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Abstract

English Language Teaching (ELT) public policies are present in most of the countries of the Americas due to the
importance of said language in the international context. The objective of this research was to know the English
level of eleventh-grade students in public schools located in Metropolitan Lima, Peru, as well as their perceptions
of their own English learning process within the framework of the new national plan called /nglés, Puertas al
Mundo (English, Doors to the World). The sample was composed of 72 students from four schools of the city. This
study was conducted using a mixed-method (quantitative-qualitative) approach. The instruments used were a
standardized English test (New Inside Out Quick Placement Test) and a structured interview guide. The results
revealed that the students’ English level is below the level outlined in the national policy. Regarding the perception
of their own learning, students have different motivations to learn English, and enjoy the blended model introduced
by the national English plan. However, they agree that their English level is very basic and that they would not be
able to reach the established communication objectives after graduating from high school.

Keywords: English Language Teaching (ELT), blended model, secondary level, public policies
1. Introduction

Learning English as a foreign language has a high demand around the world, as it is the international language for
business and social interactions (British Council, 2015). In the fifth edition of the Education First English
Proficiency Index test—a virtual voluntary evaluation applied worldwide by the aforementioned organization—,

Peru was found to have a low level of English (level A2-B1 of the Common European Framework of Reference for
Languages [CEFR] designed by the Council of Europe, 2001), and ranked 45th out of 72 countries (Education First,
2016). By the end of 2014, the Peruvian Government announced the new national plan called Inglés, Puertas al
Mundo (English, Doors to the World), which would start in 2015 within the framework of the implementation of
the Jornada Escolar Completa (JEC, Full School Day) educational service model in 1,000 public secondary
schools (with a view to increasing the number of schools in the following years) (Ministerio de Educacion del Peru
[MINEDU], 2015). Although the plan considers that there may be different English proficiency levels in the same

classroom (MINEDU, 2014b), it aims at ensuring that, by 2021, 17% of high school students will reach CEFR B1

level to be able to graduate (MINEDU, 2014a).

So far, the Ministry of Education of Peru (MINEDU) has reviewed the progress of the plan up to July 2016. Firstly,
in relation to the curricular update, teaching hours were increased to five hours of English per week at JEC schools.
Secondly, with respect to the strengthening of teaching skills, more than 4,500 English teachers of JEC schools
were trained in the blended method (a currently popular method whose effectiveness is being researched by dozens
of teachers and other professionals around the world [Alfahadi & Alsalhi Alshammari, 2015; Chapelle, 2001;
Ochoa & Roberto, 2011]), thereby benefiting more than 500,000 students. In addition, scholarships were awarded
both to teachers (to receive training in universities of the United States and the United Kingdom) and students (to
study in Peruvian language institutes). Finally, regarding infrastructure, it is known that 1,906 JEC institutions
have fully equipped technological English-learning laboratories (MINEDU, 2016d). Nevertheless, the official
document of the implementation plan for Inglés, Puertas al Mundo (published in 2016) reveals MINEDU has no
data of public school students' English level (MINEDU, 2016c¢). Therefore, it is also uncertain to what extent the
changes introduced by the national plan have impacted students’ improvement.

Assessing national educational plans is important to identify what works and which problems need to be addressed
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to enhance its implementation (Nunan, 1992; Cohen, 1994; Richards, 2001). Many countries in the continent
already have plans—and even diagnostic studies—of public policies for teaching English as a second language
(Mendoza, 2015; Inglés para la competitividad y la movilidad social, 2015; Direccién General de Cultura y
Educacion de Argentina, 2010). In the same vein, researchers around America have assessed and described ELT
policies in their countries. Ramirez-Romero, Pamplon, and Cota (2012) identified the main problems in the
implementation of the national English plan in Mexico after a qualitative study conducted on students, parents,
teachers, and public-school principals. Mendoza (2015) compared public policies for teaching English as a second
language (ESL) in Colombia, Costa Rica, Mexico, and Uruguay, highlighting the importance of the CEFR for the
objectives set and the results obtained. Almeida (2016) provided an overview of the Brazilian cities participating in
the implementation of English teaching in the first years of primary school. Maldonado-Valentin (2016) offered a
discussion related to the impact of language policies regarding the use of Spanish and English in the educational
system in Puerto Rico. Furthermore, Porto (2016) described English teaching in public elementary schools in
Argentina, and her approach has been materialized in ELT curriculum developments and programs in many of
the 24 jurisdictions of the country with different levels of development.

The aim of this study was to know the English level of eleventh-grade students in public schools of Metropolitan
Lima, as well as their perceptions about their own learning of the language, having as reference the new national
English plan. Due to the sequential explanatory design of the study, we consider that topics were addressed in a
comprehensive way, as our objective was not only to determine the students’ English level, but also to reflect on
the reasons behind the results. Altogether, the results obtained in both stages of this research could be useful to
identify the weaknesses of Inglés, Puertas al Mundo and to propose improvements according to the
students’ perspective.

