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Background

Larsen-Freeman (1983) refers to the
process of teacher education as a process
of preparing people to make choices. She
states that in order to make “informed
choices” about teaching, teachers must
“first be aware of the implications of their
current teaching practices [emphasis
mine]” (p. 266). Other key elements listed
by Larsen-Freeman for teachers to make
“informed choices” are an open attitude,
the transformation/ accumulation of knowl-
edge, and skills development. In turn,
Fullan (1993) affirms that teachers’ theo-
ries or beliefs may change as a result of
experience. He concludes that there is a
reciprocal relationship between beliefs
and behavior. In other words, trying new
practices may lead to questioning one’s
underlying beliefs, and examining one’s
beliefs can lead to a change in behavior.

In this line of thinking, Bartlett (1990)
states that when teaching practices are
contested, teachers may begin to search
for alternative courses of action consistent
with their new understanding. As an exam-
ple, Brooks (2002), an experienced univer-
sity instructor of foreign language (FL)

methods and supervisor of student teach-
ing interns, highlights how his beliefs
about teaching Spanish as a FL were chal-
lenged when his teaching methods did not
work in the classroom as he had expected.
He returned to foreign language teaching
at the elementary level after more than a
decade. His comments on the lesson he
learned from this experience follow:

The methods class now seems a very
sanitized version of the reality of class-
room life. My feeling about methods
texts in this regards is that, although
the “ideal” foreign language lessons
they present are grounded in the latest
research, what happens in a real
classroom is different and sometimes
exasperating, to say the least... It's my
feeling, however, that the theory does
work. The difficulties, at least for me,
were to be found in creating a com-
fortable match between the theoretical
aspects (e.g., communicative lan-
guage teaching, student-centered
classrooms, etc.) and the daily goings-
on in the classroom, where things
really do become messy. (79-80)

As he mentioned, Brooks perceived a
mismatch between the theory and the

reality of the classroom. Rather than dis-
regard the theory, he seeks a match
between it and the reality in the class-
room, trying to make sense of this new
experience. In this article, | explore the
relationship between teachers’ beliefs
and teachers’ practices. Data presented
here come from the processes that two
teachers discovered while implementing
an innovation.

According to Markee (1997), changes in
teachers’ beliefs together with changes in
teaching materials and methodological
skills constitute “primary innovations,” or
“the core dimensions of teaching and
learning (p. 53).” The relationships among
these three aspects of primary innovation
are not simple. Methodological skills and
pedagogical values are expected to
emerge in the process of adopting new
teaching methods. Furthermore, Fullan
(1982) affirms that the innovation process
“has frequently overlooked people (behav-
ior, beliefs, skills) in favor of things (e.g.,
regulations, materials) and this is essen-
tially why it fails more times than not. While
people are much more difficult to deal with
than things, they are also much more nec-
essary for success” (p. 249).
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Evidence of no change in teachers’ prac-
tices after in-service training has been pre-
sented by Hoetker and Ahlbrand (1972),
Long (1983), and Shapiro-Skrobe (1982).
On the other hand, Bailey (1992) pre-
sented evidence of changes in teachers’
practices after having implemented new
teaching methodologies. Bailey gathered
data from sixty-one language teachers in
university contexts. Due to these contra-
dictory results, further research is needed.

Furthermore, Donald Freeman (1989)
suggests a look closer at the nature of
change. He affirms that “change does not
necessarily mean doing something differ-
ently; it can mean a change in aware-
ness.... [Change] is not necessarily
immediate or complete” (p. 38). Some
changes can be directly accessible by the
change agent and therefore quantifiable.
Other changes may not be observable;
they may occur over time, with the
change agent serving only to initiate the
process. Finally, he affirms that “some
types of change can come to closure and
others are open-ended” (38).

In this article, | report part of the findings of
a curriculum action research project that |
conducted in a Spanish Foreign Language
in the Elementary School (FLES) program
at a public suburban school district in
Pennsylvania to examine changes in
beliefs of two Spanish teachers after they
were introduced to PACE, a teaching
methodology for enhancing second lan-
guage literacy (Dominguez, 2002). It is my
intent to answer the following questions:

1. What is the relationship between teach-
ers’ beliefs and teachers’ practices?

2. How do teachers’ beliefs change over
time?

3. What is the nature of these changes?

4. How can changes in teachers’ beliefs
be triggered?

The Spanish Program

The Spanish FLES program began in
1995 as an initiative of the District
Superintendent' (Tucker, Donato &
Murday, 2001). A Foreign Language
Program Committee was created as a
mechanism for making decisions con-
cerning priorities for the implementation
of the program, and for providing feed-
back to the School Board. The Committee
consists of the school superintendent, the
principals (at the elementary, intermedi-
ate, middle, and high schools), the
School Director of Instruction, the
Spanish teachers, and Richard Tucker
and Rick Donato, faculty members from
two universities in the Pittsburgh area. To
date, this committee has met and contin-
ues to meet approximately once a month

“..ome of the goals of the
K-5 program is to prepare
the students to be able
to participate in a more
rigorous content-based
program in grade six.”

during the academic year. After consider-
ing various factors, including the results
of a community survey, the committee
chose Spanish and decided to make its
study compulsory for all children (twenty
minutes, five days a week) beginning at
the kindergarten level. The implementa-
tion of a Spanish content-based FLES
program in September 1996 for all kinder-
garten children in the district was pro-
posed to the School Board. The proposal
included the extension of the program
with the systematic introduction of new
cohorts of kindergarten youngsters in
subsequent years.

Currently, Spanish is taught in grades K-6.
There are ten to eleven sections per
grade. The total number of students per
grade is approximately 250, with 24 stu-
dents per classroom. The presence of stu-
dents of Hispanic background is very
small. There may be one or two Hispanic
descendant students per grade, if any. In
grades K-5, six teachers are responsible
for delivering Spanish, one teacher per
level, whereas in grade six Spanish is
taught by two teachers. This arrangement
is expected to continue in grades 7-12. In
grades K-5, Spanish is taught 20 minutes
a day, five days per week, while in sixth
grade the time doubles to 40 minutes a
day, five days per week. Thus, one of the
goals of the K-5 program is to prepare the
students to be able to participate in a
more rigorous content-based program in
grade six. In grade six, Spanish is equal in
importance and in allocation of time to
other “core” subjects such as reading,
English, science, and social studies. In
contrast, in grades K-5, Spanish is con-
sidered a “special” course together with
computers, library, music and gymnastics.

