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Abstract: This qualitative study explores the perceived opportunities of the 2018 GEEC
implementation for primary English education in mountainous areas of central Vietnam. Data
were collected from semi-structured interviews with seven experienced teachers and then
analyzed using reflexive thematic analysis (Braun & Clarke, 2021). It is found that the new
curriculum implementation leads to formal and informal professional development
opportunities. It also creates favorable conditions to enhance students’ learning. This study
contributes to the limited literature on curriculum implementation in disadvantaged areas,
offering insights for policymakers and educators to support English teaching and learning in
similar contexts. It underscores the critical role of local teachers in enhancing English
education while reinforcing cultural pride among ethnic minority students.

Keywords: 2018; English Curriculum; primary English teachers; opportunities; mountainous
areas

TRIEN KHAI CHUONG TRINH GIAO DUC PHO THONG 2018
MON TIENG ANH: NHAN THUC VE CAC CO HOI
CUA GIAO VIEN TIEU HQC MIEN NUI

Tém tit: Nghién ctru dinh tinh nay tim hiéu v& nhing co hdi trong viéc day hoc tiéng Anh &
cac trudng tiéu hoc mién niii thong qua viéce trién khai Chuong trinh Gido duc phd thong
2018 mén Tiéng Anh. Dir lidu dwoc thu thap tir cac cude phong van ban cu triic v6i bay gido
vién c6 kinh nghiém va sau d6 dwoc phan tich biang phuong phap phén tich chu d& phan tu
(Braun & Clarke, 2021). Két qua nghién ctru cho thiy viéc trién khai chuong trinh méi thuc
day sy phat trién chuyén mén cua giao vién thong qua cac co hdi phat trién nghé nghiép chinh
thtrc va khong chinh thue. Déng thoi, nd gitip tao ra cac diéu kién thuan loi cho viéc hoc tap
ctia hoc sinh. Nghién ctru nay gop phan bo sung vao sé luong nghién ctru con han ché vé viée
trién khai chwong trinh & cac khu vuc kho khin, cung cép nhimg hiéu biét sau sic cho cac
nha hoach dinh chinh sach va nha gido duc nham hd tro viée day va hoc Tiéng Anh trong
nhiing bdi canh twong ty. Nghién ctru nhan manh vai trd quan trong cta gido vién dia phuong
trong viéc nang cao chat luong gido duc Tiéng Anh, dong thoi cing ¢ niém ty hao van hoa
trong hoc sinh dén toc thiéu sd.

Tur khoa: 2018; Chuong trinh Tiéng Anh; gido vién Tiéng Anh bac tiéu hoc; co hoi; khu vuc
mién nai
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1. Introduction

Curriculum reforms are pivotal in enhancing educational quality by aligning teaching and
learning with societal needs and global demands (Fullan, 2016). In Vietnam, the shift from the
2006 to the 2018 Curriculum reflects a commitment to fostering competency-based education,
emphasizing not only academic knowledge but also critical skills like communication, problem-
solving, and creativity (MOET, 2018). With respect to English education, the 2018 General
Education English Curriculum (GEEC) was enacted by Vietnam’s Ministry of Education and
Training (MOET) on December 26, 2018, via Circular No. 32/2018/TT-BGDDT. It introduces
mandatory English education from grades 3 to 12 and optional implementation for grades 1 and
2. Compared to the previous curriculum, the 2018 GEEC aims to develop students’ English
communicative competence and foster core qualities (e.g., patriotism, empathy, diligence,
honesty, responsibility) and competencies (e.g., self-directed learning, collaboration, problem-
solving, creativity) to prepare them for life, work, and global citizenship. By the end of the
primary level, students are expected to reach Level 1 of Vietnam’s six-level Foreign Language
Competency Framework (MOET, 2018).

Since its introduction, the 2018 GEEC has received considerable attention from the
public, as can be seen in the frequency of the topic on mass media and social media. However,
research on the 2018 GEEC implementation, especially in primary schools in mountainous areas,
is limited. Only a few studies have explored teachers’ perspectives in these regions (e.g. Do et al.,
2022), despite national policies prioritizing educational equity for disadvantaged areas (Vietnam
National Assembly, 2019). Meanwhile, understanding the perceived opportunities for teachers in
such contexts is critical for optimizing curriculum implementation and supporting educational
equity. Accordingly, this study addresses the research question: “What opportunities does the
implementation of the 2018 GEEC create for primary English education in mountainous areas?”
The authors also aim to clarify the choice of “opportunities” instead of “benefits”, as used by
previous researchers such as Nguyen et al. (2023), because opportunities encompass both realized
and potential positive outcomes for both teachers and students, providing a more comprehensive
analytical framework.