1.1 Literature Review

The following section provides a brief overview of research studies that are related to English Language Teaching
(ELT) policies in six countries in Latin America and the Caribbean, namely Chile, Colombia, Costa Rica, Ecuador,
Mexico, and Uruguay.

Chile introduced the Programa Inglés Abre Puertas (PIAP, English Opens Doors Program) in 2003, aiming to
improve the English language level of students up to the fourth year of secondary school (Banfi, 2015). The
Ministry of Education developed strategies for the teachers’ continuous professional development and established
national standards for English language learning that were consistent with the CEFR (Matear, 2008), in order for
students to reach level B1 by the time they graduate from high school (Ministerio Secretaria General de la
Presidencia et al., 2014). However, results from the 2016 Chilean National English test showed that only 17% of
students surpassed level B1 upon graduation from high school (Cronquist & Fiszbein, 2017).

Colombia launched the Programa Nacional de Bilingiiismo (National Bilingual Program) in 2004, whose goal
was to ensure that students finish high school reaching CEFR level B1 in English by 2019 (Correa & Gonzalez,
2016), with a focus on boosting the students’ communicative competencies in English, so that they can help the
country in the economic and cultural fields (Cardenas & Miranda, 2014). Nevertheless, the 2011 Colombian
National English test showed that 90% of high school students who took the exam for the first time barely achieved
level A1 upon graduation, whereas only 2% surpassed level B1 (Sanchez-Jabba, 2013). Four years later, only 3.2%
of senior year high school students reached level B1 (Cronquist & Fiszbein, 2017), which is an evidence of the
little progress that has been made by the English national program.

In Costa Rica, the Plan Nacional de Inglés (English National Plan) was implemented in 2008 with the aim of
promoting ELT policies and strategies to help children, teenagers and adults to improve their English language
level. In the long term, the country expects 50% of high school graduates to reach CEFR B2 and C1 levels of
English (Quesada, 2013). The first data of Costa Ricans’ English level was published in 2012 after a study
conducted by the Fundacion Costa Rica Multilingiie. The report included the results of an online examination that
was applied to more than 8,000 students of public schools around the country, in which 47% reached level A2,
27% achieved level B1, and 14% even surpassed level B2. These results showed that public school students
improved their English level after the implementation of the program, as a diagnostic test in 2010 reported that
89% of students achieved levels A1 and A2 (Mendoza, 2015).

Ecuador has implemented the Proyecto de Fortalecimiento de la Ensefianza del Inglés como Lengua Extranjera
(EFL Teaching Reinforcement Project) with clear objectives related to curricular guidelines, textbooks, teachers’
training, and the expected outcome of the students’ English level, since it aims to ensure that secondary school
graduates reach a minimum of CEFR level B1 (Ministerio de Educacion de Ecuador, 2017). Gonzalez et al. (2015)
conducted a local study in public senior high schools in the Amazon region of Ecuador during the academic year

56



elt.ccsenet.org English Language Teaching Vol. 11, No. 5; 2018

2013-2014, in order to find out the students’ English proficiency level of listening and speaking skills. The
Cambridge English Unlimited Placement Test was applied to 188 students, in which 60% did not even reach a
basic level, 33.33% achieved a basic level, and 6.67% reached a low-intermediate level within the CEFR.

Seeking to provide a well-rounded English program to all students in the country, Mexico implemented the
Programa Nacional de Inglés en Educacion Basica (National English Program in Basic Education) in 2009. This
nationwide program displaced the diverse state programs and offered students a uniform curriculum that aimed at
ensuring that by the time they graduate, they could reach CEFR level B1 (Ramirez-Romero & Sayer, 2016;
Mexicanos Primero, 2015). Six years after the formal launching of this program, the educational organization
Mexicanos Primero prepared the first Examen del Uso y Comprension del Idioma Inglés para Egresados de
Secundaria (EUCIS) (English Usage and Comprehension Test for Secondary School Graduates) and applied it to
4,727 secondary graduates from 11 Mexican cities. The results showed that the goals had not been achieved: only
3% of students reached the expected level, while 79% had to be categorized in a non-existent level below A1 (A0)
(Mexicanos Primero, 2015).

