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lois paper portrays the benefits of USing reflective journals in a tertiary education 
environment. It focuses its discussion on how the use of a reflective journal 
brought learners towards a closer approximation of native-like pronunciation 
and intonation, which was one of the objectives of a drama component in a first 
year Japanese program at the Australian National University in 1995. The use of 
the journal enhanced learner consciousness in cognitive and metacognitive 
learning, and serving as an excellent resource for qualitative research, and 
enhanced teachers' readiness and their ability to identify and analyse many 
learning issues. Above all, it fostered empathy among teachers towards students' 
learning experiences, and developed a sense of a cooperative relationsHip 
between students and teachers as co-participants in the learning process . 
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S
tudents who study japanese at the japan Centre, Australian National 
University, have mixed backgrounds in relation to previOUS exposure 
to japanese. I Expectations held by both students and teachers were 

that oral fluency, particularly native-like fluency of pronunciation and 
intonation, could not be acquired just through language classes at a 
university outside japan, where contact hours are lmited, and opportunity 
for exposure to the language once one walks out of the classroom is small. 
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As part of a major curriculum development project, a drama compo
nent was introduced into a first year Japanese course in 1995. The 
rationale of the drama component was multifold: exploring various 
educational objectives of foreign language learning such as helping 
students learn a language in cooperative relationships with peers and 
with the teacher; exposing students to authentic spoken language models 
from an early stage; challenging students to learn the language without 
being analytical about every detail of the structure of the language such 
as the morphological or syntactic structures of a phrase, and teaching 
body language. In particular, the drama component enabled us to in
vestigate how accurately students could learn the pronunciation and 
intonation of Japanese through immersing themselves in an intensive 
and repetitive process of listening to and repeating pieces of language 
and rote memorization. 

Part of this component was the use of student-kept reflective jour
nals. Teachers hoped that keeping reflective journals would promote 
students' critical thinking skills and enhance their awareness of the 
learning of pronunciation and intonation. It was hoped that the posi
tive effects of journal-keeping would compensate for the external dis
advantage of restricted time for formal classroom interaction and the 
lack of regular contact with Japanese speakers outside the classroom. 

Before describing the progress which was monitored and enhanced 
through the use of reflective journals, I will frrst discuss three key issues 
which form the background to the present study, i.e. the use of reflec
tive journals as a tool for enhancing learner awareness, the mastery of 
native-like pronunciation and intonation by adults, and the benefits of 
drama as part of a second language teaching curriculum. 

Learner Awareness and Journal Keeping 

In education in general, developing autonomous learning or taking 
control of one's learning has been advocated for some time: 

[M]any practitioners throughout the world are trying to establish ways in 
which they can assist students to become less dependent upon them as 
teachers and to design courses which involve students more deeply in 
learning and in making decisions about what they will study. (Boud, 
1986, p. 21) 

To promote autonomy, teachers and educators have placed increasing 
stress on observing the process of learning from the learner's point of 
view, so that teachers can help learners enhance their awareness and 
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take control of their own learning. Foreign language learning is not an 
exception: 

There is by now a substantial body of research outlining the behaviours 
learners use and describing the thought processes they engender while 
learning a foreign or second language. In particular, the focus of research 
has been on identifying the behaviours and thought processes used by 
language students to learn a foreign or second language. (Rubin 1987, p. 
15) 

The growing interest in the study of the benefits of diary-keeping is 
reflected in the increasing body of literature which not only addresses 
educational and interpersonal development benefits but also the ben
efits for teacher education and for understanding the social and cultural 
norms of students and teachers (Bailey, 1983; Bailey, 1990; Kreeft-Peyton 
& Reed, 1990; Matsumoto, 1987; Peyton, 1990; Schumann, 1980; Staton, 
1987; Staton, Shuy, Peyton & Reed, 1988). 

Keeping a learner diary is beneficial for raising awareness of the 
learning process (Bailey, 1990, p. 223-224) because to a certain extent 
it helps students to monitor and assess themselves. A learner diary can 
be used simply as a record-keeping tooL Carver and Dickinson suggest 
that a learner diary should contain entries such as "Date; Lesson in text 
book; Main activities; How I performed; What difficulties I had; What 
difficulties I still have; and What I intend to do next" (cited in Dickinson, 
1987, p. 185). Part of Oskarsson's proposed detailed form of a learner 
diary includes a self-assessment section as well (cited in Dickinson, 
1987, p. 186). Learner diaries can be used to explore learning strate
gies: "the writing of a diary helped her 'evaluate her own learning 
strategies, enabling her in some cases to manipulate strategies so that 
she received the most benefit'" (Henze, cited in Rubin, 1987, p. 16). 
Dickinson (1987) also states that a learner diary is beneficial when used 
during consultations with the teacher, particularly when the learner is 
not fully autonomous (p. 185). 

