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Foreword

Education is a fundamental right of every child.

It is also the foundation upon which children and societies build their future. In Southeast Asia,
ensuring that every child acquires strong foundational skills in reading and mathematics by the end of
primary school is not only a matter of equity; it is also a prerequisite for sustainable development,
especially in the face of uncertainties and crisis. These skills enable children to learn, thrive, and

contribute meaningfully to resilient communities, economies, and societies.

The Southeast Asia Primary Learning Metrics (SEA-PLM) is a regional learning assessment and
capacity building programme designed by and for Southeast Asian countries to improve learning
outcomes for students in basic education. The programme provides countries with robust,
internationally comparable data on learning outcomes and builds national and regional capacity to
analyse and use the data, while remaining rooted in the region’s unique contexts and priorities. Since
its inception, SEA-PLM has served as a catalyst for dialogue, policy reform, and collaboration among
governments, development partners, and education stakeholders. The 2024 SEA-PLM cycle builds on
the foundations laid in the 2019 cycle and offers a timely opportunity to reflect on progress and

challenges in the aftermath of unprecedented global disruptions and external shocks.

The 2024 assessment was implemented across six countries—Cambodia, Lao PDR, Malaysia,
Myanmar, the Philippines, and Viet Nam—representing diverse education systems and contexts. It
provides insights into how children’s learning has evolved over the past five years, how systems have
responded to shocks such as the COVID-19 pandemic and climate disasters, and what reforms have

been introduced to strengthen resilience and equity.

The findings highlight progress in areas of foundatianal learning, while also identifying areas for urgent
attention and action. While some countries have made notable gains, particularly in mathematics,
foundational learning gaps remain significant. Nearly half of Grade 5 students in the region still do not
meet the minimum proficiency level in reading, and one in ten struggles with even the most basic
skills. Disparities persist along socioeconomic lines, gender, and language of instruction,

underscoring the urgent need for targeted interventions and systemic reforms.

SEA-PLM 2024 also highlights the resilience and innovation demaonstrated by education systems in the
face of adversity. Countries have expanded early childhood education, strengthened curriculum
reforms, enhanced teaching and learning pedagogy, implemented remedial programs, and
accelerated digital transformation. Yet, these efforts must be sustained and scaled to ensure that

every girl and boy - no matter who he is, no matter where she lives - has an equal opportunity to learn.



Looking ahead, the vision for SEA-PLM is clear: that countries make measurable
progress toward equitable and quality foundational learning by 2030. This requires continued
investment in early learning, fair resource allocation, effective pedagogy and assessment,
effective and high-quality teacher professional development systems, alongside strong
accountability mechanisms that link financing to learning outcomes. SEA-PLM will remain a
regional public good and trusted partner in this journey, providing data, tools, and a platform

for regional collaboration.
We extend our gratitude to the ministries of education, national teams, school leaders,
teachers, parents, and students who made this assessment possible, as well as to our

partners and donors for their unwavering support.

Let us act on the new data and ensure that every child, everywhere in Southeast Asia, is

learning and thriving.
—

Datuk Dr Habibah Adbul Rahim Ms June Kunugi
Director of SEAMEO Secretariat Regional Director, UNICEF EAPRO
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Introduction

The Southeast Asia Primary Learning Metrics /4B is a regional, largeeale learning assessment and
capacitybuilding programme, aimed at generatir@2 YLJ N} 6f S RFdGF 2y DNJ} RS p
learning outcomes. It was launched by the Southeast Asia Ministers of Education Organization (SEAMEOQ)
Secretariat and the UNICEF East Asia and Pacific Regional Office (UNICEF EAPRO) to improve @ional capa
to measure learning outcomes, use data, and advance regional peer exchange on foundational learning.
Launched formally in 2014, the first cycle of $SEM, the 2019 cycle, included six countries: Cambodia, Lao

t S2LX SQa 5SY2O0ONI ( ydhma, $heJehdidpiked, And ¥iet Nams Ehd dnsling®BEA2019

Main Regional Report and subsequent secondary reports have been widely used to advance foundational
learning policies and practices in the region.