2. Literature review
2.1 Global context of English curriculum reforms

The implementation of curriculum reforms is likely accompanied by "complexities and
changes" (Zhang et al., 2023, p. 2). As English has gained a significant role in the current
globalised time, countries worldwide have undertaken substantial reforms to align their English
language curricula with international standards and communicative competencies, especially in
Asian countries (Sun & Rong, 2021). However, Ricento (2018) states that English plays a dual
role as it can be perceived as either “a form of linguistic imperialism” or “a vehicle for social and
economic mobility” (p. 221). Accordingly, English curriculum reforms in each country may not
only provide resources but may also lead to inequalities and marginalisation of certain groups of
stakeholders (Sun & Rong, 2021). Meanwhile, Fullan (2016) argues that effective theories of
educational change must simultaneously focus on individual adaptation and the culture and
context in which they work. For a curriculum reform to be implemented successfully, there are
three key determinants of success: the characteristics of the change itself, the local context of
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change, and external factors that influence implementation within broader society (Fullan, 2016,
p- 69). This makes English curriculum reform particularly complex as it requires transformation
at multiple levels of the educational system.

Studies have been conducted in different countries to reflect the situation of English
curriculum reforms and their implementation. A number of studies have focused on the context
of China. For example, Yan (2012) investigated English secondary teachers’ perceptions of and
implementation of the 2011 English curriculum reform in China. The author reported an
implementation gap between the policy and teachers’ classroom practices due to several reasons:
the considerable professional and psychological challenges to teachers, students’ resistance, the
lack of support from school administrators and most importantly, the backwash effect of the
prevalent examination culture. Zhang et al. (2023) listed several challenges of curriculum reform
implementation in less-developed areas of China, including new teaching concepts, unclear
guidance for reform implementation, students’ low English abilities, and insufficient resources.
More recently, China introduced the 2022 English Curriculum Standards, informed by evidence-
based pedagogical approaches and emphasizing core competences in language ability, cultural
awareness, thinking capacity and learning autonomy (Ministry of Education, 2022). Based on this
curriculum, Chen and Murray (2025) examined factors influencing initial teacher education
programme effectiveness in the 2022 curriculum reform implementation. They reported that
knowledge of initial teacher education is an active mediator of curriculum change, implying that
“reform design should address transformative processes within teacher education through updated
materials and implementation frameworks” (p. 13). In the Philippines, Barrot (2019) analysed the
English curriculum reform from a 21-century learning perspective and pointed out that teachers
may encounter various challenges in implementing the curriculum. There might be a mismatch
between the principled teaching listed in the curriculum and teachers’ classroom practices due to
the lack of specificity and clarity in the curriculum. The lack of pre-service and in-service training
might also lead to teachers’ resistance to changing their views on teaching methods and the
teaching-learning process. In Thailand, the English language teaching reform policy in 2014 was
a combination of CEFR as a framework and CLT as a teaching method. However, the policy was
mainly perceived by teachers as a CEFR test, which the majority of teachers had failed and
accordingly lost their professional face (Franz & Teo, 2017).

The global landscape of English curriculum reforms highlights both the opportunities and
challenges inherent in aligning educational systems with the demands of a globalized world. As
evidenced by previous studies, curriculum reforms often aim to foster communicative competence
and 21%-century skills, yet their implementation is frequently met with complexities. These
include mismatches between policy intentions and classroom practices, insufficient teacher
training, resource constraints, and cultural or contextual resistance. These insights provide a
critical foundation for understanding the unique challenges and opportunities of English
curriculum reform in Vietnam, particularly in the context of the 2018 GEEC.

2.2 The implementation of the 2018 GEEC in Vietnam

Existing research on the 2018 GEEC implementation can be categorized into different main
themes. Firstly, a few studies have looked at the benefits and challenges of the implementation
process. For example, Nguyen et al. (2023) surveyed 376 teachers and analyzed 90 reflective essays
from primary, lower secondary, and upper secondary teachers in a northern province of Vietnam.