Further, the reflective journal, when used to promote dialogue be
tween the student and the teacher, can be a powerful tool from the 
point of view of qualitative action research, enabling teachers to de
velop empathy with students. As Bogdan and Biklan (1982) state, "the 
goal is to understand the subjects' world and to determine how and 
with what criteria they judge it" (p. 210). Diaries are beneficial as a 
second language classroom research tool. (see Allwright, 1983; Allwright 
& Bailey, 1991; Chaudron, 1988; Richards & Lockhard, 1994) 

Because reflective journals act as a direct communication channel 
between individual students and teachers, they help to deepen the 
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student-teacher relationship and develop empathy. The original pur
pose of introducing diary keeping in education was for "better per
sonal communication and mutual understanding between each individual 
student and teacher" (Staton, 1987, p. 157). 

The initial primary purpose for incorporating the reflective journal 
in the Japan Centre course was educational, to heighten learner aware
ness. If we are to aim for the maximum desired language proficiency in 
a foreign language learning situation, especially in a country where the 
target language is not spoken and contact hours are limited, it is even 
more important to promote conscious and autonomous learning hab
its. Rubin (1987, p. 17) states "it is essential for students to be able to 
take control of their own learning process so that they can learn out
side the classroom once they are on their own." It is for this reason that 
reflective journal keeping was incorporated into a Japanese language 
course at the Australian National University. 

Pronunciation 

Imperfect mastery of pronunciation and intonation of a second lan
guage is heard as a "foreign accent." There appear to be multiple fac
tors contributing to the pronunciation and intonation attained by the 
second language learner. Some claim that the age at which one starts 
learning the second language is a crucial factor (Asher & Garcia, 1969; 
Krashen, Long & Scarcella 1979; Oyama, 1976; Patkowski, 1980; Scovel, 
1988; Seliger, 1978; Seliger, Krashen & Ladeford, 1975), which supports 
a theory of the existence of a critical period (Lennenberg, 1967) or a 
sensitive period (Lamendella, 1977). Length of residence in a place 
where the target language is spoken is also suggested to be a factor 
(Purcell & Suter, 1980). 

However, some studies claim that older people are not disadvan
taged in the attainment of native-like pronunciation of the second lan
guage (e.g. Jones, 1985; Neufeld, 1978; Olson & Samuels, 1973; Snow 
& Hoefnagel-Hole, 1977). Furthermore, some writers suggest that there 
are personal factors that are relevant to the degree of attainment of 
native-like pronunciation and intonation including: difference in indi
vidual aptitudes such as "phonetic coding ability" (Carroll, 1981, p. 
105); a capacity to mimic sounds in a foreign language (Purcell & Suter, 
1980); motivation to pronounce the target language accurately (Purcell 
& Suter, 1980); the degree of "empathetic capacity," i.e. the more em
pathic the learner is towards the target language speech community the 
more likely the attainment of native-like pronunciation (Guiora, Beit-
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Hallahmi, Brannon, Dull & Scovel, 1972); the cultural background of 
the learner (see Paulston, 1978; Busch, 1982), and the degree of pho
nological interference of the native language (see Odlin, 1989; Purcell 
& Suter, 1980; Suter, 1976). 

Drama 

Drama has not only been incorporated in education in general, it 
has also proved its benefits in second language teaching. Stern 0980, 
pp. 78-82) argues that drama encourages psychological factors in the 
learner which help develop communicative competence in the second 
language, such as enhancing "motivation," "self-esteem," redUcing or 
eliminating "sensitivity to rejection," and increasing capacity for "empa
thy." Some pedagogical materials have been written for using drama 
techniques for second language learning (see Holden, 1981; Maley & 
Duff, 1982; Wessels, 1987). While factors relevant to the learning of 
pronunciation and intonation of the second language are being stud
ied, there is also a pedagogical interest in the methods of teaching 
pronunciation and intonation (see Brown, 1992; Morley, 1994; Tench, 
1981; Wong, 1987). Using drama for teaching pronunciation is one of 
those methods. Stem (1980) states that dramatics were effective in speech 
therapy in children for psychological reasons. In a chapter on tech
niques for improving pronunciation using drama, Wessels (1987, pp. 
62) states "speech is more than simply repeating what you hear . . . the 
shape of the mouth, posture, the mechanics of breathing, and even 
facial expressions are part and parcel of correct pronunciation." 

With these key issues as background, the teachers involved in the 
present study hoped that rote memorization required by the drama 
class would help first year students who had not lived in Japan to 
achieve optimal approximation of native-like pronunciation and into
nation, at the same time using reflective journals to enhance the learn
ing process. 

The Study 

The present study was conducted in the drama component of Spo
ken Japanese 1, a five-hour-per-week, semester-long unit of the first 
year Japanese program at the Japan Centre, Australian National Univer
sity, in 1995. The drama component was one-and-a-half hours in length 
per week, and was introduced along with the other components as part 
of an experimental curriculum development project. 
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Method 

Subjects: Subjects were 52 first year students enrolled in the Japanese 
course Spoken 1. The mother tongue of most was English. There were 
eight non-native speakers of English, from Korea and Hong Kong. The 
group included 32 females and 20 males. The subjects were divided into 
six groups of 2 to 14 students. (The uneven group sizes resulted from 
other student commitments.) Most subjects had some experience learning 
elementary Japanese during junior and senior high school. However, a 
few had no previous knowledge of Japanese. 

Teachers: Three teachers were involved in the designing and planning 
of the drama component. Four teachers, all native speakers of Japanese, 
did the actual teaching. 

