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| ABSTRACT

The incredible changes brought about by the COVID-19 pandemic have affected various aspects, including education, which has
transitioned learning activities in schools from face-to-face to distance learning. Teachers, as the frontline implementers of
learning in schools, have been adapting to the new situation prompted by the pandemic while facing demands for the continuous
provision of education. The objectives of this study are: 1) to analyze how teachers engage in digital habitus during the
implementation of distance learning amidst the pandemic and 2) to identify the types of digital habitus formed during this period.
Bourdieu's habitus concept is utilized as an analytical tool in this study. Employing a qualitative approach, the research optimizes
data exploration through in-depth interviews and observations conducted in urban public high schools in Indonesia. The findings
reveal that teachers' digital habitus is shaped through an interplay process between pre-pandemic digital experiences, practices
during the pandemic, the interconnected structure, teacher agency, and the reflexivity of agents in distance learning practices.
The formed digital habitus of teachers includes adaptability to change, openness to the use of learning technology, a willingness
to adopt new habits, and a cooperative attitude.
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1. Introduction

The COVID-19 pandemic is a significant chapter in global history that has affected every aspect of human life, including education.
The landscape of education underwent an abrupt transformation through school closure policies that introduced a physical
distance between teachers and students. Digital media and online learning emerged as substantial measures undertaken to
address various challenges and situations during the pandemic. The implementation of online learning with a remote learning
mechanism has rendered the learning process more accessible, enhancing learning opportunities for those previously constrained
by factors such as physical distance, socio-economic status, or health issues, preventing access to educational institutions (Daniela
& Visvizy, 2022).

Distance learning through online media has become the sole mechanism feasible to ensure the continuity of the teaching and
learning process. In this context, several aspects warrant attention in the implementation of distance learning during the pandemic.
These include preparation achievable by the system, consideration of students' needs at different levels and stages, ensuring
communication with students and parents, and determining simple approaches for effective distance learning (Daniel, 2020).

In the implementation of distance learning policies, teachers have always been a focal point. They play a significant role in the
educational process and face the challenges of distance learning directly. In this context, the teacher's position as a crucial actor
in adapting to change is central. A comprehensive study reveals that over the last 20 years (from the early 1990s to 2010), teachers

Copyright: © 2024 the Author(s). This article is an open access article distributed under the terms and conditions of the Creative Commons
Attribution (CC-BY) 4.0 license (https://creativecommons.org/licenses/by/4.0/). Published by Al-Kindi Centre for Research and Development,
London, United Kingdom.

Page | 21



The Analysis of Teachers' Digital Habitus during Distance Learning Implementation in the COVID-19 Pandemic Era.

have been increasingly recognized as central to the ongoing educational reforms in the U.S. (Datnow, 2020). Their significant role
places issues of teacher agency, power, and social justice at the forefront of educational reform waves. Teachers can act as
institutional agents, altering or maintaining entrenched learning practices through mechanisms like practical evaluative agency
(peer learning, patterned social interaction, and shared understandings, aims, and practices) (Bridwell-Mitchell, 2015). Another
study indicates that changes in the education system significantly influence teacher actions, with some adapting while others resist
the urge to surrender by becoming more resilient (Flores, 2020). Technological advancements in education present a dual
perspective: they can either empower or exploit teachers, yet they add meaningful aspects to their role (Selwyn et al., 2017).

Based on this argumentation, this research seeks answers to two interesting questions regarding teachers' digital habitus during
the COVID-19 pandemic. There are: 1) how teachers engage in digital habitus during the implementation of distance learning
amidst the pandemic and 2) what kind of teacher’s digital habitus formed during that period. These two questions will guide how
this study is presented.

2. Literature Review

2.1. Teachers and the Context of Change

For teachers adapting to changes, several supportive aspects play a crucial role in determining their condition. These include
language development factors, adaptive teaching, collaboration with internal professionals, collaboration with parents, learning
content, and the construction of critical knowledge, school context, and social processes and inequality (Gaikhorst et al., 2019).
Within this realm, one emerging aspect pertains to the teacher's agency related to their professionalism. Therefore, the professional
agency of teachers in facing change is determined through four main elements: 1) the varied manifestations of professional agency,
2) agency resources, 3) the temporary nature of professional agency, and 4) the importance of teacher professional agency in the
transformation of social practices (Véhasantanen, 2015). This perspective gains strength with the finding that teachers serve as
change agents as long as they exhibit specific characteristics, such as 1) lifelong learning (continuous learner, eager to learn,
reflective), 2) mastery (provides guidance; accessible/approachable by students, parents, and colleagues; holds a positive view of
education and professional practice; committed to the job; trustworthy; and confident), 3) entrepreneurship (innovative and
responsible), 4) collaboration (able to work collaboratively) (Heijden et al., 2015). Therefore, teacher agency is the result of iterations
(repeated occurrences in the past), evaluative practices in the present, and dimensions of future projection (Priestley et al., 2012).

Research on groups that strengthen teachers' professional capabilities is considered to contribute to teachers' efforts in reinforcing
their professional actions. This professional teacher community possesses five fundamental characteristics (namely: focus-related,
long-term investigation, collaborative principles, leadership support, and trust), culminating in three different variants of teacher
actions: the emergence of attachment to the community, abstention, or even rejection of the community (Brodie, 2019). As a
supportive element for teachers, this professional community is also deemed to contribute to the emergence of supportive
leadership, dynamics within the group and its composition, as well as trust and mutual respect (Vangrieken et al.,, 2017).

