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Abstract

The adoption of learning management systems (LMSs) has become a norm in the education landscape owing to the growing
popularity of online teaching and learning, and the introduction of the digitalised curriculum in different educational
institutions. LMSs, seen as formal platforms that promote professional knowledge-building, have helped institutions
embrace a swift paradigm shift that became glaringly evident during/after the COVID-19 pandemic. However, institutions
are ostensibly shunning the use of social media sites (SMSs) as they are considered to be informal learning platforms. With
this article I explore learners’ perceptions on the use of SMSs for an equilibrated digitalised curriculum. In this qualitative
case study, framed by the natural identity framework (NIF), I used purposive sampling to select 20 participants who were
using SMSs in their learning. Focus group interviews and reflective journals were used, with guided analysis used to
decipher the generated data. The findings reveal that SMSs are essential in promoting socialisation and collaborative
learning communities, which enhance learners’ critical thinking skills, meaningful social knowledge-building and personal
learning experiences. It is recommended that SMSs are formally adopted as learning tools, and that online learning policies
endorse their full adoption as they are proving to be indispensable in online teaching.

Keywords: digitalised curriculum; knowledge-building; learning management systems; natural identity framework; social
media sites

Introduction

Online education has increasingly been adopted by different institutions in view of embracing the paradigm shift
from traditional face-to-face teaching and learning (Cenita & De Guzman, 2023). In other words, online
teaching and learning has apparently allowed for transformation in educational paradigms, which ostensibly
supports online interaction with educational content (Culduz, 2024). According to Adedoyin and Soykan (2023),
online learning alludes to educational use of technological devices, tools and the internet. Thus, the introduction
of online learning brings to the fore different digital resources, namely hardware (HW), software (SW) and
ideological ware (IW), which are instrumental in ensuring effective use of digital tools. HW resources are
resources that can be seen and touched, including computers, tablets and cellular phones that allow access to the
internet; SW resources are tools that are produced for the hardware in order to display information during the
teaching and learning process; IW resources are theories and ideologies that help learners manage their actions
in order to effectively use technology for learning and research (Makumane, 2023b). The three categories of
resources promote the use of both formal and informal learning platforms in educational institutions, both in
higher education institutions and secondary schools.

The adoption of learning management systems (LMSs) has become a norm in the education landscape
(Mpungose, 2020a). This has been perpetuated largely by the growing popularity of online teaching and learning
and by the introduction of the digitalised curriculum in different educational institutions (Makumane, 2023a).
LMSs, regarded as formal platforms that promote professional knowledge-building (Khoza, 2020b), have helped
institutions embrace a swift paradigm shift that became glaringly evident during/after the Coronavirus disease
2019 (COVID-19) pandemic. It is noteworthy that LMSs had been used prior to the unprecedented COVID-19
pandemic in some institutions (Makumane, 2023a; Mpungose, 2020a, 2020b; Sokhulu, 2021). However, the use
of LMSs proved especially instrumental during the COVID-19 pandemic as they were seen as a convenient
commodity for continuance of the teaching and learning process during the imposed lockdowns (Adedoyin &
Soykan, 2023; Henaku, 2020). Adedoyin and Soykan (2023:865) further posit that online learning, sometimes
through the use of LMSs, had been persistently viewed as a “good-to-have alternative but not a serious-mission
model to guarantee steadiness in instructional activities.” This implies that online learning was regarded as a
necessary additional instructional tool to somewhat support the face-to-face instructional programmes.