When it comes to expectations, Uruguay has set one of the highest bars. The program Ceibal en Inglés (Ceibal in
English) was launched in 2012 as part of the Ceibal Initiative developed in 2007 in order to implement technology
in every class around the country (Plan Ceibal, 2018). Its goal is to ensure that secondary school graduates reach
the CEFR level B2 by 2030 (ANEP/CODICEN, 2013). In 2016, an adaptive English test developed by a
specialized unit of the British Council was applied to 6,925 seventh-grade students for the first time, and the results
varied according to the different skills examined. Regarding reading skills, 26% of the students reached level A1,
whereas 73% achieved level A2. Regarding listening skills, 35% reached level A1, 57% achieved level A2, and
only 2% surpassed level B1. Finally, 59% of students reached level Al and only 4% surpassed level A2 in the
written production section (Plan Ceibal, 2017).

2. Method
2.1 Research Design

This research is a quantitative-qualitative study (sequential explanatory design)—i.e., it had two stages in order to
use qualitative data to explore and understand the results obtained from the previously conducted quantitative
section. The quantitative part of the study was carried out using a standardized English test, while the qualitative
part was carried out using interviews.

In the first stage, the students’ English level was assessed by means of a paper-based version of the New Inside Out
Quick Placement Test, developed by the international organization Macmillan Publishers (2015). This test
measured the students’ English level after answering multiple choice questions on vocabulary and grammar, whose
results were equivalent to the CEFR levels.

In the second stage, a ten question guide was used to conduct structured interviews with the aim of knowing the
students’ perception about the English course and their own learning process, having as reference the new national
plan. The guide was validated by a research methodology expert by means of a simulation in order to introduce the
necessary changes and achieve the study’s objectives.

2.2 Population and Context

The study was conducted in Metropolitan Lima, which by 2015 had a population of 8,890,792 inhabitants,
according to calculations of the Instituto Nacional de Estadistica e Informatica (National Institute of Statistics and
Informatics) (INEIL, 2015). Currently, JEC public schools in this region amount to 115 out of the 1,602 which make
up the national total (MINEDU, 2016a). The sample chosen was composed of four schools, each one located in one
of four of the six geographical areas of Metropolitan Lima: Central Lima, Southern Lima, Eastern Lima, and
Northern Lima (Ipsos Apoyo Opinion y Mercado S. A., 2011). This research did not include the geographical areas
of Modern Lima and Callao due to accessibility issues.

2.3 Participants
2.3.1 Selection Criteria

Selection criteria for this study include (a) being an eleventh-grade student in a public school where MINEDU has
implemented the JEC, and (b) not having complementary English studies in a language institute because the study
focuses on ELT in schools exclusively. Including students with complementary studies would therefore have
affected the validity of results.

2.3.2 Sampling

With respect to the quantitative component of the research, survey sampling was used—i.e., the English level of all
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students meeting the selection criteria and having their parents’ authorization to participate in the study (in case
they were minors) was assessed. The participants’ selection for the qualitative phase was carried out through
purposeful sampling: only one student meeting the selection criteria participated per school—i.e., the total number
of participants was four.

2.3.3 Recruitment

First, the ten schools shortlisted for the study were contacted via e-mail. The research subject and objectives, as
well as the fieldwork to be carried out, were described. If a school was interested in participating, an appointment
with the principal of the educational institution would be scheduled to provide information about the study at a
deeper level, detailing the students’ participation and describing each phase. Finally, the third stage consisted in
sending the corresponding informed consent forms to the parents of students who met the selection criteria to
inform them about the study and obtain their consent for their children's participation.

The researchers’ participation in each educational institution had different stages. Firstly, after receiving the
approval to carry out the fieldwork, the principal contacted the English teacher to briefly explain to him/her the
study and what the research team would do. Secondly, the day the test was applied, the research team had a meeting
with the English teacher for a deeper explanation of the study and the test which would be applied during the hours
assigned for his/her class. Then, the research team established direct contact with students to introduce the
researchers and the written test.

A total of 72 students who met the selection criteria participated, and only four of them were interviewed. A
volunteer was interviewed at each school at the end of the test.

2.4 Data Collection

Regarding the first stage, it is necessary to highlight the following considerations: first, only students having their
parents’ or guardians’ authorization could take the written test. Second, the tests were anonymous (a code was
assigned to each student). Third, the test was applied in paper and filled out using a pencil. Finally, the test lasted
approximately 45 minutes. The research team applied the tests at the institution during the English class hours, and
then corrected them with the answer key provided by Macmillan Publishers. The test scores were entered into a
spreadsheet in Google Drive.

Regarding the second stage, the interviews were conducted at the participants’ educational institution, with prior
agreement of parents and school principals. The topics and subtopics to be addressed in the interviews were the
following: general perception of the English language, perception of teaching in their school, perception of their
learning and performance, and future perspectives regarding the English language. A structured guide was used to
conduct the interviews to save time and avoid any setbacks. The interviews were audio recorded (each interview
was approximately fifteen minutes long)—with prior knowledge of participants—to facilitate data transcription
and interpretation. Then, the audio files were uploaded to Google Drive folders (a code was assigned to each of
them according to the geographical area of the interviewee’s school).

