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Abstract

Namibia’s cultural diversity is prominently reflected in its classrooms, where
both learners and teachers come from various cultural backgrounds. While ed-
ucational policies promote inclusivity and collaborative learning through learner-
centered pedagogy, implementation challenges persist. This qualitative case study
explores teachers’ perceptions of collaborative learning in intercultural settings
and the challenges they face in facilitating it. The study draws on interpretivist
paradigms and involves semi-structured interviews with ten (10) purposively
selected teachers from a private school in Windhoek. The participants repre-
sented diverse nationalities and had experience teaching culturally mixed clas-
ses. The findings revealed that teachers perceive collaborative learning as a cat-
alyst for fostering intercultural communication and relationship building among
learners. It also contributes to reducing stereotypes. Furthermore, it promotes
the appreciation of cultural differences and a sense of belonging. However,
teachers encounter challenges such as language barriers, cultural misunder-
standings, and a lack of professional development. This study underscores
the need for policy support to equip teachers with effective strategies for man-
aging intercultural collaborative learning. These insights contribute to efforts
aimed at strengthening inclusive education practices in Namibia’s multicul-
tural schools.
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1. Introduction

The increasing cultural and linguistic diversity in classrooms epitomizes educa-
tion in the 21st century and marks a shift in pedagogical leadership that capitalizes
on diversity as a resource for learning. One of the more widely advocated strate-
gies for engaging this diversity learning in learning environments is Collaborative
Learning (CL) with the goal of not only enhancing students’ academic achieve-
ment but also developing crucial intercultural competencies such as empathy, per-
spective taking, and plurality [1] [2]. This shift not only reflects a change in the
teacher’s role from a knowledge transmitter to a facilitator of complex social and
cognitive processes [3] [4]. While CL is theoretically guaranteed, teachers’ percep-
tions and preparedness for CL, particularly in the complexity of intercultural con-
texts, determine its success in practice.

This issue is particularly relevant in the Republic of Namibia, which has em-
braced an educational philosophy based on inclusion and unity since independ-
ence to rise above the detrimental history of cultural racial and segregation [5].
Namibia has endorsed a learner-centered policy for over 30 years now [6], which,
by nature, promotes CL and participatory methods. However, a significant and
persistent gap remains between this national policy hopes and grassroots-level im-
plementation. Scholars have argued that learner-centered education principles
have not yet been fully implemented in Namibia and that teachers are still facing
persistent challenges in implementing them [7] [8]. This problem is compounded
in urban classrooms, such as Windhoek classrooms that are a microcosm of the
diversity of the nation, with learners and teachers hailing from multiple cultural,
racial, ethnic, and linguistic groups.

Literature presents ample evidence of the influence of culture on learning [9],
the general problems of CL [10] [11], and the importance of intercultural com-
munication [12]. However, there remains a significant and critical gap in the em-
pirical literature: a blatant lack of empirical research investigating teachers” im-
plicit beliefs about how to make CL happen in multicultural and intercultural con-
texts [13] [14]. These beliefs are the basis for teachers’ pedagogical decisions, man-
agement of classroom interactions, and connections and relationships with stu-
dents. Unless we develop a more complete understanding of how teachers inter-
pret and respond to the challenges, barriers, and affordances of CL in the context
of their diverse classrooms, professional development support will remain generic
and of little relevance to their context. We have previously noted a disconnect be-
tween macro-level policy intentions and micro-level implementation. This de-
scribes the nexus of teacher readiness and developing culturally responsive peda-
gogy for and with learners [15].

Therefore, the current study investigates teachers’ perceptions of CL and the
challenges they encounter in facilitating CL in an intercultural setting at Highgate
Private School in Windhoek, Namibia. By exploring teachers’ perspectives and
lived experiences, this research is well-positioned to contribute to several im-

portant areas. Theoretically, this study builds on and fills the gap in the literature
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by providing rich data on teachers’ perceptions at the intersection of CL and in-
tercultural education in a Southern African context. Practically, the results will pro-
vide evidence for school administrators and national policymakers to design tar-
geted professional development programs and curriculum reforms that realisti-
cally develop intercultural competence for teachers and learners. Socially, this
study will contribute to the establishment of Namibia’s national plans for fostering
social cooperation and unity [16] and support the development of an inclusive

society that leverages its diversity as a unique strength.