Spanish Teachers’ Profiles in
Grades 3-5

The majority of the teachers hired for the
Spanish program report having two certifi-
cates, one in FL teaching and one in ele-
mentary education. All teachers were
graduated from universities located in
Pennsylvania. In addition, teachers at all
grade levels reported having studied
abroad in a Spanish-speaking country for
at least two months. Particularly, Spanish
teachers in grades 3-4 reported having
traveled to different countries in Central
America on several occasions. Mia?, the

third grade teacher, was graduated in
1994. After her graduation, she taught at a
variety of different schools and levels until
she was hired by the district in the sum-
mer of 1999. Unlike the Spanish teachers
in grades three and five who were gradu-
ated during the past decade, Norah, the
fourth-grade Spanish teacher, was gradu-
ated in 1971. After her graduation, she
earned a Masters of Arts in Teaching from
a university in the Pittsburgh area. She
taught Spanish at the high-school level for
two years in a public school in the
Pittsburgh area. Then, she stopped teach-
ing for a period of time due to family mat-
ters, until she was hired to teach fourth
grade in the Spanish program in the sum-
mer of 2000. Finally, Olivia, the fifth- grade
teacher, was hired in the summer of 2001.
She has a certificate in FL teaching and
an undergraduate concentration in Latin
American Studies. In addition, she
recently received a Master of Aris in
Teaching Foreign Languages from a uni-
versity in the Pittsburgh area. The fifth-
grade teacher had one year of FL
teaching experience when she was hired
by the district.

Spanish Literacy as a Challenge
across the Curricula

Classroom observations that | conducted
during the 2000-2001 school vyear
revealed that, across levels, students are
taught in the target language with authen-
tic materials. Oral and written materials
are given to the students including videos,
short stories, maps, songs, and pictures
representing authentic pieces taken from
the traditions of Spanish-speaking coun-
tries. Two teaching practices across levels
caught my attention as a researcher. First,
| observed that students are given little
opportunity to read in the target language.
In the majority of observed lessons, stu-
dents received only Spanish oral input.
For example, across levels students lis-
tened to stories in Spanish read by their
teacher. Occasionally, students in grades
1-4 were requested to read aloud words
or sentences introduced by the teachers.
According to the teachers, no reading
comprehension was promoted at any
level. Reading in Spanish was understood
as “reading aloud,” not individually but as
a group. Secondly, according to the teach-
ers, they first introduced the vocabulary,
then moved on to phrases and sentences,
and finally, introduced the students to the
whole text. Students were required to do a
variety of activities practicing isolated
vocabulary before performing role-play
activities. These practices not only con-
flicted with the assumptions of teaching a
FL in context, but also with other teaching
methodologies that favor the teaching of a
language from the whole to its parts
(Goodman, 1986; Fountas & Hannigan,
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1989; Hudelson, 1994; Skilton-Sylvester,
1998, Adair-Hauck & Donato, 2002). As
for writing, after learning the Spanish
alphabet, first graders started copying
models from short sentences, while sec-
ond graders wrote short phrases and sen-
tences describing pictures. Across levels,
the Spanish curricula did not contain
explicit objectives for Spanish literacy. The
Spanish curricula in grades 3-4 revealed
no activities to enhance creative writing in
Spanish. Creative writing includes activi-
ties in which students are guided to con-
struct meaning by creating written texts
(Hornberger & Skilton-Sylvester, 2000).
According to Spanish teachers in grades
2-4, writing activities were limited to fill-in-
the-blank exercises as well as picture
descriptions using short phrases, a prac-
tice which showed no continuity in the
implementation of Spanish writing in
grades 2-4. It also showed that literacy
activities in grades 3-4 were not demand-
ing and challenging. Finally, the fifth-grade
curriculum contained many activities for
reading and writing, but the lack of ade-
quate literacy activities in grades 3-4 led
me to believe that reading and writing in
Spanish turn more difficult for children
and thus, student outcomes at this grade
level may be lower than they could be.
Therefore, at the upper levels, the devel-
opment of Spanish had become a chal-
lenge for the Spanish teachers.

An Innovative FL Teaching Method
in Fifth Grade

Concerns raised by the Spanish teachers
in grades K-4 and by the principal of the
intermediate school about Spanish literacy
development in grades 3-4 motivated the
development of a procedure for working
collaboratively with the Spanish teachers
over the course of the 2001-2002 school
year. This procedure led to curricular dis-
cussion, innovation, and reform. During
that school year, the Spanish teachers
were expected to discuss and determine
goals for Spanish literacy in grades K-5 as
well as to implement these goals. At the
first meeting in August, Olivia, recently
hired as the Spanish teacher for grade five,
suggested using an innovative FL method
called PACE (Presentation, Attention, Co-
construction and Extension) for implement-
ing Spanish literacy in grades K-5. She
reported using PACE for her lessons.

The PACE Model. This model was
developed by Adair-Hauck and Donato
(Adair-Hauck, Donato & Cumo, 1994;
Adair-Hauck & Donato, 2002) for imple-
menting FL instruction. PACE is grounded
in both Vygotskyan psycholinguistics and
a storytelling approach. The PACE model
emphasizes the importance of meaning-
making, authentic context, and connected
discourse in L2 development. Thus, it

“The PACE model emphba-
sizes the importance of
meaning-making, authentic
context, and connected dis-
course in L2 development.”

embraces a content-based instruction
(CBI) approach. The PACE model
stresses the importance of whole, con-
nected, or unified discourse as a starting
point in L2 development. Unlike bottom-up
processing models which fragment the
language system by encouraging stu-
dents to learn grammar rules and vocabu-
lary before using them to communicate,
the PACE model encourages students to
use language communicatively from the
very beginning of the lesson. With PACE,
the teacher may also focus on literacy
development by engaging students in cre-
ative writing projects or in reading com-
prehension activities. Unlike other models,
this model acknowledges the role of the
teacher in negotiating new language
vocabulary, forms, and explanations. The
model also acknowledges the role of the
learner in that it incorporates what the
learner brings to the classroom setting.