In the context of these challenges of change, there are also situations where teachers face difficulties in coping with them. The
challenges of change in the field of education can lead to teacher frustration, anxiety, disruption, and the resulting stress (Zembylas
& Barker, 2007). In terms of workload, teachers feel a shortage of time to carry out their daily professional activities, are
overwhelmed, a lack of discretionary time to learn about technology, insufficient time to share with colleagues, a lack of time to
interact with fellow teachers on a daily basis, uninterrupted time scarcity, and pressure-free time scarcity (Collinson & Cook, 2001).
In this regard, stress and pressure to change oneself and work practices are caused by conflicts between motives and pressures,
varied outcomes in efforts to facilitate change, and outcomes that do not always have a positive impact on teachers and schools
(Brown et al., 2002).

Nevertheless, despite all the challenges, difficulties, and opportunities surrounding teachers' lives, they have demonstrated the
ability to incorporate digital technology-based learning practices. This achievement is highly significant, marking the dialectics of
teachers in change. Previous studies have stated that digital technology has been a crucial medium used in the learning process,
even before the onset of the COVID-19 pandemic. This implies that teachers, in this context, have attempted to overcome obstacles
and challenges by leveraging their skills and competencies. This is not a generalization suggesting that all teachers can successfully
do this, but rather an affirmation that teachers are dynamic actors consistently making efforts to engage in the digitalization of
education. Various digital-based learning strategies applied by teachers include project-based learning involving relationships
within the classroom, curriculum, and digital literacy development (Kalman & Guerrero, 2013); the use of digital applications based
on student feedback on learning (Bijlsma et al., 2019); video games as a social science learning medium (Maguth et al., 2015);
sociology learning through filmmaking (Waller, 2017); learning through social media (Blogs, Wikipedia, and YouTube) (Szeto et al.,
2016); multimedia presentations and learning using websites (Koeber, 2005); and the integration of mobile technology in classroom
teaching practices (Walker et al., 2019). Another significant factor driving changes in educational practices is the widespread use
of computers, multimedia, internet-based information learning, internet access in schools, the use of online system applications
for learning, and the reinforcement of internet usage capacities (Blytkbaykal, 2015). The advent of search engines such as Yahoo
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and Google also cannot be overlooked, as digital devices are always at teachers' fingertips (Urbaczewski & Beaver, 2015).
Undoubtedly, strengthening teachers' professional competencies is crucial, where digital media is also employed as a supporting
intermediary, such as private groups on Facebook (Mercieca & Kelly, 2018) and web conference applications (Tseng et al., 2016).

Meanwhile, during this pandemic period, the implementation of digital media-based learning has also been integrated with remote
learning mechanisms. Remote learning, in this context, serves as a channel to assess the extent to which the digitalization of
education can be both a solution and a test of preparedness. Therefore, as remote learning continues consistently, we can observe
the impacts it brings in its implementation. Two tendencies can be discerned when assessing the impacts of remote learning during
this pandemic. These are viewed from the negative effects that pose challenges and the positive impacts associated with its
advantages and benefits. Challenges experienced during remote learning include unstable internet connections, unclear delivery
of content, limited interaction between teachers and peers, and the inability to inquire about specific details of the material and
engage in discussions (Dwidienawati et al., 2020). Other challenges encompass a lack of preparedness (both students and
institutions), low-quality interactions, a lack of motivation, insufficient class activities, and the strong adoption of e-learning
(Rehman et al.,, 2021). Loss of motivation to learn, participate, or produce meaningful work for students and weariness and
frustration for teachers have also been noted (Spinks et al., 2023). Additionally, technical issues such as slow internet connections,
insufficient knowledge about the utilization of information and communication technology in the teaching and learning process,
and low motivation have surfaced (Mourabit et al., 2023).

On the positive side, distance learning during the pandemic has brought several benefits, including ensuring student safety from
virus spread while maintaining connections with teachers, peers, and learning content through LMS, Zoom/Google Meet, and
WhatsApp Groups (Tetteh et al.,, 2023). Its implementation is perceived as flexible, accessible from anywhere, easy, time-efficient,
and relaxed (Dwidienawati et al., 2020). It has also enhanced students' technological knowledge, aiding their independence (Assi
& Rashtchi, 2022). With regard to social media's use in collaborative learning, online learning directly impacts the interactive
relationships between students, peers, and teachers, thus fulfilling interactive relations and student satisfaction (Alismaiel et al,,
2022).

The comprehensive analysis of these impacts demonstrates that teachers have consistently and continuously implemented the
practice of distance learning involving digital technology. Teachers occupy a central position as strategic actors in the ongoing
learning process. How they respond to situations and implement impactful actions in education is a critical focus of this study.
Therefore, teachers and the implementation of distance learning are two inseparably intertwined aspects. Their interaction can be
viewed as a process that maintains education as a vital pillar. Without distance learning, a significant decline in the education
sector, anticipated by many, could have occurred. Another intriguing aspect is examining the processes teachers undergo to
maintain the continuity of distance learning during the pandemic. This study conducts a meso-level analysis, considering schools
as arenas for teachers to express themselves and engage with the existing educational structure.

2.2. Bourdieu’s Habitus as an Analytical Tool

Structural and actor analysis is a viable approach for this research as a tool of analysis. Bourdieu's concept of habitus offers a
relevant perspective, focusing on the ways of acting, feeling, thinking, and being of the agent (Maton, 2008). Maton describes
habitus as how we carry our life history, express it in our current environment, and make choices in specific ways. This is an active,
continuous process where we are bound to create history, though not always under conditions of our choosing. Habitus is also
described as the dialectic between the internalization of externality and the externalization of internality (Bourdieu, 1977).

Equally important is the relationship between structure and agent, termed genetic structuralism by Bourdieu. He explains that the
objective analysis of structures, social spaces, and their origins cannot be separated from the genesis analysis of their occupants,
where agents participate according to their positions in the social space and the mental structures through which they apprehend
this space (Ritzer, 2011).