2.5 Analysis Plan

Once the English tests were collected and corrected, the results were entered into a database in Google Drive. To
obtain optimal data, the quality of the results obtained was verified during the entering process. The document has
four worksheets (one per school). On each sheet, the unique code of each student is shown in rows, while the
numerical score and the equivalent CEFR level are shown in columns.

Regarding the second stage, a summary was written immediately after each interview to keep a record of the most
relevant aspects. Then, the interviews were transcribed in Word documents.

Once transcripts were completed, a codebook was created. Firstly, the most relevant topics repeatedly mentioned
throughout the four interviews were identified. Secondly, these topics became codes. The codebook of this
research consists of four codes in total—personal motivation, perception of the teaching method, perception of the
English level taught in their schools, and perception of the blended model.

Dedoose was the tool used for qualitative data processing. This consisted in entering the interviews’ transcripts to
the application and classifying its content based on the codes listed in the codebook. As a result, the set of quotes
used in this article was obtained.

After selecting quotes, these were exported from the Dedoose web application to distribute them according to the
codes specified in the codebook. It is worth mentioning that an Excel 2013 spreadsheet was used for the export.
After obtaining a list of quotes corresponding to each code, it was decided to select those which could be used as
evidence for the interviews’ interpretation. Then, the quotes were interpreted in a Word 2013 document, where
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summaries of the interviews corresponding to each code were written and quotes were added as examples.

2.6 Ethical Considerations

Since most of the participants were minors, ethical considerations were attended. Therefore, students needed to
have a consent signed by their parents or guardians to participate in this study to ensure the minors’ anonymity.
3. Results

Since the objectives of the national plan called Inglés, Puertas al Mundo were set based on CEFR levels, the test
applied had to follow the same parameters. According to the concordance table thereof, the beginner level is
equivalent to A1 (0-9 points); the elementary level, to A1+ to A2 (10-19 points); the lower intermediate level, to

A2+ to B1 (2029 points); the intermediate level, to B1 (30-39 points); the upper intermediate level, to B2 (40—49
points); and the advanced level, to C1 (50—60 points). The following table shows the sample’s test score:

Table 1. Test scores of the study sample according to CEFR levels

Number of students

CEFR English Level Possible Test Score in each level for the sample
100% (N =72)

Al 0-9 5 (6.94 %)

Al+- A2 10-19 43 (59.72 %)

A2+ -Bl1 20-29 24 (33.33 %)

Bl 30-39 -

B2 40-49 -

Cl 50-60 -

Note. CEFR = Common European Framework of Reference for Languages.

The sample’s mean score is 17.58 points, which corresponds to the level A1+ to A2. Only five students are at level
Al, while twenty-four are on track to achieve the national English plan’s objective before the end of the school
year. Slightly more than half of the sample is at level A1+ to A2. The sample’s minimum score obtained was 2
points, while the maximum score was 29 points.

Regarding the interviews with students, the main topics discussed were four: personal motivation, perception of
the teaching method, perception of the English level taught in their schools, and perception of the blended model.

Students’ motivations to learn English are diverse: personal, professional, or academic. In addition, the
interviewees recognize the advantages of learning English, as they consider that it offers new opportunities in
different areas of their lives. Firstly, on a personal level, there are two motivational factors which drive them. On
the one hand, students enjoy knowing other languages besides Spanish. On the other hand, they want to know other
countries, and they are aware that knowing English will allow them to communicate, as it is an international
language. This is reflected on the fact that speaking English, as they mention, allows their social circle to expand
and to stop being limited only to those who speak Spanish. Thus, they recognize the universality of this language
and, therefore, its importance for communicating with others.

“[...] I generally love English because it is another way to discover new places where people only speak that
language.”—Central Lima Interviewee

“[In] my personal life ... knowing and commanding other languages besides Spanish. That would be
important.”—Eastern Lima Interviewee

“[The English language is useful] because it can send you to other countries [...].”—Northern Lima Interviewee

“[...] I think it is a language which has been able to stand out a lot because it is used in several countries and it is
a universal means of communication besides other languages.”— Central Lima Interviewee

“I can also meet a person who only speaks English; I know English, [so] we can communicate.”—Northern
Lima Interviewee

Firstly, it should be noted that, on a personal level, a minority of the interviewees claimed to have relatives who use
English as their only means of communication and, therefore, their motivation is based on being able to
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communicate with them. At the same time, three interviewees consider English as an advantage, since it is a tool
for socialization.