During the first phase of the PACE
model—presentation—the teacher uses a
storytelling approach to introduce a text to
the students. The main goal of the presen-
tation phase is that students receive com-
prehensible input so that they can
understand the meaning of the text. The
second phase of the model—attention—is
brief. This phase is devoted to calling stu-
dents’ attention to some aspects of the lan-
guage of the text. Whereas in the
presentation phase students are required
to focus on meaning, in the attention
phase they focus on form. The teacher
highlights any language features that are
systematic in the text (e.g., specific vocab-
ulary, subject pronouns, present tense).
During the third phase of the PACE
model—co-construction—students, with
the teacher's assistance, are helped to
become aware of selected features of the
target language. From the Vygotskyan per-
spective, with teacher assistance, stu-
dents can co-construct the meaning of the
new element. The cycle of the PACE
model concludes with the extension
phase. This phase is crucial since the
teacher has to encourage the learners to
use the selected linguistic features in a
variety of activities. These activities should
be oriented toward promoting interper-
sonal communication among the students
while they have an opportunity to use what
they have learned. The teacher can also
focus on literacy development by engaging
students in creative writing projects or in
reading comprehension activities.

The Spanish teachers in grades K-4 wel-
comed Olivia’s idea of implementing
PACE. They agreed to implement the
PACE model for one unit lesson because
its implementation was expected to be
time-consuming. A unit lesson can span
approximately four weeks for a 20-minute
class. Teachers needed to design new
activities and prepare new materials for
their PACE lessons. Olivia’s initiative was
supported because (a) PACE is consistent
with latest findings in the research on FL
teaching, (b) this method promotes literacy
development, (c) it is appropriate for con-
tent-based instruction, and (d) the initiative
came from inside the Spanish program.

Expectations on Teachers’ Perfor-
mances. Aside from discussing and deter-
mining Spanish literacy goals, the Spanish
teachers were expected to implement
PACE one time during the year. Teachers
in grades 3-4 were expected to become
aware of the implications of their usual
practices with respect to FL reading and
writing. Finally, based on my classroom
observations, | presumed that some parts
of the PACE model might be perceived as
challenging for teachers. According to the
Spanish teachers, they were accustomed
to introducing stories to their students,
going “from the parts to the whole.” Thus,
we expect that PACE would be perceived
as very different in that respect, since this
method advocates the presentation of
texts from the whole to the parts.

A Gase Study of Two Spanish
Teachers

Brindley and Hood (1990) state that
“despite the constant changes of fashion
that characterize language teaching, we
know relatively little about how and why
innovations come to be adopted or
rejected” (p. 233). As a response to their
concerns, this study provides a closer look
at changes in teachers’ beliefs while teach-
ers implement an innovation. This study
also responds to Wagner’s (1988) call for
empirical evidence on how teachers learn.
| address the following questions:

(1) What is the relationship between
teachers’ beliefs and teachers’ prac-
tices?

(2) How do teachers’ beliefs change
over time?

(3) What is the nature of these changes?
and

(4) How can changes in teachers’ beliefs
be triggered?

Data was collected from nine sources: (1)
the transcriptions of regular monthly meet-
ings with the Spanish teachers, (2) the
researcher's notes, (3) copies of a
teacher’s notes from the meetings, (4) a
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“Data was collected from
nine sources...”

teachers’ questionnaire and check-list, (5)
transcriptions of individual interviews with
the K-5 Spanish teachers, (6) transcrip-
tions and notes of classroom observations
in grades 3-4, (7) copies of teachers’ rele-
vant lesson plans (2000-2001, 2001-2002)
in grades 3-4, (8) teachers’ student reports,
and (9) K-5 Spanish Curricula (September,
2001; June, 2002). In line with Denzin and
Lincoln (2002), in qualitative research, the
use of multiple sources “reflects an attempt
to secure an in-depth understanding of the
phenomenon in question” (p. 5).

This study was limited to the Spanish
teachers in grades 3-4 because the fifth
grade teacher, Olivia, had introduced
PACE to her fellow teachers.

Data Sources

Transcriptions of the meetings. During
the 2001-2002 school year, the six K-5
Spanish teachers and | met once a month
at the school in order to discuss changes to
the K-5 Spanish curricula. Each meeting
lasted three hours approximately.
Discussions at the meetings were tape-
recorded and later transcribed verbatim.
Teachers signed consent forms to allow for
use of the data. At the end of each meet-
ing, the teachers and | planned the agenda
for the following meeting. Discussions at
the meetings were expected to be a valu-
able source of data for understanding the
teachers’ perceptions of PACE.

Researcher’s notes. As the researcher, |
wrote detailed notes of my impressions of
the meeting and kept records of these
notes after each meeting. | also took
notes to record insights about one-to-one
conversations among the Spanish teach-
ers. These data were triangulated with
other pieces of data such as interviews,
check-lists, and teacher’s responses to
questionnaires.

Copies of a teacher’s notes of the meet-
ings. Discussions at each meeting were
also documented by the same teacher,
who voluntarily took notes throughout all
the meetings. The teachers notes were
used to cross-reference the transcriptions
of the meetings and the researcher’s notes.

Questionnaire and check-list. Spanish
teachers in grades 3-4 filled out one ques-
tionnaire and one check-list after having
implemented their PACE lessons (see
appendices A and B). Teachers were told
that their feedback was part of the discus-
sion at the meetings. They were also aware
that the feedback would be used in this
study. The questionnaire contained very

specific questions about the implementation
of the PACE lesson as well as questions
about their perception of PACE. The check-
list served to cross reference information
gathered in the questionnaires. Data gath-
ered from teachers’ questionnaires and
check-lists were compared with data col-
lected from the teachers’ individual inter-
views as well as with other sources of data.

Teachers’ individual interviews. Toward
the end of the year, the Spanish teachers
in grades K-2 were interviewed in order to
collect data on their reactions to the
monthly meetings. The Spanish teachers
in grades 3-4 were interviewed after they
had conducted their PACE lessons. In the
case of Mia, the third-grade teacher, she
was interviewed twice because she
implemented two PACE lessons. All inter-
views were audio taped and later tran-
scribed verbatim. The teachers were told
that their feedback would be used for this
study and not for internal school pur-
poses. As a researcher, | wanted to cre-
ate a relaxed atmosphere for the Spanish
teachers in grades 3-4 so that they would
share their impressions about the PACE
model with me honestly. The teachers
had the prerogative of disclosing their
opinions to the rest of the group.

