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[bookmark: _Toc235800162]Abstract
The aim of this qualitative case study was to examine the negotiation and transformation of metacognitive learning strategies of female postgraduate students from different countries, language and education backgrounds in a multicultural Master of Arts in Education program in an international liberal arts university for women in Chattogram, Bangladesh. The study was based on an interpretivist paradigm and social constructivist lens to investigate how learners' planning, monitoring, and evaluating processes change as they move from teacher-centered and examination-oriented schooling traditions to a graduate pedagogy that focuses on discussion. Qualitative data were collected and manually reflexively themed from multi-cohort samples of individual semi-structured interviews (N = 13), participant-driven photovoice submissions, and a focus group discussion. The results yielded three main themes: (1) Tactical Scaffolding and Environment Engineering in Response to Pedagogical Shock, in which participants materialized planning through physical workspaces and used generative artificial intelligence (AI) as a real-time cognitive and linguistic scaffold to address the text anxiety; (2) From Monolithic Truth to Epistemological Pluralism through Peer-Mediated Disagreement, in which sustained intercultural peer dialogue moved participants away from authority-dependent models towards contextual, pluralistic knowledge construction; and (3) Affective Self-Regulation and the Re-Anchoring of Education as a Civic Resilience Strategy, in which self-regulation extended beyond cognitive loops to include well-being practices, identity reconstruction, and a civic reorientation towards community empowerment. The study overall questions individualistic, purely cognitive Western models of metacognitive regulation by showing that metacognitive regulation in multicultural higher education is a socially distributed, culturally situated, affectively mediated and technologically supported practice. The findings have significant implications for the theoretical and pedagogical aspects of supporting international students, the ethical use of AI, and culturally sustaining education in the Global South for the graduate level.
Keywords: metacognition, self-regulated learning, multicultural higher education, qualitative case study, generative artificial intelligence, culturally sustaining pedagogy, epistemological development, affective self-regulation. 
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[bookmark: _6zr8eloagxyf][bookmark: _Toc235800164]1.1 Background of the Study
Global student mobility and digital integration and international academic collaboration have transformed the landscape of higher education. Today's universities are more of a place where people from different national, linguistic and educational background systems come together. In the context of these multicultural spaces, graduate-level education requires intellectual independence, critical literacy and ongoing engagement with dense materials. These expectations are challenging for postgraduate students who have had their basic schooling based on teacher-centered traditions and passive rote memorization or high-stakes exam.
In order to fill this transitional gap, learners need to actively adjust their metacognitive learning strategies, namely planning, monitoring and evaluating their thinking process (Flavell, 1979). In classical educational psychological research, metacognition is viewed as a separate, internal cognitive loop (Schraw & Dennison, 1994), but in today's multicultural classrooms this individualistic bias is questioned. Students do not regulate themselves individually in various contexts. Rather, their cognitive monitoring is socially distributed, affectively supported and structurally enabled by new digital tools such as generative artificial intelligence (AI) tools (Akinrinola et al., 2025).
This phenomenon is very visible in the study site which is an international liberal arts university for women located in Chattogram, Bangladesh. The institution connects female academics in Asia and the Global South, including Bangladesh, Afghanistan, Myanmar, Timor-Leste and refugee communities in the region. Many of these students have experienced a change in their education systems, geopolitical instability, language changes or gender barriers in the institutions they have attended. In the Master of Arts in Education program, they experience a pedagogy that is student-centered, discussion-based, and requires careful collaborative dialogue. This qualitative case study examines the way in which multicultural social interaction, technological mediation and cultural identity reconfigure traditional notions of metacognitive self-regulation, by focusing on this unique group.
[bookmark: _7igbop6sidwc][bookmark: _Toc235800165]1.2 Statement of the Problem
Although metacognitive strategies are known to be predictive of higher education achievement (Zimmerman, 2002), there are many conceptual gaps in the literature. First, basic SRL (Self-Regulated Learning) models are mainly influenced by western and individualistic perspectives, and the cognitive tracking process is an internal and individual process. This framework fails to take into account the socially-distributed, relational and collaborative ways of learning that are common in non-Western and collectivist societies.
Secondly, empirical studies about international student adaptation are based on general international quantitative inventories. Such data do not capture the flexible and real-time adaptations that students make when they are in multicultural contexts and especially when they are learning in institutions within the Global South, rather than going to the Global North. In addition, there is a gap in the qualitative analysis of female postgraduate cohorts that have survived political conflict, displacement or structural isolation.
Finally, the rapid expansion of generative AI platforms (such as ChatGPT, NotebookLM and Perplexity) has outpaced educational theory. The extent to which multilingual learners use these technologies as real-time cognitive and linguistic scaffolds to combat academic text anxiety is not well known. This study aims to fill these intersections of gaps with a contextually based qualitative study of the lived learning pathways of MA in Education students at this international women's university. 
[bookmark: _yo7ia7qaifjq][bookmark: _Toc235800166]1.3 Purpose of the Study
This qualitative case study aimed to investigate the process of negotiation and transformation of learner's metacognitive learning strategies in the multicultural MA in Education class of an international liberal arts university for female students in Chattogram, Bangladesh.
In particular, the study sought to gain insight into how these postgraduate students plan, monitor and evaluate their understanding as they adapt to student-centered and discussion-based pedagogy. The study explored the impact of previous schooling experiences and cultural identities on the ongoing study process, the shifting nature of the certainty of knowledge due to intercultural friction between peers, and the role of new AI technologies as adaptive cognitive scaffolds.
The study aims at reconstructing classical models of metacognition into a holistic framework that integrates cognitive, social, affective and technological dimensions by collecting multi-perspective qualitative data. 
[bookmark: _w0ranm9zpyvf][bookmark: _Toc235800167]1.4 Research Questions
This study was guided by the following primary research question:
How do female postgraduate students negotiate and transform their metacognitive learning strategies within a multicultural graduate education classroom?
To address this comprehensive inquiry, the study explored four specific sub-questions:
1. What specific metacognitive strategies (planning, monitoring and evaluating) do the MA in Education students employ to manage their graduate workloads?
2. How do participants describe the influence of their prior educational traditions and cultural backgrounds on their current self-regulatory practices?
3. How does continuous interaction within a multicultural peer environment shape or transform students’ epistemological approaches to learning over time?
4. How do students’ culturally grounded, holistic conceptions of learning align with or extend dominant Western models of metacognition?
[bookmark: _axinyqjrosr3][bookmark: _Toc235800168]1.5 Significance of the Study
The research makes significant contributions in theoretical, pedagogical and methodological aspects. It is theoretically significant because it demonstrates that planning, monitoring and evaluation can be shared among material spaces, peer groups and cultural tools, thus de-centering individualistic conceptions of self-regulation typical of western models. It integrates cognitive metacognition theory (Flavell, 1979), Vygotsky's sociocultural theory (Vygotsky, 1978), and culturally responsive pedagogies (Gay, 2018).
In practical terms, the results provide a blueprint for university administrators and graduate faculty members around the world. It identifies ways to design structurally supportive orientation paths, reduce language performance anxiety, and ethically use generative AI as a language-translation scaffold and not as an institutional threat. It clearly outlines how emotional care, spiritual practices, and cultural memory are direct precursors to cognitive endurance for institutions operating in conflict zones in the Global South.
In methodological terms, the study emphasizes the importance of multimodal qualitative inquiry. The research uses individual semi-structured interviews, focus groups and participant-driven photovoice submissions to reveal private, embedded spatial adjustments and material study environments, which are otherwise difficult to access via verbal interviews alone. 
[bookmark: _ze700zxtwmi2][bookmark: _Toc235800169]1.6 Scope and Delimitations
The study was conducted with students of the Master of Arts in Education program at an international liberal arts university for women in Chattogram, Bangladesh in 2025-2026.
There were several obvious delimitations to the scope:
· The research was purely qualitative and concerned with the internal interpretation of the students, their own description of what they are doing, and their own description of what they are seeing, and not with the objective calculation of grade point averages (GPAs) or with the effectiveness of explicit teaching interventions.
· The sample was restricted to first and second year postgraduate students in the field of education. Did not follow undergraduate paths or other career areas.
· The text analyses the functional use of generative artificial intelligence, but not to test software performance or technological optimization, but to analyze modifications in human strategy.
· Data was collected cross-sectionally in a specified multi-month period and change over time was interpreted based on previous student reflections instead of a multi-year longitudinal tracking model. 
[bookmark: _d2r9v96phvw][bookmark: _Toc235800170]1.7 Definition of Key Terms
Metacognitive Learning Strategies: Students' deliberate and purposeful studying strategies, such as goal setting, task prioritization, comprehension of text, tracking context, and adjusting strategy.
Multicultural Graduate Classroom: An advanced, seminar-driven higher education setting where students having distinct national origins, native languages and prior schooling traditions collectively co-construct knowledge.
AI-Assisted Learning: The intentional deployment of generative artificial intelligence applications (e.g., ChatGPT, NotebookLM, Perplexity) as personalized scaffolds for text simplification, concept contextualization and vocabulary translation.
Culturally Grounded Learning: The ways in which academic theory is filtered, interpreted and applied through the lived experience, cultural values, language and community responsibilities of the individual. 
[bookmark: _47i3jg512rbt][bookmark: _Toc235800171]1.8 Organization of the Thesis
This thesis consists of six chapters. The study framework, problem focus, research questions, and scope boundary are introduced in Chapter 1. The theoretical underpinning is developed in Chapter 2 through a review of literature in the fields of metacognition, sociocultural tools, epistemological belief structures and culturally sustaining frameworks. Chapter 3 provides an explanation of the qualitative methodology, the interpretive paradigm, the single case design and data triangulation procedure. The reflexive thematic analysis and qualitative findings are presented in Chapter 4. The generated themes are discussed in Chapter 5 in relation to the international literature and institutional implications, limitations and future research directions are noted. Chapter 6 provides a summary of the baseline insights, answers the key research questions and presents final conclusions. 
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[bookmark: _tlzdfzvxwtyn][bookmark: _Toc235800173]2.1 Introduction
Metacognitive learning strategies, consisting of the capacity to plan, monitor and evaluate one's thought processes, are critical to academic success in higher education (Brown, 1987; Flavell, 1979). In early educational research, metacognition was portrayed as an individual and internal cognitive ability, but current research shows that self-regulation is situated in social, cultural and institutional contexts (Al-Nofaie, 2022; Brycz et al., 2015; Hen et al., 2024). This contextual dependency is particularly evident in internationalized graduate classrooms where students face new pedagogical approaches, different language expectations and differing norms of academic discourse (García et al., 2021; Vygotsky, 1978).
In addition, postgraduate transitions overlap with changing epistemological beliefs and disciplinary traditions, where students are expected to work in an autonomous and critical way (Hofer & Pintrich, 1997; Perry, 1999). Culturally responsive, relevant, and sustaining pedagogical approaches emphasize that classroom contexts that affirm students' cultural identities and past school experiences can greatly facilitate metacognitive adaptation (Gay, 2010; Ladson-Billings, 1995; Paris, 2012).
This growing conceptual awareness is accompanied by a great need. Existing literature tends to be either on tracking of cognitive strategies in isolation, or on large-scale comparative inventories across countries (Brycz et al., 2015; Fleming et al., 2018). Few qualitative studies follow the process of negotiation and reconstruction of metacognitive strategies of students from historically marginalized or conflict affected areas in shared multicultural graduate spaces. This literature review combines cognitive metacognition theory, sociocultural perspectives, epistemological development models and culturally responsive pedagogy to provide the conceptual framework for this study.
[bookmark: _7b8qrmkufs7x][bookmark: _Toc235800174]2.2 Culture and Metacognition
Metacognition is made up of two structural aspects: knowledge about cognition (awareness of one's own cognition, task requirements and strategies) and regulation of cognition (active implementation of planning, comprehension monitoring and performance assessment) (Brown, 1987; Flavell, 1979). These processes are important in higher education contexts where students are involved in complex and non-routine academic work (Ohtani & Hisasaka, 2018). While the underlying cognitive models were implicit in the notion of self-regulation as universal, recent studies indicate that the "metacognitive self," or the systemic ways in which a learner reflects and carries out a strategy, are shaped by previous educational experiences and cultural conventions (Al-Nofaie, 2022; Brycz et al., 2015; García et al., 2021). For instance, students from high-stakes, exam-oriented systems tend to have strong monitoring processes that focus on outcomes, while students from inquiry-based systems tend to have more strategic flexibility.
Importantly, dominant models of metacognition are based on western, individualistic ideas which place self-regulation as an internal, self-contained cognitive loop within the mind of the individual learner (Flavell, 1979; Schraw & Dennison, 1994). This centralized perspective is not flexible enough to understand the collaborative, socio-emotionally mediated and relationally driven learning that is typical of non-Western and collectivist societies (Joy & Kolb, 2009; Ramburuth & McCormick, 2001).
In many Asian and collectivist educational settings, cognitive self-monitoring is not an individual effort in the pursuit of self-advancement. Rather, it is a starting point for co-constitution of meaning, with self-evaluation in constant negotiation with peers and community expectations (Purdie et al., 1996). Traditional western frameworks also often leave affective experiences and cultural maintenance as external factors and not as immediate prerequisites for cognitive regulation (Efklides, 2006). Collectivist cultural norms are seen as a lack of academic autonomy when international students from such backgrounds enter competitive, westernized graduate systems, where they tend to externalize and distribute their regulation in a strategic way. The assessment of shared multicultural postgraduate spaces thus requires a theoretical extension which is able to cover these non-Western and holistic practices. 
[bookmark: _x3ycxk8l6wxz][bookmark: _Toc235800175]2.3 Sociocultural Theory of Learning
Sociocultural theory sees cognition as a socially situated process that is negotiated with others through social interaction, cultural instruments and co-constructed community experiences (Vygotsky, 1978). Social mediation is a basic assumption of this framework. Higher order cognitive functions are first developed outside the individual learner in collaborative interactions with teacher, mentor or peer, and then internalized by the individual learner. This internalization is the conversion of the dialogue that is co-constructed by the social environment into individual regulatory cognitive skills (Vygotsky, 1978).
In the field of education at the graduate level, metacognitive strategies such as planning and monitoring are not stable individual characteristics. Instead, they are internalized reactions to certain educational settings, teaching and learning practices, and peer interaction styles. Advanced academic discourse, disciplinary vocabulary and collaborative tasks are institutional tools that play a crucial role in helping students make sense of information and in structuring their thinking processes (Vygotsky, 1978).
These tools are not used in isolation in multicultural contexts of higher education. Their involvement in various peer networks serves as a social arena in which they can compare learning strategies, explain unclear ideas and slowly change their metacognitive practices to fit new institutional requirements as they face these new expectations.
[bookmark: _3jrru67ftw9s][bookmark: _Toc235800176]2.4 Epistemological Beliefs and Learning Development
Epistemological beliefs are personal beliefs about knowledge and knowing that directly influence a learner's approach to self-regulation (Hofer & Pintrich, 1997). According to foundational developmental frameworks, intellectual development takes place through a dualistic, absolute perspective of knowledge to a contextual relativism (Perry, 1999). In the early stages, people tend to see knowledge as a one-way flow from authority figures such as textbooks or instructors, and as something that is fixed and certain. Learners understand that knowledge is situational and uncertain, and is created through critical enquiry, as they are exposed to a variety of viewpoints and intellectual conflict, leading to more independent and reflective ways of learning (Perry, 1999).
Epistemological beliefs exist on several dimensions such as beliefs about certainty, simplicity, source and justification of knowledge (Hofer & Pintrich, 1997). Students who perceive knowledge as very complex and changing often adopt deep metacognitive monitoring strategies, while students who perceive knowledge as fixed adopt mostly rote memorization strategies.
These beliefs are very culturally and educationally embedded. In highly hierarchical and examination-oriented systems, students tend to think of learning as the "consumption of transmitted facts" rather than an active interpretative process (Al-Nofaie, 2022; Hofer & Pintrich, 1997). As they move into discussion-based graduate environments, they are exposed to other worldviews and different academic traditions that call into question these previously held assumptions. This exposure leads to a reassessment of the ways knowledge is legitimated, thus influencing their epistemological beliefs and self-regulated study behaviors (Al-Nofaie, 2022; Tuononen et al., 2017). 
[bookmark: _x7xie7okwkr4][bookmark: _Toc235800177] 2.5 Culturally Responsive Pedagogy
Culturally responsive, relevant and sustaining pedagogies illustrate that culture plays a central role in the way that students perceive knowledge, interact in classrooms and develop self-regulatory strategies (Gay, 2010; Ladson-Billings, 1995; Paris, 2012). In this view, culturally responsive teaching is the deliberate incorporation of students' cultural backgrounds and experiences and varied ways of communicating into learning to enhance the learning and teaching experience (Gay, 2010). This approach sees cultural and linguistic differences as assets and tools that can be used to achieve academic success instead of a problem to be addressed.
To maintain these multiple cultural identities, educational environments must support multiple modes of knowing, speaking and participating (Paris, 2012). Students become more academically confident and question their own assumptions when instructional settings promote inclusive classroom conversation, use local examples and embrace multiple perspectives (Al-Nofaie, 2022; Gay, 2010; Hen et al., 2024).
In addition, effective teaching in diverse classrooms supports students' academic achievement, cultural competence (how one maintains identity while engaging with larger systems), and critical consciousness (how one questions dominant notions of authority) (Ladson-Billings, 1995). Graduate students from various cultures may experience a lot of friction when they encounter pedagogical expectations that they don't know. Culturally responsive spaces help to close this gap because they create safe spaces for knowledge construction through collaboration and dialogue.
[bookmark: _wldgi1agf7y0][bookmark: _Toc235800178]2.6 Metacognition in Cross-Cultural Higher Education
In the context of internationalization in higher education, there has been a growing interest in the role of metacognitive awareness in supporting students when they face complex academic transitions (Al-Nofaie, 2022; García et al., 2021; Hen et al., 2024). High metacognitive awareness is consistently related to a student's ability to choose effective study strategies, to notice when they are not understanding and to do deep critical analysis (Schraw & Dennison, 1994; Tuononen et al., 2017). But the cross-cultural empirical research indicates that there is no single cognitive foundation level, self-perceptions of the "metacognitive self", evaluation efficiency and learning self-regulation are quite different in various countries and educational systems (Brycz et al., 2015; Fleming et al., 2018; Hen et al., 2024).
The differences illustrate how a student's previous school system and the expectations of the new school system he or she enters into are co-constructed in relation to strategic learning behaviors. These transitions are not only complicated by general national background trends but also by the requirements of the graduate level for systemic intellectual independence (Hofer & Pintrich, 1997; Perry, 1999) and by the disciplinary practices of each field which determine the ways of knowledge validation and communication (Hofer & Pintrich, 1997).
In shared multicultural classrooms, students are constantly interacting with different peer groups and different teachers, which means that they must constantly deal with the challenge of comprehending complex academic language and norms for interacting in the classroom. Thus, metacognitive awareness functions as a necessary instrument that can help internationalized learners constantly monitor, adjust and modify their learning strategies when the contexts keep changing (Al-Nofaie, 2022; García et al., 2021; Vygotsky, 1978). 
[bookmark: _rhoy06oihua]