“Also, my relatives speak English, so I also want to have some conversation topics and be able to talk to them, to
share some things they share with me but sometimes I do not understand. That s why.”—Eastern Lima Interviewee

Secondly, on a professional level, most interviewees agree that speaking English has a great influence when getting
a job. They mainly mention that it would be a characteristic valued by possible employers who would prefer
applicants who master English before those who do not. Thus, they claim that English helps them stand out from
others in any work environment.

“Regarding work, English is always a requirement when applying for a job at any ... at any company, they will
always require it if you are looking for internationalization.”—Eastern Lima Interviewee

“I can speak in English with other people because at work there are people who are not from your country and do
not speak your own language, but you can speak their language, so you can communicate.”—Northern
Lima Interviewee

“It is important to find ..., for example, if you have a job or you are given the opportunity to work, hmm ... I think
they hire you because you stand out from other people, so you have more opportunities than you can normally have,
hmm... opportunities which maybe you cannot get here, but other people offer them to you because of your
skills.”—Southern Lima Interviewee

Thirdly, on an academic level, English is one of the main requirements for the higher education programs which
half of the interviewees plan to pursue.

“It can help me have a career in which I can use English because most of the study programs I have being doing
research on require English, most of them.”—Central Lima Interviewee

“[ think it is like an important way to be able to get new opportunities to mostly stand out in some subjects or
studies, mainly perhaps in higher education.”—Southern Lima Interviewee

“[T would consider studying English once I finish high school] because of the major I am going fo study,
Audiovisual Communication and Interactive Media, and because I have always liked English [...].”—Southern
Lima Interviewee

Regarding the students’ perceptions about the teaching methodology, all interviewees claim that teachers use
teaching strategies which facilitate their learning process. Interviewees particularly mention three strategies. The
first one is more personal because it focuses on each student. With this strategy, the teacher seeks to reach students
by following the new paradigms of modern pedagogy, based on collaborative learning and the various
learning styles.

“In my school, teaching ... teachers teach English very well. They do reach students and, if you do not understand,
they will help you. They are good.”—Northern Lima Interviewee

“It means that the teacher takes a little longer in each topic we address. That is, the teacher explains each word, 1
mean, they are focusing more on each student.”—FEastern Lima Interviewee

The second strategy seeks to use entertainment to get students' attention and keep them focused on the class: the
teacher motivates students and awakens their interest in learning English. With this strategy, the teacher uses
different dynamic activities which make learning a more motivating, active, and interesting process in comparison
with the traditional teaching model. Examples of those dynamic activities are educational games, such as charades.
In addition, teachers use songs in English to play games, such as completing the sentence or identifying
unknown words.

“[...] I pay attention in class because the teacher makes it very entertaining [...].”—Eastern Lima Interviewee

“[T would highlight] the teacher s teaching [method]. That is, when we arrive and learn about verbs or any word
we do not know, she teaches us using dynamic activities. For example, she points out the thing which could be the

answer, like charades, and that is how we get the word.”—Eastern Lima Interviewee

“[What I would emphasize about the teacher is] that she has new teaching methods. It is not the traditional one
which only uses pen and paper. She uses other dynamic games.”—Central Lima Interviewee

“For example, the teacher also let us listen to music and identify the words we could ... we know, and that is how
we get to remember words.”—Eastern Lima Interviewee

Finally, the third strategy is based on the use of additional materials as supporting tools. These materials include
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the book assigned to the English class and the computer they use afterwards.

“[T would highlight] the way they teach us, that is, [using] books, images, and then the computer.”—Southern
Lima Interviewee

“The teacher is the only one who uses materials and, well, she gives us some work to do.”—Northern
Lima Interviewee

Despite the above, most interviewees claim the English level taught in their school is basic. This is because every
year they see the same topics, which focus on the basic grammar (e.g., verb to be) or vocabulary (e.g., colors and
food). Therefore, they would not recommend other people to study in their schools. Likewise, one of the
interviewees expresses he would like to be able to further learn English, although MINEDU is responsible for
developing the lesson plans.

“[...] because the teacher still teaches us like hmm ... how to say mesa (table) in English, the colors or food in
English.”—Southern Lima Interviewee

“No, I would not recommend it. I mean, some of my classmates who transferred to other schools told me that, in
their new schools, they are learning a little more than what we are supposed to learn here. Maybe we are about to
address that topic or maybe we will not address it at all, but they are learning better there.”—FEastern
Lima Interviewee

“The topic of [lesson] one is the verb to be, and they say the Ministry establishes [the lesson plans] and all that, but
1 think we could implement something a little more advanced.”—Central Lima Interviewee

Interviewees agree that it would be ideal to learn about vocabulary or grammar according to their intellectual
capacity as eleventh-grade students or which reflect the actual use of English in everyday life. However, most
interviewees agree that repeating topics year after year would not reflect true learning.