Habitus operates on two levels: as an aspect that constitutes structure and as something structured by it (Bourdieu, 2010) (Maton,
2008). This structuring structure logic leads to a principle of division into logical classes, which governs the perception of the social
world (Bourdieu, 2010). In other words, habitus is seen as structuring because its practices perpetuate the existing structure.
Without habitus, structures would not stand to function and could significantly disrupt the existing order. Meanwhile, through the
structured structure approach, each class condition is defined simultaneously by its intrinsic nature and its relational properties
derived from its position in the class system (Bourdieu, 2010). Thus, as something structured by the structure, habitus operates
according to the prevailing conditions of the structure. It is a means to translate the desires of the overarching structure.

In the framework of habitus, two inseparable elements are capital and field. Capital is understood as an internalized reservoir of
skills and talents, a scarce and socially valued external resource capable of productive transformation and investment (Ignatow &
Robinson, 2017). Bourdieu categorizes capital into fundamental forms: economic capital (associated with money and private
ownership rights), cultural capital (such as educational qualifications), social capital (networks or connections with others), and
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symbolic capital (Bourdieu, 1986). The field, on the other hand, is the meeting place of forces possessed by various actors. In this
arena/field, the rules of the game in the social space are highly competitive, with diverse social agents employing different
strategies to maintain or enhance their positions (Thomson, 2008).

3. Methodology

This study employs a qualitative approach, with critical points to note being describing, exploring, and understanding the meanings
attributed by individuals or groups to social or humanitarian problems and applying an inductive research viewpoint focused on
individual meanings and interpreting the complexities of issues (Creswell & Creswell, 2018). Data collection is conducted through
in-depth interviews both online and offline with informants because a) informants have unique and essential data about the social
world through verbal communication; b) it involves actively asking questions and listening to each other in the process of meaning
formation; c) the search for patterns in social life composed of "thick description”; and d) it is issue-oriented, with the researcher
focusing only on specific topics explored through certain informants (Hesse-Biber & Leavy, 2006). The total number of informants
involved in this study is 34, comprising 19 teachers as primary informants, three school principals, four deputy principals, and eight
students. These informants were selected through purposive sampling. The characteristics of the primary informant teachers are
divided into several categories: young teachers, senior teachers, practical subject teachers, theoretical subject teachers, teachers
who have frequently used digital media since before the pandemic, and teachers who have used less digital media. Interviews with
each informant were conducted 1-3 times, with each meeting lasting 30-90 minutes. Interviews were conducted in two ways: face-
to-face with informants and through media such as telephone and Google Meet. Due to the concerning COVID-19 situation and
for health protocol reasons, interviews using telephone and Google Meet were more frequently conducted. Observations were
conducted under very limited conditions due to the fluctuating pandemic situation. Documentation techniques involved school
archives and documents of learning activities between teachers and students. The validity of this research data uses source and
method validity. In this study, the data analysis used is the interactive model with a process of data condensation, data display,
and drawing and verification conclusions from the analyzed data (Miles, Huberman, & Saldana, 2019).

4. Results and Discussion

4.1. Teachers Engage in Digital Habitus during Distance Learning

4.1.1. The Interplay between Pre-Pandemic Digital Learning Experience and Practice during the Pandemic

The use of digital devices for learning is not a new phenomenon in public high schools, especially in urban areas in Indonesia. This
is evident in two key areas: within the school context and in the context of teachers carrying out their daily professional activities.
In the school context, public high schools generally possess and utilize digital devices for both academic learning services and
administrative school services. Before the pandemic, schools had begun installing and using wifi. However, installations were
limited to specific points, such as in the teachers' office area, the principal's office, the administrative room, and some classrooms.
Therefore, the Internet can be said to have entered school spaces but was not sufficient to fully support the learning and school
administration processes that prioritize digitization, as many blank spot areas were still identified.

Furthermore, the establishment of computer laboratories has been carried out since 2010, ensuring an adequate quantity of
computers for the learning process in a phased manner. In subsequent developments, computer rooms in these schools began to
be equipped with devices that could connect them to the Internet. CCTV installations were implemented in teachers' rooms,
administrative rooms, crucial points in the school, and classrooms connected to the principal's office. All of these measures provide
facilitation and convenience for monitoring the activities of the school community while also being used to enhance security in
the school.

Additionally, the establishment of computer labs has been ongoing since 2010, with a gradual increase in the number of computers
adequate for the learning process. Over time, these computer rooms in schools began to be equipped with devices that could
connect to the Internet, the installation of CCTV in teacher rooms, administrative areas, crucial points in the school, and classrooms
connected to the principal's office. All these measures facilitate and ease the monitoring of school community activities and are
also used to strengthen school security.

In other forms, some schools have revamped their digitalization by integrating it into their branding, focusing on digital learning
and the formation of a school culture. This implementation is not only about strengthening internet-based computer labs but also
the emergence of learning innovations using e-learning systems. In 2017, one such school began creating a Learning Management
System (LMS) for the teaching and learning process. However, since online learning was not mandatory at the time, this system
was rarely used, and its development eventually stalled.

These efforts provided experience in using digital media in schools. At the very least, each school had some basic digital
infrastructure, so during the pandemic, the focus was on adding supporting elements such as strengthening internet signals and
hardware like tripods, cameras, and clip-on microphones. In this case, schools had prior preparation, so enhancing school capacity
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did not start from a fundamental level of procurement but rather from strengthening the resources and facilities of the school. In
the context of teachers, laptops connected to LCD projectors in each classroom have been utilized in the learning process.
Additionally, digital content, such as PowerPoint presentations, educational videos, articles, news, and images widely available on
the Internet, had already been incorporated into learning activities before the pandemic. A teacher shared their experience:

“Learning with the internet, videos, and PowerPoint was already happening before the pandemic... the internet helps enrich
classroom material, and students are more enthusiastic because they can learn and analyze cases through activities such as
watching videos...”