[bookmark: _Toc235800179]2.7 Research Gap
The literature gathered shows that metacognition is a crucial factor in the ability of higher education students to self-regulate, monitor understanding and adjust to demanding tasks (Flavell, 1979; Schraw & Dennison, 1994). This foundational knowledge has been complemented by sociocultural, epistemological and culturally responsive studies that have revealed the strong influence of social interactions, belief structures and cultural identities on cognitive self-regulation (Brycz et al., 2015; Fleming et al., 2018; Vygotsky, 1978).
But there's a big hole in the middle. Most cross-cultural studies either examine the use of a single cognitive strategy or make general and far-reaching comparisons between different countries (Brycz et al., 2015; Fleming et al., 2018). Little research has been conducted that explores how students from different national, linguistic and educational background traditions actively negotiate and reconstruct their metacognitive strategies when learning together in the same shared multicultural classroom space.
This is an empirical gap that is found in the case of internationalized institutions in the Global South providing services to female postgraduate scholars from historically marginalized, refugee and/or conflict affected regions. This study directly responds to this gap by capturing in real time, the reflections and lived experiences of students in an international, multicultural MA in Education program, in a qualitative fashion. 
[bookmark: _8frxhf4l6ot8][bookmark: _Toc235800180]2.8 Conceptual Framework
This study adopts an integrated conceptual framework that integrates the cognitive, sociocultural, epistemological and pedagogical aspects of learning to explore how postgraduate scholars negotiate their learning processes in a diverse academic context.
Cognitive Dimension: Flavell's (1979) metacognition theory gives the basic terms for the explicit awareness of thinking that students show in the three fundamental processes of planning, monitoring comprehension and evaluating task outcomes.
Sociocultural Dimension: Vygotsky's (1978) sociocultural framework is used as a lens to investigate how these strategies are socially mediated and shared during peer interaction, academic discussions, and cultural and technological resources like generative AI platforms.
Epistemological Dimension: Perry (1999) and Hofer and Pintrich (1997) have provided frameworks for mapping the intellectual development of students in terms of how their assumptions change from authority-based, univocal conceptions of truth to contextual, pluralistic conceptions of knowledge as a result of their experiences with multiple perspectives.
Pedagogical Dimension: Culturally responsive and sustaining pedagogical frameworks of Gay (2010), Ladson-Billings (1995) and Paris (2012) assess how the classroom context validates, affirms and leverages students' prior experiences and cultural identities as active assets for self-regulation.
The framework combines these separate domains and considers metacognitive regulation as a dynamic, socially distributed and culturally situated practice. It directs the empirical study of the way in which various graduate students constantly assess, renegotiate and rework their learning approaches in the context of an international university community. 
[bookmark: _465hqnp33h3d]
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[bookmark: _cbe8ogvnu1h2][bookmark: _Toc235800182]3.1 Introduction
This chapter describes the qualitative research methodology employed to explore the negotiation and transformation of female postgraduate students from different national and educational backgrounds of their metacognitive learning strategies in a multicultural Master of Arts in Education program. The study examines how these learners plan, monitor, evaluate and adjust their study flows in a seminar-based graduate environment, as situated practices.
This study is based on an interpretivist paradigm and a social constructivist perspective in which learning strategies are considered as socially co-constructed practices instead of universal and static cognitive traits (Creswell & Poth, 2018; Merriam & Tisdell, 2016). This inquiry is a single case study design (Yin, 2018) embedded in the data that provides a dense qualitative description of different academic cohorts and national backgrounds. Multiple qualitative strands were used to collect data, namely semi-structured interviews, photovoice submissions and a focus group discussion, thus achieving methodological triangulation. The study's paradigm, design framework, setting characteristics, participant criteria, data collection methods, analytical steps, reflexivity limits and ethical protocols are described in the following sections. 
[bookmark: _f92wdynwydok][bookmark: _Toc235800183]3.2 Research Paradigm
The study falls under the interpretivist paradigm and has a social constructivist worldview. This philosophical matrix is in line with the purpose of the study. The research does not try to measure metacognitive strategies by using universal objective inventories but to understand how each learner builds personal meaning from their experiences in an unfamiliar academic context (Crotty, 1998; Schwandt, 2014). Interpretivism acknowledges that reality is socially negotiated, and that learners develop different ways of regulating their studies as they draw on their life experiences and cultural contexts (Merriam & Tisdell, 2016).
To complement this view, social constructivism emphasizes that cognitive development is the result of social interaction, language use and collaboration in a community of practice, not in an isolated mind (Creswell & Poth, 2018; Vygotsky, 1978). Socially mediated metacognitive self-awareness is understood here as a process in which peer dialogue and institutional expectations trigger strategic adaptation.
Furthermore, this framework can be used to explore other conceptions of learning, non-Western and collectivist, which go beyond individualistic conceptions (Berger & Luckmann, 1966). The researcher's positionality is insider, as she is a part of the same academic program (Chavez, 2008). This shared status needs continuous analytical reflexivity to preserve credibility and transparently balance participant accounts with researcher interpretations (Merriam & Tisdell, 2016).
[bookmark: _opc157nzp1im][bookmark: _Toc235800184]3.3 Research Design
The research design used in this study is qualitative and a single case study with an embedded approach as suggested by Yin (2018). Case study research is appropriate for investigating social phenomena in their real-life context and is suited for studying contemporary phenomena (Yin, 2018). The bounded case is the one multicultural MA in Education program in an international university in Chattogram, Bangladesh that has a very diverse student body, providing an information-rich context.
This single case study is analyzed through an embedded case study design (Type 2) to identify any variation within the case and to trace the strategic changes at various academic levels and contexts (Yin, 2018). The units of analysis are embedded in the following:
· 1st year MA (Education) students
· Students in the second year of MA in Education
· Students with different national and educational backgrounds (e.g. Bangladeshi, Afghan, Rohingya and Timorese students).
Data triangulation is done by using three different qualitative methods: individual semi-structured interviews, photovoice submissions and focus group discussion (Creswell & Poth, 2018). The use of multiple methods ensures that the individual stories, private spatial products and group peer interactions are analyzed in a way that enables a fuller picture of the case to be drawn without attempting to make statistical generalizations. 
[bookmark: _440nsf9qqep1][bookmark: _Toc235800185]3.4 Research Site and Context
The study site is the Masters of Arts in Education at an international women-centered university in Chattogram, Bangladesh. To maintain confidentiality, the names of institutions are anonymized. The university intentionally seeks out women from across Asia and the Global South, including Bangladesh, Afghanistan, Myanmar, Timor-Leste and regional refugee communities, many of whom have undergone systemic educational transitions, linguistic shifts or political conflict.
The MA in Education program had 53 students enrolled in two cohorts (27 in the first and 26 in the second) during the data collection period. Participants came with a wide variety of educational backgrounds from government, private, international, religious and non-formal refugee education systems in Asia. Their teacher-centered and examination-oriented backgrounds are the primary influence on their foundational education, but the graduate program asks them to immediately start their student-centered and discussion-based education. This systemic change provides an ideal context for examining the negotiation and transformation of metacognitive strategies in the context of the transitions of major academic change.
[bookmark: _q6yp7axbtrjp][bookmark: _Toc235800186]3.5 Participant Selection and Sampling Strategy
In this study, the researcher employed purposive sampling in selecting the respondents who would be able to give rich, relevant and diverse information on metacognitive transformation (Merriam & Tisdell, 2016; Patton, 2015). The inclusion criteria included being an enrolled student in the MA in Education program, having first-hand experience with the multicultural learning environment, and willing to participate.
Invitations to participate in the recruitment were sent through institutional e-mail and cohort communication groups. A final sample of 13 students completed the individual interview phase and seven of these completed the photovoice activity. There were three active participants in the focus group discussion, and one student who was able to give written input to the FGD prompts for the technical problems as they arose. The interview participants’ demographic information, photovoice participant demographics and focus group participation demographics are shared in Table A1, A2 and A3 respectively in Appendix A. 
[bookmark: _kshf4j3752nu][bookmark: _Toc235800187]3.6 Data Collection Methods
The data was collected from April to May 2026 in the English language (the main language of instruction). Three data collection strands were used, which led to methodological triangulation (Creswell & Poth, 2018; Yin, 2018). 
[bookmark: _yjqs5r4nxyz]

