and

stopping completely

I come home exhausted after a  Exhaustion Impact of
long workday, and I don’t feel =~ from teaching workload on
like cooking. I can barely personal life

stand on my feet ... Usually,

when | come home tired, |

prepare something quickly

before my husband gets home

from work. This is just how

we live; what can you do?

There’s no other choice

Sometimes | just want to quit ~ Physicaland  Teacher stress
everything, go home, relax, emotional
and take care of my kids. burnout
Especially when I’m under

pressure...] just want to run

away and not see them [Kids].

But kids are kids; they come

up to me, give me hugs, and

you forget everything ...when

the issues come up again, you

want to avoid them.

Sometimes, | think, yes,

maybe | should leave school

and focus on private tutoring

instead

Challenges in EPT

Work-life balance

Teacher burnout
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