259



Tap chi Khoa hoc Ngon ngir va Van héa  ISSN 2525-2674  e-ISSB 3093-351X  Tap 9, 56 2, 2025

Their findings identified four key benefits: (1) support from schools and education authorities, (2)
teacher motivation, (3) well-designed curriculum and textbooks, and (4) parental engagement.
However, teachers faced challenges including heavy workloads, frequent textbook changes,
adapting to new curriculum elements, meeting teaching competency demands, difficulties in
community engagement, discrepancies between teaching and assessment, and pressure to achieve
universal education goals. As a quantitative study, it lacked in-depth exploration of context-specific
experiences. Meanwhile, Do et al. (2022) focused on primary schools in the northwest mountainous
region, identifying challenges such as slow implementation, curriculum disparities, limited teaching
resources, unsuitable teaching methods, and assessment issues. Teacher shortages and inadequate
training further exacerbated these problems. Notably, this study overlooked the potential
opportunities of the curriculum in these areas.

Teacher agency in curriculum implementation has also been a key focus. Dao et al. (2025)
examined upper secondary teachers' agency in textbook implementation, finding enactment
through acceptance, adaptation, and resistance, influenced by iterational (past experiences),
practical-evaluative (current conditions), and projective (future goals) dimensions (Priestley et
al., 2015). In primary contexts, Tran (2023) explored Grade 1-2 teachers' agency, revealing
resistance to mandated methods in favor of traditional approaches due to contextual constraints,
but also opportunities for adaptation that boosted student engagement. Similarly, Le et al. (2020)
documented how primary teachers in disadvantaged areas adapted policies to suit the needs of
ethnic minority students, thereby fostering agency through cultural integration. These findings
suggest that the 2018 GEEC's flexibility, including the "one curriculum, multiple textbooks"
policy, offers opportunities for teachers to innovate, particularly in remote settings (Nguyen &
Dang, 2024).

While existing studies have illuminated challenges such as resource shortages, heavy
workloads, and adaptation difficulties (e.g., Do et al., 2022; Nguyen et al., 2023), they often
prioritize barriers over benefits or opportunities, with limited qualitative exploration of teachers'
positive experiences in disadvantaged contexts. Research on teacher agency highlights adaptive
potential (e.g., Le et al., 2020; Tran, 2023), but few investigations focus specifically on English
education at the primary level in remote, ethnic minority regions, where cultural integration could
amplify opportunities for both teachers and students. This study, accordingly, addresses this gap
by qualitatively examining the voices of primary English teachers in these settings, uncovering
opportunities from their perspective to inform more equitable curriculum reforms.

3. Methodology

This paper presents part of a larger case study project examining primary English teacher
agency in implementing the 2018 GEEC at mountainous primary schools in central Vietnam. The
lead researcher contacted primary English teachers through an existing professional development
group on Zalo (a Vietnamese messaging platform), and invited them to participate voluntarily.
Then, individual teachers contacted the lead researcher, and after a month of information
exchange, seven female English teachers joined the study. The districts where the participants
work are primarily populated by ethnic minority groups (Co Tu, Xo Dang, Gie Trieng, and Cor)
and are still rated as underdeveloped compared to other urban and rural regions. Most of the
inhabitants are farmers with low incomes, and most students live in boarding schools from
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Monday to Friday. They come home on Saturday mornings and return to school on Sunday
afternoons. Outside of schools, students do not usually have any other access to English learning.
It is also this particular setting that underlines the significance of this study.

All participants received pseudonyms reflecting their ethnic group identity for ethical
reasons. They had taught English for more than seven years by the time of data collection and,
hence, could be considered experienced teachers. Only two of the seven participants (Bling and
Ro rac) were trained as English teachers for young learners in their bachelor's degree. Five
participants, except for Minh and Pham, were from ethnic minority groups, such as Co Tu, Gie
Trieng, and Ca Dong. All the participants had to take the VSTEP exam as an exit requirement for
their university major (Table 1), but they had not retaken any other proficiency exam since
graduation. Their English level of proficiency, therefore, may not be the same as when they
graduated. A summary of the participant information is presented in Table 1 below.

