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Editors Note: Below you can read the abstracts 
of Veronika Timpe’s MA master’s dissertation 
followed by her PhD abstract proposal that she 
started about a year ago at the University of 
Hawai’i with John Norris. I asked her if I might 
published these in PeerSpectives because of the 
innovative way she uses “think-alouds” in her 
MA study and because she is linking her research 
from her MA to her PhD, which we don’t see too 
often. In hopes that these might serve as 
stimulation to others contemplating their PhDs 
(co-editor, Tim). 

Byram’s (1997) Model of Intercultural 
Communicative Competence includes three 
language competences – linguistic, 
sociolinguistic, and discourse competence – 
which he regards as essential in intercultural 
communicative encounters. Sociolinguistics has 
proven to be a challenging field in language 
assessment given that pragmatic expectations 
and assessments are highly culture- and context-
specific (Blum-Kulka, 1991; Spencer-Oatey, 1993; 
Liu, 2007). Hence, it is challenging to avoid 
construct-irrelevant variance. 

This study focused on Byram’s idea of 
sociolinguistic competence by investigating the 
cognitive processes of university-level German 
learners of English when solving receptive 
intercultural socio-pragmatics assessment tasks. 
The study was intended to answer the following 
questions: 

1. What strategies do students apply, i.e., what 
steps/actions do they take, in order to answer 
the items? 

2. Do the strategies differ between the two 
groups of test-takers? 

3. Do the strategies mirror the assumptions 
underlying the test construct? 

To answer these questions two groups of 
university-level EFL students with different 
intercultural experiential backgrounds were 
identified. One group (N=7) had never been to 
the United States, while students from the 
second group (N=7) had participated in study 
abroad at an institution of higher education in 
the United States for at least one semester. Both 
groups were asked to answer 24 multiple choice 
discourse completion tasks, taken from an 
intercultural socio-pragmatics comprehension 
test that focuses on U.S.-American English as 
well as the academic context in the United 
States. 

Think-aloud methodology, in particular 
concurrent verbal reports, was used to access 
respondents’ cognitive processes and to collect 
verbal protocols from the students while they 
were working on the tasks. The verbal reports 
were coded and analyzed for strategic processing 
and knowledge. Findings revealed that students 
highly draw upon personal experiences and 
cultural knowledge, involving consistent, yet 
varying degrees of cross-cultural comparisons 
and critical evaluations. 

As one of the first studies to investigate 
intercultural socio-pragmatic comprehension 
processes by means of think-aloud methodology, 
my study provides insights into the ways in which 
students make sense of socio-pragmatic 
utterances. These insights are relevant for ESL/
EFL teachers and test developers alike. 
Instructors may benefit from a clearer 
understanding of strategies and knowledge 
involved here insofar as it could assist them to 
direct their instructions more efficiently at 
developing and promoting sociolinguistic 
competence in their learners. Test developers 
would profit from the information in terms of 
construct representation.  [4 page bibliography 
available from the author]
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My empirical dissertation project will be a 
contribution to the study of intercultural 
communicative competence (ICC). According to 
Byram’s (1997) Model of Intercultural 
Communicative Competence, the following three 
language competencies are essential in 
intercultural communication: linguistic 
competence, sociolinguistic competence, and 
discourse competence (cf. p. 34). In a 
descriptive study that is ultimately focused on 
further developing Byram’s model of ICC, the 
dependence of ‘sociolinguistic competence’ and 
‘discourse competence’ on learning 
opportunities as experienced by German learners 
of English will be investigated. 

The experimental study is guided by the 
following three research questions:
 
a) Are there differences between English 
learners’ sociolinguistic competence and 
discourse competence depending on different 
types of learning opportunities/contexts? 

b) If so, is it possible to determine prototypes of 
intercultural speakers based on the different 
learning profiles? 

c) Are there relationships between linguistic, 
sociolinguistic, and discourse competence? 

To answer these questions, the following test 
battery, consisting of four assessment 
instruments, was developed and applied: an 
online self-assessment survey, the Cambridge 
Placement Test (CPT), an intercultural 
sociopragmatic comprehension test, and four 
intercultural role-play tasks. The online self-
assessment survey, developed on the basis of 
Brown (2001) and Dörnyei (2010), aims at 
providing a detailed picture of each participant’s 
language and cultural background variables. The 
CPT, developed by Cambridge ESOL, is an online 

adaptive test of general English used to evaluate 
reading, listening, and grammatically correct 
usage. It was applied in order to test the 
subjects’ linguistic competence. Sociolinguistic 
competence was assessed by means of an online 
intercultural sociopragmatic comprehension test 
designed on the basis of Byram (1997), Knapp 
and Knapp-Potthoff (1990), as well as Bachman 
(1990). Ultimately, Byram’s notion of discourse 
competence was assessed through four 
intercultural role play tasks, i.e., participants 
had to engage in role plays via Skype with U.S.-
American L1 speakers. 

