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fines it as “deliberate, goal-directed attempts to manage and control efforts to 
learn the L2”. (Definition based on Afflerbach et al. 2008, cited by Oxford 2011) 

According to this model, metacognitive strategies are considered “the construc-
tion manager”, as they function by directing, arranging, obtaining resources, co-
ordinating, monitoring and evaluating the construction of L2 knowledge. Accord-
ing to the author, there are eight metacognitive strategies: 

 

1) Paying attention to cognition 
2) Planning for cognition 
3) Obtaining and using resources for cognition 
4) Organizing cognition 
5) Implementing plans for cognition 
6) Orchestrating cognitive strategy use 
7) Monitoring cognition 
8) Evaluating cognition 

 

Finally, socio-affective strategies refer to the sphere of interaction with the text, 
the professor and the peers, such as asking for explanations, cooperating with 
peers to solve problems, getting information. These strategies are more linked to 
interaction, and for this reason, they are not presented in this paper. 

Other works focused on strategies for developing single skills (listening, reading, 
writing), using taxonomies that partially overlap with those mentioned here, or on 
specific competencies such as the lexical one. 

In their remarkable work on the use of metacognitive strategies for developing 
oral competence, Vandergrift et al. (2006) and Vandergrift (2007), show the ex-
istence of a correlation between the use of metacognitive strategies and profi-
ciency in oral comprehension. 
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 The concept of strategy in teaching intercomprehension 

The practice of teaching intercomprehension (IC) aims to promote plurilingualism 
in the individual and maintain language policies supporting multilingualism.5 It 
proposes a communicative model in which people communicate using their own 
language by encouraging the development of the competences required for a suc-
cessful communication. 

Most of the many projects on IC that have been developed in recent years target 
developing written comprehension, especially among romance languages. Alt-
hough there is great diversity in objectives and techniques, all methodologies 
based on IC share the following principles, which represent the common denom-
inator of teaching IC: plurilingual approach, use of partial competences, attention 
to comprehension, reflection on language(s), development of strategic and meta-
cognitive knowledge and competences. Almost all the teaching paths based on IC 
aim to raise learners’ awareness of comprehension processes, therefore allowing 
students to develop specific strategies connected with analogy, approximation (or 
‘ambiguity tolerance’), association, transfer, inference and metalinguistic activ-
ity.6 

Undoubtedly, using plurilingual teaching materials to simultaneously work on 
several target languages leads to activating interlinguistic comprehension strate-
gies. Research on the role of strategies in the teaching practice of IC is sparse. 
Expanding on research by Oxford (2011) and Cyr (1996), Chazot (2012) identi-
fied cognitive and metacognitive strategies used by some users of Limbo.7  

In the activity of reflection on the learner’s own learning process, reflection on 
target language(s) working principles is a key factor for our analysis. 

5 Following the latest CEFR Companion Volume with New Descriptors (Provisional Edition, 
September 2017), in the present article we consider multilingualism as the “coexistence of dif-
ferent languages at the social or individual level” and plurilingualism as “the dynamic and de-
veloping linguistic repertoire of an individual user/learner”. 
6 See, among others, Degache & Melo 2008; Escudé & Janin 2010, Bonvino et al. 2011; De 
Carlo 2011; Caddéo & Jamet 2013; Ollivier & Strasser 2013; Benucci 2005; Cortés Velásquez 
2015; Dolci & Tamburri 2015.  
7 Limbo is a videogame for children and teenagers developed by Unione Latina to learn Portu-
guese and Spanish following IC principles.  
See: http://unilat.org/DPEL/Intercomprehension/Limbo/it. 
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Degache (2001) discusses the results of a study on metalinguistic reflection in the 
Galatea Project, showing the advantages this reflection has on enhancing the com-
prehension ability of the students involved in the project. As stated in Gombert 
(1990), metalinguistic actions can be defined as “des processus cognitifs de ges-
tion consciente soit des objets langagiers soit de leur utilisation”, that is processes 
to manage language, as object, and in terms of language use.8 

 

3. Learning strategies: teaching models 

The studies briefly reviewed above show that teaching strategies allow students 
to be aware about the strategies they use, to self-evaluate the strategies used, to 
learn and practice new strategies and use them in new tasks. (Chamot 2004) 

It is necessary then to individualise the learning context in order to enhance the 
students’ strategies development (Grenfell & Macaro 2007) and to account for the 
importance of the explicit teaching of strategies.  

Table 1 shows a summary of the three main models for teaching strategies, as 
presented by Chamot (2004): SSBI Model (Cohen 1998), CALLA Model 
(Chamot 2005; Chamot et al. 1999) and Grenfell & Harris Model (1999). In the 
fourth column we introduce the proposal of EuRom5 Model, described with its 
key features. 

The four models presented in table 1 agree on the central role of knowledge aware-
ness and the use of strategies. Furthermore, all four state that it is crucial to pro-
vide students with opportunities to practice the strategies and to learn to use them 
autonomously. Finally, students should be able to evaluate which strategies to use 
depending on the task they are supposed to do and whether a strategy works ef-
fectively.  