Transcriptions from classroom observa-
tions in grades 3-4. During the year, PACE
lessons were audio-taped and transcribed
verbatim in grades 3-4. Teachers agreed to
teach at least one unit lesson using the
PACE model. A unit lesson required three
to four weeks to be completed. Classroom
observations included all four phases of
the PACE model. Six to seven lessons
were observed: four lessons on the pre-
sentation phase, one on the attention
phase, one or two on co-construction, and
one or two on the extension phase.
Classroom observation was conducted
during the period between December 2001
and March 2002. Procedures for classroom
observations as well as for giving feedback
to the teachers (Markee, 1997) were dis-
cussed with them at the meetings. From
the classroom observations, | prepared
questions on each teacher’s implementa-
tion of PACE to be discussed later during
the individual interviews. As a classroom
observer, | focused on certain parts of the
lesson previously discussed with the
teachers in order to provide them with the
feedback they requested. | reconvened
individually with the teachers to discuss
these episodes with them.

Copies of teachers’ relevant lesson’s
plans (2000-2001; 2001-2002). Lesson
plans (2001-2002) for the units imple-
mented with the PACE model were gath-
ered as well as lesson plans for the same
topic in the previous year (2000-2001). |
wanted to direct teachers’ attention to the

similarities and differences between
PACE lessons and lessons on the same
topic that had been taught in the previous
year by the same teacher.

Teachers’ student reports of students’
writing in grades 3-4. PACE lessons
implemented in grades 3-4 contained
writing activities on which students were
assessed. The Spanish teachers were
instructed to provide me with reports on
assessments of individual students’ writ-
ing activities. Teachers in grades 3-4 have
reported not having evaluated students in
Spanish reading comprehension but only
in Spanish writing in the past years.
Teachers’ student reports were a source
of reference in order to evaluate the
Spanish writing goals that were dis-
cussed in the monthly meetings with the
teachers. My intention was to get the
teachers to focus on student outcomes.

Curricula in grades 3-4 (September,
2001; June, 2002). A copy of the K-5 cur-
ricula before and after the implementation
of the PACE model was collected. The K-5
curricula (June 2002) contained the revi-
sions and curricular changes made during
the year. In order to document the innova-
tions made, | compared both curricula.

Data Analysis.

Data gathered were analyzed in order to
find evidence of changes in teachers’
beliefs toward foreign language teaching.
These pieces of data were, in turn, com-
pared to teachers’ lesson plans (2001-
2002) and to portions of the new versions
of the Spanish curricula in grades 3-4 for
evidence of change.

Participant’s checking. In curriculum
action research, only the participants
involved in the study can validate the data
(McKernan, 1991; Wolcott, 1999). With this
in mind, a copy of the data analysis was
given to all the Spanish teachers for their
review and comment. This allowed me, as
a researcher, to address ethical concerns
and to ensure discretion by letting each
teacher corroborate my interpretation of
the data. | wanted to avoid missing points
and possible misunderstandings, and to
add triangulation to the data analysis.

Norah, the Spanish teacher in grade four,
had no comments on the draft, but Mia
and Olivia, Spanish teachers for third- and
fifth-grades respectively, agreed that my
interpretation “...was an accurate desctrip-
tion of what we did and what happened.”

Findings: The Implementation of
PACE in Grades 3-4

After defining the literacy goals for grades
K-5 (Dominguez, Donato & Tucker, in
press), the Spanish teachers implemented
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their PACE lessons. According to Olivia,
“Mia set herself up for success.” Since Mia
was an active participant in foreign lan-
guage meetings, showed collaboration
with others, and asked for feedback before
implementing lessons, she was “confi-
dent.” In grade three, Mia implemented the
PACE model twice during the current year,
exceeding my expectations since all the
Spanish teachers agreed to do it once
only. Mia mentioned that she wanted to try
it twice because “one time is not enough to
understand it fully” (Researchers’ Notes,
Mia: 2/8). According to my notes, during
the implementation of PACE in grade
three, Mia showed a great commitment to
doing her job. She also seemed very con-
fident and open to suggestions.

Mia’s FL training took place between 1989
and 1994. In her words, “many things
have changed over the years [in FL teach-
ing].... We can always learn new things;
meanwhile the old ideas have value and
we should be able to find a happy
medium.” Mia’s first thought about PACE
was that this method resembled her
actual practices. Later on, she added that
some “things are quite similar and some
are different” between PACE and her own
teaching practices. For example, the pre-
listening activity, the presentation, and the
extension phases are similar to what she
usually does in class. However, the key
issue here is the sequence. Mia reported
telling stories to students after having first
gone through the words as well as
through the phrases. Using the PACE
model involves presenting the whole story
first. Once the meaning is understood by
the children, the teacher then focuses on
grammar. The language learning process
goes from the whole to the parts.

Norah’s first attempt in implementing
PACE (late October through mid-
November) failed. She interrupted the
PACE lesson shortly after she started the
presentation phase because she did not
understand how to continue implementing
it. Unlike Mia, Norah perceived PACE as
different from her usual practices. At the
first meeting she expressed that PACE
implies teaching “backwards,” meaning
that the teacher presents the language
from the whole to the parts. Data from
Norah’s check-list (distributed in March)
showed that these differences did not pre-
vent her from thinking that PACE some-
how resembles her usual teaching
practices (Check-list Norah, 22). Similar to
Mia, Norah expressed that this method did
not constitute a true innovation because
her usual practices involve both pre-listen-
ing activities and storytelling. These data
led to the conclusion that Norah has con-
tradictory beliefs: on one hand, she
thought that the presentation phase was
very different from her usual practices, but

“According to Olivia,
‘Mia set berself up
Jor success.””

on the other hand, she declared PACE as
being similar to her usual practices. Norah
reported coping well with the newness of
this method, feeling optimistic throughout
the whole process, and trying to see this
experience as an experiment. (Check-list
Norah, 13, 14, 15). The fact that Norah
perceives PACE as somewhat similar to
her previous practices may have facilitated
her second attempt at implementing
PACE. Both teachers reported that they
would implement more PACE lessons in
the following year. For more details on why
the Spanish teachers have adopted PACE,
see Dominguez (2003).