Some teachers also started using social media, for instance, publishing students' best work on YouTube in video format. This was
done to motivate students and serve as examples for future learning. However, it must be acknowledged that before the pandemic,
the use of digital media for learning was not widespread among teachers. Many still predominantly used lecture-based teaching
methods, and the learning media employed were primarily limited to conventional paper-based materials with minimal digital
media involvement.

With the onset of the pandemic, all learning activities underwent a significant shift, transitioning to distance learning as schools
closed. This adjustment period can be seen in two phases: the transition phase and the post-transition phase. During the transition
phase, teachers, both inexperienced and those with decades of experience, were confused and worried about what methods to
use for teaching. Following government policies to continue education according to regional conditions, schools allowed teachers
to choose methods that were accessible and suited their digital competencies. WhatsApp played a significant role in this transition
phase, facilitating coordination with the creation of WhatsApp Groups (WAG) for students, checking student attendance, and being
a medium to send video material links and for discussions. Besides WhatsApp, some teachers began using Zoom for online face-
to-face interactions and uploading screen-recorded lessons to YouTube. During this challenging period, some weaknesses were
identified, such as a lack of discipline in conducting lessons and a disparity in the frequency and intensity of lessons due to the
diversity of digital media used by teachers. This transition period lasted for about three months.

Entering the post-transition period, from mid to late 2020, schools began preparing e-learning systems capable of facilitating
teaching processes with a uniform platform. Some schools created their e-learning systems tailored to their needs, which are user-
friendly and accessible to teachers, students, and school administrators. However, others adopted e-learning platforms developed
by leading companies like Quipper and Microsoft Teams. At the grassroots level, schools took the initiative to socialize digital
technology usage through a mentoring model. This model provided space for teachers with higher digital proficiency to assist
those with lower digital skills. These mentor teachers were typically IT subjects, teachers accustomed to using digital media for
learning, and mostly younger teachers.

During this period, teachers' engagement was not only in intensifying digital device usage but also in maintaining the habit of
using software like learning apps e-learning, producing learning media in text, image, or video form, and incorporating social
media in learning. These practices continued throughout the distance learning period, both in the preparation phase regarding
materials and media to be used and in evaluations using digital applications or social media. Schools also encouraged teachers to
independently enhance their digital competencies through webinars and tutorials on learning applications and their supporting
tools. Interesting interactions emerged among teachers and between teachers and students in this context. The usual social
distance felt between senior and junior teachers, as well as between teachers and students, seemed to fade. Young teachers even
became tutors for senior colleagues, and students actively helped their teachers resolve digital problems during learning. Teachers
experienced an acceleration in technology use, while students improved their skills in technology use (Winter et al., 2021). The
intensity of learning digitalization was also monitored by schools using a teaching journal system. Teachers were required to fill in
this journal after each lesson, which served as a data-based and more transparent supervisory mechanism by the principal.

Support for teachers was also evident through professional communities based on subjects at the city level, known as MGMP
(Musyawarah Guru Mata Pelajaran/subject-based teacher forum). These communities, consisting of teachers teaching the same
subjects, are organized independently outside of school, contributing to the strengthening of school learning. MGMP was
responsible for adjusting curricula and teaching materials and for facilitating the exchange of learning tools (teaching materials,
learning media, learning evaluations) among teachers of the same subjects.

The pandemic period thus became crucial in supporting teachers in conducting learning activities on a digital competency basis.

For those already with substantial digital skills, this period further enhanced their digital capabilities. For those with less digital
proficiency, it served as a critical time to develop their digital habitus more effectively.
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4.1.2. Interrelated of structure and teacher agency

During the period of Distance Learning, the structure of education was placed as a primary element. This structure served as both
a foundation and a limitation that teachers needed to understand in implementing the learning process. This structure, which
directs education during Distance Learning based on educational policies, interacts with the agents' (teachers’) capability to
respond to the pandemic. In this situation, structure and agent work within a framework that mutually reinforces the patterns of
habitus that are formed. The habitus patterned in daily actions is part of a dialogic process between the working structure and the
agent's ability to interpret it.

The structure in question refers to the organization of education during Distance Learning, directed by educational policies that
extend down to the smallest institutions, such as schools. This structure sets the boundaries for what must be understood in the
new normal, including guidelines on maintaining educational activities despite social distancing.

The repetitive actions taken in response to these conditions form the digital habitus of teachers. Teachers, as agents within this
structure, face challenges on the one hand and opportunities on the other. Within this framework, agents have the space to
determine what kind of habitus context they will adopt to survive within the encompassing structure. This habitus is a property of
the agent facing the structure (Maton, 2008). Here, agents socio-culturally absorb various aspects of life to become members of
the relevant society. Correspondingly, the teachers' habitus is also formed based on the values prevailing in their everyday
professional lives. The distance learning era, with all the digital competencies required for teachers to support their activities,
represents a choice of teacher habitus that is also aligned with the digital capital possessed by the teacher. Thus, the teachers'
habitus in this context falls into the category of structured structure, where the composition of their habitus is the result of pressure
from the objective structure but still within the limits inherent in its original structure (Rocksby, 2010).

