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Abstract 

This study explores teachers’ perspectives regarding their experiences of school disaster 

response and management in the aftermath of the 2008 Sichuan earthquake. Since this event, 

the Chinese government has been working to develop a response and recovery structure in 

educational institutions. School leadership has been challenged to balance the need for standard 

operating procedures against a requirement to be flexible within the existing organisational 

framework to specific problems brought on by disasters. Teachers are expected by school 

leadership to take a more active role in providing essential services for students whilst also 

dealing with their own stress in post-disaster situations. For this reason, teachers’ well-being 

after disasters comes out as a central issue that is being explored in present research. A research 

instrument was developed and validated for the data collection of the main study. The scale 

reliability was calculated using Cronbach’s alpha; the instruments were found to be reliable (> 

0.7). The results suggest that teachers’ personal experiences and professional environment, such 

as students’ behavioural changes in response to disasters, have important implications for 

teachers’ resilience and well-being levels. 
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Introduction and Background  

The Sichuan-earthquake occurred at 2.28pm, 12 May 2008, and measured 8.0 on the Richter 

Scale. It was a devastating and deadly natural disaster without comparison during the past three 

decades in China. 69,227 people were confirmed dead by September 2008, with 374,643 injured 

and 17,923 missing (Yang & Chai, 2010). There were few institutions that fared worse than 

schools. A total of 17,951 educational institutions were fully or partially damaged, including 

12,253 in Sichuan Province, 5,455 in Shaanxi Province, and 243 in Gansu Province. The counties 

with the most fully destroyed basic schools are Mao (153), Pingwu (137), Wenchuan (129), and 

Beichuan (83). Losses to the education sector are estimated at CNY4, 676 million (ADB, 2009, p. 

24). Collapse of school buildings killed more than 9,000 school children and teachers. This 

accounted for 12% of the total number of victims of the Sichuan-earthquake (Fu, Nilsson & Hu, 

2010). A great number of survivors suffered traumatic losses on multiple levels: personal and 

professional, physical and psychological (Zeng, Bordeaux & Silverstein, 2011, p. 500). This 

generated a great deal of attention and led to heavy input into the reconstruction process of the 

educational system. 

  

Following the Wenchuan earthquake, an enormous reconstruction effort has been launched by 

Chinese authorities; one of the challenges is to put the well-being of the worst affected people 

first in the process of post-earthquake reconstruction (Xu & Feng, 2012). Children are 

considered to be most vulnerable to disaster (Cohen & Mannarino, 2011). As Şahin, Batıgün and 

Yılmaz (2009, p. 3) recognise ‘one of the most efficient ways of improving the care standards in 

post-disaster situations (PDSs) is to support the service providers who work directly with 

children’. School teachers are viewed to be in an excellent position to intervene in students’ 

emotional needs and well-being issues after a natural disaster (Dean et al., 2008). However, 

significant challenges are faced by teachers in providing traumatic aid services for students as 

well as their own traumatic stress in PDSs beyond the short-term. It is known that when the 
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well-being level of teachers is improved not only does it benefit the school’s development and 

the quality of teaching, but it also promotes the well-being level of students, the quality of 

learning and the academic achievement over a long term perspective after natural disasters 

(Wolmer, Hamiel & Laor, 2011).  

      

Literature Review 

Teachers are likely to be challenged, depressed and struggling to cope with the high demands in 

the workplace, specifically in the post-disaster situations (Bridges & Searle, 2011). Lowe (2011, p. 

96) implies that the way schools respond to and support teachers has a major impact on how 

well and quickly teachers are able to adjust to the traumatic experiences, return to their studies 

and, more generally, return to positive functioning. It becomes vital for a school disaster 

management team to recognise and mitigate factors that could lead to the stress of school 

teachers (Brown, 2008). One way to do so is to improve teachers’ resilience to Post Disaster 

Situations (PDSs). 

 

Teachers’ resilience refers to social, physical and psychological aspects of the work environment 

(Goldstein, 2009). A positive working environment is a major factor in developing teachers’ 

resilience (Alvarez, 2010; Kataoka, 2009). Stressors such as earthquakes deteriorate teachers’ 

financial, material, cognitive, and emotional resources and threaten their basic needs (Bemak & 

Chung, 2011). Teachers’ needs (physical safety, self-worth, control/efficacy and a sense of social 

relatedness) have to be met before trying to enhance their resilience (Ndiku, Achoka & Onkware, 

2011). When teachers’ basic needs are covered, they are likely to be more resilient in the face of 

PDSs (Weems & Owerstreet, 2009, pp. 28-29).  