Teachers Prefer to Learn from Other
Teachers. Data gathered in grades three
and four confirmed my expectations that
teachers can influence their fellow teach-
ers positively when they have an opportu-
nity to share their experiences with one
another. According to Norah, she had a
better understanding of PACE when listen-
ing to other teachers’ experiences with
PACE. In her check-list, she indicated hav-
ing relied greatly on other teachers’ past
experience as guidance for developing her
lesson plan and having asked some ques-
tions about PACE to her fellow colleagues
at the meetings (Check-list Norah, 3 and
5). It seems that teachers prefer to learn
from colleagues’ experiences rather than
learning from books or articles. These find-
ings are consistent with Fullan’s (1993)
statement about teachers preferring to rely
on their colleagues as a source of knowl-
edge and skill. In the same line of thinking,
Brooks (2002) wrote:

I will encourage student interns to
seek out others with whom they can
engage in professional conversations
about their work... It is important to
share views, experiences, feelings,
and ideas, to explore reasons why an
instructional event did or did not seem
to work. Involvement in dialogic part-
nership with my colleague proved
invaluable and was a tremendous sup-
port mechanism for me... (82)

“...teachers welcomed
Sfeedback from ‘support
groups’—usually fellow

teachers—with whom they
discussed the development
of the changes they
implemented.”

Norah also expressed her gratitude to
Mia for her valuable feedback at one of
the meetings. In turn, to the question “Did
Liliana’s (Spanish teacher in grade two)
experience on her PACE lesson have any
impact on you? Mia responded:

Yes because | felt like | could start for-
mulating things in my mind because
reading through [the article on PACE]
| had some ideas but this kind of help
me formulate it more concretely...
because some ideas in my mind
...didn’t really click... so | think it does
help to hear each others doing this
because we can share ideas even
though someone doesn’t do things the
same way we have something to pull
from.... (First Interview Mia. 3f #1)

These data are consistent with evidence
coming from a study of innovations among
language teachers conducted by Bailey
(1992). She found that teachers welcomed
feedback from “support groups’—usually
fellow teachers—with whom they dis-
cussed the development of the changes
they implemented. Interestingly, partici-
pants in Bailey’s study were different from
the participants in this study. In Bailey’s
study, participants were either M.A. candi-
dates in language teaching, teacher train-
ers, or faculty members in a university
context—in any case, atypical of the popu-
lation of practicing teachers. Despite differ-
ences in participants’ characteristics, their
conclusions were similar to those of the
teachers in this study.

The Nature of Changes in Teachers’
Beliefs toward Foreign Language
Learning. Mia’s process may illustrate
how teachers’ beliefs start to change
slightly after implementing PACE. Right
after conducting her first PACE lesson
(end of December 2001), she writes in her
questionnaire: “I do not feel that you can
use it [PACE] for every unit. Some topics
do not lend themselves to be taught in this
manner”  (Questionnaire Mia, 13).
However, she concludes: “It [PACE] can be
a useful tool in instruction. It is very useful
for challenging students to reach new lev-
els” (Questionnaire Mia, 14). After imple-
menting her second PACE lesson, in
March, Mia confirms her initial impression:

| find that some lessons are working
better when you go from the whole to
the parts its because of the objectives
of the lesson... which is in fact what
PACE does. For other lessons it works
better to go from the parts to the whole
so | feel it is a really useful tool
depending on what you are teach-
ing.... (Second Interview Mia. 3g#1)

As Donato pointed out, the fact that Mia
commented that one cannot use PACE
for everything seems to suggest that her
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orientation to instruction is “one size fits
all” Donato commented that “perhaps
one other advantage these teachers had
of working with you was a new way of
viewing instructional strategies as tai-
lored to the task, goal, and material not a
recipe to be followed in every instruc-
tional circumstance.” (R. Donato, per-
sonal communication, September 2002).

Data from the second interview and Mia’s
check-list (collected in April) indicated
that Mia would continue using PACE in
the future. Her actions reasonably lead
me to believe that Mia’s beliefs toward
teaching Spanish are changing. At her
second interview, Mia expressed that she
will use the second PACE lesson again
next year because:

[With PACE] you give them a chance
to decipher the rules of the language,
and having made the connections it
will stay with them and come to them
easier... later in life. (Second Interview
Mia. 3g#2)

Mia’s questioning herself about the con-
sequences of teaching to memorize led
to the conclusion that the teacher was
becoming aware of the limitations of her
previous teaching practices. These data
support Bartlett’s (1990) statement that
teachers begin to search for alternative
courses of action consistent with their
new understanding when their teaching
practices are contested.

On the other hand, there is also evidence
of a change in Norah’s awareness. She
commented that she saw PACE as “a dif-
ferent way of teaching.” The following is
an excerpt from her interview that illus-
trates this statement:

R: What have you learned from this expe-
rience?

Norah: Well, | guess you have to think
that when | went to school | didn’t
learn about this....

R: It turned out to be helpful for you?

Norah: Oh gosh yes! It's just a different
way of teaching

R:Is there any other lesson you are
thinking to do with PACE?

Norah: After PACE | have to rethink
everything, my lessons are going for-
ward even though all my lesson plans
were done last year | don’t even work
with them anymore ’cause | know they
are old so | tried to think with my les-
son now ’cause I'll never forget PACE
now... it's not like this one time and |
don’t want to talk about PACE any-
more now I'm more comfortable with
it.... (Interview Norah. 3f#2, 3f#3)

In addition, Norah reflected on what may
have caused the appearance of signs of
creativity in students’ writing samples.
She concluded that it might be due to a
change of her own expectations concern-
ing students’ writing (Meeting #8, Norah,
3). In the past, she never asked students
for creative writing. She is realizing the
extent to which she can increase her
expectations on students’ outcomes.