Nevertheless, the “good-to-have” narrative was revised due to the advent of COVID-19 as there was a
forceful imposition of the full-fledged use of online learning, even in institutions that had not introduced it prior
to the pandemic (Adedoyin & Soykan, 2023; Makumane, 2023a). This mode implied the digitalisation of the
traditional curriculum, wherein the use of technological tools was deemed necessary as an alternative form of
instructional delivery (Adnan & Adnwar, 2020; Tamrat & Teferra, 2020). Thus, the gunpoint use of online
learning, especially LMSs, was imposed to salvage the teaching and learning process, as they were viewed as
alternative formal learning platforms (Mpungose, 2020b). Notably, some institutions opted for the use of social
media sites (SMSs) as they did not have existing LMSs in place to ensure continuance of the educational
process during the pandemic (Khoza, 2020b), and continued with their use after the pandemic (Makumane,
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2023a). Colreavy-Donelly, Ryan, O’Connor,
Caraffini, Kuhn and Hasshu (2022) assert that some
schools opted to retain the use of these sites after
the pandemic as an attempt to promote blended
learning and to accommodate learners’ different
learning styles. These SMSs included WhatsApp,
Facebook and YouTube. Khoza (2020b) posits that
these SMSs are the most used in online social
spaces, with Facebook leading the pack, followed
by YouTube and WhatsApp. Other learning
platforms are used in other countries (such as Tik
Tok and Instagram in the United Kingdom)
(Catalano, 2022). These SMSs may potentially
promote educational reforms and augment
academic performance, which may accentuate their
relevance not only in the sub-Saharan region,
where the use of technology is regarded as a luxury
(Tamrat & Teferra, 2020), but also in countries that
have embraced the use of technology in view of
addressing the paradigm shift in the educational
sphere to curb economic challenges.

In this research article we discuss the five
main categories of social media’s effect on
education:

e Social media as digital teaching and learning
e Social media as a tool for building virtual
environments and educational communities
e  Social media as an instructional resource at various
stages of education
e  Social media’s addiction effect on education
e Society’s expectations of education through social
media
However, the adoption of SMSs in education is
regarded as an informal alternative by some
institutions as these tools are part of learners’
everyday social life and leisure and are believed not
to effectively promote authentic learning
(Mpungose, 2020a). However, Mpungose (2020a)
advises that educational institutions should
embrace the official adoption of SMSs as they
promote learner interaction and engagement. Khoza
(2020a) postulates that SMSs are informal learning
platforms that promote social knowledge-building.
Put differently, SMSs ostensibly promote
socialisation with knowledge as learners use social
platforms that they are familiar with in the teaching
and learning process (Makumane, 2023b). “SMSs
are referred to as Web 2.0 online applications that
allow users to produce and consume (pronsumers)
information through sharing, communicating,
collaborating,  interacting and  publishing”
(Mpungose, 2020a:300). In other words, SMSs are
technological tools that promote social information
sharing and interaction through the use of different
platforms. Clement (2020) attests that SMSs may
influence learners and teachers to effectively
collaborate in the process of knowledge-building.
This view is substantiated by Khoza (2020a), who
indicates that SMSs help achieve heightened
engagement with class activities as they encompass
and encapsulate learners’ technological needs since

most learners are habitual users of SMSs, albeit in
social, informal spaces. Thus, the adoption of
technological tools that learners are comfortable
with (SMSs), may result in enhancement in learner
interaction, community building and personal
growth as learners are at ease with these tools
(Anderson, 2019; Delello, Mcwhorther & Camp,
2015; Meena, 2013; Yeo, 2014). SMSs are adopted
by some educational institutions in view of
supporting the teaching and learning process.
However, the use of SMSs is regarded as informal
as most institutions  subscribe to  the
performance-based curriculum (formal), which is
hinged on educational objectives, content,
technological resources, instructional procedures
and summative evaluation, as opposed to outcomes,
activities, facilitation by teachers, generated
content and peer assessment, which highlight
principles of the competence-based curriculum
(informal) (Makumane, 2023b).

Mpungose (2020a) argues that schools usually
opt for formal learning platforms as they are
seemingly capable of addressing learners’ cognitive
domain through equipping them with factual
knowledge. Nevertheless, Khoza (2020a, 2020b)
and Makumane (2023b) put forth that formal
platforms tend to unequivocally disregard learners’
social and personal experiences, which are
undoubtedly pertinent in ensuring effective
attainment of learning outcomes. Khoza (2023)
further advances that most schools seem to
subscribe to a particular identified user interface as
it is believed to represent a certain objective reality.
For instance, schools that subscribe to the
performance-based curriculum principles (which
favour teacher-centred methods) may be of the
view that this type of curriculum is effective.
However, this user interface does not represent the
absolute truth as schools that use this type of
curriculum have not received a 100% pass rate, for
instance. That indicates that the objective reality
followed by these particular schools does not
represent the absolute truth in terms of providing
desired and ideal results, wherein all learners with
different learning styles and needs obtain perfect
results. Hence, some schools opt for the use of the
competence-based curriculum (which favours
learner-centred methods), which also does not
present the absolute truth. Thus, the ideological
disputation between the two “objective realities”
brought about by beliefs in the performance-based
curriculum  and/or  the  competence-based
curriculum, warrants an exploration into the
principles that may contribute to an effective user
interface.