2. Theoretical Framework

This study uses Albert Bandura’s Social Learning Theory (SLT) as a theoretical
construct to examine the complexities that accompany the social and cognitive
processes of Collaborative Learning (CL) in intercultural classrooms. A key idea
of SLT is that learning occurs through observation, modelling, and imitation
within a social context, not just through direct reinforcement [17]. Bandura iden-
tified the continuous reciprocal contributions of personal, behavioral, and envi-
ronmental factors, which he called reciprocal determinism. Each of these three
elements is moving at all times in an environment of CL: a student’s personal cog-
nitions (Ze., beliefs, attitudes) influence their behaviour in a collaboration, which
influences their group environment, which then feeds back to influence their cog-
nitions.

In classrooms, teachers and peers are powerful models. Students learn academic
content, problem-solving strategies, and appropriate social behavior by observing
others. Observational learning applies four important cognitive processes that are
essential for effective modelling: attention, retention, motor reproduction, and mo-
tivation [18] [19]. Students need to pay attention to the modelled behavior, retain
a mental representation of the behaviour, be able to reproduce the behavior, and
be motivated to perform the behaviour. Often, we learn, in part, through vicarious
reinforcement (Ze., we observe the model receiving a reward or punishment for
performing the behaviour).

SLT is significant for this study because of its ability to address the distinctive
difficulties and benefits that exist when these learning processes occur within an
intercultural context. In a culturally diverse milieu, students model not only aca-
demic skills but also interpret culturally embedded communication styles, conflict
approaches, and interactional norms present in the environment. With the teacher
as the primary model and architect of the environment, the teacher must model
inclusive behaviours, mediate misunderstandings, and create an environment
where cross-cultural observation ultimately results in learning and not conflict.
For this reason, this theoretical framework does more than just support CL; it en-
ables an examination of how culture impacts practices and learning.

From this perspective, this study examines how teachers perceive CL in inter-
cultural situations and the challenges they face in facilitating collaboration among

learners from culturally distinct backgrounds. Social Learning Theory directs the
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study toward understanding this model and motivation in a complex environ-
ment. This study poses the following questions from the framework of SLT:

1) From the teachers’ perspectives, how does the process of social modeling and
vicarious learning within collaborative groups seem to impact intercultural rela-
tionship development among learners?

2) What challenges do teachers face in facilitating the core processes of SLT
(attention, retention, reproduction, and motivation) in an intercultural collabora-
tive learning classroom, where any or all learners may come from culturally dif-

ferent backgrounds?

3. Literature Review

This study reviewed the literature related to Collaborative Learning (CL) and fo-
cused on CL in intercultural settings and teachers’ influence. The study begins by
defining CL as a pedagogical approach, followed by a discussion of the difficulties
CL can pose in cultures of difference, and then examining the existing literature
on teachers’ ideas and experiences in working in CL, finally pointing to the signif-

icant absence of literature that our study attempts to fill.

3.1. The Nature and Principles of Collaborative Learning

Collaborative learning is broadly defined as a pedagogical approach that allows
groups of learners to solve a problem, complete a task, or create a product [20].
Le, Janssen and Wubbels describe CL similarly as a set of strategies that facilitates
student collaboration in small groups to maximize both individual and collective
learning [21]. Essentially, CL is a pedagogical turn away from teacher-centered in-
struction towards a student-centered approach focused on active participation,
social interaction, and shared cognitive responsibility [22] [23]. CL positions
teachers as facilitators not as presenters of knowledge. It allows them to create the
learning environment, lead and support the group process, and assist students in
collaborating with one another [24] [25].

Collaboration does not simply happen by putting students in a group; it must
have a structure that defines the interaction among them and has to include pos-
itive interdependence and individual accountability [26]. The process requires
higher-order thinking skills, including analysis, synthesis, and compromise, as
students must communicate effectively and negotiate well to achieve shared out-
comes [27] [28]. When structured well, CL acts as a potent driver of critical think-
ing and complex problem-solving skills for the 21st century [29]. When learners
actively engage with content and one another, they construct ownership of their
learning, which has been shown to improve motivation and the overall depth of

their learning [30].