 

Another equally important way to improve teachers’ resilience is for them to acquire adequate 

knowledge and confidence during trauma-related or psychological training after the disaster so 
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they can transfer the knowledge into actual practice (Bridges & Searle, 2011; Ho et al., 2012). An 

effective way of doing so is by putting knowledge into practice through mirroring real situations 

such as dealing with PDSs. The last but most important approach emerges from models of 

improving resilience in social support systems amongst teachers (Margolin, Ramos & Guran 

2010, p. 4). Social support is a multidimensional construct in which four distinct types of support 

have been identified by Suldo et al. (2009), including emotion, instrument, appraisal, and 

information. These supports can be seen as appropriate for various situations and needs. 

Teachers’ resilient functioning can be embedded in a complex selection of interdependent 

relationships including the family, friends, colleagues, students and work environment 

(Gunderson, 2010; Goldstein, 2009). If these relationships function positively, it can promote 

teachers’ resilience because there is a connection with fundamental social support systems 

(Masten & Obradovic 2008). 

 

This current study aims to bring the concept of resilience into post-disaster scenarios and show 

its potential to enhance teachers’ well-being in support of the school reconstruction process 

following a natural disaster. School teachers’ well-being is potentially challenged by environment, 

social and school organisational changes, and the development of capabilities as part of an 

increasing social concern for long-term quality of education (Ho et al., 2012). This article argues 

that without attempting to improve teachers’ resilience to cope with their stress in the school 

reconstruction process after a natural disaster, schools are unlikely to achieve optimal outcomes 

during such circumstances (Bridges & Searle, 2011). 

 

Method 

The study was conducted over a four-year period between 2009 and 2013. This paper presents 

the quantitative part of a larger mixed method study that aimed to seek answer to the following 

research questions: 
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1. How have teachers’ personal and professional experiences of the earthquake over the 

medium term (2-4 years) contributed to their stress? 

2. What strategies do school teachers employ in response to PDSs? 

3. What do teachers think needs to be done to increase their resilience and decrease their 

levels of stress, in order to help them teach effectively within a PDS context? 

 

In order to select representative sample schools, a checklist of destroyed schools was developed 

based on a range of criteria relating to the purpose of the research. The criteria include: the 

damage level of the school, population of the school, education and income of the school 

teachers, and death or injury of the school staff, students and their families. The last but most 

important criterion was the accessibility of the school headteachers because they are judged to 

have an essential impact on the school reconstruction process and the effectiveness of school 

key stakeholders’ recovery. Five severely damaged schools have been chosen to avoid potential 

confounding variables (Dörnyei, 2007) from different levels of damaged schools (e.g. severe or 

moderately damaged schools).  

 

Participants 

Descriptive statistics for participants in this preliminary study are detailed in Table 1. There were 

57% (n = 43) male, 43% (n = 33) female teachers participating in the study. One participant is 

ranked as “below junior”; 55% (n = 42) of teachers have achieved “middle position”; 32 % (n = 

24) of the teachers occupied “junior position”; and 12% (n = 9) were ranked “senior position” in 

this sample school.1 78% (n = 59) of teachers had a “Bachelor’s” degree and 22% (n = 17) of 

teachers indicated that their degree was “Below Bachelor’s”. None of the teacher participants 

had a “Master’s” or “Above Master’s’ degree”. The age range is from <30 to >50, the 40-49 age 

                                                
1 A “below junior position” - qualified but no teaching experience; “middle position” - qualified but less than ten 
years experience; “senior position” - qualified with more than ten years’ experience and had further professional 
training and management experience; “above senior” -  qualified and experienced teacher with more than ten years’ 
experience highly trained in teaching, research, management and leadership. 
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group has the highest frequency while the 30-39 comes next. These two groups are close 

together implying that middle-aged teachers are most likely appointed to teach in secondary 

schools. The lowest frequency group falls on the oldest age group (>50).  