Makumane (2023a) posits that a balanced
digitalised curriculum should promote the use of
both  performance and  competence-based
curriculum principles at more or less equal
intensities in view of ensuring good education.
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Good education, according to Biesta (2015),
consists of qualification, which is reasoning that is
informed by factual sources and is based on
schooled knowledge, promoted by performance
curriculum principle(s), and socialisation, which is
informed by everyday knowledge in a society and
is supported through the use of SMSs. These two
(qualification and socialisation) are said to breed
subjectification, which denotes unique individual
experiences shaped by facts (qualification —
performance-based  curriculum) and society
(socialisation — competence-based curriculum) that
help learners with self-actualisation (Biesta, 2015;
Sokhulu 2021). The notion put forth by Biesta
(2015) is that good education is a concept of global
concern as there seems to be an imbalance in the
use of educational technologies (Ed-Techs),
especially in addressing the principles of both the
performance and the competence-based curricula.
Given the significance of an equilibrated use of the
digitalised curriculum in different contextual
settings, I believe that the findings in this article
are pertinent in different contexts as they may
sensitise  policymakers to ideally provide
guidelines for effective adoption of different
principles of both the performance and the
competence-based curriculum in view of
deliberately honing a self-actualised pronsumer of
the digitalised curriculum who would reflect on
and critique their own actions during the learning
process to engage with their future actions to help
them acquire set outcomes.

This article is thus premised on the
assumption that the official adoption of the
competence-based curriculum (SMSs), while
maintaining the use of the performance-based
curriculum (LMSs) and/or its principles, may
contribute to the equilibrated use of the digitalised
curriculum that may result in effective attainment
of prescribed objectives. It is against this backdrop
that I sought to explore learners’ perceptions on the
use of SMSs for an equilibrated digitalised
curriculum. The questions that I aim to address in
this article are: What are the learners’ perceptions
on the use of SMSs for an equilibrated digitalised
curriculum? and What informs these learners’
perceptions on the use of SMSs for an equilibrated
digitalised curriculum? In the next section I delve
into the conceptualisation of perceptions and how
they may inform the use of SMSs and an
equilibrated digital curriculum.

Literature Review: Perceptions and The Digitalised
Curriculum

Perceptions as a phenomenon have been a subject
of scrutiny, especially in qualitative research, as the
latter is subjective and influenced largely by an
individual’s past experiences (Qiong, 2017). Thus,
according to Efron (1969:137), “perception is a
man’s [sic] primary form of cognitive contact with

the world around him.” This citation seemingly
implicitly implies that perceptions are influenced
by three categories: one’s social environment (“the
world around him”) ostensibly sends a decoded
message on a particular issue, to being cognitively
deciphered by an individual. This suggests that, as
individuals are unique and different, one person’s
perception may be distinctively different from the
next person’s in the same environment due to how
a stimulus is decoded consciously, unconsciously
and subconsciously (Burn, 2010). Notably, Amodu
(2006) highlights that perception is a process and
not an action, as it is constantly and continuously
being shaped and altered by people’s interaction
with their environment.

Qiong (2017) adds that environmental stimuli
are converted into meaningful experiences in order
for the individual to make sense of the world
through their unique lens. Makumane (2023a)
supports these affirmations and categorises
perceptions as factual, social and habitual
perceptions. According to Makumane (2023a,
2023b), factual perceptions are informed by a
cognitive reasoning as supported by facts through
an individual’s conscious and planned efforts that
ideally contribute to the learner’s attainment of a
formal qualification. Social perceptions are deemed
to be influenced by societal opinions and views as
informed by interpretations that are common in a
given society through their subconscious trigger
that are not necessarily factual (Bernstein, 1999).
Habitual perceptions are informed by an
individual’s unique interaction with the stimulus
based on their unconscious interpretation and
understanding (Adnan & Anwar 2020). In other
words, individuals unconsciously engage the
personal significance that they have attributed to a
stimulus presented to them (Khoza, 2023; Sokhulu,
2021).

