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In education, cross-cultural interconnections have become a daily occurrence (Jamin et al, 2024). This has become more prevalent due to increased awareness of globalization (Thomas, 2017). Educators are required to develop a greater understanding of how culture shapes how educators evolve their teaching methods, and identify the differing learning styles that come with different cultural backgrounds (Lu et al, 2010). Individualism, collectivism, Power distance, and communication styles are cultural values that play an important role in educational policy and practices (Hofstede, 2001). The growth in migration, digital interconnectivity, and international study programs has fostered a more diverse student population, challenging the traditional pedagogical frameworks
The world's education systems have had to diversify their teaching to accommodate students from multicultural backgrounds. Understanding how cultural values affect expectations, behaviors, and learning outcomes is becoming more important (Berry et al., 2011). An example of this is the difference in the collectivist culture's notion of classroom participation and that of individualist cultures, which may have an adverse effect on assessment, academic success, student wellbeing, and general understanding (Nisbett, 2019).
This research paper looks at Eastern vs Western educational structures and how cultural paradigms shape the pedagogical practices and learning preferences, through key theories from cross-cultural psychology, Trandis (1999), and sociocultural theory (Vygotsky, 1978). This paper critically examines and compares instructional strategies, classroom structures, and teacher-student dynamics within cultural domains. This paper will also examine how the cultural differences outlined affect multicultural education.
Methodology 
	This study follows a secondary research design to investigate the concept and implementation of cross-cultural pedagogy through the lens of Eastern and Western educational settings. The research is a narrative literature review, which allows for a critical review of the literature on cross-cultural pedagogy, identifying theoretical frameworks, pedagogical models, and comparative perspectives across cultural and national contexts.
	Relevant literature was gathered from academic databases such as Google Scholar, Taylor & Francis online, JSTOR, ERIC, and the Wiley online library. The search was limited to peer-reviewed journal articles, reputable reports, and books, with dates of publication span from 1990 to 2025 to hold historical and current relevance. Key search terms included cross-cultural pedagogy, global pedagogy, intercultural education, multicultural teaching strategies, and culturally responsive teaching. Reference chaining was employed to identify additional relevant sources.
	A thematic content analysis was used to synthesise the literature to find recurring themes and topics, which included cultural competence, inclusive curriculum design, teacher professional development and training, language diversity, student engagement, and assessment fairness. This allowed for the integration of findings from a diverse source pool. 
Theoretical frameworks
Lev Vygotsky’s sociocultural theory posits that learning is mainly a social process developed by interpersonal interactions, cultural tools, and language (Vygotsky, 1978). Vygotsky inferred that social interactions play a pivotal part in developing cognitive functions within a cultural context and that interactions with ‘more knowledgeable others’ internalize their language and actions (Lantolf, 2013). The Zone of Proximal Development (ZPD) is a concept designed by Vygotsky that inferred the importance of collaboration and guidance in cognitive development, This is where learners will utilise help from teachers and peers to perform tasks that they can not do alone (Daniels, 2001). The process of scaffolding, as outlined within the ZPD, is culturally situated, implying that it is influenced by cultural expectations and societal norms (Balakrishan and Claibone, 2012).
It is argued that cultural tools such as technologies, symbols, and language facilitate learning, and the tools outlined differ significantly over different cultures (Moll, 1990). For example, using instructional lectures and written text as instructional tools in Eastern education settings aligns with the Eastern countries' traditional values of discipline and respect for their peers (Cheng and Wong, 1996). In the Western educational setting, values of independence and critical thinking are promoted through dialogue-based instruction and experiential learning (Signorini et al, 2009).
Sociocultural theory also infers that for educators to create a more effective learning environment, they must understand their learners' cultural backgrounds. According to Rogoff (2008), it is important that children engage with cultural practices and guided learning through the guidance of their peers and teachers. For this to be attained, there needs to be sensitivity to the cultural diversity that is in the classroom setting, as learning and behavior vary in different communities. As such, Vygotsky’s sociocultural theory lays out a solid foundation for culturally responsive pedagogy by putting cultural and social learning at the forefront of educational practices.
Cross-cultural Psychology
 Cross-cultural psychology looks at how cognition and human behavior are affected by culture. Hofstede (2001) proposed five dimensions in his theory on cultural dimensions, the Power Distance Index (PDI), which is the idea that the less influential members of institutions and organisations accept the hierarchy of authority and power, it also shows that some societies are inherently more unequal than others, but is accepted by all within their society. Individualism (IDV), which is the idea that everyone looks after themselves and their immediate family, dismissing wider society groups, on the other side of this is collectivism, which implies that people from a young age are integrated into wider groups such as extended family and society groups.