The successful completion of this currentley the 2024 cycle, has demonstrated the successful integration
of SEAPLM into regional and national accountability mechanisms on foundational learning and the continued
commitment of Ministries of Education and an increased number of partners to adveangng for all
children in Southeast Asia.

The 2024 Main Regional Report provides a comprehensive picture of the reading and mathematics
proficiencies of Grade 5 students in the same six participating countries. The learning data is complemented
by sudent, teacher, and schotdvel questionnaires; the 2024 cycle also introduced sydwml
guestionnaires designed to capture the basic education contexts, policies, and programmes that describe the
foundational learning systems across the participatiogntries. The report presents not only the learning
levels in 2024, but also seeks to examine how learning trajectories have changed since 2019. Where do we
see improvements? Where are children still being left behind? This 2024 report draws attensom&oof

the continued barriers and lasting inequalities observed in the region, particularly for the most disadvantaged
populations, amidst polycrisis and ongoing external shocks facing education systems.

We hope that this regional report, complemented lyycoming national reports developed and released by
respective Ministries of Education and future thematic secondary reports, will provide meaningful insights
into the learning outcomes of children at the end of primary education in Southeast Asia.t@leadaonfirm
priorities, support resource allocation, and identify areas for policy, curriculum and teacher training reforms,
amongst other things. SHALM seeks to drive evidenbased decisiommaking and support the identification

and implementation othe most costeffective policies and practices, especially in an increasingly resource
constrained and volatile global environment.

The SEAMEO Secretariat and UNICEF will continue to support Ministries of Education in their efforts in
advancing foundatinal learning, ensuring that each child is able to enjoy their fundamental right to a quality

education. We invite more countries and partners to join in these efforts.

The SEALM Regional Secretariat is-toanaged by the SEAMEO Secretariat and UNICEIRBA



Executive summary

Chapter 1: Primary Education in Southeast Asi@ontexts, Challenges and Systemic Insights

SEAPLM is a regional assessment and capdmiiiding programme, now in its second cycle, covering
Cambodia, Lao PDR, Malays®#yanmar, the Philippines, and Viet Nam. Since 2019, the region has faced
major shocks: COWID®, climate change, demographic shifts, declining education budgets, political
instabilities,and rapid digital transformation, including the emergence of Al. Wraleding the extent and
impacts of the ongoing polycrisis is critical to interpreting how #&t/ID disruptions have shaped learning
outcomes across the region.

Education is the fundamental right of every child. Governments across the region have immdmia

varying degrees and capacities, different policies, programmes, and reforms to address persistent challenges
in achieving equitable access and quality, with continued disparities in resources, learning outcomes, and
system resilience. Major policgforms have been introduced since 2019, including learning recovery, digital
initiatives, climate adaptation, curriculum changes, and the implementation of remedial and-watch
programs.

Chapter 2: Design, Methodology, and Implementation Features

SEAPLM is underpinned by a rigorous methodology informed by best practices and standards adopted from
the international largescale assessment (ILSA) community. The 2024 survey was conducted in six countries,
targeting a representative sample of Grade 5 studein each country. Instruments included reading and
mathematics tests, and contextual questionnaires for students, teachers, school leaders, and parents. The
survey was administered in the official national languages of instruction, with careful adaptatiocal
contexts and rigorous quality assurance of translated materials. Data collection was staggered to align with
national school calendars. Despite challenges such as declining enrolment and X@QN$Eptions, high
participation rates and robustampling were achieved, ensuring reliable, comparable results across countries
and cycles.

/| KFLJISNJ oY / KAf RNBYQad t NEPFAOASYyO& Ay wSIFRAYy3 |YyR
The SEALM 2024 results confirm the continued learning crisis in the region. While regional avarages i
reading showed little or no progress, there was modest improvement in mathematics? IS Aroficiency
scales allow for nuanced reporting of student achievement and a deep insight into who is learning and who
is not.

