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Abstract This chapter makes a call for contributing to shape a theoretical and 
well sounded baseline concerning metacognition. It begins recognizing the fuzzy 
boundaries of the metacognition field and tailors a profile through a wide collec-
tion of related works. Particularly, this research focuses on an essential subject: 
metacognition models. Thus, a sample of proposals for describing the nature, com-
ponents, and performance of the metacognition is summarized, and a proposal 
called Conceptual Model of the Metacognitive Activity (CMMA) is introduced. 
The CMMA is a conceptual model that depicts the metacognitive activity with 
the purpose of providing a functional view of how metacognition interacts with 
object-oriented cognition. Such a model takes into account basic aspects of neurol-
ogy and biology sciences. Additionally, the autopoiesis property is considered to 
describe the autonomy and performance of the metacognition. Moreover, an analy-
sis of metacognitive models is outlined and a comparison between them and the 
CMMA is made in order to shape an overall idea of what metacognition is, and the 
contribution of the CMMA. In this way, valuable topics are provided to encourage 
research oriented to build the metacognition basis.
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Abbreviations

AS  Autopoietic system
AO  Autopoietic organization
CMMA  Conceptual Model of the Metacognitive Activity
FOC  First-order cognition
LS  Living system
MS  Mechanistic system
NNS  Neuronal nervous system
SR  Self-regulation
SRL  Self-regulated learning
SWOT  Strengths, weaknesses, opportunities, and threats

3.1  Introduction

Metacognition, as a mental phenomenon that happens in the brain of human 
beings as well some species of animals [1], has been a research subject of cog-
nitive developmental psychology. Although, metacognition basically means: 
Cognition about cognition or knowing about knowing [2], it concerns a variety of 
epistemological processes. Papaleontiou-Louca qualifies metacognition as: A kind 
of “second-order cognition” to highlight: thinking about thinking, knowing about 
knowing, regulating about regulation, and so on [3]. She infers: If “first-order cog-
nition” (FOC) concerns understanding, memorizing, and so forth then, metacogni-
tion implies being aware of one’s own comprehension, memory… Thus, diverse 
cognitions about cognitions might be named: metacomprehension, metamemory… 
with metacognition remaining the superordinate term.

Even though the essential concept given to the metacognition term is quite 
simple, its broad meaning and nature have been qualified as “fuzzy” [4]. In this 
regard, Veenman claims: One of problems with metacognition is the “fuzziness” of 
the concept and its constituents, as well as the proliferation of terminologies and 
disagreement about the metacognition ingredients and their interrelationships [5]. 
Furthermore, Zohar and Dori assert: “The ‘fuzziness’ in the metacognition defini-
tions makes difficult to discuss several studies together in an integrated and clear 
way [6]. Moreover, Whitebread et al. [7] observe: “…metacognitive skillfulness is 
a rather fuzzy concept. It can be considered as a person’s propensity to use these 
“basic skills” in everyday situations…”.

Efklides and Misailidi [8] complain that: “…the distinction between cogni-
tion and metacognition is often hard to be made, and the diversity of metacog-
nitive phenomena suggests that there is no single mechanism that can explain 
them all. Acevedo and Aleven [9] claim: “…there is a great need for theoretical 
clarity, including better definitions and descriptions of the metacognition com-
ponents. Beran et al. [10] explain why they called their book “Foundations of 
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Metacognition”: “Given that the term metacognition has acquired several different 
meanings in literature, a general definition of the term is no longer feasible”.

This chapter is an essay on how the metacognitive community can contribute 
to develop a formal, holistic, and systemic theoretical baseline to ground meta-
cognition. In pursuit of such a call, this chapter offers a conceptual view of the 
metacognition field that focuses on its background and development, as well as 
models that depict metacognition, including one that proposes sketching the meta-
cognitive activity. So, the remaining of the chapter is organized as follows: In the 
second section the background and a sample of metacognition facets are outlined. 
In the third section several works explain the nature, composition, and activity of 
the metacognition. In the fourth section a conceptual model to sketch the meta-
cognitive activity is introduced. The aim is to consider essential neuronal and bio-
logical aspects of the metacognitive activity. In the fifth section a discussion of the 
described models is given to sketch an integral view of the metacognition. The last 
section identifies strengths, weaknesses, opportunities, and threats (SWOT) of the 
metacognition, as well as the future work to be carried out to ground CMMA.

3.2  A Glance at Metacognition

In order to highlight essential elements to be considered for designing an integral 
baseline for the metacognition field, a conceptual view is outlined in this section. 
Thus, prior to recalling the appearance of the metacognition term, some research 
that makes up its roots is stated. Afterwards, a series of works published since the 
statement of the metacognition term up to the present is provided. Later on, sev-
eral collections of works concerning different metacognition facets are identified 
to shape the nature of the field. Finally, several publications that unveil two of the 
main metacognitive actors are introduced, one for children and the other for non-
human beings.

3.2.1  Previous Works

The metacognition historical roots are deep because they lie in works such as: 
“Principles of Psychology” published by William James in 1890 [11], the study on 
memory and the feeling-of-knowing experience made by Hart [12], and the Piaget 
School, where Flavell [13] made an incursion and contributed with his book “The 
Developmental Psychology of Jean Piaget” published in 1963.

However, the study of metacognition achieved widespread prominence in the 
1970s through the research fulfilled on developmental changes in children’s cog-
nition about memory, understanding, communication, and problem solving by 
Tulving and Madigan [14], Flavell [15], Fischhoff [16], Brown [17], Wellman 
[18], Lachman [19], and other scientists.
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3.2.2  The Birth of a Research Line

In 1976, Flavell coined the metacognition term to entitle his paper: 
“Metacognitive aspects of problem solving” [20]. In such a work, he provides a 
concept to show what metacognition is: “Any kind of cognitive transaction with 
the human or non-human environment, a variety of information processing activi-
ties may go on. Metacognition refers, among other things, to the active monitoring 
and consequent regulation and orchestration of these processes in relation to the 
cognitive objects or data on which they bear, usually in service of some concrete 
goal or objective”.

Originally, Flavell recognized that metacognition consists of both monitoring 
and regulation aspects. In order to characterize such a viewpoint, Flavell [21] tai-
lored a Formal Model of Metacognitive Monitoring in 1979. His model embraces 
four classes of phenomena: metacognitive knowledge, metacognitive experi-
ences, tasks or goals, and strategies or activities. In addition, the interrelationships 
between these phenomena are drawn to explain how they interact to monitor and 
regulate cognitive activity.

In that moment a research line was born in the field of developmental and cog-
nitive psychology, where scientists of diverse disciplines contribute to extend the 
theory, baseline, methods, and applications as is summarized in the followings two 
subsections.

3.2.3  A Chronicle of Metacognition Research Development

With the purpose of recognizing the evolution of the metacognition field, a sample 
of related works is introduced in this subsection. The works are organized accord-
ing to the decade of their publication to reveal how the metacognition labor has 
evolved since the term was coined up to the present.

Once the metacognition term emerged, many partisans of the developmental 
psychology, cognitive sciences, neural sciences, pedagogy, education, and com-
puter sciences contributed to extended the former achievements of the 1970s. For 
instance, during the 1980s a sort of relevant works were oriented to: study compre-
hension monitoring [22], cognitive knowledge and executive control [23], learn-
ing, remembering, and understanding [24], performance [25], metacognitive skills 
[26], reading comprehension [27], strategies [28], motivation [29], and cooperative 
learning [30].

As for the 1990s, the metacognition research enhanced their lines and explored 
diverse subjects, such as: instruction [31], self-esteem [32], metamemory [33], 
metacognition models [34], metacognitive judgments [35], development of meta-
cognition in children [36], frontal lobe supports to metacognitive activity [37], 
metacognitive theories [38], implicit memory [39], and prefrontal cortex supports 
to control and monitor memory processes [40].



433 A Conceptual Model of the Metacognitive Activity

Concerning the present century, an explosion of works concerning meta-
cognition has been published; particularly books, edited books, special-
ized journals, conferences, and societies, such as: Metacognition: Process, 
Function… [41], Thinking and Seeing Visual Metacognition… [42], …Self-
reflective Consciousness [43], Handbook of Metamemory and Memory [44], 
Metacognition [45], New science of Learning Cognition… [46], Trends and 
Prospects in Metacognition… [47], Metareasoning… [48], Metacognition in 
Science Education [49], Foundations of Metacognition [50], …Handbook of 
Metacognition… [51], Cognitive Development (since 1986) [52], Journal of 
Cognitive Neuroscience (since 1989) [53], Trends in Cognitive Sciences journal 
[54], Journal of Cognition and Development [55], Metacognition and Learning 
journal (since 1997) [56], Journal of Applied Research in Memory and Cognition 
[57], International Conference on Metacognition [58], International Association 
for Metacognition [59].

3.2.4  A Conceptual Shape of the Metacognition  
Through Its Works

In order to sketch an image of the metacognition, several of its facets are instanti-
ated through a collection of recent works. The traits considered to make up the 
metacognition shape are the following: disciplines involved in the study, related 
paradigms, metasubjects, metacognitive facets, self-skills, and support to cognitive 
processes.

Some disciplines that study metacognition are the following: cognitive psychol-
ogy [60], developmental psychology [61], educational psychology [62], neurosci-
ence [63], cognitive neuroscience [64], science of learning [46], cognitive sciences 
[65], science education [49], autonomous artificial life form [66], memory [67] 
(e.g., amnesic [68], blank in the mind [69] ), mental health [70], social psychology 
[71], social sciences [72], self-regulation (SR) [73], and computer-assisted learn-
ing [74].

A sample of work lines that make an explicit reference, or at least implicit in 
some sense, to metacognition as a “peer”, “similar”, “related”, or “subordinate” 
construct, are the following: affect [4], cognitive processing [5], self-regulated 
learning (SRL) [75], executive control [76], critical thinking [77], theory of 
mind [78, 79], unawareness and uncertainty [80], cognitive load [81], and moti-
vation [82].

The research in metacognition often demands a specialized study of a given 
subject that is labeled with the prefix “meta” to depict a kind of relationship, 
collaboration, or subordination such as: meta-metacognition [83], metacom-
prehension [84], metastrategic knowledge [85], meta-affect and meta-affective 
(compound term to adjective skill, experience, and knowledge) [86, 87], metam-
emory [67–69, 88], metarepresentation [89], meta-analysis [90], and meta-atten-
tion [91].
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In addition, several functions, methods, strategies and techniques have been 
qualified by the adjective “metacognitive” to highlight its particular nature, such 
as: strategies [92], accuracy [93], judgments [94], prompts [95], instruction [96], 
tools [96, 97], inquiry [98], behavior [99], feelings [100], measures [101], scaf-
folding [102], and feedback [103].

Essentially, knowledge [104], regulation [104, 105], and experiences [106] 
have been considered the main “components” of the metacognition. However, 
some works recognize others components or functionalities, such as: skills [107, 
108], control [109], monitoring [110, 111], reflection [112], and awareness [113].

Metacognition is involved with the reflective property of its components and 
other constructs to emphasize that the subject is aware and responsible for the per-
formance of his/her mental activity, such as: metacognitive self-regulation [114, 
115], self-esteem [115], self-efficacy [115, 116], self-monitoring [117, 118], self-
confidence [118], self-explaining [102, 119], self-knowledge [120], self-perceived 
[121], self-correction [122], self-assessment [123], and self-management [123].

In spite of many works that relate metacognition with learning [124] and 
knowledge acquisition [125], metacognition is also involved in essential cognitive 
functions, such as: reading [126], understanding [127], questioning [128], pronun-
ciation [129], spelling [130], decision-making [131], problem-solving [132], help-
seeking [133], collaboration (e.g., co-regulation in learning) [134], and reasoning 
[135].

3.2.5  Metacognition Research on Children and Animals

Most of the metacognition research is oriented to young and adult people, who 
are involved in formal settings and long-life learning. However, some scien-
tists are interested in exploring how metacognition is manifested in children and 
non-human beings. So, this subsection is reserved to highlight a sample of both 
research targets.

