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‘Our lessons used to be so boring’: Narrative resilience from remote language teaching in Indonesian Islamic schools
The present study examines how English teachers in Indonesian Madrasah Tsanawiyah coped with emergency remote teaching. It employs Clandinin’s three-dimensional narrative inquiry, which examines time, relationships, and place. Evidence comes from teachers’ diaries, short essays, and public commentaries posted on a national platform. The results indicate that resilience is not a fixed trait. It grows and changes through personal effort, support from others, and the limits of the local context. Through temporality, we see teachers move from early confusion to planned routines. Trial and error parcel out way to clearer methods, including simple hybrid timetables. Through sociality, peer mentoring, help from parents, and patient students keep lessons going and reduce tiredness and stress. Through place, teachers design solutions that fit their context. In areas with weak Internet, many teachers exploit familiar tools, such as voice messages, to reach learners. By focusing on non-Western, religious-based schools during a crisis, the study widens how narrative inquiry is used and shows that resilience is tied to time, people, and setting. It recommends that training and policy should follow the daily realities of teachers and learners in schools with limited resources. Future work should track these strategies after schools return to regular schedules.
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Introduction
The pandemic crisis has sparked the development of new strategies for managing classrooms and assessing students’ performance. Despite these innovations, the effectiveness of remote teaching is significantly affected by notable socioeconomic disparities and varying levels of access to digital infrastructure across regions. As highlighted in studies by Cahyadi et al. (2022). Teaching languages relies heavily on interaction and communication between people. However, this kind of teaching faces significant challenges due to problems such as unstable Internet connections and insufficient digital tools. These issues disrupted the typical teaching methods of teachers (Cahyadi et al., 2022; Juárez-Díaz & Perales, 2021). However, empirical studies have found that English teachers in Indonesia are remarkably adaptive. They use widely available platforms such as WhatsApp, YouTube, and Google Forms. These efforts aim to keep students engaged. This trend is well documented by Kusuma (2022) and supported by Sumardi and Nugrahani (2021). It has been observed that those with prior experience in digital pedagogy or a more initiative-taking attitude towards technology tended to cope more effectively, demonstrating resilience and a willingness to explore new tools despite ongoing technical obstacles (Muhaji et al., 2023; Weidlich & Kalz, 2021). The recent crisis has sparked the development of new strategies for managing classrooms and assessing students. Despite these innovations, the effectiveness of remote teaching is significantly affected by notable socioeconomic disparities and varying levels of access to digital infrastructure across different regions, as underscored in studies conducted by Cahyadi et al. (2022) and Muhaji et al. (2023). These findings highlight the complexity of teacher resilience during the pandemic, influenced by institutional support and personal motivation, as noted by Juárez-Díaz and Perales (2021) and Tao and Gao (2022). Eventually, the pandemic illuminated the delicate balance between individual agency and systemic realities in sustaining effective language instruction under extraordinary circumstances.
The three-dimensional narrative enquiry framework of Clandinin (2006) provides insights into language teachers’ experiences during the pandemic, focusing on temporality, sociality, and place. In the first dimension, temporality highlights the evolution of these experiences concerning past practices, current challenges, and future aspirations. It significantly influences how teachers adapt to rapidly changing circumstances while upholding their professional duties (Fortunado & Canoy, 2021; Gillan et al., 2021). Second, sociality focuses on the connections in teaching and examines how teachers interact with students, parents, and other teachers. These relationships significantly shape teachers’ sense of purpose and resilience. Greenberger et al. (2022) assert that the robustness and quality of these connections affected teachers’ ability to manage the pressures of the pandemic. The third dimension examines the physical spaces and social cultures in which teaching occurs. The contextual setting notably influenced pedagogical approaches and individual well-being outcomes, particularly when contrasting urban environments with stable Internet access and rural regions facing infrastructural challenges. As demonstrated by Gillan et al. (2021) and Savage (2020), the concept of place is especially crucial in understanding how remote teaching affects the delivery of character and religious Education. Remote teaching disrupted traditional methods in Indonesian Islamic schools or madrasah, challenging teachers to maintain core values (Habibi et al., 2021; Hasbiyallah et al., 2023). These dimensions showcase how language teachers adapt to uncertainty while prioritising student learning. Rasmitadila et al. (2020) and Fortunado and Canoy (2021) argue that such an integrative approach deepens our appreciation of teachers’ resilience, adaptability, and enduring commitment during this extraordinary period.