Table 1

A Summary of the Participant Information

Years of English

No. Teacher Age experience Education/ Qualification p(roglcienc)y
VSTEP
1 Kaphu 33 10 BA in English Language Teaching Level 5
2 Bling 33 9 BA in Teaching English for Young Level 4

Learners

3 Dinh 29 7 BA in English Language Teaching Level 4
4 Zoram 32 9 BA in English Language Teaching Level 5
5 Ro rac 32 8 BA in English Language Teaching Level 5
6 Minh 35 11 BA in English Language Teaching Level 5
7 Pham 37 13 BA in English Language & Linguistics Level 5

The larger project collected data through semi-structured interviews, classroom
observation, document analysis (lesson plans, textbooks, guidelines), and research notes. This paper
focuses specifically on data from semi-structured interviews. Seven semi-structured interviews,
ranging from 55 to 90 minutes, were conducted via Zoom and Zalo video calls in Vietnamese to
ensure that both participants and the interviewer could express themselves comfortably and
understand each other. It should be noted that questions in the interviews cover different aspects of
the broader project such as challenges and opportunities of the 2018 GEEC, teachers’ previous
learning and teaching experiences, teachers’ reported practices in their classrooms, or their future
plans, but only those related to the focus of the current paper are presented herein. Data was then
transcribed using Turboscribe Al and re-checked manually by the researchers. To manage
translation from Vietnamese to English, transcripts were initially produced in Vietnamese. Relevant
extracts for the findings were translated into English by the bilingual lead researcher, with a focus
on preserving cultural nuances and idiomatic expressions (e.g., metaphors like "ducks listening to
thunder"). Accuracy was ensured through back-translation (re-translating English versions back to
Vietnamese) and verification by the second bilingual researcher. This process minimized bias and
maintained the integrity of participants' voices.

Transcripts were then coded and re-coded into themes and sub-themes, following the
reflexive thematic analysis process suggested by Braun and Clarke (2021). This process included
(1) dataset familiarisation, 2) data coding, 3) initial theme generation, 4) theme development and
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review, 5) theme refining, defining, and naming, and 6) writing up. Trustworthiness was
guaranteed during the process via several measures (Lincoln & Guba, 1985). Credibility was
achieved through prolonged engagement with the data (multiple re-readings and manual
verification of transcripts) and member checking, where preliminary themes were shared with the
participants for feedback and validation. Meanwhile, inter-coder discussions and reflexivity notes
were employed to support dependability and confirmability. Thick descriptions of the
mountainous context and participant demographics, allowing readers to assess applicability to
similar settings, facilitated the transferability of the current study.

4. Findings and discussions

The reflexive thematic analysis of semi-structured interviews with seven participants
revealed two key themes regarding their perceived opportunities when the 2018 GEEC was
implemented at their local schools. These themes involve both teachers and students and are
presented in detail below, accompanied by a discussion of the findings in relation to the current
literature.

4.1 The 2018 GEEC provides opportunities for teachers’ professional growth

The implementation of the 2018 GEEC provided significant opportunities for teachers’
professional growth via both formal and informal professional development initiatives. On the
one hand, the provincial and district Department of Education and Training, respectively,
organized several training workshops to inform their teachers of the new curriculum, especially
the teaching and assessment methods. Besides, different textbook publishers held annual seminars
to introduce their textbooks and available teaching resources to the teachers. These were also
considered networking opportunities for the participants. Although not all the training sessions
were practical and directly addressed their context-specific needs, seven participants highly
valued these formal professional development opportunities, as illustrated in Extract 1 (Teacher
Ro rac) and Extract 2 (Teacher Bling).

Extract 1

You know what, I learned a lot in the training session last summer. I took a lot of notes during the
training and also took photos and recorded videos of the interesting activities of the trainer and
other colleagues. Then, when I came back to my school, I reviewed my notes, tried to recall the
activities, and then organized them. I became more familiar with the procedure and gained more
confidence (Teacher Ro rac).

Extract 2

We learned about creating an English learning environment for our students from the trainer. It
may not be new to other trainees in the city, but for us, it was totally new. I think we are like a
blank sheet of paper. We know nothing. We have not trained appropriately, and when we teach,
we tend to copy from different sources to use in our class. So, before that training, we told
ourselves that we should try to clarify any methodological queries. We should make use of the
training and ask all the questions we had (Teacher Bling).

On the other hand, the participants were aware of their own roles in taking the initiative to
grow professionally. This is because “the 2018 GEEC requires English teachers to keep themselves
updated with the new teaching methods and everyone needs to learn and try to catch up with the
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general trends” (Teacher Ro réc). Informal learning, self-initiated directives for professional
development, was mentioned in the seven interviews. These include collaborative platforms such
as Zalo groups, online webinars, and Facebook pages for teachers. For example, Teacher Pham
appreciated her colleagues’ support and sharing in a Zalo group while Teacher Kaphu learned useful
teaching tips from a learning group organised for English teachers in her district.