 

The range of years of teaching experience of the participants varies quite significantly. The 

highest frequency group lies in the range of teaching years >20 group (48.7%). The teachers that 

had taught for 10-14 years, 15-19 years and <5 years with the ranking of 19.7%, 14.5% and 10.5% 

respectively. The majority of the respondents 65% (n = 49) were teaching “Major subjects” such 

as Chinese Literature, Mathematics and English while the rest delivered related subjects including 

Physics, Chemistry, History and Geography. In theory the participating teachers could get 

stressed not only from a heavy workload academically but also from the experience of PDSs and 

the extra task of coping with traumatised students. The participants are mainly teaching Level 7 - 

Level 9 of students who are aged 12-17-years, as the sample school was a secondary school.  

Table 1:  Demographic  in formation (N=76) 

  No-Size Percent Valid 

Percent 

Gender Male 43 56.6 56.6 

Female 33 43.4 43.4 

Teacher 

certification 

Below Junior 1 1.3 1.3 

Junior 24 31.6 31.6 

Middle 42 55.3 55.3 

Senior 9 11.8 11.8 

Above Senior - - - 

Degree  Below 

Bachelor 

17 22.4 22.4 
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Bachelor 59 77.6 77.6 

Master - - - 

Above Master - - - 

Age <30 12 15.8 15.8 

30-39 25 32.9 32.9 

40-49 28 36.8 36.8 

>50 11 14.5 14.5 

Educational 

experience 

(in years) 

<5 8 10.5 10.5 

5-9 5 6.6 6.6 

10-14 15 19.7 19.7 

15-19 11 14.5 14.5 

>20 37 48.7 48.7 

Teaching 

subject   

Major 

subjects ** 

49 64.5 67.1 

Other 

subjects* 

24 31.6 32.9 

Total 73 96.1 100.0 

Missing 3 3.9  

Teaching 

level by age 

group 

Level 7_12-13 28 36.8 36.8 

Level 8_14-15 25 32.9 32.9 

Level 9_16-17 23 20.3 20.3 

National 

culture 

Han 67 88.2 88.2 

Qang 9 11.8 11.8 

** Chinese Literature, Math and English; * Physics, Chemistry, History 

and Geography etc. 
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Results 

The results of the preliminary survey are presented in detail in this paper. A questionnaire was 

sent to 100 participants at one of the sampling schools located in Beichuan county of Sichuan 

province, named Xiyuan secondary school in November 2011. 85 questionnaires were returned, 

nine of which were incomplete and thus disregarded in the analysis. The actual response rate was 

76%. Statistical analysis was performed with SPSS v.18. The descriptive analysis of the data were 

calculated first for demographic distribution of gender, age, teacher certification, degree, 

educational experience, and teaching level of the participants. Cronbach’s alpha analysis was used 

to examine the internal reliability of the instrument. Factor analysis (FA) has been used to 

explore the underlying variance structure manipulated by principal component analysis (Field, 

2009). Bivariate correlate analysis was performed to investigate the correlation between post-

disaster related stress and resilience of SSTs. A detailed report is described in following sections.                

Table 2:  Resul ts  o f  internal  re l iabi l i ty  analys is  

Scale name Subscale name Facto

r 

Variable name Alph

a 

Ite

m 

N 

Stress 

 

School 

organisation 

changes (Q1-

Q14) 

SMC Q4,Q5,Q11-Q13 .77 5 

TMC Q1- Q3,Q6,Q9 .77 5 

WL Q7,Q8,Q10,Q14 .62 4 

Pupils' PDS 

issues  

(Q20-Q25) 

 Q20ST-Q25ST  .84 6 

Q20MT-Q25MT .93 6 

Resilience  Q27-Q35 .93 9 

Well-being Life and job Q36-Q38, Q42 .82 4 
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 satisfaction(LJS)  

Positive emotions (PEs)  Q39-Q41,Q43-

Q45 

.87 6 

Negative emotions (NEs) Q46-Q51 .87 6 

 

Table 3 below shows the Mean (M) and Standard Deviation (SD) of the participants indicating 

the level of stressful experiences during the school renewal process following the earthquake. Q1 

to Q14 were designed on a Likert Scale ranging from “1 = not at all stressful” to “4 = very 

stressful”. The variable (Q7 “work overloading”) within the factor “WL” took highest ranking 

with a mean of 3.25, followed by the variable (Q5 “Procedures for teacher performance 

evaluation”) which belongs to the factor “SMC” with the mean of 3.00. That meant the 

participants believed these two statements had a strong contribution to their stressful experience. 