In response to the first question—"What is
the relationship between teacher’s beliefs
and teacher’s practices?’—findings of this
study show that teacher's awareness of
the implications of her own practices
comes after the teacher has implemented
the innovation. Teachers’ beliefs toward
FL learning were impacted by new teach-
ing practices, practices derived from the
implementation of the innovation. For
example, at the beginning of the trial
period, Norah thought that PACE was
about teaching “backwards,” a very sim-
plistic explanation of the implications of
implementing PACE. However, after
implementing her PACE lessons, Norah
realized that she might have positively
influenced student creativity in Spanish
writing by setting higher standards. On the
other hand, Mia commented on the impli-
cations of using rote-memory-driven
activities versus other activities that allow
student to discover language “rules.”

With respect to the second question—
“How do teachers’ beliefs change over
time?”—data from this study show that
teachers’ beliefs did not change overnight
but rather teachers needed time to “digest”
what they were learning. Their beliefs
resemble “flashes” of awareness that occur
from time to time. These data support
Larsen-Freeman’s (1983) claim about the
need for an open attitude. Data indicate
that an open attitude is crucial for teachers
to try the innovation in the first place.

Furthermore, in response to the question
“What is the nature of changes in teach-
ers’ beliefs?”, findings from this study sup-
port Freeman’s (1989) ideas on the nature
of the changes. Evidence presented here
indicates that the nature of changes in
teachers’ awareness is qualitative rather
than quantitative, open-ended rather than
closed, and gradual rather than immedi-
ate. Data also indicate that teachers may
have contradictory beliefs.

Triggering Changes in Teachers’ Beliefs
towards FL Learning. Researchers into
curricular innovation agree that communi-

“..communication is a
crucial component of the
innovation process.”

cation is an element that needs to be pre-
sent throughout the innovation process
(Kelly, 1980; White, 1987). Markee (1997)
recommends that change agents promote
the formation of communication networks
as well as its institutionalization to ensure
the diffusion of information. Brindley and
Hood (1990) remind researchers that “cur-
riculum implementation requires adequate
support and coordination” (p. 240). In this
line, Bailey's (1992) study revealed that
report presentations to administrators are
well seen by teachers as a form of com-
munication during the innovation process.
After conducting a study of interaction
among seven trainees in an ESL teaching
practicum, Gebhard (1990) concluded that
student teachers changed some aspects of
their teaching behavior including the selec-
tion of lesson content and their treatment of
the learners’ errors under the following cir-
cumstances: (a) when student teachers
were given an opportunity to process
aspects of their teaching through multiple
activities; (b) when student teachers had a
chance to talk about their teaching; and (c)
when student teachers experienced a shift
in context and begin teaching in a new
environment (pp. 121-124).

In this study, teachers had different oppor-
tunities to interact with their fellow teach-
ers as well as with myself. These
opportunities consisted of group meetings
with the Spanish teachers, meetings of the
FL Committee, individual encounters with
me before and after classroom observa-
tions, individual interviews, and e-mail. In
addition, the Spanish teachers were
required to answer a questionnaire, to fill
out a check-list, and to write a report on
student outcomes. A close examination of
these data allowed me, as a researcher, to
observe signs of changes in teachers’
beliefs toward FL learning. Data from a
study conducted by Bailey (1991) revealed
positive evidence of the use of diaries as
tools for the training of teachers. In this
study, teachers did not write journals.

The Meetings of the K-5 Spanish Teacher.
In the Spanish program, communication
has always played a key role since its start.
The existence of the FL Committee, a per-
manent committee consisting of teachers,
administrators, and members of the univer-
sity partnership, constitutes a genuine
communication network that provides a
forum for discussing on-going issues of the
Spanish program. With such background
the suggestion to the School Director of
Instruction of meeting with the Spanish
teachers on a regular basis was accepted
easily. The purpose of these meetings was
to target issues such as teaching method-
ologies, goals for the K-5 Spanish literacy
curricula as well as other issues of the FL
classroom with all the Spanish teachers.
During the academic year, K-5 Spanish
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teachers and | met on eight occasions (3
full-days and 5 half-days) on their in-ser-
vice days. These meetings were devoted to
setting up the goals for K-5 Spanish literacy
curricula, revisions of the K-5 Spanish cur-
ricula, and for discussing PACE lessons
implemented in Grades K-5. Meetings
were mandatory for all K-5 Spanish teach-
ers. Throughout the year, attendance at the
meetings met my expectations except for a
couple of occasions when teachers had
other school duties to attend to. At the first
meeting, the group chose Jacqueline, the
Spanish teacher in kindergarten, to take
notes during the meetings as well as one
person, Norah, the Spanish teacher in
grade four, to serve as moderator. At this
meeting, dates and times for the following
meetings were also distributed. On every
occasion, a few days before meeting, an
agenda was sent to all the Spanish teach-
ers—an agenda that was discussed with
the teachers at the previous meeting.

Comraderie and teamwork were common
at the meetings. For example, on one occa-
sion, Mia and Liliana, the third- and sec-
ond-grade Spanish teachers respectively,
shared with their fellow teachers their feel-
ings toward implementing something new:
“...When you are about to do it, you want to
stop and don’t do anything” (Meeting #5,
Mia-Liliana, 1). Data from my notes of the
meetings indicated that, most of the time,
K-5 Spanish teachers participated actively
making suggestions, remarks, and com-
ments throughout all the meetings.
Evidence provided earlier in this paper indi-
cated that Norah welcomed having an
opportunity to get feedback from her fellow
teachers at the meetings. Data from indi-
vidual interviews indicated that all K-5
teachers agree on the advantages of get-
ting together. At their interviews, the teach-
ers agreed that the meetings gave them a
chance to learn from each other as well as
to discuss issues of the Spanish program.
K-5 Spanish teachers have expressed pos-
itive views toward keeping the meetings as
a mechanism to sustain articulation within
the Spanish program. In summary, at the
meetings throughout the academic year,
teachers had a chance to think aloud,
reflect, and to discuss the implementation
of PACE and other issues related to the
goals of the K-5 Spanish literacy curricula.

Teachers’ Interactions with a Change
Agent. In addition to the group meetings
throughout the innovation process, a vari-
ety of individual interactions between the
Spanish teachers and me were possible.
As a change agent, my goal was to be
available as much as needed by the
teachers. Classroom observations pro-
vided a great opportunity for us to meet on
an individual basis. We met before and/or
after each lesson, depending on the
teacher's schedule, on a daily basis for

approximately four weeks. These encoun-
ters varied in their duration. Some lasted
approximately five minutes between
classes, others lasted fifteen minutes
when meeting during the teacher’s prepa-
ration time, and others lasted even longer
when meeting during lunchtime. These
three types of encounters were balanced
carefully so that teachers would not feel
intruded upon. In total, meeting with a
teacher lasted approximately twenty min-
utes every day. Finally, Jacqueline and
Olivia, Spanish teachers in kindergarten
and in grade five respectively, had access
to my e-mail address because they felt
comfortable using e-mail.