Materials: Four different scenarios, short plays, were written by teaching 
staff at the Japan Centre, aiming for authenticity of colloquial expressions, 
male and female speech patterns, interruptions, and unfinished sentences. 
Each play was 12 to 15 minutes in length when acted out. The scenarios 
differed from dialogues contained in beginners' textbooks, which are 
usually heavily graded, employ restricted vocabulary and grammar, and 
use predOminantly short sentences. The scenarios were also written so 
that the difference in the amount of lines to be acted out by each character 
would help bridge the gap between those who had studied Japanese 
before and complete beginners. Each sCript required a different number 
of roles, so that one could be chosen to match the size of the class. The 
classroom teachers chose a script in the first meeting according to the 
number of students enrolled. Students were given sCripts in Japanese, 
along with translations into natural English. The Japanese scripts were 
written with kana and kanji. This was intended to give students a visual 
guide to the word boundaries associated with intonation patterns. Students 
were not expected to be able to read the kanji. 

Audio tapes modeled the sCripts at a natural speed. Students pur
chased these for out-of-class preparation. 

Procedure: The first half of the semester was used to study the script, 
paying attention to detail. Students studied the script section by section 
in class, listening to the teacher and the tape. The teacher gave feedback 
and correction to the previous week's out-of-class preparation by 
individual students in class. Time was spent to discuss issues brought 
up in the journals. In the early stages, reading lines aloud in English was 
used to help students get into the character and the mood of their lines 
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as well as to enhance group dynamics. The latter half of the semester 
was used to put the play together in japanese. Students directed the 
play themselves. 

Assessment: Two formal assessments were conducted. One was done in 
Week 8. Teachers felt that it was necessary to give a formal assessment 
halfway through the semester to encourage students to memorise their 
lines as well as to learn them with accurate pronunciation and intonation. 
In the Week 8 assessment, each group was asked to recite part of the 
script. Although the recitation was performed by the group, students 
were individually assessed for the degree of accuracy in pronunciation, 
intonation, and line memorization. The assessment recitation was 
recorded on audio tapes. Two teachers attended the assessment session 
for each group. Students were given cue words by one of the teachers 
when they could not remember a line. 

The second assessment was the final performance in Week 13. Pro
nunciation, intonation, and memorisation of lines were assessed, and 
additional points given for good acting. Students used props and pre
pared simple costumes. Teachers helped make some props. All first 
year students were invited to watch other groups perform. Many also 
invited friends and families. Teachers at the japan Centre not directly 
involved in the drama classes were also invited. The performances were 
videotaped. 

The first assessment constituted 40% of the drama component, and 
the final assessment 60%. Difficulties experienced with this assessment 
method are discussed below. 

Conscientious completion of journals was encouraged by grading 
journal-keeping as part of the assessment of the overall five-hour-per
week course. 

Reflective journal use: Students were asked to write and submit a weekly 
(later bi-weekly) journal in English. journal sheets asked open-ended 
questions which often addressed issues not only relating directly to 
pronunciation and intonation but also to learning strategies (see O'Malley 
& Chamot, 1990; Oxford, 1990; Rubin, 1975, 1981; Rubin & Wenden, 
1987; Wenden, 1985). In order to enhance metacognitive strategies, i.e. 
strategies used to "oversee, regulate or self-direct language learning" 
(Rubin, 1987, p. 25), teachers encouraged students to "plan," "monitor," 
and "evaluate" through their journals the overall learning process, 
including time management, and resources and strategies used. Use of 
cognitive strategies was also consdously explored and identified in journal 
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questions. Such strategies included "repetition," "rehearsal," 
"experimentation," "imitation," "attention to detail," "memorization," and 
"direct analysis" (Rubin, 1987, p. 25). The weekly journal questions were 
designed as an action research tool, in which issues were addressed as 
they became relevant. (See Appendix for sample journal questions.) 

The Reflective Journals 

The reflective journals maintained by the students provide a great 
deal of information about the learning processes of students studying 
Japanese as a foreign language. These journals were analysed by the 
researcher. 

The first class was carefully prepared in order to produce a relaxed 
induction session, so that students could embark on the project with 
positive, confident attitudes and a clear objective in mind. This session 
focused on helping students become aware that they could apply their 
existing knowledge, skills, and experiences to achieve the task set by 
the drama project, and could take the initiative in this and other learning 
experiences. The in-class activities included forming a performing group, 
group reading of the English script, talking about the play, and visualising 
the characters and scenes. Some students also talked about their indi
vidual experiences and the strategies they had previously used, includ
ing acting, mimicking other people's speech characteristics, and 
memorising substantial lengths of text. The feedback from students in 
the pre-project journal was that they experienced a mixture of excite
ment and fear. Some comme~ts from students' journals were: 

"Excited, but a bit scared." 

"It's gonna be enjoyable." 

"It's good to study Japanese in different ways." 

"Surprised, but it could be fun." 

"Surprised, and not looking forward to the drama." 