In the teaching and learning environment,
perceptions are influenced largely by the type of
curriculum being used by an institution. Factual
perceptions are shaped by the performance
curriculum. Bernstein  (1999), supported by
Hoadley and Jansen (2013), asserts that this type of
curriculum is dependent on facts and professional
opinions that help teachers effectively attain set
objectives. Thus, through the use of performance
curriculum, knowledge is built hierarchically from
the lowest to the highest levels through
introduction of progressively complex information
(Makumane & Fru, 2024). Khoza (2020b) adds that
performance curriculum promotes a content-
centred approach in teaching and addresses
discipline needs. Mpungose (2020a) supports this
latter assertion, and adds that this type of
curriculum is implemented by following identified
systematic steps. This suggests that this curriculum
promotes professional knowledge-building, which
includes prescribed objectives, content
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technologies/resources and summative assessment
strategies embedded within the curriculum to help
attain professionalisation.

Mpungose (2020a) and Sokhulu (2021) posit
that professionalisation is bred by the use of formal
learning platforms such as LMSs to advance
schooled knowledge. Through their use, a learner’s
cognitive domain is engaged in view of retaining
concepts, theories, ideologies and factual
knowledge (Hoadley & Jansen, 2013). This,
according to Van Deursen and Van Dyk (2023),
facilitates learners’ ability to plan, reason, solve
problems and decipher complex data. However, the
performance curriculum is seen to be left wanting
in terms of allowing learners to socialise with
knowledge (Biesta, 2015; Khoza, 2020a;
Makumane, 2023a). In other words, LMSs are used
in drilling learners in terms of promoting
prescribed content and objectives through the use
of HW resources while somewhat neglecting the
use of technology that addresses learners’ social
needs to effectively attain learning outcomes. Thus,
SMSs ostensibly come in handy to address this
shortcoming and to allow learners to socialise with
knowledge, thus promoting socialisation (Biesta,
2015; Sokhulu, 2021). Socialisation, according to
Khoza (2020a), facilitates societal
knowledge-building through the use of the
competence-based curriculum. This type of
curriculum is hinged on the principles of effective
outcomes, activities, facilitation by teachers,
generated content and peer assessment through the
use of SW resources (Nkohla, 2025). Therefore, in
ensuring effective attainment of the principles, the
use of SMSs is required in view of addressing
learner’s social needs. Thus, this promotes learners’
social perceptions through the use of informal
learning platforms (Mpungose, 2020a).

Several studies (Culduz, 2024, Khoza, 2020b,
2025; Makumane, 2023a, 2023b; Mpungose,
2020a, 2020b) attest to the essentiality of
establishing a balance between professional
knowledge-building and societal
knowledge-building. In other words, a curriculum
is seen to be equilibrated when it addresses a
learner’s professional and social needs to produce a
wholesome and self-actualised individual (Biesta,
2015). Biesta (2015) asserts that a self-actualised
individual satisfies the principles of
subjectification: unique individual experiences that
are bred by a combination of facts through the use
of the performance curriculum (HW resources and
LMSs) and society (through the use of the
competence-based curriculum, SW resources and
SMSs).

Subjectification promotes the use of a
pragmatic curriculum, which is said to be a
convergence of the performance and the
competence-based curriculum (Kaushik & Walsh,
2019). Ideally, these three types of curricula are

espoused in the equilibrated digitalised curriculum,
which is a plan for and/or of teaching, learning and
research, driven by specific formal (HW), informal
(SW) and non-formal platforms (Khoza &
Mpungose, 2022). However, teaching and learning
institutions have prioritised the use of formal
platforms (LMSs), while shunning informal
platforms (SMSs) as they are not regarded as
promoting authentic learning (Delello et al., 2015).

Mpungose (2020a) conducted a study in
South Africa and the United States of America
(USA) in which 47 students’ (from both countries)
experiences were explored. The findings reveal that
the learning of science was done predominantly
through the use of LMSs while abandoning SMSs
like Facebook, WhatsApp, Pinterest and Snapchat,
which are students’ preferred platforms. These
findings seem to imply that students may prefer
platforms that they are most acquainted with to
optimise the chances of attaining set outcomes.