Masculinity (MAS) and its opposite, femininity, refer to how roles and values differ between males and females. In an academic sense, the values, attitudes, and practices (Chowdhury, 2017) also inferred that there seems to be an amalgamation of masculine and feminine traits and that women are adopting masculine traits and males are adopting feminine traits. Uncertainty Avoidance Index (UAI) talks of how cultures deal with uncertainty and ambiguity. It also talks about the use of laws and rules to gain safety in society to avoid uncertain situations (Hofstede, 2009) Long-term orientation (LTO) versus short-term orientation is the fifth dimension. Values that are linked to long-term orientation are thrift and perseverance, with short-term being respect and tradition (Venaik et al, 2013). 
	Intercultural competence frameworks, such as that of Deardorff's (2006) process model of intercultural competence, provide practical guidance for educators to navigate culturally diverse classrooms (Deardorff, 2023). These models outlined help show the importance of cultural self-awareness, empathy, and adaptability, with strategies that build cultural bridges between educator and student.
Eastern educational context
	Eastern education systems, specifically those in East Asia, such as Japan, China, and South Korea, are influenced by Confucian values (Tan, 2017). Confucian values prioritize filial piety (respect for parents and ancestors), respect for authority figures, and the collective over the individual. Huang and Gove (2015) conducted a study to look at the academic achievement of Asian students, looking at the results from the Program for International Student Assessment (PISA), which showed high academic achievement. They studied how Confucian culture affected these results and found that Confucianism played a key role in students' academic achievement through parenting styles that aligned with Confucian values. In these societies, these principles have shaped the pedagogical norms, showing the role of the teacher as an authoritative figure with learners primarily there to replicate and absorb knowledge (Biggs, 1996).
	The Eastern education structure places high importance on high-stakes examinations and academic achievement (Komatsu and Rappleye, 2018). This is evident in countries such as China, which use the Gaokao, or Nationwide Unified Examination for Admissions to General Universities and Colleges, which it is formally known as. This exam, taken at the end of the year, dictates acceptance into university and is described as being four times as long as the United States SATs (Cheng and Hamid, 2025).
 Additionally, South Korea takes the same route with the Suneung, formally known as the College Scholastic Ability Test, which, like the Gaokao test, results are used to level against entry to university (Choi and Chun, 2022). The test comprised six different areas: English, mathematics, Korean history, Korean language, social studies, and science, with the foreign languages added, which comprised nine different languages (Chon, 2014).
 This meant that schools often took a teacher-centred approach with emphasis put on exams leading to more rote memorization and repetition over creativity and critical thinking (Tan, 2017). The use of this system has produced significant academic outcomes, as shown in the international benchmark results in PISA. Critics infer that this way of learning puts learners under greater amounts of pressure and diminishes their individuality (Zhao, 2009).
Moreover, collectivist cultural norms have a significant effect on classroom dynamics, with learners expected to conform and comply with the rules of the classroom to avoid disrupting the unity in the group (Kaur and Noman, 2015). The effects of this mean that students are less likely to have the opportunity for class discussions and to ask questions to the teacher, as this goes against collectivist culture, but is something that is encouraged in Western education settings and could be seen as disrespectful in eastern education settings (Jin and Cortazzi, 2006). When putting Eastern culture students into Western culture schools, the students' silence during lessons could be misconstrued as disengagement rather than a cultural norm.
Parents play a significant role in various aspects of Eastern educational environments, actively engaging through supplemental tutoring and moral guidance. It is observed that the strong beliefs held by parents contribute to academic success. According to Kim (2019), a meta-analysis investigated the relationship between parental involvement and academic achievement, uncovering a noteworthy positive correlation. This finding stands in contrast to other studies of a similar nature that predominantly focused on Western educational contexts, such as those in the United States, for example (Wilder, 2014).
Respect for Eastern traditions and social hierarchy has been stated as a limit to curricular innovation (Chen, 1999). However, due to shifts in policy, countries such as South Korea and Japan have taken to adopting creativity and emotional intelligence, combining both Eastern and Western pedagogical methods (Lee and Kim, 2016). 