Metacognition is intricately linked to the human mind, including cognitive con-
trol, self-awareness, and consciousness. For this reason, it is acknowledged as one 
of the humans’ most sophisticated cognitive capacities, and it is widely accepted 
that humans are capable of metacognitive processing. Thus, a question is raised: 
When and how metacognition emerges and is developed? In order to respond to 
these questions, a collection of works provides an answer that asserts: metacog-
nition evolves naturally (conscious and non-conscious) in informal and formal 
settings.

Some of the works that study metacognition in childhood are the following: 
Allwood [94] explores metacognitive judgments in children of 8–9-year-olds and 
12–13-year-olds; Whitebread et al. [7] examine a broad variety of metacogni-
tion studies in different ranges of young children; Lyons and Ghetti [136] sum-
marize different studies of metacognition in early childhood from 12 to 18 month 
old babies and from 3 to 5 years old preschool children; Misailidi [79] pursues 
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to bridge the gap between metacognition and theory of mind based on a series of 
studies made with young children.

More related works about children metacognition are presented as follows: 
Renkl et al. [119] measure self-confidence and academic achievements in Primary-
school children, while Kolić-Vehovec et al. [137] report developmental trends in 
metacognition and reading comprehension reached by children during elementary 
and high school (9–17 years) in Croatia; Csíkos and Steklács [138] highlight a 
similar research in Hungary with 10–11 years old children, whereas Sodian et al. 
[139] study metacognition in infants and young children. Esken [140] unveils 
forms of metacognition in children and Roebers et al. [121] examine associations 
between executive functioning, metacognition, and self-perceived competence in 
first grade children.

Other interesting works are introduced as follows: Kloo and Rohwer [141] 
compare the development of earlier and later forms of metacognitive abilities and 
Bryce and Whitebread [142] inquiry: whether developmental changes in children 
aged 5–7 years, reflect quantitative or qualitative improvements, and how meta-
cognitive skills change with age and task-specific ability.

In addition, Krebs and Roebers [143] examine the influence of retrieval pro-
cesses on 9–10 and 11–12 years old children’s metacognitive monitoring and 
controlling; whilst, Barfurth et al. [144] examine metacognition in children and 
adolescents to consider the link between childhood giftedness and adult exper-
tise, as well as understanding ways very able children and adults think and solve 
problems.

Historically, according to Morgan [145]: Homo sapiens alone were regarded 
as metacognitive, while animals were considered to have little by way of mental 
lives, and they were considered much more bound in their behavior to the stimuli 
that they encountered and the outcomes that they experienced [146]. Thus, a skep-
ticism posture is placed on those who study non-human beings if claims of animal 
behavior should be considered as the result of metacognitive processes. A sample 
of works related to metacognition in animals is introduced as follows:

Beran et al. [146] offer evidence that counters that belief and some theoreti-
cal objections against the possibility that monkeys’ performances reflect meta-
cognitive abilities. Couchman et al. [147] reveal evidence for animal metaminds; 
Crystal [148] highlights several models of metacognition in animals; Fujita et al. 
[149] make the question: are birds metacognitive?; Call [150] seeks information 
in animals; Carruthers and Ritchie [151] study how metacognition emerges before 
demonstrations of affect and uncertainty in animals.

3.3  A Sample of Models to Describe Metacognition

A second subject worthy to be taken into account for setting a theoretical base-
line for the metacognition is the theoretical models. A model represents a concep-
tual viewpoint that describes the nature, components, and the way they interact 
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in order to explain the metacognitive phenomenon. Therefore, a survey of fifteen 
works that characterize the metacognition is stated in this section.

3.3.1  Classic Models of the Metacognition

Research in metacognition is grounded on a wide variety of theoretical models, 
which provide essential concepts to describe its nature. Some of them are briefly 
described to highlight relevant attributes of the metacognition.

•	 Flavell’s Metacognitive Monitoring Model: identifies four phenomena involved 
in metacognitive monitoring: knowledge, experiences, goals-tasks, strategies 
[21, 152]. Where, knowledge represents facts and beliefs that the individual 
holds about the factors that bias cognitive activities. Knowledge is characterized 
as person, task, and strategies variables. As for experiences, they are subjec-
tive internal responses of an individual to his/her cognitive performance. With 
respect to goals-tasks, they depict the results to be achieved by a task; whereas 
strategies are ordered processes set to control one’s own cognitive activities and 
to assert that a cognitive goal has been fulfilled.

•	 Brown’s [153] Knowledge and Regulation of Cognition Model: reveals two 
closely related categories: knowledge of cognition and regulation of cognition. 
The former means “knowing that” and represents activities that involve con-
scious reflection on ones cognitive abilities and activities. The later corresponds 
to activities triggered by self-regulatory mechanisms during an ongoing attempt 
to learn or solve problems. Such activities are unstable.

•	 Nelson and Narens’s [154] Hierarchical Model: splits cognitive process 
into meta-level and object-level. The former sketches a cognitive model of 
the latter, which is updated as a result of the monitoring flow coming from 
the object-level. The meta-level reacts to such stimuli by producing control 
flows oriented to initiate, alter, or terminate mental actions being achieved at 
object-level.

•	 Norman and Shallice’s [155] Executive-Object Model: embraces two levels 
named executive system and instance. The first depicts a view of the perceptual 
and cognitive functions existent at the instance level; whilst the second contains 
schemas that are basic units of action and thought. The model asserts the execu-
tive system modulates the instance level schemas according to an individual’s 
intentions.

•	 Shimamura’s [156] model: is based on the model proposed by Nelson and 
Narens [154], and Norman and Shallice [155] to map the meta-level and the 
object-level onto a hierarchical brain structure. Where posterior cortex supports 
object level to carry out task performance and prefrontal cortex performs the 
meta-level that is conceptualized as both monitoring and controlling the object 
level.
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3.3.2  Declarative and Procedural Models  
of the Metacognition

Besides the “classic” models of metacognition, there are additional models of 
metacognitive skills that can be typified as either describing components or sched-
uling the processes involved in metacognitive behavior regardless of timing.

Descriptive Models of the Metacognition. Descriptive models highlight com-
ponents, facets, and functionalities of the metacognition according to a particular 
viewpoint. In addition, a kind of conceptual, functional, or hierarchical relation-
ship is linked in order to explain how they are organized and interrelated. A sam-
ple of this category is briefly presented as follows.

•	 Kuhn’s [157] model: depicts metacognition as: “Any cognition that has cogni-
tion…as its object”. It encompasses three components: metacognitive knowing 
(i.e., refers to one’s base of declarative knowledge), metastrategic knowing (i.e., 
involves procedural knowledge), and epistemological knowing (i.e., individual’s 
broader understanding of what knowledge and knowing are in general).

•	 Alexander and Schwanenflugel’s [158] model: identifies three components of 
metacognition: declarative metacognitive knowledge (i.e., individual’s knowl-
edge about the contents of the mind), cognitive monitoring (i.e., individual’s 
ability to read one’s own mental states), and regulation of strategies (i.e., ability 
to strategically use metacognitive knowledge to achieve goals).

•	 Tobias and Everson’s [159] Componential Model: considers monitoring prior 
learning as a prerequisite for metacognitive process. The model focuses on the 
ability to monitor, evaluate learning, select strategies, and make plans for one’s 
learning, as well as the control of these processes. The knowledge monitoring is 
the ability to know: what you know and knowing what you do not know.

•	 Schraw et al. [84] framework: sketches a hierarchy to split metacomprehension 
into metacognition and metamemory. Because metacognition refers to knowl-
edge about cognition and cognitive processes, it recognizes them as its essential 
components, which are also respectively named metacognitive knowledge and 
metacognitive skills. Where, the former holds three sorts of knowledge: declara-
tive, procedural, and conditional. Whilst, the latter considers two additional 
skills (information management and debugging) to the classical ones (planning, 
monitoring, and evaluation).

•	 Zohar’s [85] Metastrategic Knowledge Model: reveals general knowledge about 
higher-order thinking strategies. It maps the traits of the models proposed by 
Flavell [21, 152], Schraw [84], and Kuhn [157] prior stated. Where metastrate-
gic knowledge corresponds to three kinds of knowledge about: persons, tasks, 
and strategies.

•	 Efklides’s [4] model: defines two functions of the metacognition: monitor-
ing and control. The first is manifested by metacognitive knowledge and 
experiences; whilst the second is expressed by metacognitive skills. The meta-
cognitive knowledge is associated to facets: ideas, beliefs, theories of goals, 
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task, person, cognitive function… Metacognitive experiences concerns with the 
facets: feelings of familiarity, difficulty, knowing… and judgments of learning, 
estimate of effect… Metacognitive skills are related to the facets: conscious for 
effort and time allocation.

Procedural Models of the Metacognition. Procedural models characterize 
metacognition as a sequence of stages or processes, which evolves during the time 
the individual matures. Some of these models are outlined next:

•	 Veenman’s [160] model: extends the model of Nelson and Narens [154] to 
depict a dynamic bidirectional flow. Where metacognition is seen as both bot-
tom-up and top-down processes. As for the former, anomalies in task perfor-
mance trigger monitoring activities, which in turn activate control processes on 
the meta-level. Whereas for the latter, apart from being triggered by task errors, 
the top-down process is also triggered as an acquired program of self-instruc-
tions, whenever the individual is faced with performing a task he/she is familiar 
with a certain extent. Such a program of self-instructions could be represented 
by a production system of condition-action rules [161].

•	 Zelazo conscious awareness model: traces an information processing account 
through the next stages: (1) at birth, children reveal minimal consciousness 
because they are aware only of the input stimuli; (2) around the first year, 
infants unveil recursive consciousness due to they are able to bring back to mind 
stimuli which are no longer in the environment; (3) around the second year, 
children are self-conscious as they are accustomed to reflect about the stimuli 
brought back to their mind; (4) during the proceeding years additional levels of 
conscious awareness are reached as children progress through further iterative 
recursions, bringing to mind and reflecting upon the contents of their mental 
activity from lower levels of consciousness [136, 162].

•	 Flavell’s awareness of uncertainty model: considers children deal with uncer-
tainty through four stages: (1) at birth, babies may not have any experience of 
uncertainty; (2) young children may have subjective experiences of uncertainty, 
but fail to be consciously aware of it; (3) children may be consciously aware 
of the subjective experience of uncertainty, but may not attribute it as such; (4) 
later, children are consciously aware of their subjective experiences of uncer-
tainty and recognize them as uncertainty [136, 163].

•	 Efklides’s [164] metacognitive and affective model of self-regulated learning: 
joins metacognition and motivation/affect as two levels of functioning in SRL, 
person and task x person. At the first level, person interactions between trait-like 
characteristics (e.g., cognitive ability, metacognitive knowledge and skills, self-
concept, perceptions of control, attitudes, emotions, and motivation in the form 
of expectancy-value beliefs and achievement goal orientation) are supposed to 
happen and such person traits guide top-down SR. At the task x person level 
(i.e., the level at which SRL events occur) metacognitive experiences (e.g., feel-
ing of difficulty) and online affective states play a major role in task motivation 
and bottom-up self-regulation. The stimuli represented by a cognitive task acti-
vate person and task x person levels, as well as reciprocal relationships between 
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them and their respective components. This means, person traits interact with 
each other at person level; whereas at task x person level, reciprocal relation-
ships between cognition and metacognition–affect, as well as metacognition–
affect and SR of affect/effort are triggered.

3.4  A Conceptual Model of the Metacognitive Activity

In order to participate in grounding the metacognition basis, a Conceptual Model 
of the Metacognitive Activity (CMMA) is proposed in this section. The CMMA 
includes concepts of the neurology and biology inspired in [165–169]. They pro-
vide a theoretical context of neurological structures and biological systems that 
support the development of cognition, and specifically metacognition. Thus, 
diverse concepts, premises, and hypothesis are stated to describe the nature of cog-
nition and metacognition.

3.4.1  A View of the Nervous System

Cognitive activity is immanent to living beings. Daily, the nervous system of 
human beings performs cognitive activity to fulfill mental and physical tasks (e.g., 
thinking, eating…), besides automatic and routine tasks (e.g., breathing, sleep-
ing…). Therefore, the cognitive activity, and more specifically the metacognitive 
activity, is a daily process of the nervous system.