[bookmark: _Toc235800188]3.6.1 Semi-Structured Interviews
The main data source was individual semi-structured interviews that provided rich personal descriptions of learning histories and self-regulated practices (Kvale & Brinkmann, 2015). A total of 13 students (4 first year and 9 second year) were involved. Interviews were conducted for 30-60 minutes and recorded on audio tape with the participant's permission and transcribed verbatim. 
[bookmark: _w14n21gefw32][bookmark: _Toc235800189]3.6.2 Photovoice
Photovoice was employed as a participatory visual research tool to document the private learning spaces and study artifacts that are not usually visible to researchers (Wang & Burris, 1997). Seven participants provided personal photos of their workspaces, schedules and learning tools, along with written reflections about how these artifacts reflect their self-regulation strategies and their cultural identities. Selective photovoice picture entries are present in Appendix F.
[bookmark: _rt03dqofp881][bookmark: _Toc235800190]3.6.3 Focus Group Discussion
A focus group discussion with second year students was held online to elicit collective meaning-making and peer reflections on their shared learning culture (Morgan, 1997). The discussion was 60 minutes and recorded and transcribed. One participant experienced significant technical problems during the live focus group session and provided detailed written responses to the focus group questions that were added to the data set.
[bookmark: _ivosihg2m0c]

[bookmark: _Toc235800191]3.7 Researcher Positionality
The researcher has an active role in the qualitative interpretation within an interpretivist paradigm, and she makes her positionality explicit (Creswell & Poth, 2018). The researcher's insider status is that of a second-year student in the same MA in Education program (Chavez, 2008; Dwyer & Buckle, 2009). As an insider positionality, this allowed for unprecedented and direct access to the participant pool and a deep and intuitive understanding of the program's unique academic culture, pedagogical structures, and multicultural learning dynamics, well recognized in qualitative methodology (Dwyer & Buckle, 2009). This gave the researcher privileged access and an insider's perspective on the academic culture, but also necessitated a reflexivity to ensure objective boundaries (Merriam et al., 2001).
The researcher's background is interdisciplinary, from a Bachelor of Science in Biochemistry and Molecular Biology to Education, where a personal interest in strategic learning adaptation was stimulated. Analytical memo taking, voluntary participation, and the use of clear text coding to ensure participant confidentiality were employed to mitigate possible insider biases and power dynamics (Braun & Clarke, 2022). 
[bookmark: _u55nqzoa1yvg][bookmark: _Toc235800192]3.8 Data Analysis Procedures
Manual reflexive thematic analysis was used to analyze the text (Braun & Clarke, 2006, 2022). The analysis involved five phases:
· Data Familiarization: Verbatim transcription of interviews and group transcripts by researcher and reading text reflections and making visual content notes for each image in the photovoice.
· Initial Coding: Manually coding line by line to identify actions, challenges, and self-regulatory habits in the participants' own words.
· Focused Coding: To reduce complexity and to combine descriptive phrases into codes that are conceptually oriented, initial codes are compared across the datasets.
· Category Development: Grouping similar codes together into analytical categories to look for patterns in the way participants organized their planning, monitoring and adaptation processes.
· Theme Generation and Review: Generating central themes that conceptualized the relationships between learning strategies, technology use, cultural values and identity transformations. The coded excerpts were constantly compared with original transcripts to achieve internal coherence.
[bookmark: _vlmn2l6o32gt][bookmark: _Toc235800193]3.9 Trustworthiness
Lincoln and Guba’s (1985) qualitative criteria were used to establish the research rigor:
· Credibility: Data triangulation was completed using three different methods, prolonged engagement with the transcripts was completed, and member checking was done throughout the research process (Patton, 2015).
· Transferability: Rich description of the research setting, demographic shifts, and pedagogical contexts were provided to give readers a sense of the applicability of the findings to similar settings (Creswell & Poth, 2018).
· Dependability: This was ensured by keeping a clear institutional audit trail for all recruitment steps, transcription rules, manual coding decisions and theme revision steps.
· [bookmark: _wzvxexr85e2s][bookmark: _om1j46hucew5]Confirmability: This was ensured by continuous reflexive writing to keep a record of personal assumptions and by citing all the themes in direct quotes from the participants (Lincoln & Guba, 1985). 
[bookmark: _Toc235800194]3.10 Ethical Considerations
This study was conducted with utmost ethical considerations and formal approval from the institutional Ethical Review Committee (Creswell & Poth, 2018). All participation was voluntary and informed written consent for all was obtained prior to data collection. The participants were clearly told that they could refuse to answer any question or leave the activity at any time without any repercussions on their academic performance.
To protect anonymity, all names were changed to pseudonyms and identifying institutional records or markers were removed from transcripts. Faces were not identified on visual data and the data was screened for those faces. All digital files, recordings and text arrays are kept on password protected equipment and on encrypted cloud drives and are accessible only to the primary researcher and will be deleted permanently 5 years after the study.

[bookmark: _Toc235800195]4. Findings and Analysis
[bookmark: _i14svyiv6gbl][bookmark: _Toc235800196]4.1 Introduction
The chapter outlines the qualitative results of the study that examined the negotiations and transformations of metacognitive learning strategies of postgraduate students from different national and educational backgrounds in the multicultural context of the Master of Arts in Education program at an international university for women in Chattogram, Bangladesh.
The empirical material is arranged around three major themes that emerged from the manual reflexive thematic analysis of the semi-structured interviews, focus group discussions, written focus group responses and the photovoice submissions. In line with the interpretivist paradigm and social constructivist stance of this study, the results emphasize the participants' subjective interpretations and contextual configurations of learning, rather than the universal cognitive performance indices.
Table 4.1 maps the primary themes and sub-themes to give a conceptual map for the narrative analysis.
[bookmark: _s84hkh24ot6q]

[bookmark: _Toc235800197]Table 4.1
Thematic Framework of this Study
	Primary Themes
	Sub-themes

	Theme 1: Tactical Scaffolding and Environment Engineering in Response to Pedagogical Shock
	1. Negotiating Pedagogical Shock Through Externalized Planning
2. AI-Assisted Cognitive Scaffolding as a Strategy for Academic Adaptation
3. Deep Textual Processing and Meaning-Oriented Learning
4. Language, Participation Anxiety and Strategy Adaptation

	Theme 2: From Monolithic Truth to Epistemological Pluralism through Peer-Mediated Disagreement
	1. Transition from Authority-Dependent Learning to Peer-Mediated Sense-Making
2. Emergence of Epistemological Pluralism Through Intercultural Exposure
3. Negotiating Anxiety, Participation and Cognitive Risk-Taking
4. Reconstructing Learning Identity Through Collective Knowledge Production

	Theme 3: Affective Self-Regulation and the Re-Anchoring of Education as a Civic Resilience Strategy
	1. Affective Strain and the Emotional Landscape of Graduate Learning
2. Self-Regulation Through Wellbeing Practices and Environmental Care
3. From Performance Orientation to Meaning-Making and Civic Reorientation
4. Identity Transformation and the Re-Construction of the Learner Self


[bookmark: _pb6y3abt083p][bookmark: _Toc235800198]4.2 Participant Profile
There are 53 active graduate students on two tracks of the academic year who make up the full cohort under review. The first-year cohort (n = 27) includes 15 Bangladeshi student, 8 Afghan student, 2 Rohingya student, 1 Pakistani student and 1 Vietnamese student. There are 13 Afghan, 9 Bangladeshi, 3 Rohingya and 1 Timorese student in the second-year cohort (n = 26). Overall population characteristics are shown in Table B1 in Appendix B.
A purposive sampling resulted in an active research participant pool of 13 scholars, who participated in individual interviews, focus group discussion and photovoice submission. The demographic profiles, pseudonyms and participation throughout the data triangulation method are presented in Table B2 in Appendix B. 
[bookmark: _1omvadnu1bpe][bookmark: _Toc235800199]4.3 Theme 1: Tactical Scaffolding and Environment Engineering in Response to Pedagogical Shock
This theme reflects participants' active role in making the move from the passive and exam-focused school context to the interactive and graduate context, and their customization of their physical environments and technological and linguistic scaffolds. It directly speaks to Research Sub-Questions 1 and 2: What are the uses of strategic strategy and what are the previous educational impacts? The narrative is a result of analysis of the categories of material self-regulation and technological strategy negotiation, and was triangulated between individual interviews, focus group responses and the artifacts produced in the photovoice.
[bookmark: _m8x9iv87yfp2][bookmark: _Toc235800200]4.3.1 Negotiating Pedagogical Shock Through Externalized Planning
Participants found that there was immediate structural struggle as they moved from teacher-centered undergraduate systems to the student-centered demands of the graduate program. To address this pedagogical shift, students intentionally moved their metacognitive planning from internal to physical and digital organizational tools. Maria commented on this change: "[I] note down every deadline on sticky note… schedule according to it… work based on it."
This spatial tracking enabled participants to divide up complex deadlines into concrete steps. The accounts of the focus groups confirmed that the preparation changed to proactively engaging, as Laila pointed out: "Now, I try to read more critically and come prepared with my own opinions so I can contribute."
Photovoice data revealed that planning was manifested in the physical workspace. Customization of workspace was used as a direct cognitive anchor to monitor competing demands. "You will see all the objects starting from a laptop, keyboard... my notebook, my checklist diary, my personal calendar to track deadlines.", Tasnim explained. Lailuma also utilized her wall space to handle the difficult academic time schedules: "This shows my time management when I have multi tasks and language barriers. Beside all my assignments and duties, I have to work on my language as well."
[bookmark: _kchos4w32qr1][bookmark: _Toc235800201]4.3.2 AI-Assisted Cognitive Scaffolding as a Strategy for Academic Adaptation
One of the key structural approaches was the use of generative AI tools as scaffolding to deal with complex academic texts and unfamiliar terminology. Participants used tools such as ChatGPT to address text anxiety as a scaffold to prevent academic dishonesty. “It allowed me to understand things in an easy way." Tasnim said. Anika explained a similar preparation process: "I gave the chapters, the slides and everything [to AI]." "I upload the paper to ChatGPT.", Laila said.
Instead of critical evaluation being avoided, applications of AI were used as preparatory cognitive tools, which reduced the language barrier and provided a foundation of confidence. This enabled multilingual students to take a full part in collaborative seminars. In the focus group, Tasnim said, "I used AI for clarification”.
[bookmark: _w8zdfbguquba][bookmark: _Toc235800202]4.3.3 Deep Textual Processing and Meaning-Oriented Learning
Even with the digital scaffolds, participants focused on conceptual understanding rather than just completing tasks. Interviews revealed a common desire to engage in deep text processing as opposed to past memorization behaviors. "I was searching about every sentence." Khadija said. Zarmina said: "...first I try to understand the context," and Adiba said the graduate level "...needs contextual understanding before reading”.
Photovoice materials corroborated these claims, revealing layering of study routines, with students using a combination of printed articles, digital outlines, and personal notation codes. Anika explained how she used visual outlines to go from ideas to a written paper: "The image shows a notebook page containing a bubble plan... used for organizing ideas... [It represents] creating a skeleton before writing an essay."
[bookmark: _9l7b26bycbgf][bookmark: _Toc235800203]4.3.4 Language, Participation Anxiety and Strategy Adaptation
Linguistic adjustment was a major source of strain for students from non-English-medium schools, and was evident in the participation anxiety that was seen in group sessions. Lailuma said:  "...language barrier was also there... I don't ask the question… they may judge me." Maria also commented: "...difficulty in advanced vocabularies... [I was] not confident to say whatever comes to mind."
To deal with this anxiety, students changed their monitoring habits, studying texts in depth beforehand and having discussion points written out prior to class. In the focus group session, Lailuma shared her experience of long-term adaptation, "First challenge was language barrier... educational journey was in Dari. Participation was required... [I] lost confidence, became introverted... [Now] trying to improve, language barrier decreasing, confidence returning."
[bookmark: _31lu666czrap]