3.2. Teachers’ Perceptions of Collaborative Learning in
Intercultural Contexts

Although teachers often indicate a positive stance towards CL, their perceptions
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become increasingly nuanced when applied to intercultural classrooms. Teachers’
beliefs are important because they impact teachers’ openness to adapting their
practices based on the need to create an inclusive environment based on principles
such as intercultural humility [31]. In a study of EFL teachers, Alzubi et a/ found
an overwhelmingly positive perception of implementing CL [32]. Nevertheless,
limited implications or informants from other factors (e.g., teaching experience
and gender) were significant, resulting in a general acceptance of the inherent value
of the pedagogy.

However, other studies indicate considerable variability. Gao’s study of teachers
of Chinese in Australia indicated that inconsistent perceptions of effective inter-
cultural strategies were moderated by teacher experience and educational setting
[33]. Punti & Dingel further identified specific obstacles to facilitating CL: a lack
of skills for collaborative learning, personal attitudes, and behaviours to focus on
learning, effective communication, and goal setting [31]. A number of transform-
ative studies have observed that teachers are not pedagogically prepared for CL in
a Culturally Linguistic Diverse (CLD) class [34]-[36]. In this context, it was found
that teachers did not have the translingual skills and culturally relevant knowledge
to facilitate students’ collaborative teamwork. In fact, teachers can impede inter-
cultural CL as they hold particular culturally relevant knowledge that could help
scaffold discussions among students or suggest communicative strategies; how-
ever, feedback provided by a teacher in a CL context does not shift the learners’
interactions. Certainly, CL with cultures and languages intended as part of CL
pedagogies appears to signify a cultural hierarchy. In contrast, researchers con-
sistently find CL pedagogies valuable for educators and students to engage in es-
sential reflective aspects of learning collaboratively, which has transformative po-
tential [37].

The barriers and realities of (re)thinking collective efforts, knowledge construc-
tion, and the complexities of learning collaboratively across diverse cultures are
clear. All of these conditions had to be taken into consideration in the domains
that marginalized students have to navigate; they were denied the opportunity to
engage in authentic and identity-focused CL pedagogies. To help develop an un-
derstanding and conduct expansive knowledge stages of learning, collaborative
pedagogies seek to enhance group planning around knowledge construction for
learners. These actions are potentially difficult to implement in practice, which
highlights the importance of pedagogically preparing interventionist educators.
When viewing interventions as an ongoing transformation for practice, these sug-
gestions require professional partnerships, reflective thinking, continual learning,
critical insights for developing practice, and engagement with a clearer sense of
collective purpose across several initiatives. When teachers believed they could
manage, intervene, and connect the discussions made in practice, and observe the
transformation of students from Lesotho for their own development, it produced
a marked change. These takeaway messages are significant and capture the senti-

ment in a quantitative study undertaken by Quintero et al [38]. They suggest that
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language is significant in this regard. Acharya, Sigdel & Poudel also noted several
practical issues facing teachers, including a diversity of language levels, cultural
variances of communication, equitable participation, and too little time and space
[39]. In this cluster of studies, the authors divided their findings into categories
that suggest that low-quality professional development and a lack of professional
development are major recurring issues that further complicate other challenges.
This means that teachers are doing their best but are not finding systematic ways

to address the demands of the intercultural classroom [40].

3.3. Synthesis and Identifying the Research Gap

The literature review affirms that CL is a viable and sustainable pedagogy. How-
ever, CL, like any pedagogy, in intercultural contexts is deeply reliant on the ca-
pacity of the teacher to navigate the surrounding challenges associated with learn-
ers’ skillsets, group work dynamics, and cultural differences. Therefore, while the
research has generally characterized teachers’ perceptions and documented vary-
ing levels of implementation challenges, there are two marked gaps in the litera-
ture. First, there is a geographic and contextual gap. There is some interesting
research from other African contexts [41], however, most of the research comes
from Asia, Europe, or North America. While some research has focused on some
of these dynamics in the specific socio-historical and educational context of South-
ern Africa, particularly Namibia, a gap remains. Second, while prior research has
identified the challenges, there is comparatively less research that has employed
in-depth qualitative approaches to understand how educators perceive these chal-
lenges. In particular, understanding how teachers perceive CL’s impact on inter-
cultural relationships and the challenges that remain most salient to them as edu-
cators is important for generating contextually relevant solutions. This study aims
to address these gaps by utilising a qualitative approach to understand how teach-
ers perceive CL in a multicultural private school in Windhoek, Namibia. Ultimately,
this study provides a deep understanding that is lacking in the current academic

literature.