In a different study, Delello et al. (2015)
sought to explore social media as a tool for
learning. In this study, which was conducted in the
USA, the findings reveal that the students
perceived the use of SMSs in learning as essential
as they highlighted that they promoted a
collaborative learning environment for information
sharing and that they added meaning and were
valuable to them personally in their learning.
Notably, the findings also demonstrate that a small
number of participants registered their challenges
in using SMSs as they tended to be distractive due
to their socialised nature. These SMSs included
Facebook, Twitter and Pinterest. The findings
suggest that SMSs are a two-edged sword in that
they are beneficial as they promote socialisation,
but may be detrimental if not appropriately
managed to support authentic learning.

The above empirically studies and others
(Khoza, 2020b; Makumane, 2023a, 2023b; Meena,
2013; Shalini & Priyadarsini, 2024) advocate for
the use of SMSs to promote effective education. It
is important to mention that these studies were
conducted in higher education institution (HEI)
contexts. With this article I explore learners’
perceptions on the use of SMSs for an equilibrated
digitalised curriculum and contribute to existing
literature in that I delve into learners’ perceptions
of using SMSs at secondary school level in the
Lesotho education context. In the next section I
provide a theoretical framework underpinning this
article.

Theorising learners’ perceptions

This article is framed by the natural identity
framework (NIF), developed by Khoza (2023) in
response to the COVID-19 pandemic in view of
theorising the digitalised curriculum. According to
Khoza (2023), the NIF addresses key questions in
education: what (factual), how (social) and who
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(habitual), and goes beyond to answer the why
question.  Put differently, this framework
underscores the pertinence of merging the
ideologies that drive performance (what),
competence-based (how) and pragmatic curriculum
(who) in order to promote the process of
knowledge-building. This denotes that NIF
recognises the essentiality of professional, societal
and personal contributions in education through the
use of HW (content-driven), SW (outcomes-driven)
and IW (needs-driven) resources (Khoza, 2025).
This combination categorically helps learners to
reflect on and critique their actions during the
learning process in order to engage their future

Content-driven

-Vertical content;
-Objectives;
-Face-to-face environmenty
-Formal activities
-Instructor role
Hours (instructional)
Hardware resource

actions to help them acquire set outcomes
(Makumane, Nkohla & Khoza, 2024). Khoza
(2023:858) posits that “natural identity is the
unconscious, subconscious and conscious cognitive
process of believing that all actions and their
outcomes are guided by natural laws, actions or
forces.” This implies that using the factual, social
and habitual perceptions, learners should
continuously re-reflect and re-critique in order to
become aware of their own natural identity. In that
way they would be in a position to answer the
philosophical “why” question that helps them
rationalise their choices. Figure 1 below shows a
representation of the NIF.

-Horizontal content;
-Outcomes;

-Online environment
-Informal activities
-Facilitator role
-Years (socialisation)
-Software resource

N

Physical ability

Formative

-Reflectivity

“-Critique
\

-Financial ability

Needs-driven —————
Diagonal/resultant content; Aims; Blended educating:
Non-formal activities; Researcher role; Days; Reflective

esources; Cultural ability

Figure 1 The natural identity framework adapted from Khoza (2023)

Figure 1 demonstrates the principles of NIF,
with the professional identity supporting factual
perceptions as it is content-driven and subscribes to
the use of LMS, while societal identity is bred by
outcomes and SMSs. Personal identity ascribes to
the notion of merging LMSs and SMSs while
permitting learners to reflect and critique to
appease their individual needs. This framework
was deemed pertinent to underpin this study as it
promotes the use of an equilibrated digitalised
curriculum to promote self-sufficient individuals
that acquire three categories: factual, social and
habitual perceptions, that ostensibly contribute to
the effective attainment of set outcomes through
balanced knowledge building (Makumane, 2024).

Research Purpose and Research Questions
The purpose with this article was to explore
learners’ perceptions on the use of SMSs for an

equilibrated digitalised curriculum. Thus, I aimed
at addressing the following research questions:
1) What are the learners’ perceptions on the use of
SMSs for an equilibrated digitalised curriculum?
2) What informs these learners’ perceptions on the use
of SMSs for an equilibrated digitalised curriculum?
By addressing these questions, I aimed at
highlighting the vitality of learners’ perceptions in
advancing or hindering successful attainment of
prescribed objectives and anticipated outcomes. |
intended to underscore the pertinence and
essentiality of an equilibrated digitalised
curriculum in honing a self-actualised and
well-rounded individual for sustainable and
lifelong learning.