Western educational context
	Western education systems contrast with Eastern education systems, particularly in countries of Western Europe and North America (Grigorenko, 2013). These education systems and pedagogical practices are deeply rooted in cultural values of individualism, egalitarianism, and low power distance (Hofstede, 2001). This results in westernised classrooms prioritizing critical thinking, student agency, and dialogic learning over rote memorization and strict classroom authority.
	The staple of Western pedagogy is its learner-centred approach, Bremner et al. (2022), which posits that the learner is positioned at the forefront of the learning process. This approach is in contrast to the traditional teacher-centred approach that is linked with Eastern education systems (Schweisfurth, 2013). The learner-centred approach encourages students to construct their own understanding of learning and knowledge through discussion, active participation, and inquiry-based learning (Bruner, 1961). In this form of learning, teachers are seen more as facilitators rather than authoritative figures, to guide students through exploration rather than deliver knowledge unilaterally.
	The instructional style of the learner-centered approach aligns with the characteristics of low power distance prevalent in Western societies (Shah, 2020). This approach emphasizes the importance of fostering positive relationships between educators and learners, thereby facilitating an environment where learners are encouraged to question, engage in debates, and challenge educators to enhance their own engagement and intellectual maturity (Brookfield, 2012). 
	It is important to note that Western education systems tend to favour more formative assessment and experiential learning in place of high-stakes summative evaluations (Poole, 2016). This takes the form of group projects, presentations, and reflective writing to gather deeper understanding and a practical application of knowledge (Wald, 2011). This approach aids diverse learning styles and promotes metacognitive skills, developing students into self-regulated learners (Zimmerman, 2002).
	  The individualistic nature of Western cultures has a great influence on curricular and extracurricular programs (Joseph, 2011). Learners are encouraged to pursue their interests, talents, and career goals, with interdisciplinary learning options and flexible course selection (Johnson, 2015). 
	Parental involvement, as shown in the Eastern educational setting, has a positive effect on academic achievement (Fan and Chen, 2001). In the Western context, in countries such as the United Kingdom, the United States, and Australia, students' education is seen as a shared responsibility between families and schools (Ravn, 2005). Jeynes (2005) found that small amounts of involvement, such as having high expectations and discussions at home about school, can have a greater effect than helping with homework, playing into the idea that less is more.
	The culture of parents in Western education promotes self-expression, autonomy, and personal fulfilment, which makes parental involvement less controlling and more about guiding learners to make their own educational choices (Laurea, 2003). Although parents in this context value academic success, it is typically balanced with well-being and holistic development (Mukami et al, 2024). Although expectations are high from parents of Western countries, they are less likely to compare academic failure to family dishonour, and instead encourage exploration and resilience (Grolnick and Slowiaczek, 1994).
	Classroom communication styles in the West often prioritise directness, clarity, and open expression of ideas, in contrast to the high-context, indirect communication styles in many Eastern education settings (Al-Issa, 2005). The education settings in the West have also been influenced by progressive and constructivist theories, including those of John Dewey, who pushed for experiential and democratic education that prepares learners for participatory citizenship (Dewey, 1938), his philosophical underpinnings continue to inform pedagogical practices that emphasize collaborative learning, real-world problem solving, and social emotional development (Hickman et al 2020).
	However, Western pedagogical systems are not exempt from criticism; the emphasis on individualism and self-direction may, in certain respects, exclude students who find a more structured or collectivist environment to be more beneficial (Schwarts, 1990). Furthermore, the pursuit of flexibility and innovation within the classroom may lead to a deficiency in coherence and academic rigor (Reynolds and Bennett, 2010). In reflection, Western education systems are dedicated to promoting learners' autonomy, fostering democratic classroom relationships, and facilitating interactive learning. These pedagogical models serve as representations of foundational cultural values and are indicative of the increasingly dynamic nature of global education and the complexities of multicultural realities. 	
Challenges in multicultural classrooms 
	As globalization continues to expand worldwide, classrooms are increasingly becoming multicultural, resulting in a necessity for educators to modify their teaching styles to accommodate the diverse cultures of their students (Zajda and Majhanovich, 2024). The adaptation of teaching methodologies to consider the various cultures present in the classroom entails not only cognitive comprehension but also affective competencies such as cultural humility, openness, and empathy (Gay, 2010).