This study examines how English language teachers in Madrasah Tsanawiyah (MTS), Islamic educational institutions equivalent to lower secondary schools in academic level, crafted narratives of resilience during emergency remote teaching across Indonesia’s varied regions. Drawing on a narrative enquiry framework from Clandinin (2006), this research moves beyond surface-level accounts of struggle. The study reveals how they adapted their methods to changing obstacles, collaborative networks, and the distinct cultural and social environments of their institutions. This approach not only documents what resilience looked like but also unpacks how it unfolded: juggling long-held teaching beliefs, reshaping professional roles, and redefining virtual classrooms amid a prolonged disruption. The central research questions are as follows:
1. How do language teachers narrate their experiences of resilience during remote teaching?
1. How did these experiences unfold over time (temporality), relationships (sociality), and context (place)?
Literature Review
Teacher Resilience in Crisis Contexts
Teacher resilience, as highlighted by Zhang and Luo (2023), is fundamentally defined as the ability to recover from setbacks and adapt to new or challenging circumstances in the teaching environment. This quality empowers teachers to effectively navigate the difficulties they encounter in their profession while safeguarding their mental and emotional well-being. Furthermore, it enables them to maintain a high level of professional performance, ensuring they continue to inspire and support their students, even in the face of adversity. This construct merges psychological factors and workplace elements and involves self-efficacy and empathy, boosting teachers’ adaptability and enabling them to navigate crises such as the COVID-19 pandemic, manage workloads, and foster student engagement (Baguri et al., 2022; Zhang & Luo, 2023). Rodríguez-Hidalgo et al. (2024) demonstrated that resilient teachers are crucial for effective teaching. They deliver high-quality instruction, regulate their emotions, and maintain a cheerful outlook, all of which reduce burnout and foster commitment to Education. Resilience fosters pedagogical innovation and meaningful relationships, even in unstable institutions (Beauchamp et al., 2021; Clum et al., 2022). Fu and Zhang (2024) argue that resilience supports the stability and continuity of teaching activities during crises, ensuring academic outcomes, and fostering community resilience. Resilience in high-pressure environments necessitates professional development programs, collaborative networks, and empathetic leadership, which are influenced by psychological, institutional, and personal factors (Weidlich & Kalz, 2021). Meeting individual and organisational needs enables teachers to manage disruptions, safeguard their mental health, and maintain educational quality. Enhancing teacher resilience is crucial for creating adaptable and empathetic educational environments that can thrive in unpredictable landscapes.
From Distance Learning to Emergency Remote Teaching
Distance learning, a pedagogical approach with historical roots spanning nearly three centuries, traces its origins to early correspondence courses, as documented by Holmberg (1995), who recognised an advertisement from 1728 by Caleb Philips in the Boston Gazette as its first recorded instance, later expanded by Anne Ticknor’s “The Silent University” in 1873 (Bergmann, 2001). Communication has evolved from print-based to Internet-based methods owing to technological innovations. Scholars have noted that this transformation has boosted e-learning, making digital platforms central to modern Education (Moore et al., 2011; Perraton, 2012). Moore et al. (2011) define distance learning as a structured educational framework where teachers and students are separated by time and space. Simonson et al. (2019) posit that interactive telecommunication systems unite students, teachers, and learning materials in the model’s institutional foundation. Shearer and Park (2019) add that knowledge acquisition depends on student autonomy, peer interaction, and access to external resources. Hence, academic self-direction requires students to leverage collaborative networks and external resources to resolve problems. Structured flexibility underpins this model, empowering institutions to surmount spatial and temporal restrictions while preserving social connections.
The COVID-19 pandemic introduced the concept of Emergency Remote Teaching, a term coined by Hodges and Fowler (2020) to describe the rapid, crisis-driven shift to online instruction. Unlike distance learning, which is systematically designed and iteratively refined, Emergency Remote Teaching is characterised as provisional and reactive, often lacking the intentional pedagogical frameworks that define the former (Aguliera & Nightengale-Lee, 2020; Whittle et al., 2020). Bozkurt and Sharma (2020) cautioned against conflating Emergency Remote Teaching with distance learning. However, this analysis argues that Emergency Remote Teaching is a functional extension of traditional teaching. Emergency Remote Teaching maintains principles such as student flexibility, mediated engagement, and agency, even in its improvisational form. The shift to distance education during crises highlights its enduring robustness. While distinct in theory, both methodologies leverage technology to overcome educational barriers, binding their history to modern teaching practices. The rapid uptake of Emergency Remote Teaching amid global upheavals has propelled digital tools into the academic mainstream, driving the advancement of distance learning.
Challenges of Remote Teaching in EFL Contexts
The multifaceted challenges of English as a Foreign Language (EFL) instruction during the COVID-19 pandemic were starkly illuminated in Indonesia, where systemic disparities and pedagogical constraints were laid bare. Among the foremost obstacles are technological and infrastructural deficiencies, with unreliable Internet access and limited availability of digital devices impeding instruction, especially in remote or underresourced regions (Cahyadi et al., 2022). Even in more developed areas, unstable connectivity and inadequate digital materials hamper the delivery of practical lessons, thereby reinforcing educational disparities. Pedagogically, EFL teachers are compelled to redesign curricula without sufficient training or preparation, resulting in non-standardised instruction and difficulties in fostering student engagement and communicative competence (Can & Silman-Karanfil, 2021; Tulaskar & Turunen, 2022). Teachers and students face rising stress, emotional exhaustion, and eroded motivation amid socioemotional challenges, compounded by the deterioration of supportive ties through limited physical interaction (Misirli & Ergulec, 2021). Valsaraj et al. (2021) posit that schools’ ineffective crisis-response practices reflect deeper organisational resilience and digital preparedness issues. In addition, domestic circumstances are essential to remote teaching effectiveness, as parental strain in families without academic or technological support disproportionately affects younger and special-education students.