Extract 3

There is a big Zalo group for all the teachers in the district, but that doesn’t really work. I guess
people are shy. But within that big group, there are a few smaller groups. Like my group, about
five members. Whenever we have something interesting in our teaching, we will send a message
to the group and share it with other members. Just interact like that to develop our teaching. We
don’t hide teaching tips from each other. We share and learn (Teacher Pham).

Extract 4

Once a month, we have a professional meeting in a school. We share teaching methodologies, like
how to teach one lesson effectively. We talk about our students, how they learn and what we do
to encourage students. I used to be very lonely in the past because I was the only English teacher
at my school. I knew nothing and didn’t have anyone to share my teaching concerns. It is better
now. I really like attending those professional meetings (Teacher Kaphu).

While previous studies in different contexts have mentioned the challenge of inadequate
training (Do et al., 2022; Zhang et al., 2023), the current study highlights the positive impact of
both formal and informal professional development in fostering teacher agency and confidence
in the implementation of the new curriculum. It aligns with the study by Nguyen et al. (2023),
identifying how formal training empowered teachers in remote areas to adopt new pedagogical
strategies. The participants’ “quest” for knowledge and advice underscores the importance of
inquiry and mastery in teachers’ professional growth, mentioned by Nguyen and Bui (2016) as a
"constant hunger for and dedication to effective and responsible teacher training”" (p. 96). The
emphasis on collaborative platforms such as Zalo/ Facebook groups and professional meetings
also complements Tran’s (2023) and Ngo & Nguyen’s (2023) findings on teacher agency in taking
initiatives for their professional learning. By actively embracing these opportunities, teachers not
only enhance their professional skills but also contribute to the broader goal of educational equity
in disadvantaged regions.

4.2 The 2018 GEEC creates favorable conditions to enhance students’ learning

The implementation of the 2018 GEEC was positively perceived as a significant
opportunity to create more favorable teaching conditions to enhance student engagement and
motivation to learn English. First, some teachers noted that there was more investment in
infrastructure from the district and the school administrators. Previously, there were limited
teaching aids and resources. For example, Teacher Kaphu mentioned the lack of devices in her
pre-2018 curriculum classroom, as “there was nothing in the class but just a cassette player”, and
students listened to English like “ducks listening to thunder”. With the implementation of the new
curriculum, her school had a specific room for English learning, equipped with a smart TV and
other visual aids such as posters and a whiteboard. Kaphu herself also felt encouraged to invest
more time and money in making teaching materials, and all of these led to an improvement in
students’ engagement in English learning. She recognized that her students had changed: from
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passive, unmotivated learners who were unable to connect with the lesson content to those who
started developing a love for the language lesson. Similarly, Teacher Ro Rac stated that her school
had allocated an English classroom, giving her more advantages in organizing games or songs,
which was also useful in enhancing students’ engagement and motivation.

Extract 5

In the past, when we didn’t have a specific room for English, I went to different classrooms. I
organized different activities so that my students could become active and confident. But it would
affect the classrooms nearby. For example, I just simply asked, “Are you ready?”, and my students
replied, “Yes”, but that created enough noise for other teachers to complain. But now, we have a
room for English learning. We can organize these activities without worrying too much about the
noise. And students feel very satisfied with that (Teacher Ro rac).

Not all the teachers enjoyed the same teaching conditions of having a specific room for
English teaching at their schools, but they all were very optimistic and considered the 2018 GEEC
implementation a landmark to bring about positive changes in students’ English learning. These
teachers noted that with opportunities for professional development (as mentioned in 4.1), they
were equipped with more knowledge and skills to employ interactive activities such as games,
chants, role-plays, or storytelling, hence they could increase students’ engagement compared to
the rote learning approaches of the previous curriculum. For example, Teacher Zoram expressed
her excitement when her students were very engaged during storytelling sessions, while Teacher
Dinh mentioned the effectiveness of chants in engaging her young learners (Extract 6).
Additionally, integrating technology in English lessons was strongly emphasized by four
participants as a significant change brought about by the 2018 GEEC (Extract 7).

Extract 6

I didn’t expect that my Grade-Three students would be so good at chanting. I just wanted to try.
I divided the class into three groups, each picking up a hobby. Then, they would chant aloud
about their hobbies. They surprised me. They could do it. For Grade Four, I chose the topic of
“When’s your birthday?” for chanting. My students loved it (Teacher Dinh).