	Cultural mismatches within the classroom can manifest through misinterpretations of behaviors, varying expectations regarding classroom engagement, and differing attitudes towards collaboration and authority (Joshi et al., 2020). For instance, when an educator is solely familiar with open expression and debate, they may erroneously interpret silence from students with an Eastern educational background as disengagement rather than as a demonstration of respect for the authoritative figure (Watkins and Biggs, 2001). Consequently, educators must cultivate a deeper and more consistent understanding of how culture impacts and influences learners' engagement and behavior (Chen et al, 2009).
	Moreover, the necessity for educators to adapt to multicultural classrooms necessitates a transformation in mindset away from traditional pedagogical practices, engaging cultural differences as a significant resource (Banks, 2006). Educators who embrace multicultural ideologies within their classroom environments are more inclined to utilize the diverse perspectives inherent in various cultures (Schachner, 2019). Nonetheless, this demands that educators devise curriculum content, assessments, and instructional strategies that account for the distinct cultural narratives (Sleeter, 2011). 
	Professional development plays a significant role in effectively preparing educators to adapt their teaching styles to accommodate the increasing cultural complexity (Szelei et al., 2020). Training that emphasizes intercultural communication, reflective practice, and critical pedagogy provides educators with the opportunity to examine their own cultural assumptions and biases (Mensah, 2009). For instance, workshops on bias recognition and equity literacy can assist educators in understanding unconscious patterns regarding the assignment of academic opportunities, classroom behavior, and the evaluation of students' work (Sensoy and DiAngelo, 2017).
	In order for teachers to be permitted to cultivate multicultural awareness within the classroom, it is essential that educational policy and school leadership endorse frameworks that prioritize multicultural competence (Darling and Hammond, 2010). To achieve this objective, it must also be reflected in inclusive hiring practices, the incorporation of multicultural education into teaching certification programs, and in school cultures that exemplify equity, inclusion, and diversity (Banks, 2015). Moreover, collaboration among school environments, students, families, and stakeholders is crucial for establishing educational settings that are in harmony with diversity in multicultural classrooms (Dover and Rodrigues-Valls, 2018).  
Cultural differences in learning styles
Understanding and appreciating cultural variability in learning styles is rudimentary to effective teaching in diverse classrooms, however, learning styles are not universal but are often influenced by values, educational expectations, and cultural norms (Reynolds, 2007). As an example, students from Western cultures may prefer discussion-based and interactive learning that improves critical thinking, autonomy, and experiential engagement (Des Jarlais, 2008). In contrast, East Asian cultures may prefer more structured learning environments with clear expectations, instructions, reflective thinking, and rote learning, which is aligned with Confucian values of discipline and respect for authoritative figures (Watkins and Biggs, 2001).
	Educators must identify these cultural differences by applying flexible instructional strategies that cover diverse preferences (Janakiraman and Watson, 2019). For example, integrating both independent research projects and group discussion allows learners to participate in ways that align with their cultural background, while encouraging cross-cultural skill development (Joy and Kolb, 2009). Moreover, culturally influenced communication styles, such as high-context versus low-context interactions (Hall, 1976), who states that can affect how learners engage with learning tasks and how they respond to feedback (Gudykunst and Ting-Toomey, 1988).
	Misalignment between the teaching methods applied and the learning preferences could result in anxiety, student disengagement, or underperformance if it is not addressed (Zang and Sternberg, 2006). It is therefore important that educators make use of culturally responsive diagnostic tools, which could take the form of self-reports or observations, this will identify learners' needs to appropriately tailor teaching methods, this may involve the use of culturally relevant examples, differentiated instruction, and culturally inclusive assessment that address the multi ways of learning (Banks and Banks, 2019).
	Furthermore, it is imperative to examine the cultural variability in cognitive styles, specifically how holistic and analytic thinking influence curriculum design and the development of classroom activities (Nesbitt et al., 2001). Educators who acknowledge the diverse approaches to problem-solving employed by learners, encompassing both contextual and analytical methods, will enhance their understanding and efficacy in supporting cognitive diversity by implementing a balanced instructional model that integrates both approaches (Sternberg, 2004).
	Embracing cultural variability in learning styles can improve academic achievement and create a more inclusive, intellectually rich, and empathetic environment. Recognising the importance of culturally variable learning styles will prepare learners to navigate complex global contexts.
Culturally responsive pedagogy
	Culturally responsive pedagogy (CRP) denotes instructional practices that recognize cultural backgrounds as a beneficial enrichment that should be integrated into the learning environment (Lawson et al., 2024). CRP serves as a guiding framework for educators working within multicultural classrooms, fostering inclusivity, engagement, and academic equity by tailoring instruction to the lived experiences, values, and traditions of learners from diverse cultural backgrounds (Bottiani et al., 2018).