Despite Indonesia’s policy framework legally authorising distance education at all levels, its real-world application has been fragmented and inconsistent (Yusuf et al., 2024). Despite regulatory endorsement, distance learning infrastructure remains underdeveloped in primary and secondary Education, hindered by limited resources, insufficient models, and predominant reliance on teacher-centred approaches that fail to engage students (Azhari & Fajri, 2022). Although distance learning does not necessitate advanced technology—basic tools such as letters, radio, and simple telecommunications can suffice—the widespread use of smartphones and social media in Indonesia has not translated into pedagogically effective digital-learning strategies. Most teachers rely on conventional methods such as lecturing and rote memorisation, with minimal interactive digital media, due to limited digital proficiency (Althubyani, 2024). Persistent PowerPoint use in urban schools reflects teachers’ discomfort with technology-integrated student-centred teaching. Remote EFL teaching has exposed systemic inequities, demanding an education redesign centred on innovation, resilience, and inclusion.
Narrative Enquiry in Educational Research
Narrative enquiry, a qualitative methodology deeply rooted in educational research, prioritizes the exploration and interpretation of lived experiences by collecting and analyzing personal stories, as emphasized by Barkhuizen et al. (2024). This approach situates participants’ narratives at its core, generating rich, nuanced accounts of their professional and personal trajectories within educational settings, thereby illuminating the intricate interplay of context, complexity, and meaning that define these experiences (Howe, 2022; Wei, 2021). As Golombek and Johnson (2021) have outlined, narrative enquiry revolves around collaboratively reinterpreting experiences to co-construct meanings. Pratt and Rosiek (2021) stressed its transformative potential. This methodology criticises the sociocultural and institutional frameworks that inform storytelling, as Benson (2021) and Wei (2021) connect identity and educational practices. Narrative enquiry challenges traditional research paradigms that often silence such perspectives by centring marginalised voices, such as those of teachers and students navigating inequitable systems, a point stressed by Howe (2022) and Pratt and Rosiek (2021). Its utility extends to examining multifaceted issues, such as curriculum design, identity negotiation, and social justice, offering layered analyses of how individuals confront and make sense of educational challenges, as demonstrated in studies by Schlein et al. (2019) and Wei (2021). Through its contextual sensitivity and emphasis on lived experiences, narrative enquiry has emerged as a transformative tool for capturing the dynamic, situated realities of teaching and learning, bridging individual stories with broader systemic implications.
Research Methodology
Framework
This study adopts a three-dimensional narrative enquiry framework (Clandinin, 2006) that examines experiences through the interconnected dimensions of temporality, sociality, and place. They refer to how experiences evolve, the personal and social conditions (including relationships and emotions) that shape those experiences, and the specific physical and situational contexts in which they occur (Nguyen et al., 2023). The framework shapes data collection and analysis, enabling a comprehensive exploration of the lived experiences of teachers. Narrative enquiry was used to unpack resilience as a relational context-sensitive trait. Personal histories reveal how professional journeys, social exchanges, and educational settings collectively forge EFL teachers’ strategies for managing adversity. This approach prioritises the authenticity of teachers’ voices, offering empirically grounded insights into pedagogical endurance during upheaval.
Participant and Context
This study focuses on the experiences of five English language teachers (all pseudonyms), who shared their firsthand accounts of teaching during the pandemic. All participants were teaching in Mts in various parts of Indonesia, providing significant insights into resilience and adaptation in remote teaching settings. Routine ethical procedures were followed throughout the study. All participants provided informed consent before the study began.
1. Teacher 1 (T1) teaches in Surabaya, East Java, an urban centre with a strong digital infrastructure and institutional support, enabling seamless technology integration in teaching. This context reflects the systemic advantages that facilitate digital transformation and professional growth.
1. Teacher 2 (T2) teaches in Curup, Bengkulu, a suburban community marked by socioeconomic disparities and inconsistent digital access. T2 emphasises adaptability and community collaboration to ensure equitable Education in the region.
1. Teacher 3 (T3) works in Bantul, Yogyakarta, a semi-urban environment where traditional customs coexist with gradual digital adoption. This blended context enables incremental technology integration while upholding robust family- and community-centred educational values.