Research Context
The study reported on here was conducted at one
international school in Maseru, Lesotho, with a
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population of approximately 291 learners and 16
teachers at secondary school level. The said school
adopted the use of LMS and SMS (WhatsApp)
during the COVID-19 pandemic in view of
continuing the teaching and learning process.
However, the use of the LMS was abandoned when
face-to-face classes resumed after hard lockdown.
The use of some SMS platforms was maintained,
albeit not officially as the school currently does not
have a policy guiding effective use of technological
tools and platforms. The use of technological tools
without a clear exposition of a framework for the
teaching and learning process might create
uncertainty, anxiety and frustration (Mpungose,
2020a). This points to the need to conduct training
workshops for teachers and learners, since the latter
are deemed to be digital natives who use SMSs
mostly for unstructured and socially influenced
purposes with their peers (Makumane, 2023Db).
Khoza and Biyela (2020) explicate that digital
natives are individuals born during the digital era
and who are deemed to be conversant with Fourth
Industrial Revolution (4IR) technology.

Research Methodology

The article is hinged on the interpretivist qualitative
case study approach, which allows for deep
understanding of the phenomenon being studied
(Creswell & Creswell, 2018). Thus, in order to
explore learners’ perceptions on the use of SMSs
for an equilibrated digitalised curriculum, a
qualitative study was deemed suitable as it allows
for multiple truths and participants’ unique
experiences (Merriam, 2014). Two sources of data,
reflective journals and focus group interviews were
used to generate data for the purpose of
triangulation and authentication (Creswell &
Creswell, 2018).

Four principles of trustworthiness were
adopted to ensure credibility (truth value),
dependability ~ (consistency  if  replicated),
transferability (applicability to other contexts), and
confirmability (neutrality of the findings) (Guba &
Lincoln, 1994). In terms of ethical considerations,
participants were required to complete consent
and/or assent forms for their participation in the
study. Participants were also informed of their right
to withdraw from the study any time should they
decide to do so (Merriam, 2014). For purposes of
protecting participants’ identities, I asked learners
to use their preferred pseudonyms.

Population and Sampling

Purposive and convenience sampling were used in
the study. Creswell and Creswell (2018) define
purposive  sampling as a non-probability,
intentional selection of participants who possess
relevant and specific characteristics to help address
the research objective(s) of a study. In this article,

learners were purposively selected based on their
use of SMSs for learning. Thus, 65 Grade 10
learners were selected as participants. Of the 65
learners, 30 were conveniently sampled as they
showed interest in participating in the study by
accepting consent and assent forms. Etikan, Musa
and Alkassim (2016) aver that convenience
sampling is non-random sampling in which
targeted participants are selected based on ease of
accessibility, availability and/or willingness to
participate in a study. Nevertheless, 16 participants
returned the signed consent and assent forms and
formed the sample in this study.

Data Generation and Analysis

Focus group discussions and open-ended
questionnaires were used to generate data in this
study. As Shabina, Amit, Eram, Pranav and
Deeksha (2024) state, focus group discussion is a
process of gathering and interviewing participants
together with the aim of generating credible data on
a specified phenomenon. This method was used to
triangulate data from  participants = whose
perceptions either converged or diverged about a
phenomenon. Seven of the 16 participants formed
part of the focus group discussions as they
indicated that they were willing to be interviewed.
The remaining nine participants opted for
completing the open-ended questionnaires, which
were used to authenticate data generated in focus
group discussions.

Data were analysed using thematical analysis.
Dawadi (2020) posits that thematic analysis is used
to systematically organise and analyse data sets
into themes that produce insightful and trustworthy
findings. Braun and Clarke (2012) assert that
thematic analysis promotes inductive and deductive
reasoning to make sense of collective meaning,
perspectives and experiences through interactions
with data. Deductively, themes were guided by the
NIF, while unanticipated themes emerged
inductively through active interaction with the data
(Braun & Clarke, 2012). In the next section I
present the data and the analysis thereof guided by
themes.