A sample of 150 German university-level learners 
of English participated in the study and 
completed the test battery. I tested students’ 
linguistic competence and systematically 
collected information on their learning 
opportunities with regard to the target language 
and culture: U.S.-American English. Then the 
sociolinguistic and discourse competencies of the 
students was assessed in order to examine 
whether there are (significant) differences 
between English learners’ sociolinguistic and 
discourse competence depending on a) the 
linguistic competence and b) the learning 
opportunities and profiles of the students. 

A systematical analysis and evaluation of the 
data obtained will not only contribute to a 
clearer understanding of the language 
competences involved in ICC, but will also be 
conducive to indentify the factors which 
promote the development of the different 
language competences, in- as well as outside of 
a target language and culture context. The 
identification of these factors, which have not 
been documented yet, will be relevant for ESL/
EFL teachers and test developers alike. 
Instructors may benefit from a clearer 
understanding of intercultural language 
competencies insofar as it could assist them to 
direct their instructions more efficiently at 
developing and promoting sociolinguistic and 
discourse competences in their learners. 
Furthermore, a descriptive account of prototypes 
of intercultural speakers based on different 
learning opportunities may also be helpful in 
determining what to focus on in EFL teaching
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with regard to learners’ backgrounds. Test 
developers would profit from the information in 
terms of construct representation. Moreover, my 
study aims at generating hypotheses to address 
the unresolved issues in Byram’s model of ICC; 
specifically in the more recent contexts of EFL/
ESL learning, including contexts in which English 
is learned and used as a lingua franca.  [5 page 
bibliography available from the author]

Contact the editor if you wish the bibliographies 
with these abstracts: mitsmail1@gmail.com

Contact the author directly if you have any 
questions or comments. 
Veronika Timpe veronika.timpe@googlemail.com
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Creating Wow! With Artifacts 

Tim Murphey

A Student Action Log comment :
I never thought that we would make a 
video on YouTube. It’s just GREAT! I 
was questioning how we learn English 
from middle school. I didn’t like the 
way we learn English at JHS and HS in 
Japan. So I could understand [how] 
people who don’t like English feel. Our 
project, it could be just small steps to 
change MEXT [the ministry of 
education]! But a lot of small steps 
come together to be big steps to make 
change in Japan. Just watching and 
doing nothing, it won’t change 
anything. If we want to change 
something, we have to make first 
small steps.

“Artifacts” are simply things that are 
produced and that can be seen. They are the 
“products” of your work. The work that 
students do in a class is seldom left over and 
visible or touchable or listenable for long 
after the class is over. Students leave the 
class with something in their head perhaps 
but it is very rarely presentable a few months 
after the course. You can ask yourself, “What 
do I actually recall from all those courses I 
took? Do I have anything
to show for it?” Below I present several ways 
of preserving learnings in forms of artifacts, 
as action logs, booklet publications, and 

online publications or videos. These artifacts 
extend these “resonating neural networks”, 
our learnings, beyond several months by 
allowing students to take them with them at 
the end of a course or to forever find them on 
the web. These are also examples of 
experiential learning (Dewey, 1938) and 
critical pedagogy (Freire, 1970).

Traditionally, the basic artifact that 
represents and reminds students of the course 
is the textbook. When it is well highlighted 
and annotated by the student, it can indeed 
recharge many of the ideas and thoughts they 
had during the course simply by thumbing 
through it. I have a few textbooks like that 
and they are fun to thumb through and I 
enjoy re-reading my notes. However, most 
students rarely are drawn to go back to 
textbooks.They need something that they 
have a greater part in creating.

ACTION LOGS
One of the first artifacts that students can 
take pride in constructing is an action log 
(Murphey,, 1992). Action logs are like diaries 
of their classroom activities and thoughts that 
are shared with the teacher and can be a 
great souvenir, when well done, after the 
course is over. They catalogue the activities 
done in the class and help the teacher see 
what things are causing students problems 
and where the teacher might improve their 
instruction. They are usually handed in 
weekly and teachers read them and return 
them in the following class with comments 
when needed. More recently some teachers 
are doing them online (Rowland, 2010). A 
student I had 9 years ago recently emailed me 
from Taiwan:
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