Multi-cellular animals, such as human beings, have a neuronal nervous system 
(NNS); whereas unicellular living systems have a molecular nervous system. NNS 
is organized as a closed network of neurons that tailors changing activity relation-
ships. The NNS exists in structural intersection with a larger system, the organism, 
and at the sensory and effector areas that are used to interact in a medium that is 
a dynamic totality. Based on the work achieved by Maturana, some operational 
consequences concerning the manner that the nervous system is constituted and 
several properties of the NNS are outlined in this section [165–169].

Organism and NNS exist operationally in different non intersecting domains. 
The organism operates in the domain in which the living system (LS) exists. 
The NNS operates in the domain in which it is found as a closed neuronal net-
work of changing relations of activities. The interrelation between both domains 
occurs at the sensory and effector items where organism and NNS are in structural 
intersection.

The NNS does not interact with the medium, neither act on representations of 
the medium. Its structure is not fixed; it continuously changes due to the following 
reasons: (1) the structure of the NNS follows a path of change that is contingent 
to the flow of the interactions of the organism in the realization and conservation 
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of its life; (2) the structural changes triggered in neuronal items that intersect with 
internal and external sensory/effectors of the organism as a result of the organ-
ism interactions in the external medium; (3) by structural changes triggered in 
the neuronal items by hormones secreted by the organism endocrine cells; (4) 
by recursive structural changes triggered in its neuronal components as a result 
of their participation in its operation as a closed network of changing activity 
relationships.

The NNS intersects structurally with the sensors and effectors of the latter’s 
sensory and effector surfaces. So, the sensors and effectors of a multi-cellular 
organism have a dual character and operate both as components of the organism 
and the NNS. As regards the former, sensors and effectors operate in the interac-
tions of the organism in its existence domain as its sensors and its effectors. For 
the latter, sensors and effectors operate in their closed dynamics of changing activ-
ity relationships, as well as other neuronal elements. A conceptual view of the 
NNS is drawn in Fig. 3.1 to illustrate the CMMA.

3.4.2  A View of the Biological Context

Human and non-human beings are biological LS, whose cognitive and metacog-
nitive activities are fulfilled through neuronal structures and neuronal activity. 
Neurons are cells that establish synaptic connections to shape networks of neu-
rons. The neuronal structures facilitate the interchange of chemical and electri-
cal flows as a way to perform neuronal activity. Thus, in order to complement the 
CMMA baseline, it is pertinent to take into account a biological view to consider 
metacognition as a LS, specifically an autopoietic system (AS), based on the fol-
lowing concepts:

Sensors 

Effectors 

Organism 
Closed network of neurons

Neuronal nervous system

Medium

Fig. 3.1  A conceptual view of the neuronal nervous system according to the CMMA
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•	 LS: it is a structure determined system, whose structure defines how the LS is 
made at any instant. All that happens to the LS at any instant depends on its 
structure. Any agent impinging on the LS only triggers structural changes 
determined in it [165]. So a LS is a kind of molecular machine that operates 
as closed networks of molecular productions. The molecules produced through 
their interactions generate the same molecular network that produced them, 
specifying at any instant its extension. Such a phenomenon reveals a recursive 
property.

•	 Living organization: is a property to support the belief that all LS must share a 
common organization. A living organization can only be characterized unam-
biguously by specifying the network of interactions of components which con-
stitute the LS as a whole, that is, as a “unity”. Varela et al. [166]. inquiry: “What 
is the necessary and sufficient organization for a given LS to be a living unity?”

•	 Unity: is treated from two views: (1) as an analyzable whole endowed with 
constitutive properties which define it as a unity; (2) as a complex system that 
is realized as a whole through its components and their mutual relationships. 
Where a complex system is defined as a unity by: The relationships between 
its components (which realize the system as a whole) and its properties, which 
determine the way the unity is defined [166].

•	 Classes of unities: they are LS determined by the same organization in spite of 
having different kinds of components, as long as these components have the 
properties which realize the required relationships. Some classes of unities are 
labeled as mechanistic systems (MS) because their organization is specifiable 
only in terms of relationships between processes generated by the interactions 
of their components. This is the case of LS whose living organization is consid-
ered to be a MS.

•	 MS: is a system whose components’ properties are capable of satisfying certain 
relationships that determine the unity of the interactions and transformations of 
these components. It means the system under study only behaves as it does because 
all its components contribute. So a mechanistic viewpoint necessarily needs a 
decomposition of the system into components and their interrelations [167]. 
There are some MS defined as unities by a specific organization called autopoietic 
organization (AO). Such MS is different from others in the sense the product of its 
operation as a system is necessarily always the system itself. If the network of pro-
cesses that constitutes this kind of MS is disrupted, the system disintegrates.

•	 AO: is defined as a unity by a network of productions of components which 
satisfies two constrains: (1) components recursively participate in the same net-
work of productions of components that produced them; (2) tailor the network 
of productions as a unity in the space in which the components exist. This is the 
case of a cell, which is a network of chemical reactions that produce molecules 
that realize the cell; and such reactions interact and recursively participate in the 
same network of reactions which produced them [166].

•	 AS: is a mechanistic system that exhibits the AO. Biological evidence shows 
that LS belong to the class of AS [168]. The LS is a molecular AS open to 
the flow of matter and energy. The AS is a LS closed in its states dynamics 
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in the sense that it is alive only while all its structural changes conserve their 
autopoiesis [169]. The AS holds an autonomy property of an AO, where the 
realization of the AO is the product of its operation. As long as an AS exists, 
its organization is invariant. If the network of productions of components 
which defines the organization is disrupted, the unity disintegrates. So an AS 
has a domain in which it compensates perturbations by the realization of its 
autopoiesis, and it remains a unity.

3.4.3  Nature of the Cognition

Besides the neurological and biological essentials, the CMMA also considers the 
nature of the cognition. In this section a series of concepts is stated to provide 
key definitions of several constructs. In addition, the learning ability is chosen 
to provide an example of the conceptual view of cognition, which is similar to 
Fig. 3.1.

Essential Concepts about Cognition. The brain is the seat of cognition. 
Cognition literally means: “to know”. Cognition has to do with how a person per-
ceives, understands, and behaves in the world. Cognition claims the acquisition, 
development, and exploitation of a wide sort of knowledge and cognitive activities.

As for knowledge, it can be seen as memories formed from the manipulation 
and assimilation of raw input (i.e., information perceived via our senses of sight, 
hearing, taste, touch, and smell), as well as the result of our daily cognitive activ-
ity (e.g., thoughts, reasoning, recalls, learning, mental experiences, cognitive 
outcomes…).

A large part of cognition involves the organization of our knowledge into 
associations or categories. These might range from facts (e.g., things one might 
find in a place) to beliefs (e.g., suppositions about how some people behave). 
Simple symbols (e.g., dollar currency $) are used to group more complex 
learned associations such as those between noses, lips, eyes, and smiles. Using 
knowledge to direct and adapt action towards goals is the foundation of the cog-
nitive activity.

In regards cognitive activity, it represents the manifestation of cognition 
achieved in the brain. People perform cognitive activity to fulfill nearly every 
human action, from the simplest task to the most complex. Cognitive activity is 
embodied into cognitive abilities to guide their organization, practice and con-
trol to accomplish specific cognitive purposes. For instance, answering the phone 
involves at least: perception (hearing the ring tone), decision making (answering 
or not), motor skill (lifting the receiver), language skills (talking and understand-
ing language), and social skills (interpreting tone of voice and interacting properly 
with another human being).

Cognitive abilities (e.g., brain or mental functions) are neural processes, which 
are represented and performed in the brain. They constitute the ownership of the 
means to achieve something, or the faculty for practicing a natural or mastered 
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skill needed to do something. They are based on specific constellations of brain 
structures (e.g., memory skills rely mainly on parts of the temporal lobes, next to 
the temples, and parts of the frontal lobes, behind the forehead). Cognitive abili-
ties are neural processes, which are represented and performed in the brain. The 
cognitive abilities are overlapping and not always clearly distinct. Keeping this 
in mind, the concept of cognition is broken down into some of its more widely 
cognitive abilities, such as: perception, attention, reasoning, speaking, planning, 
learning…

Representation of Cognition according to the CMMA. In order to show how 
the CMMA characterizes the cognition, the learning ability is picked to apply the 
neurological and biological previously stated baseline. Therefore, a series of con-
cepts and a graphical representation are outlined as follows.

Learning is a ordinary cognitive ability that demands a dynamic structure deter-
mined by neural networks. It triggers the interchange of information, depicted as 
chemical and electrical flows, with the NNS, the sensors and effectors, and the 
organism. The mechanism of synaptic plasticity, stated in the Hebbian theory, 
reveals that an increase in synaptic efficacy arises from the pre-synaptic cell’s 
repeated and persistent stimulation of the postsynaptic cell [170]. This mechanism 
claims the adaptation of neurons in the brain during learning. The theory claims: 
“Cells that fire together, wire together”. It attempts to depict associative learning, 
in which simultaneous activation of cells leads to pronounced increases in synaptic 
strength between those cells.

According to the CMMA, learning can be conceptually characterized as is 
shown in Fig. 3.2. The model presents a closed network of components such as 
cognitive activities and knowledge. They are sketched as a network of black and 
white nodes to respectively depict cognitive activities and knowledge. They hold 
relationships for transferring stimuli between them. The direct relationships are 
drawn as thin links, the recursive flows are pictured as thick links, and the feed-
back flows are depicted as dotted lines. The arrowheads of the links reveal direct 
sense of stimuli transference.

The closed network of components is organized as a structure determined sys-
tem oriented to accomplish ordinary cognitive processes. The processes progres-
sively master new and current knowledge, as well as new and current cognitive 
skills. The structure determined system operates and evolves throughout several 
cycles.

During a given cycle, several kinds of outcomes are produced, such as: new 
or transformed components (e.g., cognitive activities and knowledge), ordinary 
cognitive processes, new knowledge, and skills, where these products are respec-
tively identified in Fig. 3.2 by A, K, P, and S ovals, which appear inside the small-
est cloud. In consequence, feedback and recursive flows transfer the outcomes 
as inputs to trigger the next cycle. In this way, the closed network evolves like a 
spiral along the time. The closed network and the set of outcomes hold bidirec-
tional flows to transfer stimuli with the sensors and effectors. They are the media-
tors between the NNS, shaped as the largest cloud in Fig. 3.2, and the organism, 
sketched as an oval.
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3.4.4  Nature of the Metacognition

Once the neurological, biological, and cognitive baseline has been stated, it is 
time to explain how the CMMA represents the metacognition. Firstly, key con-
cepts are defined to shape a theoretical reference. Later, a sample of how to depict 
the metacognition to support learning is outlined in accordance with the previous 
representations.

Essential Concepts about Metacognition. Most of the cognitive activity, 
such as all the cognitive abilities introduced in the prior subsection, is consid-
ered as FOC due to people daily practicing to accomplish a mental or a physi-
cal goal (e.g., acquiring new knowledge, watching an advertisement…), and 
to interact with others and their environment (e.g., speaking with somebody…). 
However, there is a category of cognitive activity that pursues to trigger, super-
vise, evaluate, exert, and take over FOC activity, such a category is called: meta-
cognition. Essentially, metacognition is cognition and aims at gaining, stimulating, 
and practicing several kinds of knowledge and activities, which are labeled as 
metacognitive.

For instance, metacognitive knowledge is knowledge of cognition. It refers 
to what individuals know about cognition and their own cognition strengths and 
weaknesses. Moreover, it accounts for experiences, strategies, and conditions 
under what some kind of activity is preferred more than others. Furthermore, it 
shapes a model of the current FOC activity, which is the target of the metacogni-
tive activity.

K

A 

P 

S 

Sensors

Effectors

Organism
Neuronal nervous system 

Fig. 3.2  A conceptual view of the learning cognitive ability according to the CMMA
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As regards metacognitive activity, it is also the manifestation of neural pro-
cesses and is supported by brain structures (e.g., metacognitive monitoring and 
control have been viewed as a function of the prefrontal cortex, which monitors 
sensory signals from other cortical regions and through feedback loops imple-
ments control [44]). Metacognitive activity reveals the practice of metacognitive 
strategies, processes and skills currently performed in the brain.