In 2024, SERLM changed its benchark against the Sustainable Development Goal indicator on learning at
the end of primary education, adopting Band 5 as the newotpoint (a change from Band 6 in 2019) within
the SEAPLM proficiency scales in reading and mathematics. Only one in twergs (53 per cent) reached
this minimum proficiency level in reading; two in three (67 per cent) reached it in mathematics, an
improvement from 2019 (from 47 per cent and 56 per cent respectively).

However, looking beyond minimum levels at national mulum expectations, the highest proficiency levels
(Band 6+) were reached by 36 per cent in reading, and 52 per cent in mathematics. Simultaneously, 15 per
cent of students remain at very low proficiency in reading; 9 per cent in mathematics. The widritics

across proficiency bands points to systemic issues in equity, access, and quality of recovery from post
pandemic disruptions and other external shocks. These gaps highlight persistent challenges in foundational
learning.

)



Chapter 4: Equity antlearning Opportunities in Primary Education

Learning outcomes are shaped by numerous different factors, ranging from student backgrounds and
behaviours to teachers' capacity and empowerment, to the actual learning environment in schoeRLISEA

2024 showshat despite overall improvements in access to primary education, persistent inequities continue

02 AYyTFtdsSyOS OKAfRNByQa tSINYyAy3a GNIr2SOG2NASa o6&

At the student level, socioeconomic status (SES) remains the strongest predictoiesfeandnt, with gaps
equivalent to up to two years of schooling. Systemic barriers continue to lead to different learning trajectories
for boys and girls, resulting in persistent gender gaps: girls outperform boys in reading, while mathematics
differences @& smaller and sometimes reversed. The results highlight the importance of language alignment
between home and school, with closer alignment linked to higher learning outcomes, especially in reading.

Teachers remain central to the improvement of foundatl learning. There is an improvement in teacher
qualifications, but variations in preervice education, specialization, and exposure tsdrvice training can
be observed. Teacher preparedness is still limited in several countries. Many teachergdetbaitt many
students struggle with lack of basic skills, further complicating management of classroom learning.

When considering the learning environment itself, school factamban/rural location, public/private status,

class size, resource availdliliand teacher qualificationsfurther shape outcomes. School directors report

that bullying, violence, and resource shortages remain prevalent, affectindpeialy and achievement. While

SEAPLM is not able to comment conclusively on the impact of CQYIfosures on learning outcomes, the

f SyaidkK 2F a0Kz22f Oft2ada2NB [ft2yS R2Sa y20 asSSy G2 Kl

Chapter 5: Key insights from SEAM 2024 to guide future actions
SEAPLM provides the region with critical insights into the current status of learning in the region. Ten key
insights and policy considerations were drawn from the data, to be complemented and further developed.

1. Only half of the children meet minimuproficiency levels in reading; in mathematics, one third achieve
this level. There is an urgent need to increase investment in foundational learning, prioritizing the most
disadvantaged learners and schools.

2. A degree of stability in learning outcomes has been achieved despite significant external shocks since 2019.
Futurelooking action and continued investment in building system resilience will be needed to prepare
students and schools to face diverse skmc

3. The pace of improvement among students at the very low proficiency levels remains slow. Targeted
strategies and accelerated support for the lowest performers will be needed to close the gap in learning
outcomes.

4. Education systems continue terdonstrate barriers to learning that differentially affect students, resulting

in different learning trajectories for boys and girls across the region and within countries. Greater efforts in
building inclusive and gendeesponsive systems will be need&m support all learners to reach their full
potential.

5. Inequalities in learning outcomes continue to be driven by the socioeconomic status (SES) of the children.
Greater efforts will be needed to address socioeconomic inequities and to understamdutiple factors
shaping and impeding learning.