Research Findings and Discussions

As highlighted earlier, the findings of this study are
presented in themes that were derived both
deductively (prior) and inductively from my
interaction with data. The three themes are
content-driven  perceptions,  outcomes-driven
perceptions and needs-driven perceptions. The
themes are presented in a narrative form and direct
quotations are used to highlight the truth value
(credibility) of the findings. According to Butina
(2015), a narrative approach helps to relate
participants’ presences and exposes the researcher
to the unique identities of different individuals.
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Theme 1: Content-driven Perceptions

All participants who participated in the focus group
discussions asserted that they used their phones for
school work. For instance, Royal said: “I rely on
my phone to do my school work. I use my phone to
conduct research on anything that I would like to
know or that I am curious about, that the teacher
touched on in class.” This was confirmed by Liz
Wisley, who posited that “I use my phone to help
me do my homework.” Interestingly, all participants
echoed the same sentiments, highlighting their
reliance on the phones in constructing “schooled
knowledge.”

Bernstein  (1999) is of the opinion that
schooled knowledge is systematically and
hierarchically organised in a way that influences
new ways of thinking through the use of cognitive
facilities. In addition, schooled knowledge is
discipline-based and deals with specific content of
the subject-matter (Hoadley & Jansen, 2013). This
assertion seems to situate the participants’
affirmations in the content-driven perceptions as
the learners seemed to regard their use of SMSs as
promoting cognitive knowledge. In other words,
learners’ perceptions were factually inspired in that
they seemingly depended on their phones to fortify
and validate what was prescribed in the syllabus
and/or curriculum of a specific subject or theme
(Makumane & Ngcobo, 2025). This refers to the
issue of following the performance curriculum,
which is concerned with “high academic
achievements that result in issuing qualifications or
licences” through professional knowledge-building
(Khoza, 2020a:248).

These findings resonate what was depicted in
the open-ended questionnaires. For instance, Stacy
William wrote: “I use my phone for study purposes
like research, PDFs [Portable Document Format]
and updates about the world.” Ananas reiterated as
follows: “I use my phone for communicating,
learning, studying and exploring new things.” The
other participants who responded in the reflective
journals (Abagail; Winnie the Pooh; Joana P.
Hinge; Auron Macwell; Pample Mouse;
Mickoslow; and Alan the Alien) all mentioned
using their phones for learning purposes through
SMS platforms such as Pinterest, YouTube,
Duolingo, XtremePapers, and WhatsApp.

Joana P Hinge said: “I use Duolingo for
learning  languages, YouTube for research
purposes and tutorials.” In addition, Auron
Macwell highlighted the following: “/ use
WhatsApp because we have groups for different
classes where we get notes and homework.” These
statements ostensibly highlight two sides of the
coin: on the one hand, learners apparently
appreciated  the  utility of SMSs for
professionalisation purposes. In other words,
participants seemed to take on and embrace the use
of SMSs in addressing their subject needs and

addressing the “what” question in education
(Mpungose, 2020a). On the other hand, teachers
embraced the use of SMSs by using platforms such
as WhatsApp to distribute notes and homework.
This is noteworthy as the school where the study
was conducted had no underpinning theories and
policy to guide the use of SMSs to support formal
learning. This infers that teachers acknowledge the
utility and practicality of SMSs in professional
knowledge-building (Khoza, 2020b; Mpungose,
2020a).

These findings seem to imply that through the
use of SMS, participants relied on face-to-face
environments, where teachers acted as depositors
of schooled-knowledge, while also incorporating
the use of SMSs through the help of their
respective disciplined knowledge, to reinforce
learners’ cognitive  knowledge of  the
subject-matter.

Theme 2: Outcomes-based Perceptions

In this theme, participants demonstrated their
reliance on SMSs to attain competences that helped
them address their social needs through
socialisation of knowledge. In the open-ended
questionnaires, participants highlighted that they
preferred a variety of SMSs to expand their
horizons beyond the classroom, to decipher
schooled knowledge and to break it down to
everyday knowledge. In other words, participants
mentioned that they had informal discussions with
their peers about the content taught in order for it to
make sense to them in a more comprehensible and
relatable way. For instance, Winnie the Pooh
wrote: “I prefer to use WhatsApp with my
classmates and friends to make sense of the notes
that we are sent in our class WhatsApp group. This
helps me understand what I might not have
understood in class.”

This assertion suggests that WhatsApp, which
individuals use for communication purposes with
their friends and family, may also be used to
promote societal knowledge-building. Khoza
(2020b) attests that learners may be good at
socialisation, which may be heightened by their
engagement with class activities and addressing
societal needs. Yeo (2014) asserts that SMSs may
be incorporated into a constructivist classroom as
learning tools in order for learners to actively create
their own meaningful learning experiences. In this
way, SMSs help learners negotiate a social identity
as knowledge is constructed within a given social
context (Yeo, 2014).