1. Teacher 4 (T4) teaches in Palopo, South Sulawesi, where basic infrastructure and limited connectivity necessitate flexible, student-centered approaches tailored to students’ economic and social circumstances.
1. Teacher 5 (T5), a teacher staff member at an MTS in Masohi, Central Maluku, specialises in educational technology. T5’s participation in workshops and teacher union campaigns reflects T5’s commitment to Education and student welfare. By leveraging community collaboration, T5 overcame limited Internet access to support student learning.
Data Collection and Analysis
This study investigates the shift to remote teaching in Mts in Indonesia by teachers’ diaries, essays, and commentaries shared by language teachers on a national digital platform during the mid-pandemic period. Using a narrative enquiry framework (Clandinin, 2006), this study centres on the dimensions of temporality, sociality, and place. This lens facilitated an in-depth examination of how teachers crafted personal and professional identities through unstructured narrative accounts, positioning the spatial context not merely as a setting but as integral to meaning-making (Barkhuizen et al., 2024). Content posts and comments capture a pivotal aspect of the remote teaching transition: when and how it began, the evolution of instructional strategies, adjustments to routines, and the integration of digital tools. Teachers also recounted broader concerns, such as sustaining student engagement, involving parents, building peer support systems, and navigating disparities in access shaped by diverse home contexts. As curated, publicly shared narratives, these postings, as narrative artefacts, offered detailed, localised insight into pedagogical responses and emotional strain during the pandemic. Through this narrative approach, the study reveals how teachers reconfigured their roles, responded creatively to technological and logistical constraints, and mobilised both individual and collective resources to ensure the continuity of learning in times of crisis.
Data analysis followed a narrative enquiry process guided by interconnected dimensions of time, relationships, and place, aiming to understand how teachers interpreted their remote teaching experiences (Golombek & Johnson, 2021; Wei, 2021). The posting materials and comments were first analysed using open coding to identify recurring themes, which were then woven into coherent storylines reflecting the individual journeys of adaptation and resilience. Particular attention was paid to how teachers responded to challenges related to digital access, student motivation, and instructional continuity in the sociocultural context of the madrasah. Thematic elements included flexible scheduling, imaginative application of low-bandwidth tools such as WhatsApp, collaboration with guardians, and peer-led instructional approaches. These narratives were interpreted through a resilience lens to reveal how teachers adapted to disruptions and how their professional identities evolved (De Costa et al., 2021; Barkhuizen & Consoli, 2021). Emphasising personal agency, community support, and contextual factors, the findings offer valuable insights into the multifaceted nature of teacher resilience during emergency remote teaching in resource-constrained settings.
Findings and Discussions
Temporality – Resilience Through Time
During the initial phase of the pandemic, language teaching in Mts faced unparalleled upheaval as teachers dealt with unexpected shutdowns and a rapid move to online instruction. For many, this period was marked by confusion, anxiety, and a steep learning curve, as they struggled to transition from face-to-face classrooms to virtual environments without prior training or institutional support. T5 from Maluku described how T5 had to quickly abandon T5’s traditional lecture-based approach and experiment with voice-based applications like Handy Talky to maintain interaction with students who did not have stable Internet access. Simultaneously, T2 from Bengkulu uploaded short instructional videos on YouTube to simulate real-time explanations that students had previously received in class. Despite these new challenges, teachers have improved their digital skills through online resources, peer exchanges, and experiments. T4’s transition from struggling with the Google Classroom interface to effectively using it in lessons illustrates this progression. T4 later adopted it to circulate instructional content, coordinate scholarly discussions, and consolidate assessment deliverables.
Over time, planning routines have evolved from reactive and chaotic attempts to more structured and intentional approaches, with teachers developing weekly schedules, recording reusable instructional content, and creating asynchronous activities that allow flexibility for students to face connectivity issues. T1 from Surabaya restructured T1’s lesson pacing to include shorter video lectures followed by guided practice tasks, recognising that prolonged synchronous sessions were neither feasible nor effective given the varied home conditions of T1’s students. Teaching methods became more varied as teachers adopted multimedia platforms such as TikTok, YouTube Shorts, and Facebook Videos, encouraging students to create content that boosted their language skills and creative expression. T2 observed that T2’s students thrived when producing instructional videos on daily chores using straightforward English to improve verbal communication and self-reliance. As weeks turned into months, teachers noted a transformative evolution in their identities, moving beyond knowledge dissemination to become guides for autonomous learning and emotional support. T5 argued that overcoming obstacles deepened T5’s sense of compassion, reaffirming the critical role of interpersonal ties in virtual spaces. T2 confirmed T2’s improved steadiness in ambiguous scenarios and an advanced aptitude for directing diverse classroom interactions in T2’s self-reflection. These personal and professional evolutions underscored the resilience embedded in their narratives, revealing how the passage of time played a crucial role in shaping not only their teaching practices but also their perceptions of what it meant to be a language teacher in crisis contexts.