The formed habitus is then repeated intensively over time and under different conditions. Digital-based teaching and learning
activities are the most effective means to enact habitus in the context of educational provision needs. With the internalization of
the digital habitus of teachers, the patterns of action formed further strengthen the distance learning structure during the
pandemic. In this context, habitus plays a role in structuring structure, where it provides a mechanism as a means to understanding
the world or social life and also shapes society through the representations it makes (Bourdieu, 2010). This also aligns with the
context that the digital habitus enacted in the Distance Learning era plays a role in structuring, where individuals selectively can
change the form of the objective structure following its own structure (Rocksby, 2010). Without the enactment of digital habitus
by teachers, the implementation of education during the pandemic would not be possible. Habitus is born in the social situation
where it is produced, and it also functions as a framework that realizes and colors an individual's perception, representation, and
action within the surrounding structure (Bourdieu, 2010). In this case, the pandemic situation has prompted a digital-environment
habitus driven by socio-economic support and individuals' capacity and willingness to adapt to the drastic increase in digital
technology use (due to imposed social restrictions) and environmental degradation conditions (Ruiu et al., 2023).
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4.1.3. Teachers’ Reflexivity

The agent's position within the habitus can be observed in the context of their reflexivity. This reflexivity of the agent is a crucial
determinant in the operation of the digital learning habitus during Distance Learning. Agent reflexivity and the consciousness that
shapes it are not only related to neurological stimuli, psychosocial memory, and cognitive brain functions evident in activities like
recognition, memorization, and articulation but are also deeply connected with ideological aspects and the socio-cultural
conditions of the agent (P6llmann, 2016).

The reflexivity of teachers as agents in distance learning is realized in contexts where teachers assess their capacity in terms of
digital competence pre- and during the pandemic, decision-making regarding the diverse choices of teaching methods during
distance learning, and their response to the development of learning processes through the implementation of distance learning.
Teachers reflect on the possibilities of using digital technology in distance learning based on the digital capital they possessed
before the pandemic. This stimulates teachers to reflect and gauge how far their digital capital can be utilized for teaching and
learning processes. This reflection continues into situations where teachers receive support from schools to use e-learning and
various digital content.

Throughout the distance learning process, teachers are presented with various choices and encouraged to independently improve
their digital capital through online tutorials, webinars, and training. Equally important is the urgency for teachers to understand
students' responses to the online learning conducted. The outcomes of trial and error are a part of teachers' contemplation of the
ongoing conditions. Decisions about refreshing teaching methods or relaxing the learning process by engaging students in light
discussions about current conditions and news unrelated to the primary learning material also play a part in alleviating the tedium
of the learning process. These realities actually drive the reflective attitude of teachers in determining the necessary learning
processes. Absorption of surrounding needs becomes the driving force behind the formation of agent reflexivity.

These three aspects cannot stand alone as the objective decisions of teachers, detached from the Distance Learning policy, the
main structure that has shaped teachers to follow principles of educational continuity. Schools as arenas also contribute
significantly to forging teachers to interact with other teachers, students, and the MGMP community in determining what strategies
can be pursued to continue the learning process. Therefore, the process of self-awareness in teachers to engage in the digital
habitus is a dialogic process between themselves and external forces, both professionally and socially. This process is categorized
as a non-reflexive agency, where agents strive to enact their habitus by emphasizing habits performed to interact with the
environment, inseparable from strategies to achieve goals (Hoggett, 2001). The objectivity achieved by the variety of agent actions
is what binds the agent to specific characteristics of action.

4.2. Teacher's digital habitus

Throughout the processes occurring during the implementation of distance learning, the research findings indicate that the digital
habitus of urban secondary school teachers in the implementation of Distance Learning during the COVID-19 pandemic is
characterized by being adaptive to change, open to the use of digital technology in learning, learning new habits, and cooperative.

Teachers' adaptability to change involves not only teaching activities during Distance Learning within school hours but also extends
to other habits in using digital technology in education in general. In terms of learning, teachers familiarize themselves with several
applications they have never used before, followed by attempts to integrate them into the learning process. This includes adapting
the delivery of materials, patterns of teacher-student interaction, choosing suitable applications, using Learning Management
Systems (LMS), assignments, exam formats, and more. Additionally, digital technology is used for administrative tasks, online
meetings to replace in-person school meetings, and the transition from distance learning back to face-to-face learning using LMS.
The openness to using digital technology in learning relates to employing different teaching strategies than before the pandemic.
Faced with new challenges, teachers do not retreat or surrender to complex and uncertain conditions. During the pandemic,
teachers are also learners of new habits, where mastering technology becomes the only way to stay engaged in the learning
process. This includes school-initiated support, independent tutorials available on various social media platforms, webinars,
learning directly from other teachers proficient in digital technology, and often, students assisting teachers in overcoming
difficulties with digital technology. The effort to adapt to new conditions varies among teachers, with some skillfully and creatively
implementing their ideas in Distance Learning. In contrast, others stick to simple digital technologies in the learning process.
Teachers demonstrate a cooperative attitude through the relationships built among principals, teachers, and students. Among
these three actors, interaction patterns emerge that foster a positive climate amid the difficulties of learning during Distance
Learning. The principal, responsible for learning in the school, determines how the learning process will be conducted, taking into
account the school's conditions and resources and input from teachers based on their digital competencies. Teachers are then
trained to adjust to digital learning patterns during the pandemic based on their school's situation. In this context, teachers
collaborate to learn the necessary digital applications and organize the learning process. This includes exchanging ideas, helping
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each other with digital difficulties, and preparing learning devices appropriate for the Distance Learning situation, not only within
the school but also in relation to each subject's MGMP (Teacher Subject Forum).

The formation of the digital habitus in teachers is influenced by several supporting factors: acceptance of changes in the education
sector, school policy support, availability of easily accessible and learnable digital learning resources, and the motivation of teachers
to continue providing education during the pandemic. Since the closure of schools, it has become clear that the education sector,
ready or not, faces various challenges and changes. Embracing change is a process that teachers must confront, as some adapt
easily and quickly, while others struggle and need more time to engage in the transformation. Accepting change also means
viewing each challenge as an opportunity for learning, motivating teachers to want to learn and continuously develop, and always
ready to learn new things, which can be difficult but necessary.