[bookmark: _Toc235800204]4.4 Theme 2: From Monolithic Truth to Epistemological Pluralism through Peer-Mediated Disagreement
[bookmark: _57iun5mho9v2]This theme has shown how long-term multicultural contact transformed the participants' notions of knowledge, from the idea of knowledge as a fixed and authoritative truth to a negotiated and multi-perspectival one. It directly responds to Research Sub-Questions 3 and 4 that focus on peer interaction and culturally-based learning models. The results came out of the categories of socially distributed cognition and shared meaning-making, which were triangulated with the interview data, focus group discussions and relational photovoice artefacts. 
[bookmark: _Toc235800205]4.4.1 Transition from Authority-Dependent Learning to Peer-Mediated Sense-Making
The participants indicated that their early experiences of education were influenced by strict educational settings in which it was not encouraged to question teachers. Bushra remembered: "...supposed to obey teachers blindly… Teachers expected textbook answers. They discouraged our own experiences”. "...there was no scope for me to question the teacher… teachers used to be offended", Nusrat added.
These habits changed when the classroom became a seminar and students began to seek out their peer groups for validation of their interpretations. Maria noted, “Class discussions influence understanding… different people share ideas… friends’ explanations influence me." Yasmin said: "I learned more from classmates than professors. Discussion helps me learn… Some courses I learned mainly from classmates". That change was confirmed by Adiba: "Peers sometimes explain better than professors."
The dialogue was a collaborative effort, which helped to clarify complex institutional assignments. Lailuma explained: "Peers explain concepts… group working is not something challenging, I really enjoy that also… the discussion… is really helpful for me."
[bookmark: _9fe4y45sm1jj][bookmark: _Toc235800206]4.4.2 Emergence of Epistemological Pluralism Through Intercultural Exposure
Students' experiences with diverse regional perspectives had a significant impact on their understanding of the nature of truth. Multiple cultural interpretations challenged the concept of one right answer. “Everyone has their own opinion and everyone is right in their own opinion,” Adiba said, “It was difficult to accept at first... what I see as right can be wrong.” Malala also found her own outlook expanded: "There is not only one correct way of thinking. I learned to respect different opinions.”
Instead of shunning conflict, participants learned to appreciate intellectual conflict as a valuable learning tool. “You need someone who is disagreeing with you,” Adiba said. “If everyone agrees with you, you don't learn as much... Now I can accept disagreement.”
This shift was captured in the Photovoice profiles with photos of study groups in collaboration. Fariha said: "The other photos are of groups; they show my active involvement in the group within a multicultural learning environment; they show my ability to work with people who come from different cultural and professional backgrounds and how they can learn from each other's different perspectives.”
[bookmark: _18ufymnla37z][bookmark: _Toc235800207]4.4.3 Negotiating Anxiety, Participation and Cognitive Risk-Taking
Overcoming initial hesitation to develop confidence within an environment of differing perspectives was important. Maria remembered: "I didn’t talk that much in first year… hesitate to ask… worried teacher will ask me." Bushra had a similar experience: "Discussing in class is still hard for me. I'm not used to this practice... When I feel no one wants to hear me, I become silent."
Supportive peer dynamics over time enabled students to express alternative perspectives in a psychologically safe environment. Laila explained: "Right now, I have lots of information… available resources… I’m more confident… I’m not hesitant for sharing ideas. I’m not afraid of judging. I really like the debate… I want to go and give the challenge”. "At first it was challenging to express my opinions…”, Malala said, “Here sharing ideas is important. I became more confident. I became more open-minded."
Findings from the focus groups supported the idea that peer networks were a source of support when difficult tasks were required. Anika recalled: "Classmates do not hesitate to help. [When] data analysis was difficult… knowledgeable students helped others [through] peer mentoring."
[bookmark: _f23zhx4l1hya][bookmark: _Toc235800208]4.4.4 Reconstructing Learning Identity Through Collective Knowledge Production
Through a process of de-individualization, away from exam-based learning, the participants began to build their academic identity as active members of their cohorts. Maria commented on this change: "Participation was better in 2nd year… more confidence than 1st year… 2nd year improved me.” Tasnim shared: "Undergraduate journey became more towards rote memorization, excluding personal thoughts and student voice. I got lost, then I came back and found my voice again… I became more independent thinker.” Bushra said, "My life was a book before I came here, it has become a library after I came here.”
This evolution was captured in the Photovoice materials in milestone reflections and symbolic objects. “The graduation pop up card… is a reminder of where I came from and a motivation to do more and more in the future,” Fariha shared. Laila pointed out her growing awareness of the world: "Study of books from all over the world can teach us beyond our culture... Expanding worldview; Broadening perspectives. Knowledge beyond local context.”
[bookmark: _awd15zstpcwf]

[bookmark: _Toc235800209]4.5 Theme 3: Affective Self-Regulation and the Re-Anchoring of Education as a Civic Resilience Strategy
This theme illustrates how participants negotiated the emotional, psychological and identity aspects of learning in a high-pressure graduate context in response to the central research question. It is rooted in categories of affective regulation and systemic friction, and reveals the deep emotionality of metacognitive regulation, as well as its embodied and socially situated aspects. In response to academic pressures, language changes, and socio-political turmoil, students' lived learning strategies went beyond the traditional cognitive approach to include affectively-oriented strategies that involved well-being routines, identity negotiation, and civic purpose. 
[bookmark: _zc5gj0g3fu0c][bookmark: _Toc235800210]4.5.1 Affective Strain and the Emotional Landscape of Graduate Learning
Participants reported high levels of emotional burden as they navigated through multiple tasks, language modifications and previous disruptions. Nusrat relayed her initial discomfort: "For the first two months, I was dying… the grading system is very tough here… I did not used to sleep at all. I was stressed… I have nightmares about my readings." Khadija added: "It was my first time in English medium school… I spent lots of minutes for one word… I am getting too much stress… I withdraw three or four of my courses [and] now I’m too much stressed."
This emotional stress had a direct impact on cognitive involvement. "I have cried a lot of nights", Nusrat said, “I barely survived… classroom anxiety… I still carry [educational trauma] somewhere around." Zarmina attributed these academic challenges to the larger geopolitical pressures: "Finished high school in a tough situation… experienced isolation, depression… Afghan students cannot express well… [learning] depends on my mood and deadlines."
[bookmark: _kbhli6b2f74f]

[bookmark: _Toc235800211]4.5.2 Self-Regulation Through Wellbeing Practices and Environmental Care
Participants intentionally incorporated personal well-being activities into their learning to maintain cognitive engagement. Khadija explained how she copes with stress: "I take distance from that [study material]... maybe I dance or recite poem or cook, then I come again with more focus. Take a break... I do the things that satisfy me [for] emotional self-regulation.”
The Photovoice data provided an example of how students used comfort items to make their own learning environment more comfortable and to help manage stress. Nusrat said that her study table is decorated with artificial flowers because she doesn't want it to be a boring place, there are some fictional books there as well, "Sometime when study gets overwhelming I read some pages of fiction... Some quranic verse I whisper everyday before reading... so that I never forget my roots.”
Tasnim also explained how she organized the wellness items along with her academic material to remain focused: "You will also see some tablets which represents my paracetamol which is needed for my migraine and a water bottle... followed by my mosquito bat and staples. You will also see a lip liner, lipgloss and sunscreen which is necessary to keep my skin and my head fresh and healthy."
[bookmark: _bbaa80dnrf0w][bookmark: _Toc235800212]4.5.3 From Performance Orientation to Meaning-Making and Civic Reorientation
The motivation of the students changed from getting a good grade to using knowledge in their home communities as they advanced through the program. This reorientation was explained by Laila: "Before it was memorization... I was only thinking about how to pass the class, about the score... Now [it has] completely changed... we can relate each topics to our context, based on our culture.”
Education was gradually redefined as a key instrument in the empowerment and structural transformation of communities. Lailuma said, "My dream is to grow my knowledge in education, I don't think of job now, I am thinking of making good impact.” Zarmina wanted to be "a teacher or leader" to "empower the girls" and Fariha wanted "education should be more democratic, where students have more chance to participate, think critically, engage responsibly in public life.”
The focus group findings supported the idea that theory was linked to regional educational needs to further analytical engagement. Particularly, Laila said, "linking academic ideas to the Afghan education system and community-based projects has helped me to learn in a deeper way.”
[bookmark: _sqwrauibbwxu][bookmark: _Toc235800213]4.5.4 Identity Transformation and the Re-Construction of the Learner Self
Finally, participants' emotional and academic transitions led to a sense of greater intellectual agency. Laila talked about how she had changed: "I changed my perspective completely, from memorization base to being practical, I'm not hesitant for sharing ideas, this journey was life changing for me, I understand more deeply myself.”
Tasnim expressed a similar feeling of regaining her voice following previous disruptions in her education: "I lost my identity during my undergrad years. I was discouraged to use my own voice... I got lost, then I came back and found my voice again... I became more independent thinker, became more integrated learner.”
Through symbolic objects, the photovoice submissions demonstrated this personal growth as a key aspect of self-regulated learning and affective resilience and community purpose emerged as key factors. This relationship was summarized by Nusrat when she said that her past textbooks are her foundation, her background and her future: "...carrying myself forward with my studies standing as my background, foundation and future.”
[bookmark: _p9fxk4blho24]