As the crisis phase of remote teaching transitioned into a sustained remote teaching framework, teachers refined their methods and became unconsciously competent by integrating student and parental feedback to enhance their engagement and accessibility. T1 formulated a flexible educational framework that displaces traditional timetables with a blend of independent offline coursework and a live digital pedagogy. It ensured structured flexibility, prioritising inclusivity for students with unreliable Internet access. This adaptation was echoed by T4, who developed a system of staggered submissions and flexible deadlines to accommodate varying levels of digital literacy among T4’s students and their families. The evolution of instructional strategies has become increasingly sophisticated, with teachers experimenting with interactive tools such as Google Forms for quizzes, WhatsApp voice notes for oral assessments, and even printed materials for students who could not engage digitally. T2 recognised that not all students had access to smartphones and designed alternative assessment formats, such as audio recordings and written reflections, which could be submitted via multiple channels. This growing responsiveness to diverse student needs was accompanied by a deeper awareness of the sociocultural dimensions of teaching, particularly in madrasah, where character education and community values are central to the curriculum.
T5 emphasised how T5 intentionally wove themes of resilience, patience, and gratitude into T5’s lessons, aligning them with the broader educational mission of T5’s institution while also addressing the emotional toll of isolation and uncertainty. Teachers have observed a progressive transformation from perceiving remote teaching as a transient inconvenience to embracing it as a catalyst for pedagogical innovation and sustained professional growth. T4, formerly sceptical about technological integration, proactively investigated blended learning frameworks, asserting that the adaptability and digital proficiency cultivated during this period will yield enduring benefits for teachers and students in post-pandemic contexts. Their reflections revealed a complex interplay between past experiences, present adaptations, and future aspirations, demonstrating how time shaped instructional resilience and an evolving sense of purpose.
Distance learning was incredibly boring, with everyone just staring at screens and barely speaking. But then, I had a simple idea to use a handy talky app, which completely changed everything for us. Suddenly, we were all actually talking and listening to each other again, making learning fun even when we were still stuck at home (T5).
T5 expressed pride in discovering new ways to reach students, despite the limited resources available. T2 recognised that the experience had irrevocably transformed T2’s perspective on T2’s professional role, fostering greater reflexivity, adaptability, and a focus on student needs. The temporal dimension of these resilience narratives underscores how perseverance, critical reflection, and gradual progress culminate in a reinvigorated sense of agency and professional identity, demonstrating that growth remains attainable for teachers navigating adversity when institutional support is available.
Sociality – Relationships That Sustained Teaching
The transition to remote teaching placed immense pressure on teacher-student interactions, as maintaining meaningful engagement became a central challenge in the absence of in-person communication. Faced with these restrictions, Indonesian language teachers turned to digital platforms such as WhatsApp, Google Classroom, and YouTube, employing asynchronous and synchronous communication tools to mimic the immediacy of conventional classrooms and preserve student engagement in the learning process. T1, in the first place, utilised Microsoft Teams not only for live lessons but also to foster collaborative learning, while using WhatsApp to maintain informal contact with T1’s students, creating a sense of continuity and familiarity. Beyond academic rigour, T2 endorses emotional connectivity by addressing students’ aspirational trajectories and psychosocial needs through dialogue.
It helped alleviate the isolation experienced by many students during the lockdown. To address connectivity barriers, T5 engineered a voice-based system that mirrored walkie-talkie interactions, offering a low-bandwidth solution that enhanced engagement among students struggling with video conferencing. This approach not only improved accessibility but also strengthened the affective dimension of teaching, reinforcing student motivation through personalised real-time feedback. Cross-regional pedagogical reports underscore the criticality of frequent empathic interaction in fostering sustained academic interest and task accountability, especially for students from underprivileged demographics or those subjected to limited guardianship. In this context, sociality emerged not merely as a pedagogical strategy but also as a lifeline—an essential mechanism through which teachers sustained both instructional quality and emotional connection in an otherwise impersonal digital landscape.
Collaboration between parents and school communities is pivotal in bridging the gap between home and school, particularly when students are expected to manage their learning without direct supervision. Valuing collaborative partnerships with parents, T2 ensured regular correspondence on students’ scholastic achievements while endorsing organised learning methodologies within home contexts. T2 maintained consistent contact with families via WhatsApp groups, sending reminders about assignment deadlines and offering guidance on how parents could effectively support their children’s learning. To mitigate the psychological strain of remote teaching, T5 augmented collaborative efforts through virtual parent-teacher meetings, prioritising academic achievement and students’ emotional well-being.