8 For advantages of a metacognitive training, see Cortés Velásquez 2015. 
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SSBI Model 
(Cohen 1998) 

CALLA Model 
(Chamot 2005; Chamot 
et al. 1999) 

Grenfell & Harris 
(1999) 

EuRom5 (Bonvino et al. 
2011) 

Teacher as diagnosti-
cian: Helps student iden-
tify current strategies and 
learning styles. 
Teacher as language 
learner: Shares own 
learning and thinking 
processes. 
Teacher as learner 
trainer: Trains students 
how to use strategies 
Teacher as coordina-
tor: Supervises student’s 
study plans and monitors 
difficulties 
Teacher as coach: Pro-
vides ongoing guidance 
on students’ progress. 

Preparation: Teacher 
identifies students’ cur-
rent learning strategies 
for familiar tasks. 
Presentation: Teacher 
models, names, explains 
new strategy; asks stu-
dents if and how they 
have used it. 
Practice: Students prac-
tice new strategy; in sub-
sequent strategy practice, 
teacher fades reminders 
to encourage independ-
ent strategy use. 
Self-evaluation: Stu-
dents evaluate their own 
strategy use immediately 
after practice.  
Expansion: Students 
transfer to new tasks, 
combine strategies into 
clusters, develop reper-
toire of preferred strate-
gies. 
Assessment: Teacher as-
sesses students’ use of 
strategies and impact on 
performance. 

Awareness raising: Stu-
dents complete a task, 
and then identify the 
strategies used. 
Modelling: Teacher 
models, discusses value 
of new strategy, makes 
checklist of strategies for 
later use. 
General practice: Stu-
dents practice new strate-
gies with different tasks. 
Action planning: Stu-
dents set goals and 
choose strategies to at-
tain those goals. 
Focused practice: Stu-
dents carry out action 
plan using selected strat-
egies; teacher fades 
prompts so that students 
use strategies automati-
cally. 
Evaluation: Teacher and 
students evaluate success 
of action plan; set new 
goals; cycle begins 
again.  

Exposure to a text: 
Learners are exposed to a 
text in a language never 
studied before; learners 
use their own strategies 
for understanding it.  
Transposition of mean-
ing: Trainer asks a stu-
dent to translate the text 
into his/her L1. By doing 
so, teacher and other stu-
dents observe the strate-
gies used by the learner.  
Think aloud: While 
translating to L1, the 
learner is asked to explic-
itly state his/her strate-
gies for understanding 
the text. 
Alternating top-down/ 
bottom-up: When in 
trouble, teacher asks stu-
dent to use inferencing 
strategies 
Eliciting through ques-
tions: Teacher continu-
ously asks the student to 
use metacognitive strate-
gies to plan, monitor and 
evaluate comprehension.  
Resourcing: When nec-
essary, teacher asks the 
learner to use tools for 
incomprehensible ele-
ments (dictionary, gram-
mar explanation etc.) 
Focused practice: Stu-
dents apply strategies to 
reading new texts in 
other target languages. 

Table 1: Models for language learning strategy instruction (adapted from Chamot 2004). 

 

Accordingly, a detailed description of a strategies teaching model derived from 
EuRom5 methodology is presented.  
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EuRom5: a model for learning strategies instruction in plurilingual 
reading 

Eurom5 can be defined as a methodology to help learners develop comprehension 
strategies in plurilingual reading.9 The methodology is tailored to speakers (L1 or 
L2) of one of 5 Romance languages (Portuguese, Spanish, Catalan, Italian and 
French), adults with a good educational background and who are good readers in 
L1. The main principle underpinning this approach is Intercomprehension, that is, 
that linguistic distance in Romance languages group allows the speaker of one of 
these languages to understand a text in one of the other languages, even if he/she 
has never encountered that language before. 

The objective of Eurom5 is to train the learner to understand newspaper articles 
dealing with general topics in a short time (approximately 35/40 hours). During a 
session the students are requested to read up to four texts, each in a different lan-
guage. The final task of a session is to understand the texts and to be able to relay 
its message.  

At the end of the course students can reach B1 or partial B2 level. This means that 
they are able to read newspaper articles by themselves or different texts related to 
their interest areas, using a dictionary to look for those few words they cannot 
understand. The EuRom5 method focuses on five big issues highlighted by most 
recent language instruction studies: 

 

(a) Exploiting learner’s own knowledge. In this case, the similarity between 
Romance languages 

(b)Applying reading strategies normally used in L1 and transferring them into 
L2 thereby discovering new reading strategies 

(c) Approach to simultaneous learning of languages 
(d)Attention to the reading process 
(e) Exposing the learner to massive and structured input 

 

9 A detailed description of EuRom5 is presented, among others, in Bonvino et al. 2011; Fiorenza 
& Bonvino 2011; Cortés Velásquez 2015. 