Metacognitive activity is guided by metacognitive strategies. Such strategies 
are sequential processes devoted to monitor and control FOC activities and to 
ensure the fulfillment of a cognitive goal. The organization of metacognitive activ-
ities, processes, and strategies to accomplish a metacognitive purpose is named 
“metacognitive skill”.

The repertory of metacognitive skills is quite extensive, and nearly includes 
all the ordinary cognitive abilities. Furthermore, the prefix self produces a spe-
cial version of the former skill term. For instance, metacognitive regulation is 
the monitoring of one’s cognition and includes planning activities, awareness of 
comprehension and task performance, and evaluation of the efficacy of monitoring 
processes and strategies [171]. Whereas, metacognitive self-regulation is defined 
as: self-regulated thoughts, feelings, and behaviors that are oriented to attaining 
goals. It follows three stages: forethought, performance, and self-reflection.

Characterization of Metacognition according to the CMMA. Based on the 
prior neurological, biological, and cognitive concepts and practices of representa-
tion, this subsection explains how the CMMA characterizes metacognitive activity.

Metacognitive activity is considered a neurological, biological, and LS. The 
view provides an idea of the nature of the metacognition and how the activity is 
accomplished according to the support of the NNS. Based on the arguments pre-
sented in Sect. 3.4.2, it infers that metacognition is a kind of AS, illustrated in 
Fig. 3.3.

The meaning of the representation stated by the CMMA for the metacognition 
in Fig. 3.3 takes into account the prior description given for the common shapes 
(e.g., direct, feedback, and recursive relations are respectively sketched through 
thin, thick, and dotted lines…) in Fig. 3.2. In addition, the following observations 
are pointed out:

The square depicts the organism; the oval sketches the NNS; the big cloud at 
the left shows the metacognition; the middle cloud corresponds to the FOC activi-
ties; the smallest cloud concerns the sensor and effectors items.

The metacognitive image holds three elements: a closed neuronal network is 
illustrated at the left (e.g., where the black and white nodes represent metacogni-
tive activities and metacognitive knowledge respectively); at the center is shown a 
cloud with ovals to label metacognitive processes (e.g., P1, P2…); at the right, the 
wide arrows show metacognitive strategies (e.g., S1, S2…).

As for the FOC picture, it shapes a closed neuronal network (e.g., where the 
black and white nodes depict cognitive activities and cognitive knowledge); whilst 
several cognitive activities labeled as A1, A2… are outlined like ovals at the right.

Metacognition is performed by the structure and activity of the NNS. The 
NNS structures are characterized as a closed network of neuronal elements that 
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establishes changing activities relationships. The NNS provides a mediated struc-
tural intersection with the organism by means of the participation of FOC activi-
ties. They transfer and receive communication with sensory and effector items. 
Such items make up the structural intersection between organism and NNS. The 
organism operates in the domain in which human being exists; whereas, the meta-
cognition operates in the domain in which it exists as a closed neuronal network of 
changing activity relationships.

Metacognition, as a manifestation of cognition with a given purpose, monitors 
and controls the performance of FOC activities. It is considered a kind of LS that 
holds a living organization. Metacognition is thought as a closed network of inter-
actions of basic components (e.g., metacognitive knowledge and metacognitive 
activities).

The closed network establishes direct, feedback, and recursive relationships 
between the basic components. As a result, several kinds of metacognitive pro-
cesses are fulfilled. In this manner, different sorts of metacognitive skills are real-
ized. Both, processes and skills hold feedback relationships with each other, and 
also with the basic components. This dynamic schema constitutes the metacogni-
tion as a whole LS that is, a unity!

Metacognition is a kind of mechanistic system whose organization is specifi-
able in terms of relationships between metacognitive processes generated by the 
interactions of their components. As a consequence, the product of the metacogni-
tion operation as a system is always metacognition!

In this sense, metacognition holds an AO due to it being defined as a unity by a 
network of productions of basic components organized as a structure determined 
system. The metacognitive components recursively participate in the same net-
work of productions of components that produced them (i.e., new metacognitive 
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Fig. 3.3  A conceptual view of the metacognition according to the CMMA
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knowledge and metacognitive activities are produced) and realize the network of 
productions as a unity in the space in which the components exist.

Based on the stated arguments, metacognition is an AS. Therefore, it is a system 
closed in its states dynamics. In the sense that it is alive only while all its structural 
changes are structural changes that conserve their autopoiesis.

Metacognition, as a kind of cognitive activity, operates and evolves in a spiral 
way, as is pictured in Fig. 3.4. During a given cycle, different outcomes are pro-
duced (e.g., new or transformed metacognitive activities, knowledge, processes, 
and skills, and new or altered FOC activities and abilities) as well as feedback and 
recursive flows are triggered.

For instance, monitoring is one of the triggered skills (e.g., it is pictured 
through gray circles in Fig. 3.4). In addition, other functionalities are concurrently 
or sequentially fulfilled (e.g., they are sketched as the cross symbol in Fig. 3.4). 
One of them corresponds to the regulation, which is drawn as a gray square in 
Fig. 3.4. As a result of the activation of several functionalities, awareness (e.g., 
it is shaped as a diamond) is developed to get consciousness of the FOC activi-
ties being fulfilled to deploy the FOC ability of learning. In order to support the 
execution of those functionalities knowledge, illustrated by a triangle in Fig. 3.4, 
is retrieved. In reciprocity new knowledge is added, and current knowledge is 
updated and deleted.

3.5  Analysis of Metacognition Models

Once a series of classic, descriptive, and dynamic models of metacognition, as 
well as the propose CMMA, have been described, a comparative analysis of the 
traits they represent is outlined in this section. The aim is to provide another con-
ceptual element for contributing to develop a holistic baseline of the metacogni-
tion field.

Fig. 3.4  A graphical 
evolution of the 
metacognition according 
to the CMMA
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3.5.1  A Comparative Profile of Metacognition Models

In order to facilitate the comparison of the fifteen models stated in Sect. 3.3, a 
profile is tailored to characterize their main traits. Such a profile is presented in 
Tables 3.1, 3.2 and 3.3; where the left column identifies the attributes and the 
remaining unveil the characteristics of their respective model.

3.5.2  An Analysis of the Metacognition Models

Based on the description given for the fifteen models in Sect. 3.3 and in Tables 3.1, 
3.2 and 3.3; an analysis of their nature is stated in this subsection. The purpose 
is to summarize the attributes used to model metacognition. In addition, a com-
parison of such pattern of traits versus the CMMA is also achieved. The aim is to 
continue the provision of conceptual items to shape a theoretical baseline for the 
metacognition arena.

With relation to the sample of classic metacognition models, psychology and 
neurology are the disciplines taken into account. The object to study is metacogni-
tion and some facets. Most of the models only identify and depict facets; whilst a 
few also explain how the components interact. The relationship between components 
is diverse without a prevalent type. Also the main components are heterogeneus; 
some are metacognitive facets, others are conceptual components or brain areas. 
The subcomponents are also diverse (e.g., variables, facets, and conceptual items). 

Table 3.1  A comparative profile of classic metacognitive models

Trait Flavel [152] Brown [152] Nelson and 
Narens [154]

Norman and 
Shallice [155]

Shimamura 
[156]

Baseline Psychology Psychology Neurology Neurology Neurology

Target Monitoring Metacognition Metacognition Attention– 
perception

Metacognition

Nature Descriptive Descriptive Descriptive–
dynamic

Descriptive–
dynamic

Descriptive

Relationship Relational Hierarchical • Bottom-up • Bottom-up • Spatial

Components • Knowledge • Knowledge • Meta-level • Executive 
system

• Prefrontal 
cortex

• Experiences • Regulation • Object-level • Instance– 
level

• Posterior 
cortex• Goals-tasks

• Strategies

Sub-
components

Variables: • Person • Monitor • Schemas • Monitoring

• Person • Task • Object model • Control
• Control• Task

• Strategies
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Table 3.3  A comparative profile of procedural metacognitive models

Traits Veenman [160] Zelazo [136, 162] Flavell [136, 163] Efklides [164]

Baseline Psychology Psychology Psychology Psychology

Target Metacognition Conscious–aware-
ness

Awareness 
–uncertainty

Metacognition, 
affection, SRL

Nature Dynamic Evolutionary Evolutionary Dynamic

Relationship • Bottom-up Sequential Sequential • Bottom-up

• Top-down • Top-down

Components • Meta-level • Conscious • Awareness • Person

• Obeject-level • Awareness • Uncertainty • Task x person

Sub-components • Task 
performance

Person:
• Cognitive abil-
ity, self-concept

• Monitoring • Metacognitive 
knowledge–skills
• Perceptions of 
control, attitudes

• Control • Emotions, and 
motivation
Task x person:

• Program of 
self-instructions

• Metacognitive 
experiences
• Online affective 
states

Sequence or 
stages

1. Task 
performance

1. At birth: mini-
mal consciousness

1. At birth: non 
experience of 
uncertainty

1. Task activates 
person and task x 
person2. Monitoring

3. Control 2. 1st year: recur-
sive consciousness

2. Young children: 
unaware of sub-
jective uncertain 
experiences

2. Reciprocal rela-
tionships between 
person and task x 
person

4. Program of 
self-instructions 3. 2nd year: 

self-consciousness
3. Children: 
lightly aware 
of uncertain 
experiences

4. Proceeding 
years: conscious 
awareness

3. Reciprocal rela-
tionships between 
person facets

4. Later: chil-
dren are aware 
of uncertain 
experiences

4. Later: recipro-
cal relationships 
between task x 
person facets
• Cognition/meta-
cognition–affect
• Metacognition–
affect/SR of 
affect–effort
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In resume, the classic models offer different viewpoints to depict metacognition and 
consider its components. Thus, they lack an evident pattern to characterize them.

Concerning the descriptive metacognition models, psychology is the only dis-
cipline; whilst besides the metacognition several facets are the object to model. 
Most of the models are only descriptive and a pair includes dynamic aspects. The 
typical relationship between components is hierarchical. Diverse kinds of meta-
cognitive knowledge are prevalent, as well as monitoring and control. Also, as 
subcomponents, they appear as the most considered. As a summary, the sample of 
descriptive models offers an essential pattern of traits that suggest a common study 
target, as well as a viewpoint to characterize metacognition.

In another vein, procedural models of metacognition are characterized as 
founded on psychology, considering metacognition and awareness as their tar-
get. The models are expressed as dynamic and evolutionary; while bottom-up 
and sequential are the classic relationships between components. Awareness 
and abstract concepts are the typical components; whereas metacognitive facets 
are the typical subcomponents. Two views are considered to explain how meta-
cognition is achieved: one corresponds to conceptual interaction of metacogni-
tive components; whilst the other to the natural maturing of the individual whose 
awareness is increasing whilst the person grows up. As a synopsis, procedural 
models are psychological representations of metacognition, and particularly 
awareness. They focus on conceptual workflows or chronological maturity of the 
individual.

Finally, the CMMA is contrasted against the three types of models to highlight 
its contribution to the metacognition field. The CMMA offers a different perspec-
tive: It takes into account the biological viewpoint to characterize metacognition. 
It depicts a cyclical workflow, where components of a closed network interact 
through direct, feedback, and recursive relationships. Moreover, conceptual rela-
tionships are established between metacognitive components, processes, and 
strategies, as well as FOC activities. Thus, instead of specifying particular meta-
cognitive facets, the CMMA includes all the possible manifestations of metacogni-
tion. The sequence of stages is characterized as a closed and permanent AS.

3.6  Conclusions

This work is an attempt to deal with the fuzziness of the metacognition concept 
and the lack of a theoretical and well sounded baseline for the metacognition field. 
It provides some reasons that reveal the complexity of the concept through a revi-
sion of research in the metacognition field and models oriented to describe meta-
cognition. Furthermore, a conceptual model, named CMMA, to characterize the 
metacognitive activity has been introduced. Moreover, an analysis of the surveyed 
models is made and a comparison between them and the CMMA is fulfilled to 
highlight the contribution of the proposed model. Thus, this work concludes with 
a summary of its achievements, a series of observations about the metacognition 
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field through a brief SWOT analysis, and the identification of future work to 
ground the CMMA.