Parental facilitation of peer group dialogue was observed in contexts such as those created by T4, wherein children were encouraged to collaborate on shared objectives and group assignments despite spatial constraints. The success of these efforts depended on the strength of relationships built before the pandemic, as teachers with established trust and open lines of communication found it easier to mobilise parental support during remote teaching. School authorities have championed initiatives to foster a cohesive learning environment, including timetabling coordination, strategic distribution of printed resources, and structured follow-ups to mitigate student disengagement. These interwoven layers of collaboration between teachers, parents, and school leaders highlight the importance of social networks in sustaining educational continuity, demonstrating that resilience in remote teaching is not solely an individual endeavour but a collective achievement rooted in mutual support and shared responsibility.
Little we did know, the Local Education Agency had been quietly training our teachers for months on how to use Office 365, getting us ready for a crisis we could not have predicted. On March 16, 2020, the city’s social distancing policy was put in place, and the world changed overnight. Thanks to that early training, however, our lessons did not have to stop, and we could continue learning online from home (T1).
Peer support among teachers and mentorship networks proved to be another vital dimension of sociality, significantly influencing the effectiveness of remote language teaching during the pandemic. Teachers increasingly recognised peer collaboration as an essential, informal support mechanism for navigating professional and emotional challenges during unstructured technological shifts during the crisis. Colleagues used online forums and WhatsApp groups in which T1 participated to exchange resources, deliberate on pedagogical strategies, and share technical insights, thereby reflecting the organic formation of self-initiated professional learning communities across the sector. In Surabaya, a city where the local government had already introduced Office 365 before the pandemic, veteran teachers mentored their newer colleagues on integrating Office 365 effectively into instruction, demonstrating how pre-existing institutional frameworks facilitated a smoother transition to remote teaching.
Mentorship further extended beyond the scope of individual schools, with centrally coordinated initiatives and benchmarking practices establishing a standardized knowledge corpus that enhanced teaching capabilities across diverse educational landscapes. T3 documented and disseminated T3’s experiences via official platforms, including webinars hosted by the Indonesian Teachers Association (IGI), enriching a growing repository of localised innovations in distance language education. Emotional resilience was strengthened via collaborative networks, as teachers expressed solidarity in mutual support during remote teaching, culminating in a professional identity of perseverance and agility. In the context of disruption, the resilience of language education systems hinged on collaborative networks binding students, caregivers, classmates, and teachers, whose relational interplay constituted a foundational social framework for sustaining meaningful instructional practices.
Place – Contextual Realities Shaping Resilience
In remote language teaching in Indonesian Madrasah, the theme of place emerged as a critical factor shaping teachers’ resilience, particularly because of the geographical and infrastructural disparities that define their environments. T5 from Masohi, Maluku, operated in regions where stable Internet connectivity was a luxury, with many students relying on patchy 3G signals or intermittent electricity, making synchronous learning almost impossible. Rather than allowing these limitations to hinder instruction, T5 creatively used voice-based applications such as Handy Talky, a walkie-talkie-style tool that mimicked real-time conversation without consuming substantial amounts of data. This adaptation addressed technological constraints and transformed the way interaction occurred, fostering a sense of immediacy and engagement that text-based platforms, such as WhatsApp, cannot provide, thus demonstrating how place-bound realities spurred innovation in pedagogical design.
Similarly, T1 faced challenges related to student familiarity with digital tools, especially Google Classroom, which many students had never used before the pandemic. To bridge this gap, T1 provided step-by-step tutorials and relied heavily on WhatsApp for communication, recognising that the platform’s widespread use among students made it a more accessible entry point for online learning. In Curup, T2 encountered additional obstacles, including limited parental involvement and inconsistent access to smartphones, prompting T2 to diversify T2’s instructional strategies by combining YouTube videos for content delivery, WhatsApp for coordination, and Google Classroom for interactive discussions. Each decision was deeply influenced by the socio-technical landscape in which the students lived. These examples illustrate how the physical and digital geography of each teacher’s location directly informed their instructional choices, revealing a pattern of resilience rooted in contextual awareness and adaptive flexibility. Furthermore, institutional expectations within Madrasah environments added another layer of complexity, as many teachers felt an added responsibility to uphold religious values and character education while navigating remote settings, often integrating moral lessons into language tasks to maintain alignment with the school’s mission.
The home environment has become a new and unpredictable learning space for teachers and students, further complicating the implementation of effective remote teaching methods. T4 observed that many of T4’s students came from low-income households where multiple siblings shared a single smartphone, forcing him to rethink assignment formats and submission deadlines to accommodate asynchronous learning. T4 allowed students to submit written work via photos or voice notes, understanding that rigid digital requirements would exclude students with limited resources. Additionally, teachers themselves were not immune to these domestic challenges. T1 described having to teach from a small bedroom with family members nearby, often needing pause sessions because of household noise or distractions. However, T1 maintained a structured routine to model discipline for T1’s students, despite the informal setting. Blending personal and professional spaces also affected students’ ability to focus, with many reporting difficulties concentrating due to cramped living conditions or family responsibilities.