Reading of the English script was repeated during the ftrst few weeks. 
This helped students become familiar with the development of the story 
and with their role from an early stage. It was intended that this strategy 
would help students learn their lines in Japanese as meaningful phrases, 
rather than having them concentrate unduly on the syntactic construc
tion of the authentic and therefore uncontrolled text. As students were 
able to read fluently in English, this process facilitated the process of 
forming group spirit: 
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"Acting in English put us on the same level, without having to stumble 
over lines." 

"Acting the play in English helps a lot because we get to know the playas 
well as the other members. This makes it easier when it comes to the 
Japanese reading to know what sort of expressions to put into our voice." 
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Without this process, a certain amount of uneasiness would have 
been expected from students with no background in Japanese when 
working with students who had studied Japanese before. 

Becoming Aware of "Intonation" 

From an early stage, students commented in journals about the learn
ing process, especially noting how they came to know something new 
by paying detailed attention to it. Discovering "intonation" was one of 
these things. In general, Japanese intonation is not taught in secondary 
school language classes, mainly because of lack of training, and thus 
lack of awareness, on the part of teachers. Those students who had 
studied Japanese before became aware of the rhythm of Japanese into
nation for the first time, and the different stress and timing patterns 
than English. Many students had been imposing English intonation 
patterns on Japanese speech until then. For example, in their journals, 
two students said: . 

"It was dimcult to imitate the native's pronunciation and intonation. I had 
never thought about this aspect of speaking in Japanese before." 

"Intonation was almost as hard as pronunciation." 

One student expressed that he felt embarrassed to try out the Japanese 
intonation pattern: 

"It sounded silly using different emphasis." 

This comment lead to a class discussion of what it means to speak a 
foreign language. Students were assured that there was no need to feel 
embarrassed, and that the Drama class was an environment in which 
students were pretending to be Japanese. 

Uncertainty about whether one can acquire native-like pronuncia
tion and intonation in a foreign language was felt by some students at 
the outset. They seemed to assume that the ability might be something 
innate: 

"I have very little sense of my own voice. I'll just have to practice listening 
to it." (This student was a complete beginner but acquired quite an 
acceptable pronunciation and intonation.) 
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"Intonation is okay if you have a 'musical ear'." 

The fact that most students were able to imitate the native Japanese 
teacher in class, however, provided evidence that it may be possible for 
most students to develop this aspect of the language to a certain extent. 

Exploring Strategies 

TIlroughout the process, students explored different methods of achiev
ing better pronunciation and intonation. The earliest sign of their real
ization that different strategies may yield different outcomes was 
experienced in one of the classes in Week 3. The class started off with 
students mimicking the teacher's pronunciation and intonation line by 
line. Everyone had a corresponding English script. Students were copy
ing the teacher very accurately. The teacher was aware of the native-like 
pronunciation and intonation being produced. At this stage, students 
had not been given the Japanese script. The class was asked how they 
felt about this blind mimicking, and most of them were comfortable 
with it. However, some students expressed uneasiness at not being able 
to see what they were saying in Japanese. At this pOint, students were 
given the Japanese script. Practice continued; and students who had 
some knowledge of Japanese started to look at the Japanese script while 
repeating the lines after the teacher. Immediately, the teacher noted a 
drastic drop in the accuracy of intonation. The following are some of 
the entries from that week's journal: 

"I think that repeating the sentences after the teacher for pronunciation 
and production is fantastic. I felt I got more out of it when we didn't have 
the script in front of us-because as soon as the script was in front of me 
I began to have problems ... and couldn't take in the intonation as well 
as before." 

"I think it was better going through it without having the Japanese script 
to distract us. It was more beneficial just blindly mimicking the intonation." 

It was generally felt that from an early stage "listening to the model" was 
the most effective method to help the acquisition of accurate pronunciation 
and intonation, and most students proposed that they would use the model 
tape as much as possible for out-of-class preparation, planning on: 

" ... listening to the tape to get the pronunciation and intonation." 

"Listening to the tape and subconsciously becoming aware and used to 
the natural tone/pattern of the language." 

Many students realized that "repetition" was very important from an 
early stage: 



MOORE 245 

"I listened over and over again to the tape. I think it's working .... 
Repetition is my biggest help." 

"I listen to the tape and repeat with it at the same time. I find that this is 
perhaps the best method, as I can repeat the rise and fall of intonation. 
Constant repetition also helps." 

One student drew intonation lines in the script as visual cues for the 
rise and fall of intonation: 

"I drew _ and - symbols for the intonation. This helped .... " 

The fact that there were many lines to memorize demanded that 
students use the script for this task. But how they incorporated the 
audio and visual resources differed from one student to another: 

"Listening to the tape as well as reading the script was usually a very 
effective method for me." 

"I go through the script at least once, almost every day. I read my parts 
out aloud which I find works. I also listen to the tape while looking at 
the script." 

Sometimes students used the script and the tape simultaneously, listening 
to the tape while visually following the lines in the script. Sometimes 
students used only one of the resources, reading aloud, for example, 
while looking at the sCript. 

Differences in Learning Styles 

Students used to analytical modes of learning experienced uneasi
ness in learning their lines solely by mimicking without understanding 
the detailed grammatical constructions. This problem was anticipated, 
because, in the interest of authenticity, the script was not graded for 
beginners. The journal question asked, "How do you feel about learn
ing lines which are beyond your grammatical knowledge?" Some stu
dents expressed frustration: 

"I'm finding it quite hard, because it's hard to memorize something you 
can't really understand or know the full meaning." 