An Account of the Achievements. The starting point tackled in the work con-
cerns the fuzziness of the metacognition concept; particularly, its real meaning, 
nature, traits, performance, application, scope as well as its interrelationship with 
other constructs are just a sample of issues. Such a claim has been illustrated by 
the exposition of related works that highlight the background, appearance of the 
term, development, profile, and two polemic study targets of the metacognition.

As a second step towards an integral foundation, a survey of works oriented to 
shape three kinds of metacognition models has been outlined. The idea is to show 
the traits of the metacognition, its components, structure, and way of interaction. 
The sample includes well-known classic, descriptive, and procedural models in 
order to provide diverse perspectives of modeling and study.

The third step has contributed by means of introducing a new model, named 
CMMA, to tailor a holistic metacognition ground. It offers a conceptual shape of 
the metacognition activity from the neurological and biological perspectives. The 
proposed model conceives metacognition as an AS, whose components are able to 
produce new ones as well as interact with FOC activity. The metacognition activ-
ity is shaped as a closed network of components that interact to fulfill metacogni-
tive processes and develop metacognitive skills oriented to monitor and regulate 
ordinary cognitive activities such as learning.

A fourth step to provide conceptual elements for the metacognition basis corre-
sponds to an analysis of the traits that characterize the sample of surveyed works. 
In addition, a comparison of the models attributes against the ones of the CMMA 
has been made to reveal the contributions of the proposed model.

A SWOT Analysis of the Metacognition Arena. With the purpose of describ-
ing the status of the metacognition field, some strengths, weaknesses, opportu-
nities, and threats are presented as part of the conclusions. As for the strengths, 
metacognition is based on well-sounded disciplines: psychology and neurology. 
Mature research in progress is being carried out. Scientists of diverse fields have 
been working on metacognition and contributing to extend the scope. New ways to 
improve knowledge acquisition in formal and long-life settings are being explored. 
Applications of the metacognition are varied, not only for learning and education 
purposes, but also for health sciences, business, marketing, and social networks. 
Results of empirical studies are frequently published to share findings. Stimulation 
and measurement of metacognition is supported by computer-based tools.

With relation to the weakness, the first two are the complexity of the mind 
and the challenge that represents to organize its components and performance 
in diverse tiers. Another is the difficulty faced by human beings to think about 
their thoughts and the mental overload produced when people are aware of their 
ordinary cognition prior, during, and after it happens. Other issues include: the 
lack of an interdisciplinary study to provide the theoretical and well-sounded 
basis of metacognition; the diversity of viewpoints applied to carry out research; 
the plurality of metacognitive jargons used for the practitioners to define their 
research; the methods, instruments, and criteria for developing research are quite 
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heterogeneous, so it is difficult to transfer their application in other settings. 
Another weakness is the complex interactions between cognitive, metacognitive, 
motivational, and emotional processes that bias individual’s behavior and cogni-
tive achievements.

Concerning the opportunities, metacognition field has the chance to receive 
the formal acknowledgment of educational programs interested in improving the 
teaching-learning processes by including metacognitive practices in their curric-
ula. Pedagogues, educators, and teachers interested in enhancing their labor are the 
potential users to be trained in metacognitive practices. The demand for upgrading 
the quality and practices of education represents an opportunity to include meta-
cognition as a normal guide for all. Learners are the main target for study, stimu-
lation, and assessment of their outcomes through metacognitive behavior that are 
useful in formal and informal settings. The application of experiences gained in 
diverse fields of study provides a valuable source of knowledge. The call for teach-
ing metacognitive skills is considered one of the main implications for instruction.

Regarding the threats some of them are: the unsatisfied need for theoretical clar-
ity and well-known accepted definitions and descriptions of the components of 
metacognition. Others consist in the widespread proliferation of terms, constructs, 
methods, and processes that are used in literature. The incompetence of current 
metacognition baseline, theories, frameworks, models, and methods to tackle issues 
such as level of granularity, collaboration, descriptiveness, social networking, ubiq-
uitous learning, comprehensiveness, and dynamic processes. Although researchers 
have been engaged in a considerable amount of research, to date there is still no 
work that examines this body of research. Theoreticians in the field of metacogni-
tion endorse different theoretical perspectives. Some of these perspectives reflect 
the prevalent “fuzziness” in the field. Others may be internally clear, but they have 
not been well understood how the various perspectives relate to each other.

Future Work to Support the CMMA. The proposed model pursues to charac-
terize and explain how the metacognitive activity is accomplished. However, more 
theoretical work is needed to enhance the neurological and biological basis, as 
well as the psychological constructs. In addition, a formal characterization is also 
required to provide a mathematical representation of the structure, performance, 
and outcomes.

Moreover, experimental trials are claimed to provide empirical evidence to sup-
port the concepts, statements, and suppositions stated by the CMMA. The con-
sideration of other disciplines such as system engineering is needed to develop a 
systemic and holistic model of the metacognition. Finally, the implementation of 
a computer-based system to provide metacognitive stimuli based on the CMMA is 
required.

Acknowledgments The author gives testimony of the strength given by his Father, Brother 
Jesus and Helper, as part of the research projects of World Outreach Light to the Nations 
Ministries (WOLNM). Moreover, author recognizes the help provided by Mr. Lawrence 
Whitehill to edit the chapter. This work holds a partial support from grants: CONACYT-
SNI-36453, IPN-COFAA-SIBE-DEBEC/647-391/2013, IPN/SIP/DI/DOPI/EDI/848/14, IPN-
SIP-20141249, CONACYT 289763, and IPN-SIP-PIFI-20141249.



64 A. Peña-Ayala and L. Cárdenas

References

 1. Klein, E.D., Evans, T.A., Schultz, N.B., Beran, M.J.: Learning how to “make a deal”: 
human and monkey performance when repeatedly faced with the Monty Hall Dilemma. J. 
Comp. Psychol. 127, 103–108 (2013)

 2. Metcalfe, J., Shimamura, A.P.: Metacognition: Knowing About Knowing. MIT Press, 
Cambridge (1994)

 3. Papaleontiou-Louca, E.: The concept and instruction of metacognition. Teach. Dev. 7(1), 
9–30 (2003)

 4. Efklides, A.: Metacognition and affect: what can metacognitive experiences tell us about the 
learning process? Educ. Res. Rev. 1, 3–14 (2006)

 5. Veenman, M.V.J.: Metacognition in science education: definitions, constituents, and their 
intricate relation with cognition. In: Zohar, A., Dori, Y.J. (eds.) Metacognition in Science 
Education: Trends in Current Research, Contemporary Trends and Issues in Science 
Education, vol. 40, pp. 21–36. Springer, Heidelberg (2012)

 6. Zohar, A., Dori, Y.J.: Introduction. In: Zohar, A., Dori, Y.J. (eds.) Metacognition in Science 
Education: Trends in Current Research, Contemporary Trends and Issues in Science 
Education, vol. 40, pp. 1–19. Springer, Heidelberg (2012)

 7. Whitebread, D., Almeqdad, Q., Bryce, D., Demetriou, D., Grau, V., Sangster, C.: Meta-
cognition in young children: current methodological and theoretical developments. In: 
Efklides, A., Misailidi, P. (eds.) Trends and Prospects in Metacognition Research, pp. 233–
258. Springer Science+Business Media, New York (2010)

 8. Efklides, A., Misailidi, P.: Introduction: The present and the future in metacognition. In: 
Efklides, A., Misailidi, P. (eds.) Trends and Prospects in Metacognition Research, pp. 1–18. 
Springer Science+Business Media, New York (2010)

 9. Azevedo, R., Aleven, V.: Metacognition and learning technologies: an overview of current 
interdisciplinary research. In: Azevedo, R., Aleven, V. (eds.) International Handbook of 
Metacognition and Learning Technologies. Springer International Handbooks of Education, 
vol. 26, pp. 1–16. Springer Science+Business Media, New York (2013)

 10. Beran, M.J., Brandl, J., Perner, J., Proust, J.: On the nature, evolution, development, and 
epistemology of metacognition: Introductory thoughts. In: Beran, M.J., Brandl, J., Perner, J., 
Proust, J.: Foundations of Metacognition, pp. 1–18. Oxford University Press, Oxford (2012)

 11. James, W.: Principles of psychology, vol. 1. Holt, New York (1890)
 12. Hart, J.T.: Memory and the feeling-of-knowing experience. J. Educ. Psychol. 56, 208–216 

(1965)
 13. Flavell, J.H.: The Developmental Psychology of Jean Piaget. D. Van Nostrand, New York 

(1963)
 14. Tulving, E., Madigan, S.A.: Memory and verbal learning. Annu. Rev. Psychol. 21, 437–484 

(1970)
 15. Flavell, J.H.: First discussant’s comments: what is memory development the development 

of? Hum. Dev. 14, 272–278 (1971)
 16. Fischhoff, B.: Hindsight = foresight: The effect of outcome knowledge on judgment under 

uncertainty. J Exp Psychol Hum Percept Perform. 1, 288–299 (1975)
 17. Brown, A.L.: Knowing when, where, and how to remember a problem of metacognition. 

Technical Report No. 47, University of Illiniois at Urbana-Champaign (1977)
 18. Flavell, J.H., Wellman, H.M.: Metamemory. In: Kail Jr, R.V., Hagen, J.W. (eds.) 

Perspectives on the Development of Memory and Cognition, pp. 3–33. Erlbaum, Hillsdale 
(1977)

 19. Lachman, J.L.: Metamemory through the adult life span. Dev. Psychol. 15, 543–551 (1979)
 20. Flavell, J.H.: Metacognitive aspects of problem solving. In: Resnick, L.B. (ed.) The Nature 

of Intelligence, pp. 231–236. Erlbaum, Hillsdale (1976)
 21. Flavell, J.H.: Metacognition and cognitive monitoring: a new area of cognitive-developmen-

tal inquiry. Am. Psychol. 34, 906–911 (1979)



653 A Conceptual Model of the Metacognitive Activity

 22. Markman, E.M.: Comprehension monitoring. In: Dickson, W.P. (ed.) Children’s Oral 
Communication Skills, pp. 61–84. Academic Press, New York (1981)

 23. Kluwe, R.H.: Cognitive knowledge and executive control: metacognition. In: Griffin, D.R. 
(ed.) Animal Mind-Human Mind, pp. 201–224. Springer, New York (1982)

 24. Brown, A.L., Bransford, J.D., Ferrara, R.A., Campione, J.C.: Learning, remembering, and 
understanding. In: Flavell, J.H., Markman, E.M. (eds) Handbook of Child Psychology, vol. 3, 
pp. 77–166. Cognitive Development, 4th edn. Wiley, New York (1983)

 25. Forrest-Pressley, D.L., MacKinnon, G.E., Waller, T.G. (eds.): Metacognition, Cognition, and 
Human Performance, vol. 2. Academic Press, Orlando (1985)

 26. Duell, O.K.: Metacognitive skills. In: Phye, G.D., Andre, T. (eds.): Cognitive Classroom 
Learning: Understanding, Thinking, and Problem Solving, pp. 205–242. Academic Press, 
Orlando (1986)

 27. Garner, R.: Metacognition and Reading Comprehension. Ablex, Norwood (1987)
 28. Pressley, M., Borkowski, J.J., Schneider, W.: Cognitive strategies: good strategy users coor-

dinate metacognition and knowledge. In: Vasta, R., Whitehurst, G. (eds.) Annals of Child 
Development, vol. 5, pp. 89–129. JAI Press, Greenwich (1987)

 29. Weinert, F.E., Kluwe, R.H. (eds.): Metacognition, Motivation, and Understanding. Erlbaum, 
Hillsdale (1987)

 30. Brown, A.L., Palincsar, A.S.: Guided cooperative learning and individual knowledge acqui-
sition. In: Resnick, L.B. (ed.) Knowing, Learning, and Instruction: Essays in Honor of 
Robert Glaser, pp. 393–451. Erlbaum, Hillsdale (1989)

 31. Paris, S.G., Winograd, P.: How metacognition can promote academic learning and instruc-
tion. In: Jones, B.F., Idol, L. (eds.) Dimensions of Thinking and Cognitive Instruction, pp. 
15–51. Erlbaum, Hillsdale (1990)

 32. Borkowski, J.G., Carr, M., Rellinger, E., Pressley, M.: Self-regulated cognition: interde-
pendence of metacognition, attributions, and self-esteem. In: Jones, B.F., Idol, L. (eds.) 
Dimensions of Thinking and Cognitive Instruction, pp. 53–92. Erlbaum, Hillsdale (1990)