[bookmark: _Toc235800214]5. Discussion
[bookmark: _cuwv9c9vumoq][bookmark: _Toc235800215]5.1 Introduction
The present study investigated the process of negotiation and transformation of metacognitive learning strategies of the students of a women university in Chattogram, Bangladesh in a multicultural graduate classroom in the Master of Arts in Education program. The results based on triangulation of the qualitative data indicate that metacognition is not only a cognitive process of an individual. It is, instead, a process that is socially negotiated, culturally situated, emotionally mediated, and constantly evolving, and is influenced by previous educational experiences, intercultural interactions, technological resources and identity development.
The results are structured around three main themes: tactical scaffolding in relation to pedagogical transitions, peer mediated transitions towards epistemological pluralism and affectively grounded civic reorientation. These findings are explained in the context of Flavell's (1979) theory of metacognition, sociocultural theory (Vygotsky, 1978), theory of epistemological development (Hofer & Pintrich, 1997; Perry, 1970) and culturally responsive views of learning (Gay, 2018; Ladson-Billings, 1995; Paris & Alim, 2017). This integration shows that metacognitive strategies in internationalized higher education are not only limited to the traditional, individualistic, western conception of metacognition in which self-regulation is perceived as an individual, self-contained, cognitive loop (Flavell, 1979; Schraw & Moshman, 1995). This study compares these traditional models to more recent, non-Western, holistic views and suggests that metacognitive regulation is a socially shared, culturally embedded, affectively shaped and identity-based practice.
[bookmark: _hanwcmem5kmx][bookmark: _Toc235800216]5.2 Discussion of Theme 1: Tactical Scaffolding and Environment Engineering in Response to Pedagogical Shock
The first theme indicated that participants actively adapted their work environment and external scaffolds to the transition in a multicultural graduate program. Students organized, monitored and evaluated their learning processes using calendars, diaries, sticky notes, task monitoring diaries, digital tools and multimodal note taking. The behaviors indicate that metacognitive regulation is shared among material, technological and environmental resources and not only in the mind of the individual.
Cognitively, these findings corroborate Flavell's (1979) idea that successful learning is based on planning, monitoring and evaluating the thinking process. Planning was done using structured scheduling and task prioritization. Monitoring was seen in students' use of technology and note systems to check for understanding. Evaluation was manifested in self-auditing and targeted re-reading as well as changes in study strategies. Participants showed accurate awareness of their cognitive profile, and they chose strategies to help their learning, in line with Flavell's (1979) framework.
But the results also have some important implications for classical models. Traditional approaches focus on internal processing (Flavell, 1979; Schraw & Dennison, 1994), but in this study, participants externalized cognitive regulation by using material tools and environmental changes. Physical study space design, wall calendars and tracking systems served as external memory supports, which helped to decrease cognitive load and support self-regulation. This shows that metacognitive regulation in various graduate contexts is an ongoing process in relation to physical and technological contexts.
This spatial extension is in line with the sociocultural approaches to learning. Vygotsky (1978) proposed that higher order cognitive functions are mediated by cultural tools and social resources and not developed in isolation. The results indicate that AI tools like ChatGPT, NotebookLM and Perplexity acted as modern mediational tools that facilitated real-time understanding, vocabulary monitoring and engagement in learning. The participants did not consider AI as a replacement for learning. Rather, they used it as a scaffolding tool to access challenging academic texts. AI was thus a kind of cognitive mediation, which assisted in filling in gaps between students' existing knowledge and the language requirements of academic discourse at graduate level.
This result aligns with new studies demonstrating that AI can serve as a metacognitive support tool for understanding text and for self-monitoring and strategic learning (Akinrinola et al., 2025; Chen et al., 2024). As in earlier research, participants were asked to first use AI to summarize the arguments and clarify unfamiliar concepts in the original texts. The current study, however, offers a more nuanced perspective by demonstrating the importance of the use of AI for students who were making major linguistic shifts. AI wasn't just about speeding up the processing; it was about breaking down language barriers and enabling students to engage with academic communities, where English is not the primary language.
The results also corroborate the literature in the field of international student adaptation. Past studies demonstrate that when students enter new academic cultures, they often encounter problems with language, participation, and pedagogical practices (Durkin, 2008; Kim & Lee, 2021). This study's participants had faced acute operational friction, which in cross-cultural literature is known as "pedagogical shock" (Hutchison, 2005). Beyond cultural shock, Hutchison (2005) calls pedagogical shock the cognitive dissonance that happens when the learner encounters a pedagogical model that is fundamentally at odds with the communication rules and assessment expectations of the previous educational experiences. In this study, this shock was deliberately created as students moved from teacher-oriented, examination-based undergraduate education to a discussion-based, critical analysis graduate education.
The wide implementation of planning systems, AI tools and tailored workspaces are seen as adaptive responses to this pedagogical transition. In particular, generative AI acted as a real-time linguistic scaffolding to facilitate students' alignment with a student-centered learning style. Multilingual scholars leveraged AI to break down intricate phrasing and practice conceptual arguments prior to seminars, thus reducing their participation anxiety in a safe environment. This technological mediation successfully moved their attention from mere survival of comprehension to critical evaluation. In this way, the use of AI tools became a vital adaptive strategy, enabling the creation of a space within the seminar that was accessible for dialogue and active cognitive risk-taking.
Moreover, the results of photovoice add to this interpretation and show that metacognitive regulation is physically situated in the learning space of the participants. Students visually recorded how their self-monitoring was incorporated into the everyday spaces using wall charts, task logs, notebooks and organized digital interfaces. The results lend weight to the view that learning strategies are context-based practices that are influenced by environmental factors and not exclusively by internal mental processes (Zimmerman, 2008). The physical structure of a study space is a functional mechanism that allows the externalization, execution and documentation of metacognitive regulation by the participants.
In sum, metacognitive strategies in multicultural graduate education can be thought of as systems of regulation that are distributed across learners, technologies, material environments and cultural contexts. The results confirm the classical cognitive models that focus on planning, monitoring and evaluation, but show that these processes are dynamically performed with the help of external scaffolds and sociocultural tools. Thus, the present study challenges the traditional understanding of metacognition by demonstrating that effective regulation in multicultural higher education requires a learner to strategically utilize environmental, technological and linguistic resources.
[bookmark: _wybdyckd6cnj][bookmark: _Toc235800217]5.3 Discussion of Theme 2: From Monolithic Truth to Epistemological Pluralism Through Peer-Mediated Disagreement
The second theme brought out the transformation of participants' notions of knowledge, learning and academic authority in the multicultural classroom through interaction. Students reported a shift from teacher-centered, book-centered, and one-answer-is-right educational environments to a seminar where many different interpretations, intellectual conflict and multiple points of view were acceptable. This change was attributed to ongoing interaction with students from other cultural backgrounds, as well as peer mediated learning activities that facilitated joint questioning and challenging. The results indicate that the interaction between cultures is the main trigger for metacognitive development and epistemological transformation.
Many of the participants had studied in highly structured and teacher-centered systems before they entered the MA course of the study site, where it was not common to question teachers and success was defined as the ability to reproduce approved material. These accounts support literature that shows students from examination-based cultures often come to university with the belief that knowledge is static, enduring and transferred unidirectionally from authority (Durkin, 2008; Hofer & Pintrich, 1997). Such a dependence on memorization and single-answer models are epistemological stances that often correspond to lower levels of intellectual development, in which knowledge is considered as absolute and not contextual or built (Perry, 1970).
The results, however, show that these assumptions were challenged by participation in a multicultural classroom at the graduate level. Through ongoing engagement with other participants from different national, linguistic and socio-political backgrounds, participants experienced conflicting interpretations of the texts, conflicting explanations of educational phenomena, and conflicting lived histories that were not amenable to a single authoritative interpretation. This led students to an awareness that educational issues are differently perceived in different cultural and social contexts.
This change in structure very much reflects Perry's (1970) model of intellectual and ethical development, which describes cognitive development moving from dualistic right/wrong thinking to a contextual relativism, where more than one viewpoint is possible. The shift from epistemological dualism to epistemological pluralism is reflected in the descriptions of the participants saying that "everyone has his opinion" and "there is no only one correct way of thinking. The participants did not just acquire content, but an epistemological shift in their perception of the nature of knowledge was observed.
The results are also consistent with the position of Hofer and Pintrich (1997) that epistemological beliefs influence the evaluation of evidence and the construction of understanding. Growing acceptance of the participants to alternative interpretations indicates that the participants have moved away from understanding knowledge as static and handed down, to knowledge as complex, contextual and socially negotiated. Importantly, this change was not accomplished by formal education only. Rather, it came as a result of frequent contact with other classmates who had different ideas than those held by the participants, and who were able to stretch the limits of participants' thinking.
Perry's (1970) and Hofer and Pintrich's (1997) schemas can be used to account for the developmental process of this transformation, but the results indicate that multicultural interaction was the precise mechanism that effected this epistemological development. This is in line with Vygotsky's (1978) sociocultural theory, which states that cognitive development occurs from social interaction and collaborative activity. Students often reported using classmates to explain ideas, discuss readings, and compare interpretations and negotiate the meaning of texts. Learning thus functioned as a socially located, rather than an isolated and internal cognitive process.
The results also provide further support for the sociocultural approach to learning, as they demonstrate that peer interaction did not just support understanding of the content of the courses, but also changed the ways of knowing of the participants. Peers were not just a source of academic assistance, but also intellectual challenges, unfamiliar realities, and challenges to cultural assumptions and exposure to alternative worldviews. These interactions enabled disagreement to become a means of productive learning instead of a challenge to authority or social harmony. Participants understood that cognitive conflict was a chance to reflect and grow, and that metacognitive development was very intertwined with epistemological change.
This result confirms earlier studies that have shown that diversity in learning environments leads to critical thinking, perspective taking and cognitive complexity (Gurin et al., 2002; Hurtado, 2005). Encounters with diverse peers disrupts fixed thinking and promotes in-depth discussion of complex social issues. The current study adds to this literature by providing a picture of the unfolding of these processes in a multicultural graduate classroom, where the majority of the students are women from historically marginalized, conflict-affected and underrepresented communities. Diversity was not just demographic in this context. It was very hands on. Participants faced attitudes influenced by displacement, gender disparities in education, political turmoil, and diverse regional education practices. These lived realities brought with them forms of knowing beyond the content of textbooks, and added to the collective meaning-making processes.
This interpretation is supported by the results of the focus groups. Participants reported learning through watching what others in the class did with learning tasks, how others saw theories and how they related these to their local contexts. These observations led students to reflect on their own assumptions and to use other ways of learning. Such a process is similar to what Vygotsky (1978) described as socially mediated learning wherein cognitive development takes place through interaction with peers who are in different positions. The results, however, indicate a more dynamic relationship than is typical in previous one-way scaffolding models. The participants co-constructed understanding in both ways dialogue, continuous negotiation and exchange.
The findings from the Photovoice add another layer to this discussion, in that peer relationships were not only useful for academic purposes but also emotional and motivational. Participants shared images of fellow students and collective accomplishments in their learning environment, suggesting that peer relationships were a continuous source of support and a sense of belonging. These relational links directly facilitated participants' readiness to take intellectual risks and to discuss issues in the classroom. These are the conditions for epistemological growth. These results are consistent with culturally responsive theories which focus on the importance of community, relationships, and collaborative learning in the development of education (Gay, 2018; Ladson-Billings, 1995).
Importantly, these results contradict the prevailing western notions of metacognition which place the regulation of learning solely in the hands of the individual learner (Flavell, 1979; Schraw & Moshman, 1995). Individual reflection was certainly a part of the participants' experience, but, as evidenced by the accounts, monitoring, evaluation and meaning-making often took place in the context of interaction with others. Students checked their interpretations for accuracy against other students' views, they monitored their understanding by open discussion and they developed their thinking by constructive disagreement. Thus, metacognitive regulation seemed to be socially shared instead of being an individual responsibility.
This discovery adds to the growing body of literature that views metacognition as a socially distributed and culturally embedded phenomenon (Goos et al., 2002; Hurme et al., 2009). In the multicultural classroom studied here, metacognitive processes were integrated in the relationships, dialogue and collective inquiry. Participants didn't simply reflect on their thinking. They observed their thoughts in connection with the thoughts of others. This is a kind of collective metacognition, where metacognition emerges as a result of being exposed to the ideas of others and engaging in reflection.
The results as a whole indicate that multicultural interaction leads to a change in the metacognitive learning strategies of the participants, which are characterized by epistemological pluralism, collaborative meaning-making and socially distributed forms of regulation. Participants had a growing awareness that knowledge is not singular, static, and authority-based, but rather is an interpretive and dialogue-based process influenced by multiple perspectives. Thus, the multicultural classroom was not only a place to learn, but also a place to transform one's thinking by challenging assumptions, dealing with disagreement successfully, and developing new and more informed conceptions of educational phenomena. This change is a central finding of the study and is a clear reflection of the fact that metacognitive development in multicultural higher education is not divorced from the social and epistemological context in which it takes place.
[bookmark: _cpjj5872qdlo][bookmark: _Toc235800218]5.4 Discussion of Theme 3: Affective Self-Regulation and the Re-Anchoring of Education as a Civic Resilience Strategy
The third theme showed that the metacognitive learning strategies of the participants were not only in the area of cognitive regulation, but also in emotional management, identity negotiation, wellbeing maintenance and civic purpose. Traditional views of metacognition focus on planning, monitoring, and evaluating cognitive processes (Flavell, 1979), but the participants found graduate learning to be a very emotional, embodied, and personally transformative experience. Participants' stories reveal that learning in a high-pressure, multicultural graduate setting is not just about controlling thoughts but also about maintaining emotional health, staying motivated, holding onto cultural identity, and relating learning to social issues.
This is in line with the increasing criticism of cognitive-centric models of learning which fail to consider the emotional aspects of learning experiences. Metacognitive theories have traditionally been concerned with awareness and regulation of cognition, but researchers are now aware of the importance of emotions in influencing learners' planning, monitoring and evaluating their learning (Efklides, 2006; Pekrun, 2002). Stress, exhaustion, anxiety, isolation and self-doubt were described repeatedly by the participants in this study as aspects that directly impacted their cognitive functioning. The experiences were especially pronounced for students who were in the midst of transitioning from one academic culture to another, facing steep language challenges, displacement, and broken educational journeys, and having to deal with heavy workloads in graduate school. Findings like these indicate that metacognitive regulation cannot be fully understood without taking into account affective conditions in which cognition takes place.
The participants' description of academic stress and emotional struggle corroborates previous studies on international higher education. Academic anxiety, linguistic insecurity and identity-related issues have been reported to impact students' learning engagement when they move into new and different educational systems (Glass et al., 2015; Heng, 2019). This study showed similar trends. But the participants didn't just take these challenges. They were actively involved in creating strategies to deal with them. Students exhibited a complex affective self-regulation that promoted ongoing academic engagement through intentional self-care routines, structured breaks, emotional decompression activities, spiritual practices and environmental changes.
These findings align with Efklides' (2006) Metacognitive and Affective Model of Self-Regulated Learning which posits that metacognitive experiences and emotions are intertwined and that emotional states of uncertainty, confidence, frustration or satisfaction impact how learners monitor their understanding and choose strategies. This is clearly seen in the participants' accounts. Emotional wellbeing was not considered to be distinct from academic performance. Instead, it was a structural precondition for learning. Emotional fatigue was often reported by students as a trigger for changes to their studying habits, recognizing that psychological stability was a prerequisite for cognitive engagement. As a result, affective regulation was an integral part of their metacognitive strategy skill set.
The photovoice findings also further support this interpretation by demonstrating the entanglements of emotional regulation in participants' physical learning environments. Unlike the traditional idea of an academic workspace that is focused on academic efficiency, participants' photographs showed spaces adorned with comfort items, family photos, cultural objects, religious text, and wellness-related items. These items were not just for decorative purposes, but also for emotional support and psychological comfort, as they could help to motivate and support students during times of high academic stress.
In a sociocultural analysis, the results confirm Vygotsky's (1978) claim that higher order psychological processes are mediated by cultural tools and social contexts. Culturally meaningful practices and symbolic artefacts supported participants' emotional regulation strategies. Family photographs, cultural textiles, national symbols and spiritual routines were used as mediational resources to help learners maintain emotional resilience. Thus, the results indicate that metacognitive regulation is not only socially mediated, but also culturally mediated, as it takes place in interactions with significant symbols and practices of students' lives.
Cultural relevance was especially important for those who were experiencing an international transition in their learning. Students did not have to give up previous identities to be successful in a new system, but they held onto their cultural identities and adjusted to new educational demands. This discovery is in close proximity to culturally responsive and culturally sustaining views of education. Gay (2018) contends that this is effective learning that happens when students' cultural knowledge, experiences and identities are seen as assets for learning, not barriers. Likewise, Paris and Alim (2017) argue for the need to have an educational strategy that maintains, rather than replaces, learners' cultural practices. This study's findings substantiate these perspectives by demonstrating that cultural identity is a direct resource for resilience, motivation and meaning-making throughout the learning process.
The results show that in addition to emotional regulation and cultural continuity, there is a significant change in participants' educational motivations. Many noted a shift from grades-based conceptions of academic achievement to more expansive conceptions of learning that emphasize personal growth, professional competence, and social impact and community contribution. This is similar to the results of the focus group discussions in which students expressed a desire to apply knowledge rather than to achieve a high grade point average. These changes indicate a paradigm shift in the aims of education from outside measures of performance to values that are meaningful in themselves.
This motivational change can be explained by the theories of transformative learning and culturally relevant education. Ladson-Billings (1995) suggests that education should be meaningful and lead to academic success, cultural competence, and sociopolitical consciousness. Likewise, culturally sustaining pedagogies highlight the importance of education in helping learners to be critical actors in the social world and to participate in the wellbeing of their communities (Paris & Alim, 2017). These principles are well captured in the stories of the participants. Learning more and more became a way to directly reduce educational inequalities, empower marginalized communities, promote gender equality and social change. Education was no longer just a means of individual improvement, but a means of social change and social sustainability.
These findings are especially relevant given participants' previous educational trajectories. Many came into the program from contexts which were marked by educational inequality, a lack of resources, political instability, gender-based education restrictions or limited scope for critical engagement. These lived experiences had a direct impact on how the participants interpreted educational theories and on what they aspired to do in the future. They all assessed the academic frameworks and determined their relevance to their home communities in addressing real world problems, rather than as abstract content. This context-specific learning emphasizes the importance of lived experiences in the development of metacognitive monitoring and in long-term professional learning.
The participant's accounts also show significant aspects of learner identity transformation. As with Theme 1 and Theme 2, students spoke about how they had become more confident, reflective and autonomous learners over time. But Theme 3 reveals that this transformation was not just about academic achievement. Participants saw themselves as active educators, advocates, community members and agents of change. Their evolving identities included intellectual development as well as moral and civic involvement.
This discovery can be understood within the framework of culturally relevant and socially transformative education. Traditional metacognitive models are mainly intended to enhance learning efficiency and task achievement but from the participants' experiences, there is a wider view of educational development. There were significant changes in personal values, career aspirations and professional purpose that accompanied metacognitive growth. Learning was related to issues of justice and community impact, suggesting that metacognitive development is inextricable from identity development.
Importantly, these results question prevailing western models of metacognition, which focus on the individual cognition as the unit of analysis. Although there was cognitive monitoring and regulation by participants, their descriptions show that learning was also emotional, cultural, relational and civic. Their approaches to handling academic demands included social support networks, cultural resources, spiritual practices and future-oriented community commitments. Thus, the metacognitive regulation was identified as a comprehensive process, which combines cognitive, affective, cultural and ethical aspects of human experience.
This interpretation also fits in with the conceptual framework used in the study. The results indicated that planning, monitoring and evaluation steps happen within a larger system of emotion, identity, culture and social purpose, although Flavell's (1979) model is still useful for understanding planning. Participants were not just managing their information processing. They were also managing their emotional needs, maintaining important identities and linking learning experiences with future intentions. These results suggest that metacognition in multicultural graduate settings is better understood as a practice, and not just a cognitive practice.
In sum, Theme 3 reveals the close connection between participants' metacognitive learning strategies and affective regulation, cultural continuity, identity transformation and civic commitment. The multicultural learning environment was not only a determinant of the how of student learning, but also of the why and who of student learning as learners and future leaders. In this way, metacognitive regulation was transformed into a resilience practice, helping participants to manage and overcome the heavy demands of academic life while maintaining personal wellbeing and commitments to wider social change.
[bookmark: _2kooafou68q2][bookmark: _Toc235800219]5.5 Theoretical Contributions
This study adds to the literature on metacognition, multicultural higher education and culturally situated learning by providing a comprehensive picture of how learning strategies are negotiated in a diverse graduate classroom. Although metacognitive awareness and self-regulation and strategy selectives have been extensively studied, the results of this study indicate that metacognition in the context of multiculturalism goes beyond individual cognitive self-regulation (Flavell, 1979; Schraw & Dennison, 1994; Zimmerman, 2002). The experiences of the MA in Education students demonstrate that metacognitive learning is a process that is at once cognitive, social, cultural, affective, technological and identity-based. From these findings, this study contributes in four main ways to the theory.
[bookmark: _dia8xt3fiuij][bookmark: _Toc235800220]5.5.1 Extending Metacognition Beyond Individual Cognition
The first theoretical contribution is about the conceptualization of metacognition itself. In the traditional conceptions of metacognition, the emphasis is on the person's own awareness and control of their cognitive processes in the form of planning, monitoring and evaluating (Flavell, 1979; Schraw & Moshman, 1995). The results revealed that these dimensions were supported, but participants engaged in metacognitive regulation in a myriad of ways by using external resources such as physical study spaces, visual tracking systems, technological applications, peer networks and cultural resources.
The use of calendars, sticky notes, AI platforms and collaborative discussion and customized learning spaces suggests that metacognitive regulation is shared among people, technologies and material environments. Planning, monitoring and evaluation was not only in the individual's mind but also externalized by the use of environmental and social supports. This finding extends Flavell's (1979) initial model by showing that metacognitive regulation is an externalized practice that is located in a larger sociocultural system.
This contribution is in line with the current sociocultural approach to cognition, which sees cognition as being distributed among individuals, artifacts, and social interactions (Vygotsky, 1978). The present study, however, extends this argument by specifically depicting multicultural graduate students' use of various external supports to facilitate metacognitive functioning in adapting to unfamiliar educational contexts. The findings therefore indicate that metacognition can be thought of as a socially and materially distributed phenomenon as well as an internal cognitive process.
[bookmark: _gtlzt8xsjcyd][bookmark: _Toc235800221]5.5.2 Multicultural Interaction as a Catalyst for Epistemological Development
The second contribution is related to the issue of multicultural interaction and epistemological development. Theories of epistemological progression suggest that learners will shift from dualistic views of knowledge to more complex and relativistic views of knowledge (Hofer & Pintrich, 1997; Perry, 1970). These models help to account for developmental shifts in beliefs about knowledge but don't focus on the specific educational circumstances that trigger these shifts.
Based on the results of this study, it can be concluded that multicultural interaction is a strong engine for epistemological change. Participants reported that they came into the program with assumptions that were influenced by teacher-centered education that viewed knowledge as absolute, fixed and singular. Participants were exposed to multiple ways of thinking about educational phenomena, alternative modes of knowing and multiple lived realities through sustained engagement with peers from diverse national, linguistic and sociocultural backgrounds. Such interactions challenged assumptions and led to an appreciation of the legitimacy of multiple perspectives.
The study thus provides empirical findings to support the claim that epistemological development is not just a cognitive process of the individual, but is greatly shaped by the multicultural social interaction. This exposure to diversity did not simply expand participants' knowledge base, but also changed their perception of knowledge and its production. The results show that epistemological pluralism developed as a result of continuous dialogue, productive disagreement and joint meaning making, which underlines the importance of multicultural learning spaces in the development of intellectual complexity.
[bookmark: _l1ahjurv03kq][bookmark: _Toc235800222]5.5.3 Reconceptualizing Metacognition as an Affective and Identity-Based Process
The third theoretical contribution comes from the findings of the study on affective regulation and the transformation of identity. The majority of classical metacognitive literature has focused on cognitive awareness and regulation of strategies, and has largely neglected emotional experiences and identity development (Flavell, 1979; Schraw & Dennison, 1994). Even though the importance of affect in SRL has been acknowledged by later researchers (Efklides, 2006; Pekrun, 2002), the regulation of emotions is relatively under-developed in the dominant metacognitive models.
The results of this study revealed that the participants always included emotional wellbeing in their learning strategies. Stress management, coping with fatigue, staying motivated, keeping one's cultural identity and sustaining one's psychological resilience was not a peripheral activity, but was a necessary part of successful learning. Self-care, emotional support systems, spiritual rituals and culturally significant items were intentionally integrated into learning processes to help keep participants cognitively engaged.
Based on these findings, it is proposed that metacognitive regulation is an affective process in addition to being a cognitive process. Furthermore, the participants' narratives indicate that metacognitive development was intricately linked to the transformation of learner identity. Students' attitudes to learning, as learners, educators and future professionals changed as they got used to the multicultural learning environment. The study thus contributes to the growing body of literature which sees learning, identity and self-regulation as interconnected, not separable areas of learning experience.
[bookmark: _8s040l6wr6ln][bookmark: _Toc235800223]5.5.4 Advancing Culturally Responsive Understandings of Metacognition
The fourth theoretical contribution is related to culture and metacognition. Many of the foundational metacognitive literature emerged in the context of western education and takes a fairly individualistic view of learning (Flavell, 1979; Schraw & Moshman, 1995). While these frameworks are still powerful, there is a growing body of scholars who have been working on the view that learning processes are influenced by cultural values, social practices and contextual experiences (Gay, 2018; Paris & Alim, 2017). This individualistic bias tends to ignore holistic / collectivist aspects of learning as described in non-western and Asian educational contexts, where self-regulation is interwoven with relational harmony, social responsibility and community utility.
The results of this study support culturally responsive approaches by showing that participants actively used their cultural resources in their learning. The cultural backgrounds, previous educational experiences and community values of the participants had a significant impact on their metacognitive strategies. Theories were often assessed in local contexts, curriculum was related to community needs, and learning was seen in relation to personal and cultural experiences. Their learning strategies were not only in relation to their own academic aspirations, but also to social responsibility, educational enhancement, gender empowerment and community wellbeing.
Of particular interest is the fact that the participants did not lose their cultural identity in the multicultural classroom. Rather, they brought into their metacognitive practice cultural knowledge, lived experiences and community-oriented aspirations. This discovery is congruent with theories of culturally responsive and culturally sustaining pedagogy that highlight the importance of students' cultural identities as a resource not a problem in education (Gay, 2018; Ladson-Billings, 1995; Paris & Alim, 2017). From an overall perspective, the study contributes to culturally responsive understanding of metacognition by demonstrating that learners' cultural experiences are not factors that are external to metacognition but rather embedded in the enactment and understanding of metacognitive regulation.
[bookmark: _u6roolxliol7][bookmark: _Toc235800224]5.6 Implications for the Study Site and Multicultural Higher Education
The results of this study have implications for the study site and for multicultural higher education institutions in general. With the internationalization of higher education, universities are seeing students from a variety of linguistic, cultural, educational and socio-political backgrounds. The results indicate that academic performance is not the only factor in successful multicultural graduate education. Students are required to negotiate at the same time, new pedagogical expectations, language requirements, emotional stressors, identity changes, and multiple epistemologies. Therefore, institutions need to use educational approaches that acknowledge the complexity of these experiences and offer suitable forms of support.
[bookmark: _pot6r69dj1g2][bookmark: _Toc235800225]5.6.1 Implications for Academic Support and Student Transition
The results show that there were a number of participants who came into the MA in Education program from educational systems where teachers taught and students were tested and there was little opportunity for discussion-based learning. Adapting to a student-centred approach to learning in a graduate context was a major change in learning strategies, participation practices and academic expectations.
These results indicate that universities with diverse student bodies ought to have a structured transition support program that clearly includes the academic culture differences. Orientation programs need to go beyond administrative information and provide opportunities for students to learn about participation in the seminars, critical discussion, and expectations for academic writing and metacognitive learning strategies. This support can be especially significant for students coming out of educational environments where independent inquiry and debate in the classroom have not been emphasized.
The results also indicate that explicit instruction in metacognitive strategy development might be useful in supporting students to go over academic transitions more effectively. Planning, monitoring, evaluating, academic reading and time management workshops could be useful to help students adjust to the requirements of graduate-level study. It is important for institutions to be aware that metacognitive strategies are not necessarily a product of previous learning and that they may need to be developed in the new learning context.
[bookmark: _sfs23emdvcdl][bookmark: _Toc235800226]5.6.2 Implications for Language Support in Multicultural Classrooms
Language was identified as a major factor affecting student confidence and participation and academic engagement. Common problems were reported with academic vocabulary, classroom discussion and communicating complex ideas in English. This indicates that linguistic adaptation is not a problem with the students but is an academic process that is ongoing.
Language support should go beyond traditional English language instruction for the study site and similar institutions. Academic support structures need to be aware of the particular difficulties of disciplinary language and multilingual learning contexts in the higher education sector. Faculty may have to offer several opportunities for participation such as small group discussion, reflective writing, and collaborative learning activities that minimize participation anxiety and maximize participation.
In addition, the results show how linguistic diversity can be a resource and not a barrier if supported appropriately. Classrooms that respect different language experiences might motivate students to share their thoughts to enhance the learning of the group and boost their confidence in learning.
[bookmark: _mm56j4mi1y3h][bookmark: _Toc235800227]5.6.3 Implications for the Integration of Artificial Intelligence in Higher Education
The most important results of this study are students' use of artificial intelligence (AI) as a metacognitive scaffolding. In every instance, participants reported using AI tools to simplify vocabulary, summarize readings, clarify concepts, provide examples, and aid in academic preparation. Overall, AI was not seen as a replacement for learning, but rather as a tool for coping with and accessing complex academic material.
Based on these findings, it is concluded that HEIs need to shift from a limiting or purely retributive attitude towards the use of AI. Rather than that, universities need to establish clear guidelines that promote the responsible and meaningful use of AI as a learning support tool. Professional development opportunities for faculty members may include the understanding of how students are utilizing AI and how AI technologies can be used to support metacognitive development, especially for multilingual and international learners.
In parallel, institutions need to make sure that students are also learning the critical AI literacy skills to assess accuracy, recognize limitations, verify information, and critically engage with AI-generated content. The results indicate that AI is an emerging part of modern learning contexts and thus needs to be discussed more explicitly in higher education policies and practices.
[bookmark: _pnwpohrmyfrb][bookmark: _Toc235800228]5.6.4 Implications for Collaborative and Multicultural Learning Environments
The results indicate that multicultural interaction was a key element in changing participants' learning styles. Students' exposure to multiple viewpoints and collaborative problem solving via peer discussion resulted in more complex understandings of knowledge and greater metacognitive awareness.
These findings confirm the need to actively plan for intercultural engagement that has meaning. Diversity does not necessarily lead to transformative learning outcomes; institutions need to establish structures that facilitate interaction, dialogue and collaborative inquiry between students with diverse backgrounds.
This can be done at the study site by providing more opportunities for collaborative projects, peer mentoring activities, structured discussion groups and reflective activities that expose students to a variety of perspectives. These practices can enhance academic learning as well as the development of intercultural competence, critical thinking, and epistemological flexibility. Furthermore, the results indicate that multicultural classrooms can be considered as a valuable pedagogical resource. A exposure to different viewpoints can encourage intellectual development and challenge assumptions in ways that are less likely to occur in culturally homogenous learning settings.
[bookmark: _2oyaimyor6ix][bookmark: _Toc235800229]5.6.5 Implications for Student Wellbeing and Holistic Learning Support
The most significant result of this study is that, participants' metacognitive learning strategies were significantly intertwined with emotional wellbeing. Students who reported that they were able to cope with stress, exhaustion, isolation, uncertainty, and other emotional issues while also coping with high expectations for school performance. In turn, they integrated the use of self-care practices, social support systems, cultural resources and spiritual routines into their learning process.
The results indicate that school achievement and student well-being cannot be viewed as two distinct institutional issues. Emotion regulation and psychological wellbeing are essential parts of effective learning and universities need to understand this. Hence, it is important that the student support services be holistic in nature, taking care of both academic and emotional aspects.
This can include increased provision of counselling services, peer support programs, wellbeing programs and opportunities for students to continue to engage with cultural identities and communities at the study site. Teachers can also gain from a holistic understanding of the role of emotions and contexts in students' school experiences.
[bookmark: _w5e8bb8jspz6][bookmark: _Toc235800230]5.6.6 Implications for Culturally Responsive Graduate Education
Results indicate that the participants were always able to relate educational theories to their own experiences, cultural contexts, and community settings. Students did not see knowledge as universal and outside of context, but rather interpreted ideas in light of their own social and educational systems.
This discovery strengthens the significance of culturally responsive teaching and learning practices. Opportunities for graduate education programs should be designed to engage students in the local context, integrate their cultural understanding, and offer insights from a variety of experiences. These can improve engagement, deepen understanding and make learning more relevant. Culturally responsive pedagogy is especially relevant to multicultural institutions such as the study site, as students bring with them rich and varied forms of knowledge that can enhance collective learning. These experiences can be acknowledged as valid sources of knowledge and lead to the development of more inclusive and meaningful educational settings.
[bookmark: _hcc2pi7fudho]