“Sometimes [topics] are a bit repetitive and I think that, since this is my last year of high school, I would like to
learn something more advanced, deeper, more ... something more focused on skills of [students] our
age.”—Southern Lima Interviewee

“[...] it seems that we should ... what's the word? ... introduce something new that we do not see [here], something
more common in everyday life in places where English is spoken.”—Central Lima Interviewee

“[...] such as words slightly more complicated than the ones we have already studied because, as far as I know,
every year we repeat topics, and it is the same this year [...].”—Central Lima Interviewee

Interviewees also point out that they will not be able to communicate in English effectively once they finish school
because their level will still be basic compared to what has been proposed by the current national English plan,
whose goal is that, by 2021, high school students will graduate with an intermediate English level (B1).

“I could deal with basic questions, but I would not be able to continue the conversation.”—Eastern
Lima Interviewee

“With what they are teaching me? No [I would not be able to communicate in English effectively once I finish
school].”—Southern Lima Interviewee

All interviewees highlight the advantages of using computers as a complement for learning English. They claim
computers are tools which help expand the teacher’s outreach, as they allow students to learn in a self-directed way,
whether by using games, exercises, or virtual dictionaries, without the teacher having to be next to them. One of the
students mentions that the blended model is an important advantage because, sometimes, the teacher does not have
time to help them in a personalized way.

“[ think it is an excellent idea because with the computer we can search for, for example, the dictionary, so it is
really helpful as the teacher does not need to approach to each student. So, the teacher does not approach to every
single student, and instead we can learn better on our own using the computer.”—Eastern Lima Interviewee

Furthermore, one of the interviewees points out that this tool allows easy access to the correct pronunciation
of words.

“[ think it is an excellent way of teaching because you do not only have the help of the virtual dictionary, but you
can also see how some words are spelled and you can listen to their correct pronunciation.”—Southern
Lima Interviewee

However, this is contradicted by the opinion of another interviewee who affirms that, although they practice
several English skills, precisely the one related to pronunciation does not receive much attention.
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“We practice grammar, listening, but ... what I have seen only a little bit on the laptop is the correct pronunciation
of words.”—Center Lima Interviewee

It should be mentioned that the use of computers is limited to the exercises proposed by the school—i.e., students
do not have free access to all the online tools possible since computers do not have internet access, but rather only
have the default programs which have been installed in them with the information which will be developed
progressively throughout the course.

“No, not with the Internet ... It is a site of the institution where we can see the assignments we have to do. It is like
this for every unit.”—Northern Lima Interviewee

4. Discussion and Conclusions

The objective of this research was to know the English level of eleventh-grade students in public schools located in
Metropolitan Lima, as well as their perceptions regarding their own learning of the language. Thanks to
Macmillan's Quick Placement Test, we found out that more than half of the sample (59.72%) has an A1+ to A2
level and one third (33.33%) has an A2+ to B1 level, according to the CEFR. Also, in the interviews, students
claimed to have diverse motivations to learn English, and highlighted the role played by teachers and the use of
computers in their learning process. However, they also recognized not being satisfied with the level of English
taught in their schools, as they would like to be able to communicate effectively in that language for different
reasons (personal, academic, or professional). The following is an analysis of the main topics which emerged from
this study: English level, communicative capacity in English, and implementation of the blended model.

4.1 English Level

The CEFR establishes a common benchmark which allows a country's education authorities—such as the Ministry
of Education in Peru—to design a language learning program more effectively (Garcia Santa-Cecilia, 2004). On
the one hand, it includes curricular guidelines, assessment tools, and other documents related to the teaching and
learning process for language training and acquisition (MINEDU, 2016¢). It also describes the thematic units
language learners must learn and the skills they must develop to use that language to communicate competently
(MINEDU, 2016c¢). On the other hand, the CEFR defines six levels of language proficiency: Al and A2 for basic
users, B1 and B2 for independent users, and C1 and C2 for proficient users (Council of Europe, 2001). Since the
national English plan establishes level B1 as a target by 2021, it should be noted that level B1 reflects the threshold
level specification for a visitor to a foreign country who has the ability to interact in a range of contexts, as well as
to cope flexibly with problems in everyday life (Council of Europe, 2001).

Peru has created an English program which has given many people the opportunity to learn a universal language.
However, the results of this study show that students have a basic command of English, which is why they may not
be able to interact or make themselves understood in different everyday situations. According to the results
obtained, none of the students reached the CEFR BI1 level, which is the national English plan’s target. More than
half of the sample (59.72%) reached level Al+—beginner level of generative language use, the point at which the
learner can interact in a simple way using simple phrases (Council of Europe, 2001)—to A2—Ievel at which the
majority of descriptors stating social functions are to be found (Council of Europe, 2001). Besides, only one-third
of the sample (33.33%) reached level A2+—which represents a strong Waystage performance, and involves more
active participation in conversation given some assistance and certain limitations (Council of Europe, 2001)—to
B1. Thus, the national plan’s target regarding their English level would not be being met. This would demonstrate
that improvements are needed to ensure a better progress.