 33. Nelson, T.O., Narens, L.: Metamemory: a theoretical framework and new findings. In: 
Bower, G. (ed.) The Psychology of Learning and Motivation, vol. 26, pp. 125–141. 
Academic Press, New York (1990)

 34. Nelson, T.O. (ed.): Metacognition: Core Readings. Allyn and Bacon, Boston (1992)
 35. Schwartz, B.L.: Sources of information in metamemory: judgments of learning and feelings 

of knowing. Psychon. Bull. Rev. 1(3), 357–375 (1994)
 36. Alexander, J.M., Carr, M., Schwanenflugel, P.J.: Development of metacognition in gifted 

children: directions for future research. Dev. Rev. 15, 1–37 (1995)
 37. Jarman, R.F., Vavrik, J., Walton, P.D.: Metacognitive and frontal lobe processes: at the inter-

face of cognitive psychology and neuropsychology. Genet. Soc. Gen. Psychol. Monogr. 121, 
153–210 (1995)

 38. Schraw, G., Moshman, D.: Metacognitive theories. Educ. Psychol. Rev. 7, 351–371 (1995)
 39. Reder, L.M. (ed.): Implicit Memory and Metacognition. Erlbaum, Mahwah (1996)
 40. Shimamura, A.P.: The role of the prefrontal cortex in controlling and monitoring mem-

ory processes. In: Reder, L.M. (ed.) Implicit Memory and Metacognition, pp. 259–274. 
Erlbaum, Mahwah (1996)

 41. Chambres, P., Izaute, M., Marescaux, P.J. (eds.): Metacognition: Process, Function and Use. 
Kluwer Academic Publishers, Norwell (2002)

 42. Levin, D.T. (ed.): Thinking and Seeing Visual Metacognition in Adults and Children. MIT 
Press, Cambridge (2004)

 43. Terrace, H.S., Metcalfe, J. (eds.): The Missing Link in Cognition. Origins of Self-Reflective 
Consciousness. Oxford University Press, New York (2005)

 44. Dunlosky, J., Bjork, R.A. (eds.): Handbook of Metamemory and Memory. Psychology 
Press, New York (2008)

 45. Dunlosky, J., Metcalfe, J.: Metacognition. SAGE, California (2009)
 46. Khine, M.S., Saleh, I.M. (eds.): New Science of Learning Cognition, Computers and 

Collaboration in Education. Springer Science+Business Media, New York (2010)



66 A. Peña-Ayala and L. Cárdenas

 47. Efklides, A., Misailidi, P.: (eds.): Trends and Prospects in Metacognition Research. Springer 
Science+Business Media, New York (2010)

 48. Cox, M.T., Raja, A., Horvitz, E. (eds.): Metareasoning. Thinking about Thinking. MIT 
Press, Cambridge (2011)

 49. Zohar, A., Dori, Y.J. (eds.): Metacognition in Science Education: Trends in Current 
Research, Contemporary Trends and Issues in Science Education, vol. 40. Springer, 
Heidelberg (2012)

 50. Beran, M.J., Brandl, J., Perner, J., Proust, J.: Foundations of Metacognition. Oxford 
University Press, Oxford (2012)

 51. Azevedo, R., Aleven, V. (eds.): International Handbook of Metacognition and Learning 
Technologies. Springer International Handbooks of Education, vol. 26, Springer 
Science+Business Media, New York (2013)

 52. Cognitive Development. An Elsevier journal. TR-JCR® IF (TR-JCR, IF.: Thompson 
Reuters, Journal Citations Report®, Impact Factor.). 1.446 http://www.journals.elsevier.com/
cognitive-development

 53. Journal of Cognitive Neuroscience. An IEEE journal. TR-JCR® IF. 4.493 http://ieeexplore.ie
ee.org/xpl/aboutJournal.jsp?punumber=6720218

 54. Trends in Cognitive Sciences. An Elsevier journal. TR-JCR® IF. 16.008 http://www. 
journals.elsevier.com/trends-in-cognitive-sciences/

 55. Journal of Cognition and Development. A Taylor & Francis Journal. TR-JCR® IF. 1.096 http
://www.tandfonline.com/toc/hjcd20/current#.U86X3ZUU_IU

 56. Metacognition and Learning. A Springer Journal. TR-JCR® IF. 1.516. http://link.
springer.com/journal/11409

 57. Journal of Applied Research in Memory and Cognition. An Elsevier Journal. SCImago 
Journal Rank (SJR) IF. 0.871 http://www.journals.elsevier.com/journal-of-applied-research- 
in-memory-and-cognition/

 58. The 2nd International Conference on Metacognition. http://metacog2014.lapsco.fr/
 59. International Association for Metacognition. http://www.personal.kent.edu/%7Ejdunlosk/ 

metacog/
 60. Kuhn, D., Dean Jr, D.: Metacognition: a ridge between cognitive psychology and educa-

tional practice. Theor. Pract. 43(4), 268–273 (2004)
 61. Flavell, J.H., Miller, P.H., Miller, S.A.: Cognitive Development, 4th edn. Prentice Hall, 

Upper Saddle River (2002)
 62. Hacker, D.J., Dunlosky, J., Graesser, A.C. (eds.): Handbook of Metacognition in Education 

(Educational Psychology). Routledge, New York (2009)
 63. Fernandez-Duque, D., Baird, J.A., Posner, M.I.: Executive attention and metacognitive regu-

lation. Conscious. Cogn. 9, 288–307 (2000)
 64. de Jong, T., van Gog, T., Jenks, K., van Manlove, S., Hell, J., Jolles, J., van Merrienboer, J., 

van Leeuwen, T., Boschloo, A.: Explorations in Learning and the Brain: On the Potential of 
Cognitive Neuroscience for Educational Science. Springer Science+Business Media, New 
York (2014)

 65. Shea, N., Boldt, A., Bang, F., Yeung, N., Reyes, C., Frith, C.D.: Supra-personal cognitive 
control and metacognition. Trends Cogn. Sci. 18(4), 186–193 (2014)

 66. Crowder, J.A., Carbone, J.N., Friess, S.N.: Artificial consciousness. In: Crowder, J.A., 
Carbone, J.N., Friess, S.N. (eds.) Artificial Cognition Architectures, pp. 79–108. Springer 
Science+Business Media, New York (2014)

 67. Eggen, P., Schellenberg, S.: Human memory and the new science of learning. In: Khine, 
M.S., Saleh, I.M.: New Science of Learning Cognition, Computers and Collaboration in 
Education, pp. 79–107. Springer Science+Business Media, New York (2013)

 68. Bacon, E.: Further insight into cognitive and metacognitive processes of the tip-of-the-
tongue state with an amnesic drug as cognitive tool. In: Efklides, A., Misailidi, P. (eds.) 
Trends and Prospects in Metacognition Research, pp. 81–104. Springer Science+Business 
Media, New York (2010)

http://www.journals.elsevier.com/cognitive-development
http://www.journals.elsevier.com/cognitive-development
http://ieeexplore.ieee.org/xpl/aboutJournal.jsp?punumber=6720218
http://ieeexplore.ieee.org/xpl/aboutJournal.jsp?punumber=6720218
http://www.journals.elsevier.com/trends-in-cognitive-sciences/
http://www.journals.elsevier.com/trends-in-cognitive-sciences/
http://www.tandfonline.com/toc/hjcd20/current#.U86X3ZUU_IU
http://www.tandfonline.com/toc/hjcd20/current#.U86X3ZUU_IU
http://springerlink.bibliotecabuap.elogim.com/journal/11409
http://springerlink.bibliotecabuap.elogim.com/journal/11409
http://www.journals.elsevier.com/journal-of-applied-research-in-memory-and-cognition/
http://www.journals.elsevier.com/journal-of-applied-research-in-memory-and-cognition/
http://metacog2014.lapsco.fr/
http://www.personal.kent.edu/%7Ejdunlosk/metacog/
http://www.personal.kent.edu/%7Ejdunlosk/metacog/


673 A Conceptual Model of the Metacognitive Activity

 69. Efklides, A., Touroutoglou, A.: Prospective memory failure and the metacognitive expe-
rience of blank in the mind. In: Efklides, A., Misailidi, P. (eds.) Trends and Prospects in 
Metacognition Research, pp. 105–126. Springer Science+Business Media, New York 
(2010)

 70. Izaute, M., Elisabeth Bacon, E.: Metamemory in schizophrenia: monitoring or control defi-
cit? In: Efklides, A., Misailidi, P. (eds.) Trends and Prospects in Metacognition Research, 
pp. 127–147. Springer Science+Business Media, New York (2010)

 71. Briñol, P., DeMarree, G. (eds.): Social Metacognition (Frontiers of Social Psychology). 
Psychology Press, New York (2011)

 72. Frith, C.D.: The role of metacognition in human social interactions. Philos. Trans. R. Soc. 
Lond. B Biol. Sci. 367(1599), 2213–2223 (2012)

 73. Dinsmore, D.L., Alexander, P.A., Loughlin, S.M.: Focusing the conceptual lens on metacog-
nition, self-regulation, and self-regulated learning. Educ. Psychol. Rev. 20, 391–409 (2008)

 74. Tatar, N., Akpınar, E., Feyzioglu, E.Y.: The effect of computer-assisted learning integrated 
with metacognitive prompts on students’ affective skills. J. Sci. Educ. Technol. 22, 764–779 
(2013)

 75. Carneiro, R., Lefrere, P., Steffens, K., Underwood, J.: Self-regulated Learning in 
Technology Enhanced Learning Environments A European Perspective. Sense Publishers, 
Rotterdam (2011)

 76. Schwartz, N.H., Scott, B.M., Holzberger, D.: Metacognition: A closed-loop model of 
biased competition–evidence from neuroscience, cognition, and instructional research. 
In: Azevedo, R., Aleven, V. (eds.) International Handbook of Metacognition and Learning 
Technologies. Springer International Handbooks of Education, vol. 26, pp. 79–94. Springer 
Science+Business Media, New York (2013)

 77. Ford, C.L., Yore, L.D.: Toward convergence of critical thinking, metacognition, and reflec-
tion: Illustrations from natural and social sciences, teacher education, and classroom prac-
tice. In: Zohar, A., Dori, Y.J. (eds.) Metacognition in Science Education: Trends in Current 
Research, Contemporary Trends and Issues in Science Education, vol. 40, pp. 251–271. 
Springer, Heidelberg (2012)

 78. Flavell, J.H.: Theory-of-mind development: retrospect and prospect. Merrill-Palmer Q. 
50(3), 274–290 (2004)

 79. Misailidi, P.: Children’s metacognition and theory of mind: bridging the gap. In: Efklides, 
A., Misailidi, P. (eds.) Trends and Prospects in Metacognition Research, pp. 279–291. 
Springer Science+Business Media, New York (2010)

 80. Egré, P., Bonnay, D.: Metacognitive perspectives on unawareness and uncertainty. In: Beran, 
M.J., Brandl, J., Perner, J., Proust, J. (eds.) Foundations of Metacognition, pp. 322–342. 
Oxford University Press, Oxford (2012)

 81. Scott, B.M., Schwartz, N.H.: Navigational spatial displays: the role of metacognition as 
cognitive load. Learn. Instr. 1(17), 89–105 (2007)

 82. Maier, J., Richter, T.: Fostering multiple text comprehension: how metacognitive strate-
gies and motivation moderate the text-belief consistency effect. Metacognition Learn. 9(1), 
51–74 (2014)

 83. Buratti, S., Allwood, C.M., Kleitman, S.: First- and second-order metacognitive judg-
ments of semantic memory reports: the influence of personality traits and cognitive styles. 
Metacognition Learn. 8, 79–102 (2013)

 84. Schraw, G., Olafson, L., Weibel, M., Sewing, D.: Metacognitive knowledge and field-based 
science learning in an outdoor environmental education program. In: Zohar, A., Dori, Y.J. 
(eds.) Metacognition in Science Education: Trends in Current Research, Contemporary 
Trends and Issues in Science Education, vol. 40, pp. 57–77. Springer, Heidelberg (2012)