School policy support also serves as an energy booster for teachers. In the early stages of the pandemic, schools gave teachers
the freedom to employ various teaching strategies, providing flexibility and easing the pressure during the offline to online
transition, considering not all teachers had digital skills and an active response to implement various teaching strategies
immediately. Subsequently, schools decided which e-learning media would facilitate teachers' tasks, followed by patterns of
support in enhancing teachers' digital competencies to operate the e-learning platforms effectively. The role of the principal is
vital, involving both monitoring and evaluation and developing openness and cooperation between teachers and school
administrators. Easily accessible and learnable digital learning resources also play an important role in forming teachers' digital
habitus. Not just books but also digital content, which is widely available on the Internet, serves as a learning resource for teachers.
The abundance of tutorials for digital learning applications and learning content from various sources and learning platforms
provides additional support for teachers. Digital media produced by fellow teachers also becomes an alternative resource in the
learning process.

Teachers' motivation to continue providing education during the pandemic is crucial. The difficulties of conducting distance
learning are real challenges faced by teachers related to digital skills, age, and the willingness to learn. However, a common
phenomenon is that teachers continue to strive to overcome their difficulties. The varying outcomes in each case represent diverse
efforts and adjustments to the new normal behavior that teachers must face. The duty and responsibility to continue providing
education and teaching are unavoidable.

5. Conclusion

In the analysis of teachers' digital habitus, there are noteworthy aspects, namely the conceptualization of habitus and its
understanding as a process. Bourdieu's strong introduction of habitus is an analytical framework that provides space for
understanding individual activities as part of societal structures. Conversely, habitus is inseparable from the context of time and
an individual's experiences. The importance of agents' reflexivity is also emphasized. Educational policy structures emphasize the
continuity of the learning process during the pandemic, and conversely, digital learning activities reinforce the resilience of the
existing educational structures. Past individual experiences are crucial assets for meeting present needs. Agents are not
independent individuals who determine their actions freely. They are bound by social environments and the ties within them,
making their reflections a part of how they respond to the social world around them. As a process framework, habitus cannot be
viewed in isolation but as a continuous effort to determine how reflective actions are organized. In the process analysis framework,
the sustainability, growth, or decline of this digital habitus cannot be predetermined. These determinations need to be assessed
within the situational analysis framework. Moreover, this research has several limitations: 1) the representation of teachers is limited
to public high schools, while private high school teachers or teachers at other levels are not included as informants, reducing the
holistic analysis of teachers' digital habitus; and 2) the research focuses solely on the formation of digital habitus but does not
explore the extent to which digital habitus benefits or hinders the learning process during the pandemic. The second aspect is
crucial, given the widespread concerns about educational setbacks due to school closures during the COVID-19 pandemic and the
potential for significant learning loss. A recommendation is the need for further research on teachers' digital habitus in the post-
pandemic period and how the conditions of teachers' digital habitus during the pandemic influence their habits in the post-
pandemic period.

Funding: This research received no external funding.

Conflicts of Interest: There is no conflict of interest in this research.

ORCID iD

Hartati Sulistyo Rini https://orcid.org/0000-0002-2456-2935

Gumilar Rusliwa Somantri https://orcid.org/0000-0002-0911-2151

Indera Ratna Irawati Pattinasarany https://orcid.org/0009-0008-1529-2751

Page | 28


https://orcid.org/0000-0002-2456-2935
https://orcid.org/0000-0002-0911-2151

JHSSS 6(4): 21-30

References

(1

[

3]

[4]
[5]

(6]
[7]

(8l

[9]

[10]
(1]
[12]
[13]
[14]
[15]
[16]
(171
(18]
[19]
[20]

[21]
[22]

[23]
[24]
[25]

[26]
[27]

[28]
[29]
[30]
[31]

[32]

Alismaiel, O. A, Cifuentes-Faura, J., & Al-Rahmi, W. M. (2022). Online Learning, Mobile Learning, and Social Media Technologies: An
Empirical Study on Constructivism Theory during the COVID-19 Pandemic. Sustainability, 14(18).
https://doi.org/https://doi.org/10.3390/su141811134.

Assi, E., & Rashtchi, M. (2022). Virtual classes during COVID-19 pandemic: focus on university students’ afection, perceptions, and problems
in the light of resiliency and self-image. Asian-Pacific Journal of Second and Foreign Language Education, 7(17).
https://doi.org/https://doi.org/10.1186/s40862-022-00144-7.

Bijlsma, H. J. E,, Visscher, A. J., Dobbelaer, M. J., & Veldkamp, B. P. (2019). Does smartphone-assisted student feedback affect teachers’
teaching quality? Technology, Pedagogy and Education, 28(2), 217-236. https://doi.org/10.1080/1475939X.2019.1572534.

Bourdieu, P. (1977). Outline of A Theory of Practice. Cambridge University Press.

Bourdieu, P. (1986). The Forms of Capital. In J.G. Richardson (Ed.), Handbook of Theory and Research for the Sociology of Education (pp. 241—
258). Greenwood Press.

Bourdieu, P. (2010). Distinction: A Social Critique of the Judgement of Taste. (R. Nice, Ed.). Routledge Classics.

Bridwell-Mitchell, E. N. (2015). Theorizing Teacher Agency and Reform: How Institutionalized Instructional Practices Change and Persist.
Sociology of Education, 88(2), 140-159. https://doi.org/10.1177/003804071557555.

Brodie, K. (2019). Teacher Agency in Professional Learning Communities. Professional Development in Education, 00(00), 1-14.
https://doi.org/10.1080/19415257.2019.1689523.

Brown, M., Ralph, S., & Brember, I. (2002). Change-linked Work-related Stress in British Teachers. Research in Education, 67, 1-12.
https://doi.org/10.7227/RIE.67.1.

Blylkbaykal, C. I. (2015). Communication Technologies and Education in the Information Age. Procedia - Social and Behavioral Sciences,
174, 636-640. https://doi.org/doi:10.1016/j.sbspro.2015.01.594.

Collinson, V., & Cook, T. F. (2001). "l don't have enough time™ Teachers' Interpretations of Time as a Key to Learning and School Change.”
Journal of Administration Education, 39(3), 266-281. https://doi.org/10.1108/09578230110392884.