[bookmark: _Toc235800231]5.7 Limitations
Like any research, this study has some drawbacks which must be taken into consideration when interpreting the results. Although not detracting from the value of the study, these limitations are important to consider in terms of the scope and transferability of the findings.
[bookmark: _7exjqihciyks][bookmark: _Toc235800232]5.7.1 Single Case Study Design
The design of this study was a qualitative case study with one institutional context. Case study research emphasizes the understanding of a bounded system instead of generalization (Creswell & Poth, 2018; Merriam & Tisdell, 2016). Therefore, the results must be interpreted in the light of the particular context of the MA in Education program at the study site.
The value of this approach is that it provides a rich description of participants' lived experiences and the multiple ways metacognitive learning strategies are negotiated in a multicultural graduate context. The study is however one case study and the results might not be readily applicable to other higher education institutions or multicultural learning contexts. Rather, readers should evaluate the findings in light of the similarities in the institutional structures, student populations, and educational contexts.
[bookmark: _7o538xg3kbrk][bookmark: _Toc235800233]5.7.2 Focus on a Single Academic Program
Only students in the MA in Education program were included in the study. Participants were from a range of national, linguistic and educational backgrounds, but all had a common disciplinary context of education studies.
The learning demand, pedagogical approach and metacognitive regulation of students in other academic disciplines may differ. For instance, students enrolled in science, engineering, business or health-related disciplines might use different strategies based on discipline expectations. As such, the results are only representative of the experience of graduate education students and may not be a complete representation of metacognitive learning in other subject areas.
[bookmark: _14yyaeuefjyg][bookmark: _Toc235800234]5.7.3 Only Women Participants
This study was carried out in a women oriented university in Chattogram, Bangladesh. It is an institution that is mainly created to give higher education to women of various classes. This resulted in a group of females.
This context provided valuable insight into the experiences of women in multicultural graduate education, especially those women who had experienced some educational barriers, gender-based restrictions or limited access to educational opportunities in their home countries. The participant population was entirely female, however, so the results may not be fully representative of male students or students in a mixed-gender classroom setting. Further research in different institutional settings could be helpful to gain more insights into the connection between gender, culture and metacognitive learning strategies.
[bookmark: _6dp1eupaxx0v][bookmark: _Toc235800235]5.7.4 Reliance on Self-Reported Metacognitive Practices
Key findings are drawn from participants' self-reported experiences through interviews, focus group discussions, written responses, and photovoice. These approaches allowed for in-depth understanding of participants' perceptions and interpretations of their learning processes, but self-reported data are subject to limitations.
In addition, participants might not be fully aware of all aspects of their metacognitive processes and memory disruptions, personal interpretation and social desirability considerations might affect past accounts (Schraw & Dennison, 1994). The study mainly reflects the participants' descriptions and understandings of their metacognitive practices, as methodological triangulation was used between the interviews, the focus group discussions and the photovoice to increase the credibility of the findings. It would be useful for future studies to include classroom observations, learning journals, think aloud protocols or other real-time data collection techniques to supplement self-reported data to gain further insight into metacognitive processes as they are happening.
[bookmark: _1in534npkrbo][bookmark: _Toc235800236]5.7.5 Cross-Sectional Rather Than Longitudinal Design
This study reflects a snapshot of the experiences of the participants at a specific moment in their graduate education experience. While many of the participants commented on the changes over time, the data collection was not carried out longitudinally over extended periods of time (semesters or years) with the same students.
Consequently, the results are based on the participants' reflections on their learning strategies during their learning experiences. Although these reflections offer insightful glimpses into perceived transformation, a longitudinal design would enable researchers to witness the changes in metacognitive practices as they are happening and unfolding over time. Future longitudinal studies may investigate the development of metacognitive learning strategies over the course of students' academic journeys, their adaptation processes at each level of graduate education, and if adaptation to these processes continues beyond graduation and into students' professional lives.
[bookmark: _ai60sl3cngsw][bookmark: _Toc235800237]5.8 Recommendations for Future Research
The results from this study are important for understanding how students adapt and change their metacognitive learning strategies in a multicultural graduate context. The study also poses some questions that require further investigation. Based on the results and limitations of the current study, four areas are suggested for future research.
[bookmark: _cuqoyxv95wx6][bookmark: _Toc235800238]5.8.1 Exploring the Relationship Between Artificial Intelligence and Metacognitive Development
The use of artificial intelligence (AI) tools as metacognitive scaffolding elements was one of the most important results of this study. Participants reported using AI tools to break down complex vocabulary, summarize academic readings, provide examples, and explain concepts in preparation for class discussions. In many cases, AI was not meant to replace learning but rather to serve as a supportive tool, allowing students to immerse themselves more confidently in complex learning material.
As AI technologies continue to rapidly expand in the field of higher education, there is a need to investigate the impact of AI on various aspects of metacognitive development. The current research indicates that AI can be used to aid planning, monitoring and evaluation processes, but further research is required to explore the potential long-term effects of AI-assisted learning. There is still no clear answer on whether AI enhances learners' metacognitive awareness, changes their self-regulatory approach or establishes fresh types of dependency. Future research could also explore the critical evaluation of AI-generated content by students, the impact of AI in various disciplines, and the role of educational institutions in fostering responsible and effective AI use. This type of study would help to add to the body of work on the relationship between emerging technologies and self-regulated learning (Azevedo & Cromley, 2004; Zimmerman, 2002).
[bookmark: _6sbm14et31h2]