	To implement Culturally Responsive Pedagogy (CRP) effectively, educators must initially cultivate cultural competencies and possess an awareness of their own cultural values, biases, and assumptions, in addition to understanding the cultural contexts of their learners (Villegas and Lucas, 2002). Furthermore, to enhance the effectiveness of CRP within the classroom, it is essential for educators to engage in reflective practices, glean insights from students and their families, and develop an inclusive curriculum that transcends mere representation of diversity (Banks, 2016).
	In reality, CRP entails adapting teaching strategies that play into learners’ cultural learning styles and linguistic backgrounds (Delpit, 1995). For example, call-and-response, storytelling, and oral traditions are at the forefront of many indigenous and African cultures, making for powerful instructional tools (Paris and Alim, 2017). This is similar to learners within individualist backgrounds who resonate with inquiry-based and self-directed learning, while collectivist cultures may resonate more with peer collaboration and collective projects (Hofstede et al., 2010).
	Another essential aspect of CRP is curriculum reform, educators would benefit from integrating multiple perspectives into subject content, highlighting contributions from diverse cultural groups (Nieto, 2010). For CRP to be effective, school leadership needs to be open to its implementation into policy, which encourages diversity in staffing, provides resources for multicultural communication skills, culturally relevant assessment, and unbiased education (Howard, 2010). CRP is also not limited to the content that is provided during lessons or pedagogy itself (Gay, 2013). It gives the opportunity to build meaningful relationships with students by showing respect for cultural identities and gaining trust through open communication and empathy to create a safe learning environment for multicultural students to achieve academic success (Hammond, 2015).
Barriers in language and communication
	Language and communication are key aspects of education, but can be significant barriers to overcome in culturally diverse classrooms (Moloney and Saltmarsh, 2016). Learners from different linguistic backgrounds have difficulty navigating the language of instructions, expressing their ideas effectively, and participating in classroom discussions (Gibbons, 2002). The barriers outlined hinder academic achievement but can also contribute to lower self-esteem, feelings of alienation, and reduced classroom engagement (Kramsch, 1998).
	It is imperative for educators to acknowledge the profound connection between culture and language. Consequently, communication styles—such as the employment of silence, degrees of directness, and the conventions surrounding turn-taking in question answering—may differ significantly across various cultures, potentially resulting in misinterpretation (Scollon and Scollon, 2001). To effectively address these challenges, it is essential for educators to implement strategies that promote multilingualism and facilitate the development of academic language (Stille, 2015). These strategies may encompass the utilization of visual aids, simplified language, gestures, and peer translation, which can enhance comprehension. Furthermore, allowing students to employ their first language during learning activities can bolster cognitive development while preserving cultural identity (Garcia and Wei, 2014).
	Classroom dialogue must also be inclusive. Educators can promote participation by allowing sufficient time for learners to respond, employing open-ended questions, and affirming diverse methods of knowledge expression and communication (Alexander, 2008). Furthermore, institutional support for bilingual education is crucial; this may include translation services for families and language assistance programs. Integrating such initiatives into standard school practices can enhance both social cohesion and academic performance (Garcia, 2009). It is important, therefore, to overcome communication and language barriers. There needs to be a comprehensive approach that brings together supportive school policies, commitment to equity, and culturally informed pedagogy, which will translate into a more effective learning environment for all learners. 
Bias and stereotyping
	Stereotyping and implicit bias are prevalent issues that can influence teacher expectations, class dynamics, and student performance (Godsil and Tropp, 2014). Implicit biases allude to unconscious attitudes or stereotypes that affect actions, understanding, and decisions at an unconscious level (Smith and Hung, 2008). These biases, although at an unconscious level and unintentional, can shape how educators perceive learners from different cultural backgrounds, which can lead to influencing decisions about grading, classroom management, and discipline (Glock and Krolak-Schwerdt, 2014).
	This is shown in the way educators may unconsciously associate certain ethnic groups with low academic achievement or behavioural issues, which then leads to low expectations or increased scrutiny (Tenenbaum and Ruck, 2007). Stereotype threat is a term put forward by social psychologists, Steele and Aronson (1995), who state it as a situation whereby a person's group gets negatively stereotyped, and the person is concerned about being treated negatively or judged based on this stereotype (Spencer et al., 2016). This can result in lower academic achievement and decreased self-esteem.