"I don't like saying things I don't understand." 

On the other hand, some students were happy with the task: 

"It doesn't really bother me. Just to know them and what they mean will 
be great satisfaction." 

"It's not too hard, because I have a general understanding of what I'm 
saying. So it doesn't bother me." 
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The following entry illustrates the determination students needed to 
succeed in achieving the objective of the drama class of learning the 
lines and acting them with native-like pronunciation and intonation. 
This student had an analytical approach to language, but consciously 
challenged herself to use a method which she felt she needed: 

"I decided not to get stressed out if 1 didn't understand the grammatical 
structure-but it doesn't really bother me now as I can still learn my lines 
without this knowledge. I probably will go over the script and look at the 
grammar though, now that I'm more familiar with it. n [This student had no 
prior knowledge of Japanese but with persistent effort achieved excellent 
pronunciation and intonation.] 

Each of the six classes discussed the differences in learning styles 
among learners. They confirmed what Rubin (1987) points out: 

[GJiven the same learning environment, the same target language, the 
same native language, and the same language level, some learners will be 
more analytic in their approach to the learning task while others will be 
more intuitive; some learners will prefer to use written materials to access 
a foreign language while other will prefer to hear the language. (p. 15) 

In class discussion, students also agreed that the learning method one 
personally feels comfortable to use may not be the most effective one 
for achieving a specific learning goal. They felt that they should be open 
to experimenting with new methods, and should monitor and evaluate 
regularly. 

Metacognitive Strategies 

The journal invited students to describe how they were planning, 
monitoring and evaluating the learning process, to enhance their aware
ness of the metacognitive strategies (see O'Malley, Chamot, Stewner
Manzanares, Kupper & Russo, 1985; Rubin, 1981, 1987; Seliger, 1984; 
Wenden, 1987). Planning and monitoring of out-of-class preparation 
was frequently evident in journal entries: 

"Everything went to plan. It gets easier every day I listen again to the tape." 

"I listened to the tape and read the dialogue a lot this week." 

Long-term planning was also observed. These students were deter-
mined to get used to the sound of the language before using the script: 

"I plan to listen to the whole tape. Then, block by block, perhaps, listening 
to the tape, copying the intonation without looking at the script, and as it 
begins to sound more familiar, I will start reading from the script. ... " 
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"I hope to improve my fluency and intonation by 1) listening to the tape 
as often as possible, 2) listening to small sections and copying the intonation 
and 3) listening to small sections and being able to read along." 
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Monitoring and evaluating the method against the outcome was evi-
dent in the following journal entries: 

"Constant repetition, and writing lines out worked OK. However, taping 
my speaking may work better. Try that this week." 

"Sometimes I keep stopping after every line and other times I will go right 
through the section which helps me get an idea of the flow of the lines." 

Other conscious planning included diViding the task into manageable 
chunks: 

"I think I would probably go over my lines in the blocks that they are in, 
rather going through the whole play every time." 

"Long lines are difficult to memorize-it helps to break them up into smaller 
parts." 

Those students separated the immediate task (learning correct 
pronunciation and intonation of a phrase) from a larger task (learning a 
whole sentence) and directed their attention to what they considered an 
achievable goal. 

Paying Attention to Detail 

Throughout the semester, students' skills in paying attention to detail 
were challenged. Two assigned tasks gave them specific opportunities 
to listen to their projection very carefully. The first of these was to 
record their lines and compare their tape to the model tape. All students 
perceived a difference. However, students varied in their ability to analyse 
the details. Some students heard only that there was something differ
ent, but could not identify the difference: 

"I'm not sure what it is. I can hear these differences. But I can not pin it 
down." 

"It's difficult to pin it down-because I don't think I can hear it very well." 

"I don't think I sound Japanese." 

"Mine is far less 'native' sounding!" 

"My accent is fairly Australian .... " 

Some commented on the intonation: 

"I can't really pin it down. But as I mentioned above, my intonation is not 
quite the same as the taped version." 
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"Yes, my accent is still fairly Australian and I have trouble following the 
ups and downs of intonation." 

"Yes, my recorded production sounds terrible. The intonation is not nearly 
as good or as clear as the tape." 

One detail that many students had problems with was the intonation 
pattern of a "yes/no" question in japanese. The English intonation pat
tern for a "yes/no" question was strongly imposed on the japanese. It 
was vety hard to avoid raising the pitch prior to the question particle ka: 

"I also tend to raise my voice at the end of a question, instead of dropping 
it before ka." 

Through careful study of the japanese intonation patterns, one stu
dent discovered her habit in using rising intonation eveq for declarative 
sentences: 

"It was also hard not to raise the intonation at the end of a normal 
[declarative] sentence as we tend to do in English." 

Young Australians tend to raise the pitch at the end of declarative 
sentences as if to say "Are you listening to me?" 

Sometimes students were able to pinpoint and articulate the differ
ence between their pronunciation and the native model: 

"I think my main problems are the devoiced vowels and nasalised /g/." 