4. Research Methodology

This study is embedded in interpretivist thinking, where meaning is determined
through experience. Interpretivists discover meaning through the perceptions and
experiences of participants’ lived experiences [42]. This qualitative research method
was used to explore teachers’ perceptions of CL in intercultural settings and the
challenges they encountered when facilitating CL among learners from different

cultural backgrounds.

4.1. Participants

Ten teachers from a small private school in Windhoek participated in this study.
Their ages ranged from 23 to 45 years old. There were four females and six males.

Four teachers were Namibians, five were Zimbabweans, and one was German. All
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teachers use English as the medium of instruction, which is the language of in-

struction in the country. Learners in all classes are culturally diverse.

4.2. Sampling Strategy

Owing to its ability to target participants who possess specific characteristics crit-
ical to addressing the research objectives, the purposive sampling method was se-
lected for this study. This approach is particularly suitable for qualitative research,
where the goal is to gain rich, in-depth insights rather than generalize findings to
a broader population [43]. By focusing on teachers with experience with CL in
intercultural settings, this method ensured that the data collected were highly rel-
evant. In this study, the diversity of cultural backgrounds among teachers and
learners added another layer of complexity, requiring participants familiar with
the intricacies of implementing CL in such settings. Furthermore, the method al-
lowed for flexibility in selecting participants who met the evolving criteria as the

study progressed, which is particularly valuable in exploratory research.

4.3. Procedures

The school principal granted permission to conduct the research. Ten teachers
voluntarily participated in this study. Semi-structured interviews were conducted
with each of the selected participants. Each interview lasted between 30 and 45
minutes. The questions were developed by the researcher and tested with two teach-
ers in pilot exercises. The outcome of the pilot exercise helped sharpen the ques-
tions to ensure clarity, thus strengthening the validity and reliability of the instru-
ment. The interview sessions were scheduled at each teacher’s convenience in
terms of time and location. The interview sessions were as relaxed as possible. Each

session was recorded. The voice material was subsequently transcribed.

4.4. Data Analysis Techniques

Data coding and thematic analysis techniques were applied to analyze the tran-
scribed data. Data coding was used first to help the researcher become familiar
with the data. Once the data were coded, thematic analysis was applied to identify
and highlight emerging themes within the data. AI technology was used to the-

matically analyze the data.

4.5. Ethical Considerations and Reliability

The school authorities where the study was conducted granted approval. The re-
searcher observed ethical considerations such as informed consent, confidential-
ity, and anonymity of participants [44]. Participants were informed of their right
to withdraw their participation, at any time, should they feel like doing so. Relia-
bility was assured by applying similar procedures (consistency) to every semi-struc-
tured interview session. A systematic approach to data collection was applied con-

sistently throughout the study.
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5. Findings
5.1. Perception of CL and Learners’ Intercultural Relationships

The data analysis revealed teachers’ perceptions of CL and its influence on inter-
cultural relationships among learners. The data revealed interlinked themes that
demonstrated CL’s transformative role in fostering intercultural understanding
within Highgate Private School classrooms.

Intercultural interaction and communication through collaborative learn-
ing

Intercultural communication and interaction among learners emerged as a ma-
jor perception by teachers. Participants observed that CL significantly improved
the communication skills of students from different cultures. This facilitates a more
open and constructive dialogue. For example, Participant TM10 stated, “CL ses-
sions create an environment where learners from different cultural backgrounds
can sharpen their communication skills. They learn through verbal and non-ver-
bal cues what is culturally acceptable behaviour by their peers.” Participants high-
lighted that sharing cultural knowledge and perspectives was a natural part of
group collaboration (Participants TM5 and TF4). Moreover, CL was valued for its
ability to accommodate individual learning differences. For example, Participant
TF3 stated, “Collaborative learning is progressive. It allows learners to learn via in-
dividual differences.”