[bookmark: _Toc235800239]5.8.2 Investigating the Metacognitive Experiences of Refugee and Displaced Students
The current study involved a variety of participants, but some of the participants reported experiences which were influenced by displacement, interrupted education, political instability and limited access to education. These experiences seemed to have an impact on learning strategies and educational aspirations.
Future research needs to be specifically targeted to refugee, displaced and conflict-affected students in higher education institutions. Research has already been written about the learning problems that refugee learners experience, such as: disruption of schooling, language barriers, access to resources, psychological stress (Dryden-Peterson, 2016). But, few studies have examined the impact of these experiences on metacognitive development and learning regulation in the context of higher education. Further research may focus on refugee students' adjustment of learning strategies following educational disruptions, the effect of previous experiences on metacognitive practices, and how higher education institutions can facilitate metacognitive learning among refugee students. This research would help to create a more inclusive understanding of learning in a context of mobility, uncertainty and educational disruption.
[bookmark: _huyrbx2tnnsd][bookmark: _Toc235800240]5.8.3 Longitudinal Studies of Learner Identity Transformation
A key discovery of this study was that participants made substantial changes in their ways of thinking about themselves as learners, educators and future professionals. Students characterized as shifting from teacher and grade dependent learning to more autonomous, reflective and socially aware learning identities. But, since it was a cross-sectional study, these changes were mainly examined in retrospect.
Future research should take longitudinal approaches in which students are followed over more than one semester or academic year. Longitudinal studies would enable researchers to see the development of metacognitive strategies, educational beliefs and learner identities over time and not just as a result of participants' reflections. Such designs might be able to document key transition, adaptation and growth experiences during the educational trajectory. Longitudinal studies can also investigate if the changes seen during graduate school endure beyond the completion of graduate school in the context of professional practice. The long-term consequences of multicultural higher education experiences would be evident in the use of metacognitive strategies by former students as they work within a school, a university, a community group or as an educational leader.
[bookmark: _ae2b6mvs455k][bookmark: _Toc235800241]5.8.4 Comparative Studies Across Graduate Programs and Institutional Contexts
The present study was particular to the students of MA in Education of a women-centric university in Chattogram, Bangladesh. This context was rich in understanding the unique multicultural learning environment, but further research is needed to determine if the same pattern exists in other graduate programs and institutional contexts.
Comparative research of various academic disciplines might explore the effect of disciplinary cultures on developing metacognitive strategies. For instance, students in education, engineering, business, health sciences or social sciences may have different learning needs that influence their learning planning, monitoring and evaluation. Such comparisons would identify findings unique to education students and those that might be more generally useful in other higher education settings. Future research may also examine multicultural institutions and more culturally homogeneous universities to investigate the effects of different degrees of diversity on metacognitive development. Studies across institutions may give more in-depth understanding of the role of multicultural interaction in the cognitive, social and epistemological development of learners. 
[bookmark: _9ffeqd8nopau][bookmark: _Toc235800242]6. Conclusion
The purpose of this study was to examine the negotiation and transformation of metacognitive learning strategies of the students in the Master of Arts in Education (MA in Ed) program at a women-centric university in Chattogram, Bangladesh in a multicultural graduate classroom. The study was guided by an interpretivist paradigm and a qualitative case study design, with a focus on the planning, monitoring, and evaluation of students' learning, the nature of the learning approaches employed by students from various cultural, linguistic and educational backgrounds, how these approaches change over time in a multicultural setting, and the similarities and differences between culturally situated conceptions of learning and dominant conceptions of metacognition in the West.
The results show that metacognitive learning strategies are not just cognitive skills which learners have or do not have. Instead, they are socially negotiated, culturally located, emotionally mediated and continually evolving practices that evolve over time and through ongoing engagement with people, places, technologies and previous learning experiences. In interviews, focus group discussions, written responses and photovoice submissions, participants talked about a process of adaptation that went beyond geography-specific models of planning, monitoring and evaluation. Their experiences show metacognition to be a multi-dimensional, holistic process whereby learners negotiate the complex academic transitions, deep cultural differences, emotional challenges, and actively create new understandings of themselves as learners and future educators.
The central research question of the study was: What are the ways in which students negotiate and transform metacognitive learning strategies in a multicultural graduate classroom? The empirical results indicate that this transformation takes place in the following three related processes: (a) the structural implementation of tactical scaffolding systems that facilitate rapid adaptation to unfamiliar pedagogical expectations, (b) active engagement in socially distributed and multicultural ways of meaning-making that broaden baseline epistemological views, and (c) ongoing incorporation of affective self-regulation, cultural identity, and civic involvement into their everyday pedagogical adaptations.
The first theme, Tactical Scaffolding and Environment Engineering in Response to Pedagogical Shock, identified that students came into the program with educational habits formed in a variety of regional schooling systems where there was a focus on rote memorization, performance in high-stakes examinations, authority of the teacher and passive participation in the classroom. After the participants entered the discussion-based, seminar-driven graduate environment, they immediately faced the problems of academic reading depth, English medium requirements, spontaneous oral participation requirements, and independent learning processes. They in turn, actively created external metacognitive scaffolds to assist in systemic adaptation. These ranged from structured physical planning systems to visual task trackers, intentional engineering of the workspace, deep reading protocols, and AI-assisted text comprehension strategies and externalized monitoring frameworks. Students were not only metacognizing internally, but they also brought their metacognition out into the physical world, technological devices, and everyday routines.
The second theme, From Monolithic Truth to Epistemological Pluralism through Peer-Mediated Disagreement showed that the interaction between the cultures changed participants' conceptions of learning and knowledge validation. At first, many pupils spoke of basic routes to education where knowledge is assumed to be certain, fixed, single, and to be found only in authoritative texts, like textbooks or teachers. But, baseline assumptions were challenged by sustained interaction with peers from other countries, other educational systems, other language and cultural backgrounds and other lived realities. Students realized that there may be more than one legitimate interpretation of complex education questions through extensive small group discussion, productive disagreement, collaborative learning tasks and continued exposure to multiple viewpoints. There was a growing social and distributed nature of metacognition, with peer networks serving as ongoing feedback, clarification, expansion of perspective and intellectual challenge. Thus, the participants became more flexible, reflexive and pluralistic in constructing knowledge.
The third theme, Affective Self-Regulation and the Re-Anchoring of Education as a Civic Resilience Strategy, showed that metacognitive learning is strongly connected to emotional wellbeing, cultural continuity and social purpose. The participants spoke of the heavy academic demands they faced, as well as the language barriers, displacement, profound cultural changes, historical educational inequalities, and personal family obligations. They devised affective self-regulation strategies that involved emotional coping mechanisms, structured self-care routines, spiritual practices, social support systems and culturally meaningful forms of spatial grounding, to facilitate cognitive learning. Meanwhile, there was a major shift in the attitudes of many participants towards their own education. Learning was directly linked to long-term community improvement, social justice, regional educational reform, gender empowerment and future professional contributions. As a result, there were wider changes in personal identity, values, and aspirations for the community.
In sum, these findings question the narrow individualistic and purely cognitive conceptions of metacognition. Classical frameworks focus on the internal awareness and self-regulation of the thinking loops of learners (Flavell, 1979), but these scholars' experiences indicate that metacognitive learning is not separable from the social, cultural, emotional and technological contexts in which it takes place. Planning, monitoring and performance evaluation were often spread out in peer networks, digital applications, physical environments, cultural resources, and structural support systems. Metacognition was therefore not only an internal mental process, but also a practice, situated in a wider network of meanings and social relations.
The study also makes a sociocultural contribution to understandings of learning by showing that metacognitive development is a result of active involvement in a range of communities of learners. In line with sociocultural approaches (Vygotsky, 1978), participants' cognitive development was influenced by dialogue interaction, peer mediation, and first-hand experiences of other perspectives. Learning was not an individual activity but a socially mediated process in which individuals negotiated conceptual understanding with others. Moreover, the findings align with culturally responsive approaches to education by highlighting how learners draw on their cultural experiences, pasts and community orientations as resources for learning and not barriers to be surmounted (Gay, 2018; Ladson-Billings, 1995).
The study also emphasizes the importance of technology in the modern metacognitive approach. The findings indicate that digital tools, such as AI, are serving as cognitive and linguistic scaffolds in higher education, as evidenced by the participants' descriptions of AI-assisted learning. Generative AI was a valuable tool for multilingual learners working with challenging texts and unfamiliar disciplinary vocabulary, when it came to planning, monitoring comprehension, and preparing for seminars. These results indicate new directions for research in technology mediated metacognition.
Moreover, the study shows that multicultural graduate classrooms are potent spaces for intellectual, personal, and professional change. The exposure to different perspectives not only enriched the understanding of the concepts of education, but also challenged their assumption of knowledge, learning and teaching authority. Participants were more open to multiple perspectives, more aware of themselves and more committed to educational equity and social impact as a result of interacting with classmates from diverse backgrounds. The transformations indicate that multicultural learning contexts facilitate development that goes beyond only narrow definitions of academic achievement.
The results also have implications for other higher education institutions that are trying to cater to an ever-expanding student body. Not all students share the same definition of learning, participation or academic success when they come to graduate school. Rather, institutions need to acknowledge the unique educational backgrounds, linguistic experiences, cultural values and learning practices that students carry with them into the classroom. It is important, therefore, to ensure learner success through holistic approaches that focus on all the aspects of learning – cognitive, emotional, social, cultural and technological.
Finally, this study suggests that metacognition in multicultural higher education is a socially, culturally, emotionally and technologically negotiated process. Students don't just control cognitive strategies individually. They are active in building a system of structures of support, accessing cultural and relational resources, dealing with the emotional aspects of the situation and interacting with a variety of communities of learners in order to make meaning of new academic environments. They change their ways of learning in these processes and also their conception of the nature of knowledge, identity and their roles in society. As higher education continues to grow beyond cultural, linguistic and national boundaries, it is important to gain insight into these broader aspects of metacognitive learning. The experiences of the students in this study were evidence that learning in multicultural graduate classrooms is not just about knowledge. It is an adaptive, negotiating, transforming, and growing process, in which the learners learn to think differently, to understand others differently, and to be able to contribute differently to their community and the world. 
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Demographic Characteristics of Semi-Structured Interview Participants (N = 13)
	Academic Year
	Country of Origin
	Mode of Attendance in Class
	Number of Participants (n)