Students' words intuitively describing a certain discovety in their journals 
were brought into the classroom for elaboration, to help impart a more 
technical understanding of the perceived phenomena. The use of words 
such as "exaggerated" and "bounce" reflected the students' perception 
of the imposition of English intonation pattern into japanese: 

"I think I'm trying too hard with my intonation, because some parts of 
what I've said sounds exaggerated." 

"I need to pronounce words with less 'bounce'-make them along the one 
level." 

Another example was drawn from the next entry: 

"Mine is far less 'native sounding'! I can't consciously avoid pronouncing 
each and every syllable." 

What this student meant was he was having a problem pronouncing 
vowels with even length. The class agreed that this was because he was 
imposing an English intonation pattern onto Japanese, making some vow
els longer than others. The class discussed how English stress patterns 
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affect the characteristics of syllables, resulting in the difference in vowel 
qualities. For example, in English, a stress-timed language, vowels in the 
stressed syllables are longer, louder and higher-pitched compared to weak
ened vowels in unstressed syllables. This does not happen in Japanese, 
where the intonation pattern is characterised mainly by pitch differences. 

The use of journals thus constantly helped students connect the iden
tification of specific phenomena they experienced to the wider perspec
tive of problems experienced in foreign language learning. 

In another task, students were encouraged to try to imagine how the 
lines should sound before they said them, and to compare that with what 
they heard or what they delivered, as some musicians are said to do. Most 
students said that they could imagine how the lines should sound. Some 
said that the imagined sounds were those of the native speakers which 
they heard on the tape, or heard spoken by the class teacher: 

"My imagined production is more likely an aural reproduction of a native 
speaker's speech." 

"In my head I can hear exactly how the tape sounded and try to repeat it. 
I don't know why it doesn't come out right sometimes, but I can hear the 
difference in my voice from what is in my head." 

"It is easier to think of the correct intonation in your head because you 
can remember what has been said by the teacher and this is in your 
memory." 

"I imagine how the teachers would pronounce the line and what their 
voices sound like." 

Generally students perceived the gap between imagined sounds and 
their attempts: 

"Yes, (what I say) differs, because when it comes out, it is a lot slower." 

"The difficulty for me is knowing, and getting right when to change pitch." 

"No, no. I don't know. I think that what I imagined is right. However, my 
English intonation interferes when I speak." 

"It is very difficult to actualise what you mentally planned because what 
you think in your head never sounds like what you say. The imagined 
production does not really sound like what I actually say, I don't think. 
However it is very difficult to analyse this." 

Many comments were made pointing out the difference in the speed 
of speech: 

"The tape is also said at a much faster speed and there are few breaks in 
the sentences." 
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"I can not speak at the same speed as the people on the tape. This is very 
difficult. " 
"I speak a lot slower than the tape." 

Some students thought that the difference resulted from a lack of physical 
readiness to produce certain sounds and mimic intonation: 

"Since my tongue is not used to speaking with Japanese pronunciation 
and intonation, I might need to take some time to get used to them. That 
may be the reason why my actual production does not follow my mental 
production. " 

"I imagined much better than the actual delivery. My tongue is very 
undexterous. " 

"Getting my mouth (lips, tongue) to form the right shapes-this affects my 
pronunciation-sometimes I can clearly hear it in my head. But as it is so 
fast, ... my mouth lags behind." 

"It is more difficult to say something as fast as you think it, especially for 
some particular sounds I am not used to, like the Irl and sounds of the I 
k/ when devoiced." 

Students and teachers accepted this lag between recognition and 
production ability as a part of the learning process. However, knowing 
that they could produce a much better quality projection by immediately 
repeating after the teacher in the classroom gave them confidence that 
the gap could be narrowed with persistent practice. 

The Conflict Between the Substantial Memorization Task and the 
Accurate Learning of Pronunciation and Intonation 

Although students' awareness of authentic pronunciation and intona
tion was gradually increasing, this was not necessarily reflected in the 
perfonnance of many students in the first drama test, which was held in 
Week 8. Only a handful of students demonstrated convincingly good 
pronunciation and intonation in the test. The main reason attributed to 
this was that the assessment criteria also included memorization. Al
though students' memorization exceeded expectations, their pronuncia
tion and intonation in general were not so accurate. Some students 
commented in the Week 8 journal after the test that they could not 
concentrate both on remembering their lines accurately and also on 
delivering with authentic pronunciation and intonation: 

"I did not think it was a very good test for our intonation ability as I had to 
concentrate too much on just memorising the lines rather than how to say 
them properly." 
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The teachers felt at this stage that the effort needed to approximate 
authentic pronunciation and intonation may well be in conflict with the 
effort to memorize the lines. This led the teachers to seek students' 
opinions as to whether acquiring native-like pronunciation and intona
tion conflicted with memorization. The Week 10 journal addressed this 
issue, and the responses were divided into two groups. Some said the 
two did not conflict: 

"There is no conflict if the lines are memorized by listening to the tape 
rather than just reading the script." 