Creswell, J. W., & Creswell, J. D. (2018). Research Design: Qualitative, Quantitative, and Mixed Methods Approaches (5th ed.). SAGE
Publications.

Daniel, S. J. (2020). Education and the COVID-19 Pandemic. Prospects, 49, 91-96. https://doi.org/https://doi.org/10.1007/s11125-020-09464-
3.

Daniela, L., & Visvizy, A. (2022). Introduction: Remote Learning as A Mode of Distance Learning. In L. Daniela & A. Visvizi (Eds.), Remote
Learning in Times of Pandemic: Issues, Implication, and Best Practice (pp. 1-10). Routledge, Taylor and Francis Group.

Datnow, A. (2020). The role of teachers in educational reform: A 20-year perspective. Journal of Educational Change, 21(3), 431-441.
https://doi.org/10.1007/s10833-020-09372-5.

Dwidienawati, D., Abdinagoro, S. B., Tjahjana, D., & Gandasari, D. (2020). E-Learning Implementation during The COVID-19 outbreak: The
Perspective of Students and Lecturers. Journal of the Social Sciences, 48(4), 1189-1201.

Flores, M. A. (2020). Surviving, Being Resilient and Resisting: Teachers' Experiences in Adverse Times. Cambridge Journal of Education, 50(2),
219-240. https://doi.org/10.1080/0305764X.2019.1664399.

Gaikhorst, L., Post, J., Mérz, V., & Soeterik, |. (2019). Teacher Preparation For Urban Teaching: A Multiple Case Study Of Three Primary
Teacher Education Programmes. European Journal of Teacher Education. https://doi.org/10.1080/02619768.2019.1695772.

Heijden, H. R. M. A. van der, Geldens, J. J. M., Beijaard, D., & Popeijus, H. L. (2015). Characteristics Of Teachers As Change Agents. Teachers
and Teaching, 21(6), 681-699. https://doi.org/10.1080/13540602.2015.1044328.

Hesse-Biber, S. N., & Leavy, P. (2006). The Practice of Qualitative Research. New York: SAGE Publications. https://doi.org/9780761928270,
0761928278.

Hoggett, P. (2001). Agency, Rationality and Social Policy. Journal of Social Policy, 30(1), 37-56. https://doi.org.10.1017/50047279400006152.
Ignatow, G., & Robinson, L. (2017). Pierre Bourdieu: Theorizing the Digital. Information, Communication & Society, 20(7), 950-966.
https://doi.org/10.1080/1369118X.2017.1301519.

Kalman, J., & Guerrero, E. (2013). A social practice approach to understanding teachers’ learning to use technology and digital literacies in
the classroom. E-Learning and Digital Media, 10(3), 260-275. https://doi.org/10.2304/elea.2013.10.3.260.

Koeber, C. (2005). Introducing Multimedia Presentations and A Course Website to An Introductionary Sociology Course: How Technology
Affects Student Perceptions of Teaching Effectiveness. Teaching Sociology, 33, 285-300. http://www.jstor.org/stable/4127592.

Maguth, B. M,, List, J. S., & Wunderle, M. (2015). Teaching Social Studies with Video Games. The Social Studies, 106(1), 32-36.
https://doi.org/10.1080/00377996.2014.961996.

Maton, K. (2008). Pierre Bourdieu. In Michael Grenfell (Ed.), Pierre Bourdieu: Key Concepts. Acumen Publishing Limited.

Mercieca, B., & Kelly, N. (2018). Early career teacher peer support through private groups in social media. Asia-Pacific Journal of Teacher
Education, 46(1), 61-77. https://doi.org/10.1080/1359866X.2017.1312282.

Miles, M. B., Huberman, A. M., & Saldana, J. (2019). Qualitative Data Analysis: A Methods Sourcebook (4th ed.). SAGE Publications.
Mourabit, I. El, Andaloussi, S. J., Miyara, M., & Ouchetto, O. (2023). Identification of Online Learning Challenges During the COVID-19
Pandemic in Developing Countries. International Journal of Emerging Technologies in Learning (IJET), 18(8), 238-258.
https://doi.org/https://doi.org/10.3991/ijet.v18i08.36747.

Péllimann, A. (2016). Habitus, Reflexivity, and The Realization of Intercultural Capital: The (unfulfilled) Potential of Intercultural Education.
Cogent Social Sciences, 2(1). https://doi.org/https://doi.org/10.1080/23311886.2016.1149915.

Priestley, M., Biesta, G., & Robinson, S. (2012). Teachers as agents of change: An exploration of the concept of teacher agency Working paper
no. 1, Teacher Agency and Curriculum Change. Retrieved from http://www.ioe.stir.ac.uk/events/tacc.php.

Rehman, M. A, Soroya, S. H., Abbas, Z., Abbas, Z,, & Mahmood, K. (2021). Understanding the Challenges of e-Learning during the Global
Pandemic Emergency: the Students’ Perspective. Quality Assurance in Education, 19(2/3), 259-276. https://doi.org/10.1108/QAE-02-2021-
0025.