The lowest ranking of the stressful experience is occupied by Q6 (M = 2.12, SD = .916), this 

question refers to the teachers’ perceptions about “creating a network with other teachers and 

schools”. It can be seen that the participants are happy to create a network with new colleagues 

from other schools and they do not feel that stressed 

Table 3:  Mean, SD and internal  re l iabi l i ty  analys is  (Q1-Q14) 

Factor Computer code Mean SD Alpha 

TMC 

 

 

Q1Teaching Equipment 2.47 .87 .77 

Q2 Psych Training 2.53 .84 

Q3 Psych Treatment 2.64 .86 

Q6 Network with Teacher 2.12 .92 

Q9 Network with Parents 2.59 .88 

SMC 

 

Q4 Less Communicate Leader 2.69 .78 .77 

Q5 Procedure Evaluation 3.00 .89 
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 Q11 Responsible for Student 2.66 1.0 

Q12 Under Inspection 2.31 .91 

Q13 Unclear Scope 2.69 1.1 

WL 

 

 

Q7 Work Load 3.25 .82 .62 

Q8 Network with Colleague 2.65 .85 

Q10 Social Activity 2.53 .99 

Q14 No Equal Promotion 2.99 .88 

 

Table 4 shows the statistical description of teachers’ stressful experiences from students’ issues 

in PDSs. The five-point Likert scale was listed from “1 = strongly disagree” to “5 = strongly 

agree”. The respondents tended to ‘agree’ with the factors which were commented in questions 

20-25. However, in the medium term, the respondents’ statement seemed to have a tendency 

towards the “disagree” (M = 2.66). That meant the respondents tend to agree that in the medium 

term students issues have improved compared to where they were 6-12 months after the 

earthquake.  

Table 4:  Mean, SD and internal  re l iabi l i ty  analys is  (Q20-Q25) 

Phase Computer code Mean SD Alph

a 

Short-term 

(6-12months) 

 

 

 

Q20 Student Worse Behaviour 3.04 1.23 .84 

Q21 Discipline Worsen 3.22 1.32 

Q22 Parental Burden 3.31 1.32 

Q23 Learn Motivation 3.15 1.30 

Q24 Difficult Relationship 2.62 1.22 

Q25 Performance Worse 3.53 1.06 

Medium-term Q20 Student Worse Behaviour 2.61 1.48 .93 
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(1year-present) 

 

Q21 Discipline Worsen 2.61 1.63 

Q22 Parental Burden 2.80 1.63 

Q23 Learn Motivation 2.76 1.59 

Q24 Difficult Relationship 2.35 1.45 

Q25 Performance Worse 2.85 1.48 

       

 Figure 1 below, shows the percentage of the participants’ agreement when asked of their 

stressful experiences in dealing with students’ issues over the short- and medium-term. The 7.22% 

of respondents with the lowest rank, demonstrated that they ‘strongly disagreed’ with the 

stressful experience which reflected in the scale of students’ issues over the short term. 28.65% 

of the respondents showed that they ‘neither agree or disagree’ with the statement. 17.40% of 

the respondents displayed ‘disagree’, 19.90% of them with ‘agree’ and 11.75% of them “strongly 

agree” regarding their stressful experiences of dealing with students’ issues in PDSs. In 

comparison with the respondents’ stressful experiences over the medium term made up of the 

questions Q20-25 Table 4, fewer respondents showed the “strong disagree” (4.77%) with the 

stressful experiences. 33.87% of them indicated they ‘agree’ with the stressors, which takes the 

highest rank, followed by 27.33% of them chose “neither agree or disagree”. 17.35 of them with 

‘ disagree’ and 11.52 of them with “strongly agree”. 

Figure .1:  Students ’  i ssues between short - t erm and medium-term 
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Table 5 below shows the descriptive statistics of the findings of the questions 27-51. Generally, 

the respondents’ statements were quite consistent and the degree of the agreements mostly rated 

from 3.96 to 3.25 for the factor of resilience (Q27-Q35). The second factor LJS associated with 

the questions 36, 37, 38 and 42 where a small range of mean values fall between 3.19 to 2.83 

together with the standard deviation values of 1.272 to 1.075 were reported. The items (39, 40, 

41, 43, 44 and 45) were schemed to identify the degree of the teachers’ PEs as well as the Q46-

Q51 being designed to indicate the degree of the teachers’ NEs. It was found that the 

participants tended to give the option of ‘agree’ when asking them to point out their PEs with 

the means of 3.71 (Q40: ‘I have experienced PDSs which have stimulated my commitment to my 

career’) valued the highest rating to a lowest rating of 2.93 (Q43: ‘I have all the support I need 

from my school leadership’). The participants seemed to slightly ‘disagree’ or ‘neither agree or 

disagree’ for the questions associated with the factor of the teachers’ NEs. Q50 implied that ‘I 

feel some pupils are lacking motivation to learn, but I don’t know what I should do’, which 

showed a closer agreement ranking with the mean of 3.31.   