In response to the question “How can
changes in teachers’ beliefs be trig-
gered?”, findings of this study reveal that
communication is a crucial component of
the innovation process. By providing
teachers with different opportunities to
interact with their colleagues, change
agents can increase the odds that teach-
ers reflect on the newness of the innova-
tion. Thus, the possibilities of triggering
changes in teachers’ beliefs may
increase as well. These findings support
those obtained by Gebhard (1990).

Researcher’s Feedback to the Spanish
Teachers. In their check-lists, both
Spanish teachers in grades 3-4, Mia and
Nora, acknowledge having received valu-
able feedback from fellow teachers as well
as from me (Check-list Mia, 3, 5 and 11;
Norah, 3 and 5). Data from Norah’s check-
list indicate that she was not entirely aware
of some procedures involved in some of
the PACE model phases (Check-list
Norah, 10). These data are consistent with
Norah’s comment at one of our meetings:

[The focus on grammar] is where |
need the most help from [Rocio] spe-
cially, she guided me through this
because even though we focused on
the verbs | also wanted to focus on the
prepositions but that wasn’t my pri-
mary focus but still wanted to be there
so | was thinking “how I'm going to do
this?”... | thought the focus on gram-
mar was really neat, it was a nice flow
but again [Rocio] helped me with
this.... (Meeting #8, Norah, 1)

Mia and Norah were given feedback on
their PACE lessons after they had imple-
mented them. At the meeting on January
21, Mia presented her experience in
implementing her first PACE lesson to the
group. As a classroom observer, | took
that chance to share with the other teach-
ers the positive aspects we found in Mia’s
experience. A one-page handout contain-
ing my positive feedback to Mia was writ-
ten and handed it out to all Spanish
teachers. | wanted to call Norah’s atten-
tion on my expectations on her PACE les-

son using Mia as a role model. For exam-
ple, | pointed out that (a) the flow of Mia’s
lesson was appropriate for language
learners; (b) her positive attitude in all the
observed classes helped promote student
participation; (c) the way she gave feed-
back to the students is appropriate for
young language learners; (d) the strate-
gies for modeling that she displayed were
sophisticated; and (e) she managed to
relate the topics for the five-minute warm-
up to her current lesson. The same proce-
dure was repeated with all teachers.

In the case of Norah, at the meeting on
March 27, | complimented her for the
appropriate flow of her lesson, her positive
attitude, and the way she gave feedback to
newcomers. Considering that Norah’s
experience in FL teaching is limited to two
years, she exceeded my expectations;
however, feedback given to her included
suggestions for improving student-teacher
interaction in the classroom, such as:

You may want to write directions on
the board and let students translate for
you. This strategy works very well for
Mia. (Feedback for Norah, April, 2002)

This part of the feedback was given to her
and to her supervisor. When giving her
feedback, | used Mia as a role model.

Conclusions

Findings from this study show that teach-
ers need to be aware of the implications
of their current practices (Larsen-
Freeman, 1983) for making informed
choices. Data reveal that teachers’
awareness was raised only after their
teaching practices were contested by
implementing PACE, a new method for
them. Further research is required on
what is the appropriate timing for raising
teachers’ awareness. Data confirm
Bailey’s (1992) findings that change in
teachers’ attitude may be congruent with
changes in teachers’ behavior. In addi-
tion, this study responds to Bailey’s call
for more research among a broader pop-
ulation of teachers, namely, teachers who
are not M.A. candidates, teacher trainers,
or faculty members in university contexts.

Data presented here indicate that teach-
ers questioned their beliefs by them-
selves. An important remark is that
teachers’ questioning their beliefs occurs
in sporadic flashes during the innovation
process. Evidence of changes in teach-
ers’ beliefs reveals them to be qualitative
instead of quantitative, open-ended
instead of closed, and gradual instead of
immediate.

Findings from this study confirm that
good communication among the partici-
pants in the innovation is indispensable
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during the innovation process (Kelly,
1980; White, 1987; Markee, 1997; Fullan,
1999). Evidence presented here indi-
cates that good communication among
teachers may enhance their adoption of
innovations because it allows teachers an
opportunity to listen to and learn from
each other (Bailey, 1992; Fullan, 1993).
Data also show that by promoting differ-
ent types of interactions (Gebhard, 1990)
such as group meetings, interviews, stu-
dent reports, writing questionnaire and
check-list, the change agent may (a)
increase the possibilities for teachers to
reflect on the implications of their teach-
ing practices; (b) increase chances for
teachers to think about their strategies
during the implementation of the innova-
tion; and (c) increase the odds of trigger-
ing changes in teachers’ awareness.
Thus, in this study, communication is
understood not only as the interactions
that take place amongst teachers and
between the change agent and teachers,
but also it also refers to teachers’ thinking
aloud process during these interactions.

Limitations of the Study. This study had
three major limitations. Data were gathered
during the 2001-2002 school year. Thus, |
was only able to see teachers’ first imple-
mentations of PACE. Although teachers
have expressed their willingness to con-
tinue implementation of PACE in subse-
quent school years, this study does not
provide any follow-up data. Second,
although five Spanish teachers imple-
mented PACE for the first time, the study
was restricted to the Spanish teachers in
grades 3-4. The study was limited to two
teachers, in part, due to time constraints,
and in part, because K-2 students are just
starting to become familiar with Spanish lit-
eracy while my expectations of third and
fourth graders were higher in terms of how
much students can read and write in the
target language. Finally, the third limitation
refers to the Spanish program. This FLES
program is unique in that the people
involved are more open to making changes
in the spirit of program improvement. For
example, over the past years, teachers and
school administrators have worked
together with members of two local univer-
sities on a number of projects related to the
Spanish program showing an open attitude
to new trends in FL learning. Considering
the Spanish program’s background, the
implementation of PACE was done under
almost “ideal” conditions, conditions that
many school districts do not have.