Building relationships through group work

The data analysis revealed that the participants perceived CL as not only en-
couraging friendships but also nurturing cultural appreciation. For example, Par-
ticipant TM5 stated, “ When learners mix quite often during collaborative learning
activities, they begin to create friendships.”

Participant TF4 said: “Learners build friendships and as they engage in various
activities together they learn to appreciate cultural differences, in the classroom
and outside the classroom.”

Participant TF7 further stated, “ Through shared projects, such as art or cultural
activities, learners form bonds. This shows that collaborative environments natu-
rally foster social connections and break down cultural barriers.”

Furthermore, the participants believed that CL cultivates mutual respect and
empathy among learners. Participants emphasized that students were able to learn
from differences. For example, Participant TF3 put it this way: “Learners become
more informed citizens about cultural differences through the collaborative learn-
ing approach.” It has been reported that learners shift their perceptions of others
through direct interactions with culturally different peers. Participant TM5 said this:
“Learners appreciate other cultures after experiencing them through their inter-
actions with fellow learners from other cultures.” Participants further reported
that CL learners develop both cognitive understanding and emotional sensitivity
toward peers from other cultures (Participants TF4 and TM1).

Change in learners attitudes towards cultural differences

Data analysis showed that teachers perceived CL as facilitating a positive shift
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in learners’ attitudes towards cultural diversity. There was a marked improvement
in inclusivity as learners became more accepting and collaborative. For example,
Participant TF4 put it this way: “Affer frequent interactions with peers from other
cultures, learners are more accepting and inclusive.” Participant TM6 elaborated
further by saying, “Learners learn to respect each other's cultures, values, and
norms. “I often observe in that there is an increase in the respect for cultural values
and norms among different learners in my class. There is evidence of behavioural
change, with previously withdrawn learners beginning to engage more openly
with peers.”

Reduction of stereotypes and biases

Data analysis revealed that participants perceived intercultural CL as leading to
the reduction of stereotypes and cultural biases among learners. Through frequent
interactions, learners can debunk misconceptions about each other’s cultures. For
example, Participant TM1 stated, “My view is that collaborative learning reduces
stereotypes because it promotes empathy. Empathy in the sense that learners
begin to tolerate each other's behaviour because they develop understanding of
their peers behaviours.” Participant TF3 put it clearly by stating that: “As learners
engage first-hand with diverse groups, they begin to debunk negative stereotypes
about other cultures.”

Promotion of a sense of belonging

The findings revealed that participants see CL as an essential vehicle for pro-
moting belongingness. Participants emphasized that CL gives every learner a role,
voice, and platform to be heard. For example, Participant TM1 stated, “ When every
learner is given a role in group activities, they feel valued. Group work environ-
ment fosters participation and inclusivity thus helping learners to feel accepted,
important, and connected to their peers and the classroom as a whole” Partici-
pant TF4 was succinct and expressed it this way: “Collaborative learning gives all
learners a voice and helps them feel included.” (TF4).

In summary, the thematic data analysis presented above shows that CL is a pow-
erful educational strategy for enhancing intercultural relationships among learn-
ers. This improves communication and understanding among learners. It also
builds respect, inclusivity, and a strong sense of belonging among students. Par-
ticipants believed that when CL is implemented well, it can dismantle stereotypes,
foster empathy, and prepare students to engage in multicultural activities with open-

ness and confidence.

5.2. Challenges Teachers Face in Intercultural CL Classrooms

Data analysis showed that teachers encounter several challenges when implement-
ing CL in culturally diverse classrooms. The data revealed how cultural and lin-
guistic diversity, clashes in cultural norms, systemic limitations, and insufficient
teacher support hinder the effectiveness of CL practices at the Highgate Private
School.

Communication and language barriers

The data revealed that language and communication differences are a persistent
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challenge that participants face in intercultural CL classrooms. Participants re-

ported that learners often struggled to express themselves due to low English pro-

ficiency. This leads to shyness, reduced participation, and misunderstandings among

learners. For example, Participant TM2 stated, “Learners prefer not to talk much

in the group due to language difficulties. They are unable to express themselves in

the official language of instruction.” Participant TF7 said, “Some learners want
me to translate English into their language. But I cannot speak the languages of
some learners, which presents a problem.” Some participants pointed out that col-

laboration in the classroom is complicated by linguistic nuances, which leads to

confusion in some instances when words have different meanings across cultures

(Participants TM3, TF1, TF3, and TM6).