"To fluently and authentically deliver my lines I have to know both the 
lines and intonation. If I don't know the rhythm and intonation, then I 
don't know my lines. For me I learn the intonation like a song, then within 
that structure, I have to fit sounds in. If I leave out a sound (a word or 
syllable) it sounds and feels wrong." 

"I don't think there is a conflict between delivering memorized lines and 
pronunciation and intonation. I think they're related, and when I was 
memorising my lines, I tried to perfect the intonation and pronunciation at 
the same time as memorising my lines. It was much easier that way." 

Others said that the two conflicted: 

"Because I have to coneentrate so much on remembering my lines I find 
it very hard to make any lines sound as fluent or as authentic in' 
pronunciation as I would like." 

"My problem is that I have memorized the Romanised version of my lines 
[which the student produced for himself] and therefore my pronunciation 
and intonation may not be fluent because I will be delivering the lines 
from memory of the Romanised script." 

From this it is clear that there was a difference perceived by students in 
the correlation between mastery of pronunciation and intonation and 
the effort put into memorization. Memorization strategy was important: 
those who said memorization did not conflict with pronunciation and 
intonation incorporated from the beginning the material they had to 
memorize with how that material sounded during out-of-class preparation. 
Students who said that they conflicted relied heavily on visual 
memorization, especially in the process of getting ready for the first test. 
Those students who did well in memorization but did not get good 
marks on pronunciation and intonation proposed in the same journal 
that they would concentrate on perfecting the prosodic quality of the 
memorized lines. However, some students commented that although 
they were prepared to work hard on correcting pronunciation and 
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intonation for the final performance, it would be difficult, now that they 
had memorized the lines with their own interpretation of the sounds: 

"I find that whatever I learn first tends to stay with me. Therefore, if there 
is no effort, uncorrected mistakes remain - I think it takes more concentration 
to correct a mistake that's planted in my lines than to learn a new line." 

The teachers' assessment of the accuracy of pronunciation and into-
nation in the first test led them to evaluate the appropriateness of the 
weight placed on memorization. They felt that students who sacrificed 
accurate pronunciation and intonation in the interest of memorization 
would not succeed in later correcting inaccurately learned pronuncia
tion and intonation. This prediction was later found to be correct. Memo
rizing lines was a large task. Some sentences were complex and long, 
as authenticity required. Students also had to learn parts- of others' lines 
so that they knew when it was their turn to speak. Listening to the tape 
alone did not give sufficient stimulus for learning lines. Students needed 
to use visual clues as well, and some students relied too much on the 
most comfortable input, the sCript. 

The Final Outcome 

For a beginners' course, the final (assessed) performances by most 
groups were of a high standard as productions. However, even those 
students who did well in the first test in pronunciation and intonation 
did not do as well in the final performance. This seemed to be due to 
their nervousness at performing in front of the audience, being as
sessed, and needing to pay attention to all the tasks associated with the 
performance: 

"The only trouble is when I am stressed or nervous I revert back to my 
original pronunciation even though I know the learned way as soon I 
finish my lines." 

"I think to have our pronunciation and intonation examined, we should 
have been examined separately because it was difficult to coordinate acting 
and lines as well as pronunciation. My pronunciation is much better when 
I just say all my lines." 

This made the teachers wonder whether assessing pronunciation and 
intonation during the final performance was an appropriate method of 
assessment. I felt that although drama and performance were useful for 
learning native-like pronunciation and intonation, performance should 
not be exclusively used to assess pronunciation and intonation outcomes. 
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Students' Evaluation 

Students experienced a great deal of satisfaction learning through the 
drama project, and a lot of positive comments were made in the post
project journal relating to perceived improvement in pronunciation and 
intonation: 

"I think [I] was all right before, but am much better now! Before, I didn't 
really know the Japanese intonation-only what I thought might be the 
Japanese intonation." 

"Improved a lot! I would be interested to listen to the first tape we made 
to see how much I improved." 

"As I had no experience of Japanese before, ... my pronunciation and 
intonation has been moulded from the course. Drama has given me more 
confidence in Japanese. Yes, my Japanese has improved." 

Some students commented that although they saw improvement, it 
was not perfect: 

"Much better, but still not very good." 

"Better intonation but my pronunciation does not seem a lot better. Some 
improvement. A long way to go." 

It seems that, most importantly, this exercise enhanced an awareness 
of the importance of pronunciation and intonation, although there was 
a great variety in the degree of mastery of native-like pronunciation and 
intonation. 

"I think that since my pronunciation and intonation have improved, I feel 
that I have achieved something through this drama project, that I'm one 
step closer to being really fluent in Japanese." 

"Because there are certain Japanese phrases engraved in my head, those 
form the basis of what I can now hear as correct and incorrect intonation 
patterns." 

"I now know to make my intonation go up for questions and down for 
statements and so will be able to hear that when other people are speaking. 
Listening to the tape repeatedly helped me to understand the overall sound 
of sentences." 

Some students stated that they gained confidence in speaking in Japa
nese: 

"It didn't hurt at all. My pronunciation and intonation did improve a bit. It 
was a very long learning process and I'm glad I've reached the end and 
been quite successful. I think it's given me greater confidence to speak 
Japanese in the future." 
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"It's improved my confidence in speaking in Japanese, and given me a 
better understanding of how the language should be spoken." 