The Role of a Change Agent. From my
perspective, change agents are responsi-
ble for facilitating innovations. In that
regard, it is preferable not to warn teachers
in advance of possible difficulties they may
encounter. Raising teachers’ awareness of
forthcoming obstacles might create a neg-
ative reaction toward the implementation of

“..strategic planning and
Sflexibility are forces in
continuous tension.”

that innovation. Rather, | suggest that
change agents wait until teachers experi-
ence difficulties and then help them in find-
ing solutions. If teachers struggle, |
recommend that change agents offer them
choices for solutions rather than tell them
what to do. As guides through the innova-
tion process, change agents need to be
available for teachers. Following Markee
(1997) and Fullan (1999), it is important to
take an opportunity to empower teachers,
to give them the chance to make decisions
regarding status quo or innovation as well
as to be the ones responsible for its impli-
cations. In addition, Markee states that
“adopters need to go through their own
decision-making processes in evaluating a
proposed innovation, and the time it takes
for individuals to reach a decision inevitably
varies considerably from person to person”
(p. 177).

The innovation process, as | see it,
depends greatly on the participants’ cre-
ativity for coping with obstacles. When
struggling, people are forced to develop
strategies. For example, Norah learned to
trust her fellow teachers’ feedback.
Learning to cope with change may have
an impact for future implementation of
changes. Data presented here reveal that
during the innovation process, it is impor-
tant for change agents to keep channels
of communication open not only with
teachers but also with principals and other
administrators involved in the process.
Olivia commented on my role as change
agent that “[she] constructed an intricate
web of communication throughout school
year. [She] knew how to deliver info to the
right people, problem solve, articulate
ideas, and problem-solve more.”

While acting as a change agent during the
innovation process, | learned that strategic
planning and flexibility are forces in contin-
uous tension. Sometimes, staying with the
“original” plan may add an unnecessary
rigidity to the innovation. Thus, change
agents may devote a large amount of time
and energy to managing the unpre-
dictable. | also learned that establishing
relationships with other people, and espe-
cially with people with different beliefs, was
a constant challenge because it forced me
to think differently; thus, it represents an
invaluable source for learning.

Notes

1 Before 1995, the school had a FL pro-
gram in the high school only.

2 All names have been changed.
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Appendix A
Check-list for Spanish teachers

Please, think about the time you were
planning and conducting your PACE les-
son. The following is a list of several
statements. Check those that, in your
opinion, apply to your experience.

While planning my PACE lesson...

[] It took me a while to decide what unit
| was going to do with PACE.

[] It took me a while to decide the lesson
objective.

] I relied greatly on other teachers’ past
experiences as a guidance for devel-
oping my lesson plan.

[J I didn’t pay much attention to other
teachers’ experiences with PACE for
developing my lesson plan.

] I asked some questions about PACE of
my fellow colleagues at our meetings.

While doing my PACE lesson...

[] 1 found that the presentation phase
was easy to deal with.

1 | found that the presentation phase
demands more work than | expected
initially.

11 asked my colleagues and Rocio
questions for clarification purposes.

[ | found that the co-construction and the
attention phases were easy to deal with.

[J | found that the co-construction and
the attention phases imply some pro-
cedures of which | was not entirely
aware before.

1 | had more questions on how to con-
duct the phase.

11 felt confident but | also asked for
feedback from my colleagues and/or
Rocio.

[ | felt very confident about what | was
doing and didn’t ask for feedback.

O | felt
the whole process.

throughout

[ I think | did well coping with the ‘new-
ness’ of this method.

11 tried to see this experience as an
experiment. | did minor changes from
class to class for fine-tuning.

When correcting my students’ projects...

[J | could observe good results in terms
of students’ oral outcomes.

[J I couldn’t observe any major differ-
ences in students’ oral outcomes com-
pared to those from last year.

1 | could observe good results in terms
of students’ written outcomes. Please
explain briefly and provide an example.

] | couldn’t observe any major differ-
ences in students’ written outcomes
compared to those from last year.

In conclusion...

[ | think that trying PACE once this year
was enough for me to become familiar
with this technique.

[1 I think PACE pretty much resembles
my usual teaching practices.

] 1 think PACE resembles my usual
teaching practices in some ways.

[] PACE was completely new to me as
far as my teaching practices are con-
cerned.

[J I may use PACE for teaching the same
lesson next year.

[] I don’t think | will use it again.

(] | think what | have learned from PACE
is another way to teach grammar.

[ | think what | have learned from PACE
is a way to reinforce both reading and
writing.

1 I think that my teaching practices have
expanded after using PACE.

] Some of my ideas about how to teach
reading and writing in Spanish have
changed a bit after using PACE.

[ I don’t think | have learned much from
using PACE.

m Northeast Conference, Review 54



Appendix B

Questionnaire for Spanish Teachers
Querida profesora:

The purpose is of this questionnaire is
to get feedback from you about the areas
where you struggle the most when
designing and implementing a PACE
activity. Please take your time to respond
it. The questionnaire is anonymous.

I will summarize the information you
provide together with the feedback from
the other profesoras. This will be subject
for further discussion at our meetings.

iMuchas gracias por tomarse el
tiempo para responder el cuestionario!
[Thank you for taking the time to answer
the questionnaire.]

1. Please state your instructional objec-
tives for the lesson.

Were the texts used in the PACE
activity difficult to find/make? Please
explain why.

Were the visuals used in the presen-
tation phase difficult to find/make? If
so, please explain the reason(s).

Did you struggle when planning TPR
activities for the presentation? If so,
please mention them.

Was it difficult to guide students’
attention during the lesson? Why?

Please describe briefly how you
focused the children’s attention on the
linguistic features. What “hints” or
“helping questions” did you ask
them?

What extension activities did you
design?

10.

11.

12.

13.

14.

In general, did the extension activities
work? What worked and what didn’t?
Do you have an idea of why it didn’t
work?

In your opinion what is the most diffi-
cult part of using the PACE model?

How much did you have to adapt the
model to your own purposes?

Is your teaching style too different
from the one required in this model?
Please explain the differences.

Do you see any advantages in using
the model?

Do you see any disadvantages in
using the model?

What is your final conclusion about
the PACE model?