Extract 7

In the past, the teaching methods were very simple. We just taught students following the
textbook, simple and traditional. But now, we have changed a lot. I especially like technology. I
am learning to use Al, to create storybook on Canva. Or we didn’t have any warm-up activities
before, but now, we can sing, we can role play, we can set the scene, we can have games, a lot
of things for warm-up stage (Teacher Pham).

In addition, the five participants—Teachers Bling, Zoram, Dinh, Ro rac, and Kaphu, all
of whom shared ethnic minority identities—consistently reported that the 2018 GEEC’s
flexibility allowed them to incorporate local cultural elements into their teaching, making English
lessons more relevant and meaningful for ethnic minority students. For example, in Extract §,
Teacher Ro rac exemplified this approach by adapting the game “Simon Says” to include a
culturally significant term — “gia lang”, a Vietnamese word referring to the head of the village.

Extract 8

When teaching about cultures, I try to ask students to think about the cultural beauty of Co Tu

people and relate what they learn in English to their daily lives [..] For example, sometimes I let
264



Tap chi Khoa hoc Ngon ngit va Vin héa  ISSN 2525-2674  e-ISSB 3093-351X  Tép 9, s6 2, 2025

students play “Simon says” to review old vocabulary, but instead of “Simon says”, I change it to
“Gia lang says”. This makes students feel connected to the game and engaged more in the activity
(Teacher Ro rac).

By replacing “Simon” with “Gia lang” (village elder), a respected figure in Co Tu culture,
Teacher Ro Réc bridged English learning with local traditions, fostering a sense of cultural pride
while reinforcing vocabulary acquisition. This aligns with the emphasis of the 2018 GEEC on the
development of students’ understanding of English-speaking cultures and global perspectives
while fostering pride in their home language and culture (MOET, 2018). It should be noted that
teachers’ shared ethnic identities with their students played a critical role in this process, enabling
authentic connections to local traditions. Their deep cultural knowledge allowed the teachers to
design lessons that resonated with students’ lived experiences, reinforcing their sense of
belonging and pride in their ethnic minority identity. This is also known as culturally responsive
teaching (Gay, 2018). These efforts of the teacher participants align with the findings from the
previous study by Nguyen and Bui (2016), illustrating how EFL teachers in northwest Vietnam's
mountainous areas incorporated minority students' linguistic and cultural heritages—such as
translating English words into native languages (e.g., Thai or H’'mong) and comparing structures
across languages—to enhance understanding and preserve traditions. By embedding local
contexts into English lessons, these teachers not only advanced educational equity but also aligned
with national policies prioritizing cultural preservation and inclusion (Vietnam National
Assembly, 2019), offering valuable insights for curriculum implementation in similar contexts.

5. Conclusion and implications

This qualitative study explored the perceived opportunities of the 2018 GEEC
implementation for primary English teachers in the mountainous areas of central Vietnam.
Through semi-structured interviews with seven experienced female teachers, analyzed via
reflexive thematic analysis (Braun & Clarke, 2021), two key opportunities emerged. First, the
2018 GEEC provided professional development opportunities for the teachers. Second, it created
favorable conditions to enhance students’ learning, such as improved infrastructure, new teaching
activities, and more culturally responsive teaching practices. Accordingly, the findings extend the
literature by offering a balanced perspective on the 2018 GEEC’s implementation, contrasting
with studies that focus primarily on challenges (e.g., Do et al., 2022).

The study’s findings offer several implications for educators, policymakers, and teacher
trainers. First, professional development programs should be tailored to the specific needs of
teachers in remote regions, incorporating practical, context-sensitive strategies rather than generic
training. Collaborative platforms, such as Zalo groups and district meetings, should be formalized
and supported to foster teacher agency and reduce professional isolation. Second, educational
authorities should prioritize sustained investment in infrastructure and teaching resources in
mountainous areas to support the 2018 GEEC’s implementation, as improved facilities may
contribute to student learning. Third, policymakers should promote the curriculum’s flexibility,
encouraging teachers to integrate local cultural elements to make English learning more culturally
relevant and engaging for ethnic minority students.

Despite its contributions, this study has a few limitations. First, the small sample size of
seven female teachers from specific mountainous districts limits the generalizability of the
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findings to other regions or to male teachers, who may perceive different opportunities. Second,
the study relies solely on teachers’ perceptions, lacking direct input from students or other
stakeholders (e.g., parents, school administrators), which could provide a more comprehensive
view of the curriculum’s impact. Future research could address these limitations by including a
larger, more diverse sample, incorporating student and stakeholder perspectives, and conducting
longitudinal studies to evaluate sustained impacts.
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