Peru’s English language policy has standards and learning outcomes both for students and teachers. However, an
obstacle has been identified: no test has been applied to measure the students’ or teachers’ command of English. In
a study on English learning in Latin America, Cronquist and Fiszbein (2017) noted that in Peru it is impossible to
identify weaknesses or improvements in the proficiency levels of a language if no tests are applied to students.
Moreover, the national plan does not have appropriate tools to assess English teachers’ performance (Cronquist &
Fiszbein, 2017). It is important to highlight this weakness since teachers are guides who use all their
methodological strategies so that their students achieve a good performance and accuracy when learning another
language (Abad & Toledo, 2006).

Furthermore, Cronquist and Fiszbein (2017) recommended that countries with education policies—such as
Peru—assess their English language plans to record their progress. To that effect, a sample larger than that of the
present study should be used. The policy framework and impact should be reviewed to identify and overcome the
barriers which keep students from learning, as the policy’s progress is essential both for English teaching
and learning.
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4.2 Communicative Capacity in English

The general objective of the national English plan is to develop the students’ communicative competencies in
English to increase their opportunities in the academic, scientific, technological, and professional fields, as well as
to improve the country’s human capital, enter international markets, and thus strengthen Peru’s competitiveness
worldwide (MINEDU, 2016c). In the field of language teaching, communicative competence is defined as the
ability a person has to communicate successfully in real-life contexts (Savignon, 1972, cited in Bagari¢ &
Mihaljevi¢ Djigunovic¢, 2007).

As previously mentioned, MINEDU has set level B1 as the minimum level to graduate from high school by 2021
(MINEDU, 2016c). According to the Council of Europe (2001), at level B1, communicative competence involves
both listening and speaking skills. With respect to listening skills, level B1 includes “understand[ing] the main
points of clear speech on familiar matters encountered in work, school”, etc.,” as well as “catch[ing] the main point
of radio or TV programs on current affairs or topics of interest when the delivery is relatively slow and clear.” B1
speaking skills are divided into two areas: spoken interaction and spoken production. On the one hand, spoken
interaction involves “deal[ing] with most situations likely to arise while traveling in an area where the language is
spoken,” as well as “enter[ing] unprepared into conversation on topics that are familiar, of personal interest or
pertinent to everyday life.” On the other hand, spoken production involves “connect[ing] phrases in a simple way
in order to describe experiences, events, hopes, and ambitions,” as well as “giv[ing] explanations and narrating a
story.” Likewise, MINEDU has defined the oral comprehension and production competence as follows: “[The
student] can express ideas, opinions, emotions, and feelings on topics of social interest to interact with a native
speaker in a fluent way and showing assertiveness during the communication process. Also, [the student] can
understand others and convey his/her own stance on topics of interest” (MINEDU, 2017b).

To know the interviewees’ perception of their ability to communicate in English effectively after graduating from
high school, a specific question regarding this topic was included. Three out of the four interviewees claimed they
will not be able to communicate in English after high school, whereas only one of them claimed he/she could hold
a basic conversation in English with a foreigner. Two interviewees provided a possible explanation for this
problem: learning basic vocabulary and grammar in school might not be enough to communicate in English in an
assertive way. The interviewees’ answers suggest that students of the /nglés, Puertas al Mundo plan might not be
achieving the communicative competence corresponding to level B1. Lesson plans include activities which allow
students to attain the expected communicative competence, such as real group surveys or short conversations in
pairs (MINEDU, 2017c). However, the interviewees’ perception shows that classes might not be successful
in practice.

4.3 Implementation of the Blended Model

MINEDU decided to implement the blended model in class to attain its general objective—preparing students to
have a good command of English which meets the needs created by globalization (MINEDU, 2017a). Moskal,
Dziuban and Hartman (2012) raised the question whether blended learning was a “dangerous idea”, citing Seife
(2000), who claims this model challenges the status quo, as it maintains traditional teaching while encouraging the
adoption of new platforms and resources. Yasar and Demirkolb (2014) state that the blended model is an online
and face-to-face teaching model, whereas MINEDU (2016b) defines it as an efficient way in which the teacher
combines different teaching methods while considering the students’ learning styles. In the Peruvian educational
context, this model has been implemented to complement face-to-face learning and address the disadvantages of
online learning, such as the lack of interaction with other students and the teacher. The blended model is presented
in the Manual del acompaiiante especializado en inglés (English Instructor's Manual) as an opportunity for
students to access various sources of knowledge with more freedom in terms of time and space (MINEDU, 2016b).
Said document also indicates that the blended model help create a customized space where students with different
English levels can make progress at a suitable pace for them, as well as participate in their learning process in a
more active and responsible way. In this context, the teacher plays a secondary role—a guide who must be able to
use new technologies and make the most of the resources provided by the Ministry through
educational institutions.