Table 5:  Mean, SD and internal  re l iabi l i ty  analys is  (Q27-Q51) 

Scale 

name 

Computer code Mean SD Alph

a 

Resilience  

 

 

Q27Persevere 3.83 1.10 .93 

Q28 Overcome 3.85 1.10  

Q29 Learn Lesson 3.96 1.12  

Q30 Rebound Stronger 3.88 .96  

Q31 Psych Health 3.71 1.01  

Q32 Emotional Health 3.46 1.11  

Q33 Express Feeling 3.58 1.06  
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Q34 Let Anger Go 3.25 1.11  

Q35 Overcome Discourage 3.39 1.10  

LJS 

 

 

Q36 Satisfied Life 3.04 1.27 .82 

Q37 Satisfied Work 3.19 1.16  

Q38 Satisfied Leadership 3.17 1.08  

Q42 Autonomy in Position 2.83 1.18  

PEs 

 

 

Q39 Stimulated Career 3.50 1.04 .87 

Q40 In Control 3.71 1.09  

Q41 Hope in Life 3.68 1.03  

Q43 Support from School 2.93 1.31  

Q44 Relationship with 

Colleague 

3.68 1.24  

Q45 Relationship with 

Student 

3.61 1.30  

NEs 

 

 

Q46 Disturb Memory 2.79 1.31 .87 

Q47 Feel Unsafe 2.86 1.35  

Q48 No Interest in Things 2.57 1.33  

Q49 Feel Irritable 2.93 1.33  

Q50 Pupil Lack Motivation 3.31 1.39  

Q51 Avoid to Think and 

Talk 

2.93 1.34  

 

Demographic variables were entered together on the first step of the bivariate correlate analysis, 

no significant effects were observed from these variables. However, significant correlation 

coefficients have been found between the three identified post-disaster related stressors and the 

scale of resilience, LJS, PEs and NEs (Table 6). Statistically, the prevalence of resilience in this 
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preliminary study had significant negative correlations with the variable of SMC, including 

resilience indicators (r = -.39, p < .05), LJS (r = -.63, p < .01) and PEs (r = -.39, p < .05). That 

meant, the less stressful experiences the teachers faced from SMC, the quicker the teachers could 

recover from the impact of the earthquake or vice versa. This correlation was also applied to LJS 

and PEs, it meant the less post-disaster related stressors the teachers suffered, then the higher 

LJS and PEs the teachers should express or vice versa. The SMC was found to have the most 

significant level of negative correlation with the factor LJS (r = -.63, p < .01). The variables of 

TMC and WL were shown to have no significant correlation with any of the variables of 

resilience, LJS, PEs and NEs.    

Table 6:  Corre lat ion o f  s tressors ,  res i l i ence  and wel l -be ing 

Scale name SMC TMC WL Resilience LJS PEs NEs 

SMC 1       

TMC .684** 1      

WL .748** .623** 1     

Resilience -.390* .012 -.300 1    

LJS -.631** -.131 .300 .685** 1   

PEs -.388* .077 -.180 .784** .760** 1  

NEs .022 .188 -.138 .346** .324** .481** 1 

**.Correlation is significant at the 0.01 level (2-tailed).  

*.Correlation is significant at the 0.05 level (2 tailed). 

 

Discussion and Conclusion  

Findings from this preliminary study reveal that the post-disaster reconstruction process had a 

great impact on teachers’ well-being. The vast majority of school teachers (90%) revealed 

stressful experiences. The post-disaster related stressful experiences resulting from school 

organisational changes is not surprising given the extent of devastation from this huge impact 
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disaster. Two years after the Sichuan earthquake, 100% of public schools have been rebuilt and 

moved to other regions, forcing many teachers and students to attend schools outside of their 

own district. The findings revealed that teachers’ challenges of teaching in PDSs such as they 

have to work out strategies to address students’ diversity problems, provide moral support for 

students and assist in the school’s renewal process. Teachers’ resilience and well-being might be 

adversely affected if they have to continuously take on increasing workload in PDSs without 

substantial school authority support, policy changes and intervention programs such as stress 

reduction management (Malcom & Combes, 2007; Ndiku, Achoka & Onkware, 2011).  