 85. Zohar, A.: Explicit teaching of metastrategic knowledge: definitions, students’ learning, 
and teachers’ professional development. In: Zohar, A., Dori, Y.J. (eds.) Metacognition in 
Science Education: Trends in Current Research, Contemporary Trends and Issues in Science 
Education, vol. 40, pp. 196–223. Springer, Heidelberg (2012)



68 A. Peña-Ayala and L. Cárdenas

 86. D’Mello, S.K., Strain, A.C., Olney, A., Graesser, A.C.: Affect, meta-affect, and affect regu-
lation during complex learning. In: Azevedo, R., Aleven, V. (eds.) International Handbook 
of Metacognition and Learning Technologies. Springer International Handbooks of 
Education, vol. 26, pp. 668–682. Springer Science+Business Media, New York (2013)

 87. Burleson, W.: Affective learning companions and the adoption of metacognitive strategies. 
In: Azevedo, R., Aleven, V. (eds.) International Handbook of Metacognition and Learning 
Technologies. Springer International Handbooks of Education, vol. 26, pp. 645–657. 
Springer Science+Business Media, New York (2013)

 88. Schwartz, B.L., Efklides, A.: Metamemory and memory efficiency: implications for student 
learning. J. Appl. Res. Mem. Cogn. 1, 145–151 (2012)

 89. Vierkant, T.: What metarepresentation is for. In: Beran, M.J., Brandl, J., Perner, J., Proust, J. 
(eds.) Foundations of Metacognition, pp. 279–280. Oxford University Press, Oxford (2012)

 90. Verpoorten, D., Westera, W., Specht, M.: Using reflection triggers while learning in an 
online course. Br. J. Educ. Technol. 43(6), 1030–1040 (2012)

 91. Lopera, A.B., Hallahana, D.P.: Meta-attention: the development of awareness of the atten-
tional process. J. Gen. Psychol. 106(1), 27–33 (1982)

 92. Kim, B., Park, H., Baek, Y.: Not just fun, but serious strategies: using meta-cognitive strate-
gies in game-based learning. Comput. Educ. 52, 800–810 (2009)

 93. van Gog, T., Jarodzka, H.: Eye tracking as a tool to study and enhance cognitive and metacog-
nitive processes in computer-based learning environments. In: Azevedo, R., Aleven, V. (eds.) 
International Handbook of Metacognition and Learning Technologies. Springer International 
Handbooks of Education, vol. 26, pp. 143–156. Springer Science+Business Media, New 
York (2013)

 94. Allwood, C.M.: The realism in children’s metacognitive judgments of their episodic mem-
ory performance. In: Efklides, A., Misailidi, P. (eds.) Trends and Prospects in Metacognition 
Research, pp. 148–169. Springer Science+Business Media, New York (2010)

 95. Bannert, M., Mengelkamp, C.: Scaffolding hypermedia learning through metacognitive 
prompts. In: Azevedo, R., Aleven, V. (eds.) International Handbook of Metacognition and 
Learning Technologies. Springer International Handbooks of Education, vol. 26, pp. 171–
186. Springer Science+Business Media, New York (2013)

 96. Dabbagh, N., Kitsantas, A.: Using learning management systems as metacognitive tools 
to support self-regulation in higher education contexts. In: Azevedo, R., Aleven, V. 
(eds.) International Handbook of Metacognition and Learning Technologies. Springer 
International Handbooks of Education, vol. 26, pp. 197–211. Springer Science+Business 
Media, New York (2013)

 97. Narciss, S., Koerndle, H., Proske, A.: Challenges of investigating metacognitive tool 
use and effects in (rich) web-based learning environments. In: Azevedo, R., Aleven, V. 
(eds.) International Handbook of Metacognition and Learning Technologies. Springer 
International Handbooks of Education, vol. 26, pp. 243–260. Springer Science+Business 
Media, New York (2013)

 98. van Joolingen, W., de Jong, T.: Model-based diagnosis for regulative support in inquiry 
learning. In: Azevedo, R., Aleven, V. (eds.) International Handbook of Metacognition and 
Learning Technologies. Springer International Handbooks of Education, vol. 26, pp. 589–
600. Springer Science+Business Media, New York (2013)

 99. Carr, A., Luckin, R. Yuill, N., Avramides, K.: How mastery and performance goals influ-
ence learners’ metacognitive help-seeking behaviours when using Ecolab II. In: Azevedo, 
R., Aleven, V. (eds.) International Handbook of Metacognition and Learning Technologies. 
Springer International Handbooks of Education, vol. 26, pp. 658–668. Springer 
Science+Business Media, New York (2013)

 100. Norman, E., Price, M.C., Duff, S.C.: Fringe consciousness: a useful framework for clari-
fying the nature of experience-metacognitive feelings. In: Efklides, A., Misailidi, P. (eds.) 
Trends and Prospects in Metacognition Research, pp. 63–80. Springer Science+Business 
Media, New York (2010)



693 A Conceptual Model of the Metacognitive Activity

 101. Litman, D., Forbes-Riley, K.: Towards improving (meta) cognition by adapting to student 
uncertainty in tutorial dialogue. In: Azevedo, R., Aleven, V. (eds.) International Handbook 
of Metacognition and Learning Technologies. Springer International Handbooks of 
Education, vol. 26, pp. 385–396. Springer Science+Business Media, New York (2013)

 102. Roll, I., Holmes, N.G., Day, J., Bonn, D.: Evaluating metacognitive scaffolding in guided 
invention activities. Instr. Sci. 40, 691–710 (2012)

 103. Roll, I., Aleven, V., McLaren, B.M., Koedinger, K.R.: Improving students’ help-seeking 
skills using metacognitive feedback in an intelligent tutoring system. Learn. Instr. 21, 267–
280 (2011)

 104. Thillmann, H., Gößling, J., Marschner, J., Wirth, J., Leutner, D.: Metacognitive knowl-
edge about and metacognitive regulation of strategy use in self-regulated scientific dis-
covery learning: new methods of assessment in computer- based learning environments. 
In: Azevedo, R., Aleven, V. (eds.) International Handbook of Metacognition and Learning 
Technologies. Springer International Handbooks of Education, vol. 26, pp. 575–588. 
Springer Science+Business Media, New York (2013)

 105. Sperling, R.A., Howard, B.C., Miller, L.A.: Measures of children’s knowledge and regula-
tion of cognition. Contemp. Educ. Psychol. 27(1), 51–79 (2002)

 106. Clarebout, G., Elen, J., Collazo, N.A., Lust, G., Jiang, L.: Metacognition and the use of 
tools. In: Azevedo, R., Aleven, V. (eds.) International Handbook of Metacognition and 
Learning Technologies. Springer International Handbooks of Education, vol. 26, pp. 187–
195. Springer Science+Business Media, New York (2013)

 107. Veenman, M.V.J.: Assessing metacognitive skills in computerized learning environments. 
In: Azevedo, R., Aleven, V. (eds.) International Handbook of Metacognition and Learning 
Technologies. Springer International Handbooks of Education, vol. 26, pp. 157–168. 
Springer Science+Business Media, New York (2013)

 108. Carneiro, R., Steffens, K.: Research on self-regulated learning in technology enhanced 
learning environments: two examples from Europe. In: Azevedo, R., Aleven, V. (eds.) 
International Handbook of Metacognition and Learning Technologies. Springer 
International Handbooks of Education, vol. 26, pp. 601–614. Springer Science+Business 
Media, New York (2013)

 109. Finley, J.R., Tullis, J.G., Benjamin, A.S.: Metacognitive control of learning and remember-
ing. In: Khine, M.S., Saleh, I.M. (eds.) New Science of Learning Cognition, Computers and 
Collaboration in Education, pp. 108–131. Springer Science+Business Media, New York 
(2013)

 110. Touroutoglou, A., Efklides, A.: Cognitive interruption as an object of metacognitive mon-
itoring: Feeling of difficulty and surprise. In: Efklides, A., Misailidi, P. (eds.) Trends and 
Prospects in Metacognition Research, pp. 171–208. Springer Science+Business Media, 
New York (2010)

 111. Kinnunen, R., Vauras, M.: Tracking on-line metacognition: monitoring and regulat-
ing comprehension in reading. In: Efklides, A., Misailidi, P. (eds.) Trends and Prospects 
in Metacognition Research, pp. 209–229. Springer Science+Business Media, New York 
(2010)

 112. van den Boom, G., Paas, F., van Merri¨enboer, J.J.G., van Gog, T.: Reflection prompts and 
tutor feedback in a web-based learning environment: effects on students self-regulated 
learning competence. Comput. Hum. Behav. 20, 551–567 (2004)

 113. Koriat, A.: The feeling of knowing: some metatheoretical implications for consciousness 
and control. Conscious. Cogn. 9, 149–171 (2000)

 114. Brady, M., Seli, H., Rosenthal, J.: “Clickers” and metacognition: a quasi-experimental com-
parative study about metacognitive self-regulation and use of electronic feedback devices. 
Comput. Educ. 65, 56–63 (2013)

 115. Pellas, N.: The influence of computer self-efficacy, metacognitive self-regulation and self-
esteem on student engagement in online learning programs: evidence from the virtual world 
of second life. Comput. Hum. Behav. 35, 157–170 (2014)



70 A. Peña-Ayala and L. Cárdenas

 116. Sun, Chih-Yuan: J., Rueda, R.: Situational interest, computer self-efficacy and self-regula-
tion: their impact on student engagement in distance education. Br. J. Educ. Technol. 43(2), 
191–204 (2012)

 117. Chiu, J.L., Linn, M.C.: The role of self-monitoring in learning chemistry with dynamic 
visualizations. In: Zohar, A., Dori, Y.J. (eds.) Metacognition in Science Education: Trends 
in Current Research, Contemporary Trends and Issues in Science Education, vol. 40, pp. 
133–163. Springer, Heidelberg (2012)

 118. Kleitman, S., Moscrop, T.: Self-confidence and academic achievements in primary-school 
children: their relationships and links to parental bonds, intelligence, age, and gender. In: 
Efklides, A., Misailidi, P. (eds.) Trends and Prospects in Metacognition Research, pp. 293–
326. Springer Science+Business Media, New York (2010)

 119. Renkl, A., Berthold, K., Grosse, C.S., Schwonke, R.: Making better use of multi-
ple representations: how fostering metacognition can help. In: Azevedo, R., Aleven, V. 
(eds.) International Handbook of Metacognition and Learning Technologies. Springer 
International Handbooks of Education, vol. 26, pp. 397–408. Springer Science+Business 
Media, New York (2013)

 120. Dokic, J.: Seeds of self-knowledge: noetic feelings and metacognition. In: Beran, M.J., 
Brandl, J., Perner, J., Proust, J. (eds.) Foundations of Metacognition, pp. 302–321. Oxford 
University Press, Oxford (2012)

 121. Roebers, C.M., Cimeli, P., Röthlisberger, M., Neuenschwander, R.: Executive functioning, 
metacognition, and self-perceived competence in elementary school children: an explora-
tive study on their interrelations and their role for school achievement. Metacognition and 
Learning. 7, 151–173 (2012)

 122. Koriat, A.: The relationships between monitoring, regulation and performance. Learn. Instr. 
22, 296–298 (2012)

 123. Rivers, W.P.: Autonomy at all costs: an ethnography of metacognitive self-assessment and 
self-management among experienced language learners. Mod. Lang. J. 85(2), 279–290 (2001)

 124. Rookhached, C., Suksringarm, P., Singseewo, A.: The development model of 7 steps learn-
ing cycle using multiple intelligences and metacognitive techniques in the subject of life and 
environment, scientific education group, secondary school, year 2. Soc. Sci. 5(6), 477–480 
(2010)

 125. Vollmeyer, R., Rheinberg, F.: The role of motivation in knowledge acquisition. In: Azevedo, 
R., Aleven, V. (eds.) International Handbook of Metacognition and Learning Technologies. 
Springer International Handbooks of Education, vol. 26, pp. 697–707. Springer 
Science+Business Media, New York (2013)

 126. Norris, S.P., Phillips, L.M.: Reading science: how a naive view of reading hinders so much 
else. In: Zohar, A., Dori, Y.J. (eds.) Metacognition in Science Education: Trends in Current 
Research, Contemporary Trends and Issues in Science Education, vol. 40, pp. 37–56. 
Springer, Heidelberg (2012)