Further research is needed to investigate whether or not or to what 
extent learning outcomes from the drama class can be transferred into 
the other aspects of language competence, such as listening ability and 
spontaneous speech, and also whether there are any long-term benefits 
which will be reflected in further progress by students. 

Conclusion 

Teachers felt that there were many areas for further improvement in 
the design of the drama project and the inquiry into whether a drama 
component can seIVe as an appropriate medium for learning native-like 
pronunciation and intonation. The length of the scenarios could have 
been shorter to lessen the overall amount of memorization for each 
student, thus avoiding conflict with accurate learning of pronunciation 
and intonation. Rather than working on a long play for the whole se
mester, two or more shorter pieces could have been practiced. The 
length of sentences could have been better controlled in the writing of 
the script. Although some students enjoyed dealing with longer sen
tences, these gave other students trouble. The assessment methods used 
also need revision. Although student progress towards the approxima
tion of native-like pronunciation and intonation was evident in class 
rehearsals and through reading of the diaries, the formal grading based 
only on the two performances did not accurately reflect progress. Ner
vousness and the effort of memorization affected the results. The learn
ing of pronunciation and intonation could have been made part of a 
continuing assessment process, based on regular performance in class. 
Alternatively, the group could have made a recording of the perfor
mance. Although it was not discussed in this study, working in groups 
created a problem when, as often happened, groups were missing a 
person or two in rehearsals. Each of these items presents major issues 
that need to be explored further. 

However, above all, teachers and students felt strongly that student 
awareness of the learning process towards accurate pronunciation and 
intonation was greatly enhanced and that the use of reflective journals 
contributed most significantly to this process. Journals served not only 
as a tool to promote conscious learning by the students but proved 
beneficial in many other ways: they served as a rich mine of informa
tion from which to generate active class discussion and appropriate 
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explanation and instruction; assisted teachers in making minor adjust
ments to the program; gave opportunities for every student to express 
themselves, especially beneficial for shy students or those who might 
not have expressed thoughts and feelings otherwise; fostered an open 
and supportive relationship between teachers and students during the 
learning experience; enhanced teachers' readiness and their ability to 
identify learning issues, specific or broad, by paying careful attention 
to students' words, which assisted in promoting successful teaching. 
Above all, reflective journals helped all participants develop a sense 
that both students and teachers were co-experimenters, co-observers 
and co-learners. 

Harumi Moore holds an MA in Applied Linguistics in Japanese from the 
Australian National University. She is interested in the contrastive 
linguistics of Japanese and English and applied linguistics. She has taught 
at the Japan Centre at the ANU and various other institutions. She is 
currently studying towards a doctoral degree. 

Note 

1. Students at the japan Centre include a number who have lived in japan for up 
to one year. Those who· had lived in japan were placed in more advanced 
units from the beginning and did not take part in this drama project. 
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Appendix: Sample journal questions 

(Pre-project journal, Week 2) 
Could you please tell us your overall feeing about the task lying ahead of 

you? 
Do you feel embarrassed about blindly mimicking japanese sound and in

tonation? If so, what do you think you can do to overcome such a 
feeling? 

What kind of existing knowledge or strategies do you think you will use to 
help you mimic the pronunciation and intonation? 

How do you feel about memorizing your lines in japanese? How are you 
going to manage this task? Does it seem difficult? What makes it difficult? 

How do you feel about working in a group? What kinds of benefits and 
difficulties can you foresee? 

(Asked each week) 
How are you feeling about your learning experience in drama in general? 

(Week 3) 
What kind of cues were you paying attention to most in class when you 

were practicing the lines? (1) listening to the teacher'S lines and copying 
them? (2) looking at the japanese script? (3) combination of above or 
any other method? Do you think that the method you used worked for 
you? 

How do you plan to improve fluency outside the class: how much practice 
will you do at one time; what methodes) are you planning to use? 

(Week 4) 
Did the out-of-c1ass learning go as you planned? What made it difficult? 

What helped? How many hours did you spend in practice last week? 
What methodes) did you use? Do you think it (they) worked? 
How are you checking your pronunciation and intonation? 
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(Week 7) 
How do you feel about learning lines which are beyond your grammatical 

knowledge? 
How does your learning experience through the drama project relate to the 

learning of other components of Spoken Japanese I? 
What did you think of the drama test I? What do you have to do individu

ally from now on? What do you have to do as a group from now on? 

(Week 8) 
For those who felt earlier on that not knowing exactly what you are saying 

interferes with the memorization process, how do you feel about it now 
after the first test? 

(Week 10) 
Do you think that there is a conflict between your concentration on deliver

ing the lines from memory and concentration on how fluently you will 
deliver them with authentic pronunciation and intonation? Do the two 
efforts conflict with each other or can they be incorporated successfully? 
How do you propose to do this task successfully? 

(Post-project journal) 
In order to improve Japanese pronunciation and intonation, do you think 

the drama project provided you with an appropriate environment and 
help? 

If you think you have improved your pronunciation and intonation, what 
did you discover and experience from going through such a process, 
and how do you think and feel about having achieved that goal? 

What kind of long-term benefit will this experience have on you? 