The aim of the interviews conducted was to know the students’ perception regarding the use of computers in their
activities and its effectiveness for learning. All interviewees acknowledged that computers are a helpful learning
tool, and they highlighted their importance. Two of them claim they improve the teacher’s performance, as he/she
does not always have enough time to provide the personalized assistance students might need. Interviewees also
claimed that the information provided by teachers could sometimes be incorrect and they would be making
mistakes in English, whereas the information provided by the virtual platform is indeed correct. Furthermore, two
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of the interviewees claimed that the activities might be too basic for their level, which means the teacher would be
using a platform for a level lower than B1 (possibly due to the students’ low level). They also claimed that some
problems arise while carrying out the activities, as the system automatically shows the answers. This could be
troublesome for evaluations and could distort the students’ real learning process, as they could simply copy the
answers provided by the system.

It is clear then that implementing the blended model is an important step towards the objective set by MINEDU, as
the teacher becomes a facilitator and students are more autonomous. However, the blended model needs to be
implemented after a careful study of the students’ needs and expectations to ensure the use of appropriate
technology (Morales & Ferreira, 2008). Furthermore, MINEDU needs to continue providing teachers with training
on the language and the use of platforms. In addition to this, teachers should also have the opportunity to exchange
their views on the implementation of new technologies, so that their attitude throughout the process can be positive
and can contribute to the students’ satisfaction (Hernandez, 2014). Moreover, another aspect to be highlighted is
that, regardless of what the public policy states, teachers will continue adapting the course content to their students’
real level if no diagnostic study is carried out. In short, the students’ level and perceptions regarding
communicative competence and online English learning suggest there is a gap between the objective set by
MINEDU and the students’ real level. The results of this study show that it might be necessary to conduct a
diagnostic study for identifying the barriers to achieving the objective and to propose corrective measures in
the future.

While this study was conducted at local level—in four schools in Lima, Peru—the results obtained could be a
starting point for future research. Therefore, we think our sample is suitable to fulfil the objectives set for this study.
Nonetheless, the small number of students may not be representative of the student population participating in the
program nationwide. Moreover, as previously mentioned, schools were chosen to cover four out of the six
geographical arecas of Metropolitan Lima, which would give us a first look of the sample in terms of
representativeness. Due to these two reasons, the results of this study cannot be taken as strong evidence of the
level or perceptions of the population studied as a whole. Besides, the standardized test applied for this study
presents another limitation: though the paper-based New Inside Out Quick Placement Test is a tool developed by
the international organization Macmillan Publishers, it only tests grammar and vocabulary skills. Due to the
various aspects covered by the national English plan, it would have been more appropriate to use a tool which tests
the four general skills (speaking, listening, reading, and writing).

This study might serve as a starting point to justify the need for a diagnostic study to then take action from the
teaching point of view and identify which changes could be made in the national English plan. Since MINEDU
does not have baseline data, it would be advisable to make this first step before designing an ELT program of this
scale, as the instruments and evaluations should be in line with the students’ reality. Even though the method
applied for this study could be used in other geographical contexts of Peru, a comprehensive nationwide diagnostic
study should be carried out by MINEDU, as the educational policy covers the entire Peruvian territory and not only
Metropolitan Lima. Furthermore, it would be interesting to conduct a study which measures English levels in
different Peruvian regions while taking into account factors such as the mother tongue, the geographical context,
and socio-economic situation, among others.

The national plan called Inglés, Puertas al Mundo aims at improving the English level of Peruvians, as well as their
communication skills in that language. This study found that the sample of eleventh-grade students reached the
CEFR Al+ to A2 level. Thus, according to these results, corrective measures or modifications to the program’s
design should be introduced to achieve the objectives set. ELT public policies in Peru and other countries in Latin
America have become increasingly relevant due to the current context of globalization. Even though these
programs are developed with the advice of educational experts, previous studies have shown that the plans’
objectives have not been fulfilled. In order to reach the English level stated in the national plan, the focus should
not only be put on the students’ learning and future expectations. Attention should also be given to the teachers’
access to formal education (ELT pedagogical training), the proper use of new technologies in the classroom, and
the evaluation of students and teachers’ progress. This will allow for a diagnosis of the current situation of ELT in
public schools in Peru to then implement an efficient plan.
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