 

Taking on a parental role and too much responsibility were reported as the most important 

concern relating to teachers’ stressful experiences. The other key area of challenge expressed by 

teacher participants was their lack of knowledge and ability when dealing with an increased 

workload following the earthquake. There are inherent problems with teachers working with 

traumatised children. The problems include the difficulty in identifying the traumatic symptoms 

of children; the limited support to specialised services for children to get treatment and how to 

take care of themselves under stressful conditions. These findings reiterate those of Ho et al. 

(2008) who investigated the school response to children’s trauma and teachers’ involvement and 

coping strategies during a school’s crisis situation and outlined the complexity of recovery and 

decision-making. 

 

This study applied sixteen indexes of teachers’ well-being. Four variables (4 items; correlations 

varied from .41 to .74) measured JLS of teachers; four variables (6 items; correlations varied 

from .36 to .77) measured PEs of teachers; six variables (6 items; .32 to .70) measured NEs of 

teachers. The sixteen indexes of well-being moderately or highly correlated with each other, 

which supported the assumption that these measures assessed a common construct. The results 

suggest that if teachers employ coping strategies such as avoiding trauma-related thoughts and 
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feelings, the more likely they are to experience post-disaster related stress. As Monhay and 

Forbes (2009) show, through group discussion therapy individuals are able to expose his/her 

intrusive thoughts and they may suffer less from grief and be more capable when dealing with 

PDSs. Similarly, Kurland, Peretz and Hertz-Lazarowitz (2010) indicate that a social support and 

collaborative structure allows individuals to express his/her feelings to each other. An individual 

can understand his/her thought processes which can help them become more confident and 

face up to fears enabling them to focus on the present positive things rather than the past 

negative thoughts. 

 

Analysis of the prevalence of resilience revealed that the availability of social and material 

support or the lack of support, teacher’s PEs and satisfaction in the new school environment or 

school conditions, and teacher post-disaster related stress have a strong influence to one and 

other. The importance of understanding teachers’ resilience and stress in a PDS is consistent 

with previous educational and teachers’ professional development research (Wood & Olivier, 

2008). Recognising the dynamics and interconnectedness of school disaster management and 

school organisational changes, this research suggests an integrated proposition for a school-

based disaster plan through improving school teachers’ capability and resilience in coping with 

PDSs and subsequent changes. 

 

The study manages to identify a medium-term impact of the Sichuan earthquake on the post-

disaster related stress of SSTs, which is manifested by the findings that school teachers show a 

different level of stress and resilience 24 months after the earthquake and during the school 

reconstruction process. The impact of natural disasters on the well-being level of teachers can be 

identified from different aspects, but this research will only be focused on the two prominent 

indicators: stress and resilience of teachers in PDSs. There appears to be a lack of natural disaster 

research investigating the well-being level of teachers using appropriate methodology that 
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recognises that the educational reconstruction and the quality of teaching and student learning is 

fundamentally influenced by a teacher’s well-being level over the medium-term following a 

disaster. A more thorough understanding of the well-being of teachers following a disaster over 

the medium-term is important for education policy-makers, administrators, researchers and 

social workers working in disaster management and preparation of schools. It could help in the 

potential process of CPD of teachers, allowing for more informed teaching advice for students’ 

achievement, and could help tailor specific training, improvement and support for teachers in 

future uncertainties.  

 

As with other studies, this study had some limitations, first, it is a cross-sectional survey. The 

results disclosed in the study reflected only the status of post-disaster related stress of the 

participants at a particular point of time (2-3 years following the earthquake). In other words, it 

did not reveal the changes of the stress level throughout the entire school reconstruction process 

(immediate, medium- and long-term), nor is it able to reveal the relationship between the change 

of stress and the involvement of earthquake related experience. Second, students’ perceptions 

about their traumatic experience is lacking in this study. Nonetheless, it should be kept in mind 

that the students’ traumatic issues are one of the most pertinent contributors to teacher stress. 

Third, parental absence seems an important issue during school-based intervention programs. 

This study would have been enriched by involving an exploration of the parents’ role .Finally, 

although this study presents only a small sample of 76 respondents, the findings are instructive 

and lay a foundation for future research. 
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