	Institutional accountability is critical, education establishments must to alleviate bias and stereotyping, collect and analyse data on academic achievement, resource allocation by race, ethnicity, and language background to look for patterns of inequality (Gregory et al., 2010). Evidence-based interventions can then be put in place that will alleviate the effects of bias and stereotyping, creating fairness in educational outcomes.
Cross-cultural pedagogy in practice	
Waldorf education
	Waldorf education was founded by Rudolf Steiner in 1919, it emphasised holistic development through creativity, experiential learning, and imagination. China created its first Waldorf school in 2004, but it has since grown to over 200 schools (Ikegami et al., 2024). The Waldorf methodology in China focuses on the ‘Head, Heart, and Hands’ of learners, combining nature, arts, and practical skills, with the schools favoring student-created materials of textbooks and assessments that are based on portfolios and teacher observations in place of high-stakes standardized tests (Rawson, 2024).
	However, Waldorf education in China has faced many challenges, the Chinese government has made tighter regulations on private and international education, which come in the form of the Private Education Promotion Law (Lui, 2023) and the Patriotic Education Law (Li, 2024). These laws have imposed restrictions on foreign curricula being added to China's curricula instead favouring nationalistic content, these shifts have led to closures of Waldorf schools with a decline in enrolment in other schools (Li, 2024).
	Despite the obstacles that the Waldorf schools face, there are great efforts to sustain the schools, such as Spring Valley College in Beijing, which still trains Waldorf educators (Mrozinski, 2025). Although the future of Waldorf education in China remains uncertain due to the new laws put in place, its child-centred approach, developmentally appropriate pedagogy still attract parents wishing to give their children a different educational experience that is outside the cultural norms.
International Baccalaureate (IB)
	This is another example of the push to a more culturally diverse classroom, the IB is a globally recognised educational framework that was designed to cultivate intercultural understanding and global citizenship through cross-cultural pedagogy (Dickson et al., 2018). It has four programs that stem from it, the Primary Years Program (PYP), Middle Years Program (MYP), Diploma Programme (DP), and Career-related Programme. These programmes emphasize inquiry-based learning, concept-based teaching, and multilingualism, allowing learners to engage with complex global issues and diverse perspectives (Jaafar et al., 2023).
	A big part of the IB is the development of concept-based teaching and learning, which is stated as enhancing cross-cultural competencies by focusing on broad, transferable ideas over isolated facts (Ching et al., 2024). This supports learners in developing connections across disciplines and cultural settings, which encourages adaptive and critical thinking skills. empirical studies that have been conducted support the effectiveness of IB cross-cultural pedagogy (Lee and Mo, 2023). Schools that follow the IB framework have been shown to promote adaptability, openness, and deeper intercultural understanding; however challenges remain, including inconsistent teacher training and the risk of superficial multiculturalism or stereotyping (Hayden and Thompson, 2024).
	School leadership is a pivotal role in promoting cultural competence and international mindedness. There needs to be effective leadership in place to integrate multicultural content into the curriculum, Moore (2024), also to encourage cultural exchange programs, and provide staff with effective professional development that is focused on inclusive pedagogy. The IB, with its holistic focus on international-mindedness, concept-based learning, and multilingual education, effectively supports cross-cultural pedagogy, but in order for it to be implemented effectively, continued research and leadership need to be put in place. 
	This study has explored the multiple ways in which culture influences learning behaviors and teaching practices through the lens of Eastern and Western educational systems. Taking a theoretical grounding in cross-cultural psychology and sociocultural theory (Hofstede, 2001; Vygotsky, 1978) as well as insights into multicultural education cases in the UK and China, this paper has identified the complexity between cultural values and classroom dynamics.
	This study identifies the importance of culturally responsive pedagogy as a way of bridging gaps in diverse learners' needs (Gay, 2010). It is important now for educators to develop cultural competence to alleviate bias and communication challenges, but taking into consideration the need for an inclusive and dynamic learning environment (Nieto, 2010). Institutional support, curriculum flexibility, and professional development are prudent to sustaining these practices.
	In a world that is becoming more globalised, educational settings need to evolve to reflect cultural diversity. By adapting to the needs of a culturally diverse classroom, educators can not only improve pedagogical effectiveness but can also improve empathy, adaptability, and global citizenship among learners (Banks and Banks, 2019). This study is a reminder that there needs to be a uniform agreement from the bottom to the top of education.
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