	First Year (n=4)
	Bangladesh
	In-person
	3

	
	Afghanistan
	Remote (online)
	1

	Second Year (n=9)
	Bangladesh
	In-person
	3

	
	Afghanistan
	In-person
	4

	
	Myanmar
	In-person
	1

	
	Timor-Leste
	In-person
	1

	Total
	
	
	13
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[bookmark: _Toc235800246]Table A2
Demographic Characteristics of Photovoice Participants (n = 7)
	Academic Year
	Country of Origin
	Mode of Attendance
	Number of Participants (n)

	First Year (n=2)
	Bangladesh
	In-person
	2

	Second Year (n=5)
	Bangladesh
	In-person
	2

	
	Afghanistan
	In-person
	2

	
	Timor-Leste
	In-person
	1

	Total
	
	
	7
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[bookmark: _Toc235800247]Table A3
Demographic Characteristics of Focus Group Participants (n = 4)
	Academic Year
	Country of Origin
	Mode of Attendance
	Number of Participants

	Second Year (n=4)
	Bangladesh
	In-person
	2

	
	Afghanistan
	In-person
	1

	
	Afghanistan (Written Response)
	In-person
	1

	Total
	
	
	4
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Demographic Characteristics and National Backgrounds of the Population (N = 53)
	Academic Cohort
	Nationality
	Number of Students (n)

	First Year Cohort (n=27)
	Bangladesh
	15

	
	Afghanistan
	8

	
	Rohingya
	2

	
	Pakistan
	1

	
	Vietnam
	1

	Second Year Cohort (n=26)
	Afghanistan
	13

	
	Bangladesh
	9

	
	Rohingya
	3

	
	Timor-Leste
	1
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Demographic Profiles, Pseudonyms, and Methodological Triangulation Matrix of Interview Participants (N = 13)
	Code
	Pseudonym
	Year
	Country of Origin
	Program Exposure
	Interview
	FGD
	Photovoice

	P1
	Maria
	2nd year
	Timor-Leste
	In-person
	Yes
	No
	Yes

	P2
	Zarmina
	2nd year
	Afghanistan
	In-person
	Yes
	No
	No

	P3
	Laila
	2nd year
	Afghanistan
	In-person
	Yes
	Yes (Via written response)
	Yes

	P4
	Khadija
	2nd year
	Afghanistan
	In-person
	Yes
	No
	

	P5
	Tasnim
	2nd year
	Bangladesh
	In-person
	Yes
	Yes
	Yes

	P6
	Anika
	2nd year
	Bangladesh
	In-person
	Yes
	Yes
	Yes

	P7
	Lailuma
	2nd year
	Afghanistan
	In-person
	Yes
	Yes
	Yes

	P8
	Nusrat
	1st year
	Bangladesh
	In-person
	Yes
	No
	Yes

	P9
	Fariha
	1st year
	Bangladesh
	In-person
	Yes
	No
	Yes

	P10
	Adiba
	1st year
	Bangladesh
	In-person
	Yes
	No
	No

	P11
	Bushra
	2nd year
	Bangladesh
	In-person
	Yes
	No
	No

	P12
	Yasmin
	2nd year
	Myanmar (Rohingya Refugee)
	In-person
	Yes
	No
	No

	P13
	Malala
	1st year
	Afghanistan
	Fully remote/ online
	Yes
	No
	No
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Semi-Structured Interview Guide
1. Can you tell me the name of your country and the year of your MA journey at AUW?
2. Can you briefly describe your educational background before joining the MA in Education program here?
3. How would you describe the teaching and learning style in your previous educational context?
3. When preparing for complex academic tasks (e.g., readings, assignments, exams), what strategies do you usually use?
4. How do you check whether you truly understand a topic?
5. What do you do if you realize you do not understand something?
6. Do you set goals before starting academic tasks? If yes, how?
7. Have you changed or adjusted your learning strategies since joining this program? Can you give an example?
8. Do you think your previous educational or cultural background influences how you learn? In what ways?
9. Have you noticed differences in how classmates from different backgrounds approach learning?
10. How do class discussions or collaborative activities influence your understanding of course materials?
11. Overall, do you think studying in a multicultural classroom has changed how you think about your learning process? How?
12. Is there anything else you would like to share about your learning experience?
[bookmark: _er020si0ggsp][bookmark: _Toc235800252]Appendix D
Photovoice Activity Prompts
1. Do you agree to participate in this photovoice activity?
2. Preferred Name
3. Year of MA
4. Upload Your Image
5. What is shown in your image/images?
6. Why did you choose this image? What does it represent about your learning process?
7. Do you think this image reflects anything about your educational or cultural background? If yes, how?  
[bookmark: _ymvr29ih4lsl]
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Focus Group Discussion Guide
1. How would you describe the learning culture in this MA program?
2. Do students from different educational backgrounds approach assignments differently? Can you share examples?
3. Have you ever changed your learning strategy after interacting with classmates? What influenced that change?
4. How do group discussions or collaborative activities affect how you prepare for assignments or exams?
5. What challenges have you faced adapting to this academic environment?
6. How did you manage or overcome those challenges?
7. Do you think studying in a multicultural classroom makes students more aware of how they learn? Why or why not?
8. What has most influenced your development as a learner in this program?  
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Selective PhotoVoice Images
The participants voluntarily submitted the following photographs during the photovoice activity. Photos with identifying information have been removed or altered to preserve participant privacy. The photographs are presented with participants' permission, and are included to illustrate learning environments and artifacts that are referred to in Chapter 4.
[bookmark: _Toc235800255]Figure F1
Organized study/workspace of a participant
[image: ]
Note. This picture shows an organized study space with sticky notes, filing cabinets, laptop, alarm clocks, artificial flowers, water bottle and painting.


[bookmark: _Toc235800256]Figure F2
Self care items added to the study/workspace cluster of a participant
[image: ]
Note. This picture shows scattered notebooks, laptop, lipgloss, lipliner, tablets, pencil-case, files, notebooks, water bottle and headphones.


[bookmark: _Toc235800257]Figure F3
Mindmap on a notebook of a participant
[image: ]
Note. The picture shows a mindmap of educational leadership philosophy and note-taking of a participant
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