Power imbalances and clashes in cultural norms

The findings showed that the participants were concerned about the unequal
distribution of power and clashes in cultural norms. Learners from larger cultural
groups sometimes dominated discussions, leaving others feeling inferior or dis-
engaged from the discussion. Participant TM5 remarked as follows: “Some learn-
ers have an inferiority complex because they come from minority tribes. This gives
chance to other learners to dominate the group activities.” (TM5). Participant TF4
said this: “When I see that some learners are shy, I tell them that all their opinions
matter. I also give equal distribution of opportunities for participation in group
activities.” However, some participants were of the view that these efforts were
often reactive rather than systemic (TM2, TF3).

Participants revealed that the divergence in cultural norms posed additional
challenges for them. Participant TF4 stated that, “Certain learners were raised in
cultural contexts that discourage speaking out, which is in conflict with the inter-
active nature of CL. Moreover, topics in specific subjects sometimes exposed cul-
tural sensitivities or taboos requiring teachers to navigate these moments care-
fully” Participant TM6 stated: “Sometimes, in order to avoid alienating some learn-
ers, I have to tread softly on some topics because some norms are accepted in one
culture but are taboo in another.”

Challenges in assessing group work

The findings showed that teachers face challenges in the area of assessment.
They noted the difficulty in evaluating individual contributions within group set-
tings. According to Participant TF4, cultural differences in work styles, commu-
nication patterns, and assertiveness levels made it difficult to assess learners fairly.
Participant TM6 stated:

Due to their cultural orientation, some learners might be shy and fail to express
themselves fully. This may not be a sign that they have not mastered the content.
When a teacher fails to recognize this, such learners may be graded poorly or their
value in group work be perceived lowly.

Need for professional development and institutional support

The final major theme that emerged from the data was the need for training

and support systems. The participants expressed a desire for intercultural compe-
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tence training. Participant TM1 stated, “ We need intercultural competence train-
ing. Teachers should be taught about important aspects of each culture.” Partici-
pants believe that institutional support that affects student behavior and resources
for inclusive classroom management are critical for their development (TM1, TF2,
and TM®6).

In summary, the thematic analysis revealed that while CL has the potential to
promote intercultural engagement, many factors hinder it. Highgate Private School
teachers are strongly committed to creating respectful and inclusive learning en-
vironments. However, they require targeted training and institutional support. Ad-
dressing these challenges is essential for unlocking the full benefits of CL in cul-

turally diverse classrooms at the Highgate Private School.

6. Discussion

6.1. Teachers’ Perception of CL and Learners’ Intercultural
Relationships

The findings highlight how CL is perceived by the teachers at Highgate Private
School. They perceive it as a vital pedagogical strategy for enhancing intercultural
relationships among students. Drawing on Bandura’s [45] Social Learning Theory,
the data revealed that CL creates a social environment in which learners engage
with peers from different cultures. These interactions enable them to learn through
observation, imitation, and meaningful interactions.

Intercultural interaction and communication among learners

The observation that CL facilitates open dialogue and the exchange of cultural
perspectives among learners supports Bandura’s [17] notion of observation learn-
ing. In observational learning, individuals acquire new behaviors and attitudes by
observing others within their social environment. The process of sharing cultural
knowledge in group settings mirrors the modeling process described in Social
Learning Theory. During CL, learners internalize culturally appropriate behaviors
through repeated social exposure. Similarly, one scholar highlights that CL offers
platforms for intercultural dialogue [46]. Intercultural dialogue enhances learners’
social and cultural competencies. In the long term, peer interactions reinforce SLT’s
principle of the SLT that learning is a function of both behavior and social context
[17].