I was aware that our lessons were so boring that we would completely zone out and lose focus. I noticed that my students were all addicted to watching short, engaging videos online. So, I started making my own lessons, creating incredible, episodic videos that always left us wanting more. I found they were actually excited for the next part of the story, and nobody got bored (T2).
T2 incorporated short, engaging video lessons instead of long lectures to maintain attention and reduce cognitive fatigue. Moreover, cultural norms in some communities placed higher expectations on children regarding domestic duties, which impacted study time and participation rates, particularly among female students, who were often expected to assist with childcare and housework. Teachers responded by designing flexible task options that could be completed offline and submitted later, acknowledging the varied home dynamics in which they were embedded. These adjustments reflected a deep sensitivity to the lived realities of their students, reinforcing the idea that resilience in remote teaching is not just about adapting to technology but also about understanding and responding to the broader sociocultural contexts that shape learning experiences. Once considered separate from formal Education, the home has become a co-constructed learning space, blurring the traditional boundaries between school and family life, and requiring teachers to navigate new emotional and logistical terrains with empathy and creativity.
Furthermore, the availability and familiarity of digital tools played a crucial role in shaping how effectively teachers could implement remote teaching, with platform choice often dictated by accessibility rather than pedagogical idealism. T5’s reliance on voice-based apps stemmed not only from necessity but also from the fact that most students already used similar tools informally, reducing the learning curve and increasing their engagement. Similarly, T1 leveraged WhatsApp’s ubiquity to send reminders, share links, and conduct quick Q&A sessions, knowing that students were more likely to check messages on this platform than on email or learning management systems. In urban centers like Surabaya and Yogyakarta, where digital infrastructure was better, teachers had access to a broader range of tools, such as Office 365, Google Meet, and even quiz-based platforms like Kahoot! and Quizizz, thus enabling the creation of more interactive and gamified learning experiences. However, disparities existed, as not all students had equal access to high-speed Internet or compatible devices, necessitating a hybrid approach that combines synchronous and asynchronous methods of instruction. Teachers consistently demonstrated resilience by innovatively repurposing familiar technologies, for example, using TikTok or Instagram Reels to deliver short grammar explanations or vocabulary lessons, capitalising on students’ existing digital habits to enhance language acquisition. Despite their lack of formal training in distance education, these teachers exhibited remarkable adaptability. They often experimented with different tools until they found what worked best in their context, illustrating how technological resilience is deeply tied to place-based affordances and constraints.
Institutional support varies widely, with some schools providing minimal guidance or technical assistance, leaving teachers to rely on peer networks or self-directed learning to develop their digital skills. Others, such as T1’s school in Surabaya, benefited from local government partnerships with Microsoft, which granted them access to Office 365 licenses and structured digital learning environments that eased the transition to remote teaching. These varying levels of institutional backing further underscored the uneven playing field in which teachers operated, highlighting the intersection of policy, infrastructure, and individual agency in shaping educational outcomes during the pandemic. Ultimately, the theme of place revealed that resilience in remote language teaching cannot be understood in isolation from the physical, social, and technological landscapes in which it occurs; it is a dynamic process shaped by the constant negotiation between available resources, cultural expectations, and the evolving needs of students in crisis.
Discussion – Understanding Resilience Through Narrative Lenses
The narratives of Indonesian Madrasah teachers during remote teaching reveal resilience as a dynamic, multidimensional construct shaped by the interplay of temporality, sociality, and place, where evolving temporal trajectories (Clandinin, 2006) enable teachers to transition from initial disorientation to structured adaptation, as seen in T5’s shift from traditional lectures to voice-based apps and T2’s YouTube tutorials. This reflects resilience rooted in incremental learning and reflective practices (Cahyadi et al., 2022; Tao & Gao, 2022). Temporality underscored how resilience unfolded over phases: early reactive experimentation gave way to refined strategies, such as hybrid scheduling and staggered deadlines, aligning with Weidlich and Kalz’s (2021) observation that prolonged crisis exposure fosters pedagogical innovation. Teachers like T1 leveraged Google Classroom not only for content delivery but also to nurture collaborative discourse, illustrating how time-catalysed professional identity shifts from knowledge transmitters to facilitators of autonomy. Sociality has emerged as a lifeline, with relational networks—such as peer mentorship, parental collaboration, and student empathy—sustaining engagement amidst isolation. T2’s WhatsApp-based emotional check-ins and T5’s virtual parent-teacher meetings mitigated motivational declines, resonating with ideas from Zhang and Luo (2023), emphasising social support as a buffer against burnout, while institutional voids were bridged through grassroots initiatives such as the Indonesian Teachers Association (IGI) webinars, where teachers co-constructed resilience via shared problem-solving (Barkhuizen & Consoli, 2021).