Page | 29


https://doi.org/https:/doi.org/10.3390/su141811134
https://doi.org/https:/doi.org/10.1186/s40862-022-00144-7
https://doi.org/10.1080/1475939X.2019.1572534
https://doi.org/10.1177/003804071557555
https://doi.org/10.1080/19415257.2019.1689523
https://doi.org/10.7227/RIE.67.1
https://doi.org/doi:10.1016/j.sbspro.2015.01.594
https://doi.org/https:/doi.org/10.1007/s11125-020-09464-3
https://doi.org/https:/doi.org/10.1007/s11125-020-09464-3
https://doi.org/10.1007/s10833-020-09372-5
https://doi.org/10.1080/0305764X.2019.1664399
https://doi.org/10.1080/02619768.2019.1695772
https://doi.org/10.1080/13540602.2015.1044328
https://doi.org.10.1017/S0047279400006152
https://doi.org/10.1080/1369118X.2017.1301519
https://doi.org/10.2304/elea.2013.10.3.260
http://www.jstor.org/stable/4127592
https://doi.org/10.1080/00377996.2014.961996
https://doi.org/10.1080/1359866X.2017.1312282
https://doi.org/https:/doi.org/10.3991/ijet.v18i08.36747
https://doi.org/https:/doi.org/10.1080/23311886.2016.1149915
http://www.ioe.stir.ac.uk/events/tacc.php
https://doi.org/10.1108/QAE-02-2021-0025
https://doi.org/10.1108/QAE-02-2021-0025

The Analysis of Teachers' Digital Habitus during Distance Learning Implementation in the COVID-19 Pandemic Era.

[33]
[34]
[35]
[36]

[37]

[38]
[39]
[40]
[41]
[42]
[43]
[44]
[45]
[46]
[47]

[48]

Ritzer, G. (2011). Sociological Theory Eighth Edition. McGraw_Hill Companies.

Rocksby, E. (2010). Habitus. In J. Hillier (Ed.), Habitus: A Sense of Place (pp. 27-34). Ashgate Publishing Ltd.

Ruiu, M. L, Ruiu, G., & Ragnedda, M. (2023). Digital-environmental Habitus of Families in England in Times of Pandemic. New Media &
Society, 1-21. https://doi.org/https://doi.org/10.1177/14614448221146716.

Selwyn, N., Nemorin, S., & Johnson, N. (2017). High-tech, Hard Work: an Investigation of Teachers’ Work in the Digital Age. Learning, Media
and Technology, 42(4), 390-405. https://doi.org/10.1080/17439884.2016.1252770.

Spinks, M., Metzler, M., Kluge, S., Langdon, J., Gurvitch, R,, Smitherman, M., ... Strong-Green, A. (2023). “This Wasn't Pedagogy, It Was
Panicgogy": Perspectives of the Challenges Faced by Students and Instructors during the Emergency Transition to Remote Learning Due to
COVID-19. Colledge Teaching, 71(4), 227-243. https://doi.org/10.1080/87567555.2021.2018395.

Szeto, E, Cheng, A. Y.-N., & Hong, J.-C. (2016). Learning with Social Media: How do Preservice Teachers Integrate YouTube and Social Media
in Teaching? Asia-Pasific Educational Research, 25(1), 35-44. https://doi.org/10.1007/s40299-015-0230-9.

Tetteh, L. A, Krah, R, Ayamga, T. A,, Ayarna-Gagakuma, L. A, Offei-Kwafo, K., & Gbade, V. A. (2023). Covid-19 Pandemic and Online
Accounting Education: The Experience of Undergraduate Accounting Students in an Emerging Economy. Journal of Accounting in Emerging
Economies, 13(4), 825-846. https://doi.org/10.1108/JAEE-07-2021-0242.

Thomson, P. (2008). Field. In Pierre Bourdieu: Key Concepts. Acumen Publishing Limited.

Tseng, J. J, Lien, Y. J,, & Chen, H. J. (2016). Using a Teacher Support Group to Develop Teacher Knowledge of Mandarin Teaching via Web
Conferencing Technology. Computer Assisted Language Learning, 29(1), 127-147. https://doi.org/10.1080/09588221.2014.903978.
Urbaczewski, A., & Beaver, P. (2015). Learning and Education: A Paradigm Shift in the Age of Internet and Search Engines. Journal of
Information Technology Case and Application Research, 17, 124-129. https://doi.org/10.1080/15228053.2015.1077669.

Vahasantanen, K. (2015). Professional Agency In The Stream Of Change: Understanding Educational Change And Teachers’ Professional
Identities. Teaching And Teacher Education, 47, 1-12.

Vangrieken, K., Meredith, C., Packer, T., & Kyndt, E. (2017). Teacher communities as a context for professional development: A systematic
review. Teaching and Teacher Education, 61, 47-59. https://doi.org/10.1016/j.tate.2016.10.001.

Walker, Z,, Kho, H. H., Tan, D., & Lim, N. (2019). Practicum Teachers' Use of Mobile Technology as Measured by the Technology Acceptance
Model. Asia Pasific Journal of Education. https://doi.org/https://doi.org/10.1080/02188791.2019.1671808.

Waller, V. (2017). Engaging Students and Their Publics Through Making Sociological Films. Journal of Sociology, 53(2), 430-444.
https://doi.org/.00r.g1/107.171/1774/410447087383136166888343.

Winter, E., Costello, A, O'Brien, M., & Hickey, G. (2021). Teachers' Use of Technology and the Impact of Covid-19. Irish Educational Studies,
40(2), 235-246. https://doi.org/10.1080/03323315.2021.1916559.

Zembylas, M., & Barker, H. B. (2007). Teachers' Spaces for Coping with Change in the Context of a Reform Effort. Journal of Educational
Change, 8(3), 235-256. https://doi.org/10.1007/s10833-007-9025-y.

Page | 30


https://doi.org/https:/doi.org/10.1177/14614448221146716
https://doi.org/10.1080/17439884.2016.1252770
https://doi.org/10.1080/87567555.2021.2018395
https://doi.org/10.1007/s40299-015-0230-9
https://doi.org/10.1108/JAEE-07-2021-0242
https://doi.org/10.1080/09588221.2014.903978
https://doi.org/10.1080/15228053.2015.1077669
https://doi.org/10.1016/j.tate.2016.10.001
https://doi.org/https:/doi.org/10.1080/02188791.2019.1671808
https://doi.org/.o0r.g1/107.171/1774/410447087383136166888343
https://doi.org/10.1080/03323315.2021.1916559