Relationship building and vicarious reinforcement

Sustained group interaction encourages the development of interpersonal bonds
and cultural sensitivity. This phenomenon is consistent with the concept of vicar-
ious reinforcement. Vicarious reinforcement suggests that when learners are mo-
tivated to emulate positive behaviors, the result is social approval or acceptance
[45]. This process was particularly evident in projects involving shared tasks at
Highgate Private School, such as cultural presentations and collaborative art pro-
jects. The activities in these projects naturally reduce cultural distance. Collabo-
rative tasks in multicultural classrooms serve as vehicles for trust-building and
shared identity development [33] [32].
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Mutual respect and attitudinal change through direct interaction

The development of mutual respect and shifts in learners’ attitudes toward cul-
tural differences reflect Bandura’s principle of reciprocal determinism [45]. Teach-
ers noted that through CL, learners gained cognitive understanding and devel-
oped emotional sensitivity. The findings indicate that teachers at Highgate Private
School perceive that learners appreciate other cultures after experiencing them
through interactions in CL activities. This finding supports argument that inter-
cultural learning is most effective when learners are actively engaged in shared
problem-solving and reflection [46]. Similarly, it buttresses the importance of real-
life intercultural engagement in dismantling prejudicial attitudes [32].

Reduction of stereotypes and cultural biases

The finding that CL helped reduce stereotypes and cultural biases among learn-
ers was attributed to direct and sustained engagement with culturally diverse peers.
Engaging with culturally different peers allows learners to challenge preconceived
notions and develop empathy. The SLT explains this shift as a function of cogni-
tive rehearsal. Cognitive rehearsal suggests that repeated exposure to diverse be-
haviors and perspectives alters learners’ internal scripts and attitudes [45]. They
reported that when learners participate in structured intercultural group work,
they begin to view cultural differences as enriching rather than threatening, which
leads to more inclusive social behavior.

Promotion of a sense of belonging

The finding that CL promotes a strong sense of belonging and inclusivity entails
that giving every learner a meaningful role in group tasks contributes to their feel-
ings of being valued and accepted by peers. This supports Bandura’s [45] emphasis
on the importance of self-efficacy. When learners are given roles in CL activities,
they feel valued. Similarly, another study found that inclusive CL practices culti-
vate a sense of shared identity and group cohesion [46].

In summary, the findings on the perceptions of Highgate Private School teach-
ers reinforce the relevance of Bandura’s Social Learning Theory in understanding
how CL influences intercultural relationships in educational settings. Through mech-
anisms such as modeling, vicarious reinforcement, and reciprocal interaction, CL
enables learners to develop empathy, respect, and a sense of belonging. These out-
comes are consistent with the view that advocates CL as a transformative peda-
gogical approach in multicultural classrooms [32] [33]. Thus, intentional CL im-
plementation can play a pivotal role in promoting intercultural understanding

and preparing students for active, respectful participation in diverse societies.

6.2. Challenges Faced by Teachers in Intercultural CL Classrooms

The findings of this study highlight the challenges teachers face when implement-
ing CL in culturally diverse classrooms. The findings reflect broader concerns in
the literature regarding how intercultural dynamics can complicate otherwise ben-
eficial CL practices. Drawing on Bandura’s [45] Social Learning Theory, this dis-

cussion focuses on how challenges such as language barriers, cultural clashes, as-
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sessment complexities, and institutional limitations impede the effectiveness of
CL, despite teachers’ efforts to foster inclusive collaborative environments.

Communication and language barriers in CL

A core principle of Bandura’s Social Learning Theory is that learning occurs
through observation, imitation, and interaction in social settings. However, the
findings revealed that language barriers significantly hindered these processes in
intercultural classrooms. When learners struggle to express themselves due to lim-
ited English proficiency, their participation in CL activities is reduced. This un-
dermines peer modeling and interaction, which are core elements of the Social
Learning Theory. These findings echo previous research, which found that effec-
tive CL is dependent on students’ ability to communicate freely with each other
[10]. Similarly, other researchers noted that poor communication reduces learn-
ers’ capacity to engage meaningfully in group activities [47]. Modeled behaviors
are critical for the internalization of social norms. Without language as a common
medium, learners miss the opportunity to model culturally diverse behavior.

Power imbalances and conflicts in cultural norms

When learners from dominant cultural or linguistic groups overshadow others
during group activities, they limit equal participation in the group. This reduces
the opportunities for reciprocal learning, which is a tenet of SLT. It is argued that
cultural identity and group hierarchies can affect how learners position themselves
in CL [48]. Similarly, it was found by another scholar that learners from minority
cultures often experience exclusion or marginalization in the classroom. Learners
who feel excluded or marginalized are less willing to engage [49].