 127. Grotzer, T., Mittlefehldt, S.: The role of metacognition in students’ understanding and trans-
fer of explanatory structures in science. In: Zohar, A., Dori, Y.J. (eds.) Metacognition in 
Science Education: Trends in Current Research, Contemporary Trends and Issues in Science 
Education, vol. 40, pp. 79–99. Springer, Heidelberg (2012)

 128. Herscovitz, O, Kaberman, Z., Saar, L., Dori, Y.J.: The relationship between metacogni-
tion and the ability to pose questions in chemical education. In: Zohar, A., Dori, Y.J. (eds.), 
Metacognition in Science Education: Trends in Current Research, Contemporary Trends and 
Issues in Science Education, vol. 40, pp. 165–195. Springer, Heidelberg (2012)

 129. Dettori, G., Lupi, V.: Self-observation and shared reflection to improve pronunciation in L2. 
In: Azevedo, R., Aleven, V. (eds.) International Handbook of Metacognition and Learning 
Technologies. Springer International Handbooks of Education, vol. 26, pp. 615–625. 
Springer Science+Business Media, New York (2013)

 130. Vanderswalmen, R., Vrijders, J., Desoete, A.: Metacognition and spelling performance in 
college students. In: Efklides, A., Misailidi, P. (eds.) Trends and Prospects in Metacognition 
Research, pp. 367–394. Springer Science+Business Media, New York (2010)



713 A Conceptual Model of the Metacognitive Activity

 131. Colombo, B., Iannello, P., Antonietti, A.: Metacognitive knowledge of decision-making: an 
explorative study. In: Efklides, A., Misailidi, P. (eds.) Trends and Prospects in Metacognition 
Research, pp. 445–472. Springer Science+Business Media, New York (2010)

 132. Hollingworth, R.W., McLoughlin, C.: Developing science students’ metacognitive problem 
solving skills online. Aust. J. Educ. Technol. 17(1), 50–63 (2001)

 133. Roll, I., Aleven, V., McLaren, B.M., Koedinger, K.R.: Designing for metacognition—apply-
ing cognitive tutor principles to the tutoring of help seeking. Metacognition Learn. 2(2–3), 
125–140 (2007)

 134. Lajoie, S.P., Jingyan, L.: Supporting collaboration with technology: does shared cognition 
lead to co-regulation in medicine? Metacognition Learn. 7, 45–62 (2012)

 135. Franks, B.A., Therriault, D.J., Buhr, M.I., Chiang, E.S., Gonzalez, C.M., Kwon, H.K., 
Schelble, J.L., Wang, X.: Looking back: reasoning and metacognition with narrative texts. 
Metacognition Learn. 8, 145–171 (2013)

 136. Lyons, K.E., Ghetti, S.: Metacognitive development in early childhood: new questions about 
old assumptions. In: Efklides, A., Misailidi, P. (eds.) Trends and Prospects in Metacognition 
Research, pp. 259–278. Springer Science+Business Media, New York (2010)

 137. Kolić-Vehovec, S., Bajšanski, I., Zubković, B.R.: Metacognition and reading comprehen-
sion: age and gender differences. In: Efklides, A., Misailidi, P. (eds.) Trends and Prospects in 
Metacognition Research, pp. 327–344. Springer Science+Business Media, New York (2010)

 138. Csíkos, C., Steklács, J.: Metacognition-based reading intervention programs among fourth-
grade Hungarian students. In: Efklides, A., Misailidi, P. (eds.) Trends and Prospects in 
Metacognition Research, pp. 345–366. Springer Science+Business Media, New York (2010)

 139. Sodian, B., Thoermer, C., Kristen, S., Perst, H.: Metacognition in infants and young chil-
dren. In: Beran, M.J., Brandl, J., Perner, J., Proust, J. (eds.) Foundations of Metacognition, 
pp. 119–133. Oxford University Press, Oxford (2012)

 140. Esken, F.: Early forms of metacognition in human children. In: Beran, M.J., Brandl, J., 
Perner, J., Proust, J. (eds.) Foundations of Metacognition, pp. 134–145. Oxford University 
Press, Oxford (2012)

 141. Kloo, D., Rohwer, M.: The development of earlier and later forms of metacognitive abili-
ties: Reflections on agency and ignorance. In: Beran, M.J., Brandl, J., Perner, J., Proust, J. 
(eds.) Foundations of Metacognition, pp. 167–180. Oxford University Press, Oxford (2012)

 142. Bryce, D., Whitebread, D.: The development of metacognitive skills: evidence from obser-
vational analysis of young children’s behavior during problem-solving. Metacognition 
Learn. 7, 197–217 (2012)

 143. Krebs, S.S., Roebers, C.M.: The impact of retrieval processes, age, general achievement 
level, and test scoring scheme for children’s metacognitive monitoring and controlling. 
Metacognition Learn. 7, 75–90 (2012)

 144. Barfurth, M.A., Ritchie, K.C., Irving, J.A., Shore, B.M.: A metacognitive portrait of gifted 
learners. In: Shavinina, L.V. (ed.) International Handbook on Giftedness, pp. 397–417. 
Springer Science+Business Media, New York (2009)

 145. Morgan, C.L.: An introduction to comparative psychology. Walter Scott, London (1906)
 146. Beran, M.J., Couchman, J.J., Coutinho, M.V.C., Boomer, J., Smith, J.D.: Metacognition in 

nonhumans: methodological and theoretical issues in uncertainty monitoring. In: Efklides, 
A., Misailidi, P. (eds.) Trends and Prospects in Metacognition Research, pp. 21–35. Springer 
Science+Business Media, New York (2010)

 147. Couchman, J.J., Beran, M.J., Couthino, M.V.C., Boomer, J., Smith, J.D.: Evidence for 
animal metaminds. In: Beran, M.J., Brandl, J., Perner, J., Proust, J. (eds.) Foundations of 
Metacognition, pp. 21–35. Oxford University Press, Oxford (2012)

 148. Crystal, J.D.: Validating animal models of metacognition. In: Beran, M.J., Brandl, J., Perner, 
J., Proust, J. (eds.) Foundations of Metacognition, pp. 36–49. Oxford University Press, 
Oxford (2012)

 149. Fujita, K., Nakamura, N., Iwasaki, S., Watanabe, S.: Are birds metacognitive? In: Beran, 
M.J., Brandl, J., Perner, J., Proust, J. (eds.) Foundations of Metacognition, pp. 50–61. 
Oxford University Press, Oxford (2012)



72 A. Peña-Ayala and L. Cárdenas

 150. Call, J.: Seeking information in non-human animals. In: Beran, M.J., Brandl, J., Perner, J., 
Proust, J. (eds.) Foundations of Metacognition, pp. 62–75. Oxford University Press, Oxford 
(2012)

 151. Carruthers, P., Ritchie, B.: The emergence of metacognition: affect and uncertainty in ani-
mals. In: Beran, M.J., Brandl, J., Perner, J., Proust, J. (eds.) Foundations of Metacognition, 
pp. 76–93. Oxford University Press, Oxford (2012)

 152. Flavell, J.H.: Speculation about the nature and development of metacognition. In: Winert, 
F., Kluwe, R. (eds.) Metacognition, Motivation, and Understanding, pp. 21–29. Lawrence 
Erlbaum, Hillsdale (1987)

 153. Brown, A.: Metacognition, executive control, self-regulation and other more mysteri-
ous mechanisms. In: Weinert, F.E., Kluwe, R.H. (eds.) Metacognition, Motivation, and 
Understanding, pp. 65–116. Lawrence Erlbaum, Hillsdale (1987)

 154. Nelson, T.O., Narens, L.: Why investigate metacognition? In: Metcalfe, J., Shimamura, A.P. 
(eds.) Metacognition, pp. 1–25. MIT Press, Massachussetts (1994)

 155. Norman, D.A., Shallice, T.: Attention to action willed and automatic control of behavior. 
In: Davidson, R.J., Schwartz, G.E., Shapiro, D. (eds.) Consciousness and Self Regulation: 
Advances in Research and Theory, vol. 4, pp. 1–18. Plenum, New York (1986)

 156. Shimamura, A.P.: A neurocognitive approach to metacognitive monitoring and control. In: 
Dunlosky, J., Bjork, R. (eds.) Handbook of Memory and Metamemory: Essays in Honor of 
Thomas O. Nelson, pp. 373–390. Psychology Press, New York (2008)

 157. Kuhn, D.: Metacognitive development. Curr. Dir. Psychol. Sci. 9, 178–181 (2000)
 158. Alexander, J.M., Schwanenflugel, P.J.: Development of metacognitive concepts about think-

ing in gifted and non-gifted children: Recent research. Learn. Individ. Differ. 4, 305–326 
(1996)

 159. Tobias, S., Everson, H.T.: Knowing what you know and what you don’t: further research 
on metacognitive knowledge monitoring. Technical report. College Board Research Report 
2002-3, College Entrance Examination Board, New York (2002)

 160. Veenman, M.V.J.: Learning to self-monitor and self-regulate. In: Mayer, R., Alexander, P. 
(eds.) Handbook of Research on Learning and Instruction, pp. 197–218. Routledge, New 
York (2011)

 161. Anderson, J.R., Schunn, C.D.: Implications of the ACT-R learning theory: no magic bul-
lets. In: Glaser, R. (ed.) Advances in Instructional Psychology, vol. 5, pp. 1–33. Erlbaum, 
Mahwah (2000)

 162. Zelazo, P.D.: The development of conscious control in childhood. Trends Cogn. Sci. 8, 
12–17 (2004)

 163. Flavell, J.H.: Varieties of uncertainty monitoring. Brain Behav. Sci. 26, 344 (2003)
 164. Efklides, A.: Interactions of metacognition with motivation and affect in self-regulated 

learning: the MASRL model. Educ. Psychol. 46(1), 6–25 (2011)
 165. Maturana, H.: Metadesign. Instituto de Terapia Cognitiva INTECO, Chile. http://www.intec

o.cl/articulos/006/texto_ing.htm
 166. Varela, F., Maturana, H., Uribe, R.: Autopoiesis: the organization of living systems, its char-

acterization and a model. BioSystems 5, 187–196 (1974)
 167. Barghgraeve, P.: Mechanistic explanations and structure determined systems Maturana 

and the human sciences. In: Van de Vijver, G. (ed.) New Perspectives on Cybernetics: Self-
Organization, Autonomy and Connectionism, vol. 220, pp. 207–217. Kluwer Academic 
Publishers, Dordrecht (1992)

 168. Maturana, H., Varela, F.G.: De máquinas y seres vivos. Editorial Universitaria, Santiago de 
Chile (1973)

 169. Maturana, H., Varela, F.G.: El Árbol del Conocimiento. Editorial Lumen, Buenos Aires 
(1984)

 170. Bishop, C.M.: Neural Networks for Pattern Recognition. Oxford University Press, New 
York (1995)

 171. Lai, E.R.: Metacognition: a literature review research report. Technical Report. Pearson 
(2011)

http://www.inteco.cl/articulos/006/texto_ing.htm
http://www.inteco.cl/articulos/006/texto_ing.htm

	3 A Conceptual Model of the Metacognitive Activity 
	Abstract 
	Abbreviations
	3.1 Introduction
	3.2 A Glance at Metacognition
	3.2.1 Previous Works
	3.2.2 The Birth of a Research Line
	3.2.3 A Chronicle of Metacognition Research Development
	3.2.4 A Conceptual Shape of the Metacognition Through Its Works
	3.2.5 Metacognition Research on Children and Animals

	3.3 A Sample of Models to Describe Metacognition
	3.3.1 Classic Models of the Metacognition
	3.3.2 Declarative and Procedural Models of the Metacognition

	3.4 A Conceptual Model of the Metacognitive Activity
	3.4.1 A View of the Nervous System
	3.4.2 A View of the Biological Context
	3.4.3 Nature of the Cognition
	3.4.4 Nature of the Metacognition

	3.5 Analysis of Metacognition Models
	3.5.1 A Comparative Profile of Metacognition Models
	3.5.2 An Analysis of the Metacognition Models

	3.6 Conclusions
	References