Meanwhile, place dictated adaptive agency, as infrastructural disparities compelled context-driven solutions; T5’s Handy Talky in low-connectivity Maluku and T4’s asynchronous photo submissions in Palopo exemplified how teachers repurposed familiar technologies to align with localised realities, echoing the assertion of Juárez-Díaz and Perales (2021) that remote teaching success hinges on contextual responsiveness rather than idealised digital frameworks. The interplay of these dimensions manifests in teachers’ dual roles as innovators and cultural custodians, as Islamic values are woven into lessons on resilience and gratitude, merging pedagogical and moral imperatives (Habibi et al., 2021). Home environments, reconfigured as hybrid learning spaces, demand empathy for students juggling domestic duties, underscoring the sociocultural embeddedness of resilience (Savage, 2020). Comparatively, these findings extend the existing literature by highlighting how relational commitment and contextual improvisation, rather than top-down institutional support, became the primary resilience drivers in resource-constrained settings, diverging from the critique of Bozkurt and Sharma (2020) that remote teaching is pedagogically inferior by demonstrating its potential as an adaptive extension of distance learning traditions. The synthesis of time, relationships, and place illuminates resilience not as static endurance but as a negotiated process of agency, wherein teachers navigated uncertainty through iterative learning, communal solidarity, and place-sensitive pragmatism. It affirms the need for policies that amplify grassroots innovation and equitable resource distribution during future crises (Muhaji et al., 2023; Rasmitadila et al., 2020).
Implications
The findings of this study have significant implications for multiple stakeholders in Education, beginning with policymakers, who must prioritise equitable digital infrastructure and robust emergency preparedness frameworks to mitigate the stark disparities in technological access that exacerbated educational inequities during the pandemic, particularly in rural and marginalised regions such as Maluku and South Sulawesi (Cahyadi et al., 2022; Muhaji et al., 2023). For teacher education, the narratives underscore the urgency of integrating digital literacy and crisis-responsive pedagogies into pre-service training programs, as teachers like T5 and T2 rely heavily on self-taught skills and peer mentorship to navigate platforms such as WhatsApp and Google Classroom, highlighting systemic gaps in formal preparation for remote teaching (Weidlich & Kalz, 2021).
At the school leadership level, fostering collaborative ecosystems, such as peer support networks, structured parental engagement, and institutional partnerships with tech providers, emerges as critical for sustaining teacher well-being and pedagogical innovation, as exemplified by T1’s success in Surabaya, where access to Office 365 and mentorship programs eased the transition to hybrid learning models (Baguri et al., 2022; Rasmitadila et al., 2020). Additionally, the study advocates for future research to expand narrative enquiry methodologies into diverse educational settings, including non-Islamic and secular institutions, to uncover contextual nuances in resilience strategies and challenge the homogenisation of global ERT discourses, thereby enriching our understanding of how place-specific sociocultural and infrastructural factors shape adaptive practices (Barkhuizen and Consoli 2021; Tao and Gao 2022). Collectively, these implications demand a reimagining of education systems as dynamic, interconnected networks in which policy, pedagogy, leadership, and research collaboratively address the compounded challenges of digital divides, teacher agency, and crisis responsiveness, ensuring that resilience is cultivated not merely as an individual trait but as a systemic imperative rooted in equity and solidarity.
Conclusion
This study aimed to understand how language teachers in Indonesian Islamic secondary schools narrated their experiences of resilience during emergency remote teaching and how these experiences unfolded across time (temporality), relationships (sociality), and context (place). The findings reveal that teacher resilience is not a static trait but a dynamic, evolving process shaped by personal agency, relational support, and contextual constraints. Teachers demonstrated resilience through adaptive instructional strategies, emotional perseverance, and creative problem-solving, often transforming their pedagogical identities in response to the unprecedented demands of remote teaching during the pandemic. Their narratives illustrate a journey from initial uncertainty and resistance to gradual adaptation and, in some cases, innovation, highlighting how the temporal dimension of their experiences influences shifts in mindset, instructional delivery, and professional self-perception.
Furthermore, the analysis showed that these experiences are deeply embedded within social and spatial contexts. Relationships with students, parents, and colleagues are crucial for sustaining motivation and instructional continuity, particularly in environments marked by limited digital access and infrastructure disparities. Teachers navigated these challenges by leveraging familiar communication platforms, designing flexible learning tasks, fostering peer collaboration, and demonstrating an acute awareness of the sociocultural and technological realities in which their students live. Place emerged as a powerful determinant of resilience, with rural-urban divides in Internet connectivity, device availability, and institutional support shaping the feasibility and effectiveness of remote teaching. This study affirms that teacher resilience in crisis contexts is neither individual nor systemic. It is a situated, relational, and temporal phenomenon that requires recognition of the complex, interconnected dimensions in which teachers live and teach. These insights contribute to broader discussions on remote pedagogy, emphasising the need for policies and professional development initiatives responsive to the lived realities of teachers and students in diverse, resource-constrained settings.
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