Furthermore, cultural differences complicate CL implementation at the Highgate
Private School. Some learners come from cultures that discourage open speaking.
This clashes with the collaborative dialogue, which is necessary in CL. Cultural ex-
pectations regarding communication and authority directly influence learner en-
gagement in group settings [21]. These challenges limit the ability of all learners
to participate equitably in the observational learning process.

Complexities in assessing intercultural group work

Differences in communication styles, assertiveness, and cultural values make it
difficult for teachers to evaluate students’ performance fairly. Bandura’s SLT pos-
its that learning is not always overt and that cognitive engagement can occur in-
ternally. Learning may not always manifest as visible participation. Thus, tradi-
tional group assessment methods may undervalue learners whose contributions
are culturally coded. These concerns are consistent with the findings of one study
where researchers cautioned that traditional assessment criteria might fail to ac-
count for the cultural nuances in group interactions [47]. Without culturally re-
sponsive assessment tools, teachers may unintentionally penalize learners who do
not conform to the dominant communication styles. This reduces fairness and ef-
fectiveness in CL environments.

Need for intercultural training and systemic support

Teachers consistently expressed the need for training in intercultural compe-

tence and conflict-sensitive classroom management skills. This aligns with the ar-
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gument that teacher development in multicultural CL settings must include not
only pedagogy but also cultural awareness and socio-emotional skills [48]. With-
out systemic support (access to teaching resources and clear diversity policies),
teachers are often left to address complex intercultural challenges using reactive
individualized strategies. This may not be sufficient for effective CL. It was further
emphasized by one researcher that institutions must integrate intercultural com-
petence into school culture rather than treat it as an add-on [49]. Supportive struc-
tures enable teachers to model inclusive practices more effectively.

In summary, the challenges identified above underscore the importance of con-
textual and cognitive dynamics in CL environments. Language barriers, cultural
norms, assessment limitations, and lack of teacher support all act as barriers to
the modeling, imitation, and reciprocal interactions necessary for effective CL. To
maximize the benefits of CL in multicultural settings such as the Highgate Private
School, teacher training must incorporate cultural fluency and inclusive facilita-
tion. Furthermore, institutional policies and assessment practices must evolve to
support equitable participation and learning across cultural boundaries. Doing so
would not only reduce the burden on individual teachers but also create class-
rooms in which collaborative learning fosters both academic success and intercul-

tural understanding.

7. Conclusion, Implications and Recommendations

This study examined teachers’ perceptions of CL and the challenges they face
in implementing CL in culturally diverse classrooms in Windhoek, Namibia.
Grounded in Bandura’s Social Learning Theory, the findings reveal that while
teachers perceive CL positively, its implementation is hindered by several barriers.
These challenges compromise the social processes that underpin successful learn-
ing in CL environments. Thus, this study underscores the need for systemic inter-
ventions that empower teachers to navigate intercultural complexities effectively
and realize the full pedagogical benefits of collaborative learning. Theoretically,
the findings of this study reinforce Bandura’s Social Learning Theory by empha-
sizing the importance of culturally responsive social interactions in learning envi-
ronments. Learners from marginalized or linguistic minority backgrounds are of-
ten excluded from full participation, diminishing opportunities for reciprocal
learning.

The practical implications of the study for teachers are that they require more
than general pedagogical skills to facilitate CL effectively in diverse classrooms.
They must be adept at managing cultural sensitivities, promoting inclusive dia-
logue, and navigating power asymmetries within student groups to achieve this.
Without such competencies, well-intentioned CL strategies may inadvertently re-
inforce exclusion rather than inclusion.

At the institutional level, the study’s implications are that institutions play a
critical role in creating enabling environments for intercultural CL. This includes

establishing practices and support systems that prioritize diversity and inclusive-
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ness. Without institutional commitment to intercultural education, the responsi-

bility falls unfairly on individual teachers to adapt and improvise, often without

sufficient tools or support. Hence, schools should provide continuous training fo-

cused on intercultural competence and inclusive instructional strategies in diverse

learning environments.
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