During the focus group discussions, Lyla
stated as follows: “I sometimes use TikTok to view
certain channels which help me with maths and
other subjects.” Jaquetta Blake added: “I use
Quizlet to help me understand concepts that were
difficult to understand in class.” Interestingly, Lyla
added that “some of our teachers recommend that
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we  watch  YouTube videos  for  better
understanding.” It is evident from this and other
participants’ comments (Master, Miss Thang and
Liz Wisley) that learners may prefer to use SMSs
to address their unique and preferred learning styles
and to enhance their learning experiences.
Anderson (2019) avers that social media tools
enhance the chances of meeting learners’ needs and
expectations in the learning process, thus
substantiating the above.

Sokhulu (2021) also highlights that SMSs
support societal knowledge-building in that they
promote connection, socialisation and sharing of
content. However, it is necessary to mention that
for SMSs to be wused effectively, and
notwithstanding the fact that most learners use
them for their personal lives, learners needed to be
formally trained on how to effectively use them in
an educational setting (Mpungose, 2020a). This
was particularly clear from a statement made by
Alan the Alien who suggested that SMSs should be
used less “because most of the time we get
distracted while learning.” “If I were to watch a
video on YouTube, the homepage will show a video
that will catch my attention and before I know it, 1
have spent 3 hours scrolling or watching videos”,
continued Alan the Alien. This statement points to
the need of training learners to use SMSs for
formal learning purposes, but also for learners to
engage with their needs-driven perceptions.

Theme 3: Needs-driven Perceptions

The participants’ assertions in both the focus group
discussions and in the open-ended questionnaires
seemed to imply that they needed to rely on their
unique experiences with technology to navigate
both the HW and the SW. In other words,
participants seemingly needed to rely on personal
theories and ideologies. Makumane (2023a)
underscores a crucial need for learners to engage
their IW resources (pragmatic curriculum) “to
control learning actions in order to achieve attained
goals” (p. 94). This denotes that needs-driven
perceptions are drawn from either content-driven
and/or outcomes-driven perceptions. In this way,
learners need to balance their factual perceptions
(schooled knowledge) and social perceptions
(everyday knowledge) for an equilibrated
digitalised curriculum (Khoza, 2025; Makumane &
Ngcobo, 2025; Nkohla, 2025). This intimates that
learners may be in a position to decide on a user
interface that addresses their unique and specific
learning styles and needs while also ideally
finagling professional and societal
knowledge-building to move towards effective
attainment of prescribed learning outcomes. It is
noteworthy that attainment of the said outcomes
could be maximised by exposure of the ideologies
that inspired the development of each SMS being

used for their efficient and optimised use
(Makumane, 2023b).

Conclusion

The purpose with this article was to explore
learners’ perceptions on the use of SMSs for an
equilibrated digitalised curriculum. Perceptions
were categorised as factual perceptions, driven by
performance curriculum and the use of HW
resources; social perceptions, driven by the
competence-based curriculum and the use of SW
resources; and habitual perceptions, supported by
the pragmatic curriculum through IW resources.
The findings demonstrate that participants
preferred to use SMS for both professional
knowledge-building (schooled knowledge) and
societal knowledge-building (everyday knowledge)
(Bernstein, 1999). However, it surfaced that
learners needed to engage their IW resources in
order to navigate the nuances presented by the
tenets of the content-driven and outcomes-driven
perceptions in order to address their needs-driven
perceptions. Notably, participants highlighted that
they sometimes struggled to stay focused on their
school work while using SMSs, especially in cases
where they used platforms such as YouTube and
Instagram, as they were presented with informal
content that usually appeared while watching
educational videos, thus causing unwarranted
disruption of the learning process. This points to
the need to have learners formally trained on how
to effectively use SMSs in an educational setting in
order to optimise attainment of set outcomes. I thus
recommend that schools intentionally include
SMSs in the digitalised curriculum, and to have
policies that guide effective implementation
thereof. Furthermore, there is need to train both
teachers and learners on the optimised use of SMSs
in order to inspire creative ways of using the
newest technology in the classroom.
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