6. Early learning opportunities and school resources significantly boost student performance, but unequal
access, driven by socioeconomic differences, limit these benefits. Investing in-Bmuised inteventions,
such as quality ECE, teacher support and learning environments, will be needed to narrow achievement gaps.

7. Language alignment boosts learning and students generally perform better when their home language
matches the test language. Alignireanguage policies with language needs will support children in their
learning journeys.

8. Teacher qualifications have improved, but persistent gaps in teacher preparedness continue to be
observed. There is a need to further focus on strengthening teacpacity beyond qualifications, with a
focus on differentiated learning, inclusive pedagogy, and the use of information and communication
technology (ICT).

9. The region is witnessing declining investment in education and a closing demographic window of
opportunity. Education systems will need to increase equality and efficiency to ensure continued national
development.

10. The use of data for evidenbased decisiomaking is still nascent. Further focus on monitoring progress
and understanding and sliag up what works will strengthen datdriven policymaking and ensure the
efficacy of investments.

Looking ahead into 2029 and beyond

SEA [aQa 321 f A& GKIFIG o0& HnonX O2dzyiNASa Ay (GKS
foundationallearning, narrowing equity gaps, ensuring that every child has a fair chance to learn.

The region has made considerable investment in foundational learning, and progress is starting to be visible.
This will need to be sustained for the next generationkeafners.

SEAPLM 2029 represents not just the next cycle of assessment but also a chance to reimagine the role of
data in driving educational transformation across Southeast Asia. The journey from 2019 to 2024 has shown
that commitments at the policievel must be matched by effective implementation, a stronger equity focus,
and the deeper use of evidence.

In this vision, SERLM is not only an assessment but also a regional driver of change, strengthening evidence

use, advancing accountability, anditing Southeast Asian countries around a shared commitment: that no
child in the region should be denied the chance to learn, thrive, and contribute to their society.

10
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Chapter 1Primary education in Southeast Asia: Contexts,
challenges and systemic insights

1.1 Introduction

Education ighe fundamental right of every child. It is a right recognized in international treaties such as the
Convention on the Rights of the Child, which all Southeast Asian nations are signatories to. Yet millions of
children globally, and in Southeast Asia, corgimol experience exclusion from learning.

Foundational literacya 1 Af f & I NB ONARGAOIf G2 OKAfRNBYyQa RS@Sft 2
supporting children not only to succeed in later years in school but also to contribute meanitqfaljonal,
economic and social growth and development. Foundational skills help prepare children for a rapidly evolving
and changing world, giving thegneaterresilience and skills to deal with uncertainties and emerging challenges,
while also taking @vantage of opportunities.

¢tKSasS olFlaAa0 aiatta NS 3ISySNrtfte | OljdZANBR Ay LINRY
WNBIFR G2 tSINYQ YR Y2088 2y G2 Y2NB O2YLX SE (I aia
limited mechanisms for understanding and tracking learning outcomes in a rigorous, internationally comparable
manner. Even fewer meaningfully use the data from assessments to shape national policy and teaching and
learning practices.

In 2019, six Southeast Asiasuaitries (Cambodia, Lao PDR, Malaysia, Myanmar, the Philippines and Viet Nam)
conducted the first round of a new regional assessment, the Southeast Asia Primary Learning Metrics (SEA
PLM). This represented a strong commitment to accountability for leamit@pmes, particularly at the end of
primary education, and established a contextualized, regionally owned and led, internationakdatge
assessment.

In 2024, the SERLM survey was administered for the second time, with the full participation ofdhee six
countrieg, attesting to the consolidation, sustainabilignd acceptance of SHAM as a regional and
international largescale assessment. SPAM has been cited in both national and regional education plans,
and countries implementing SEAM &e able to report to the UNESCO Institute for Statistics (UIS) on progress
towards Sustainable Development Goal (SDG) 4.1.1b, which tracks learning outcomes in reading and
mathematics at the end of primary education. SEA has become an established paftthe assessment
landscape of Southeast Asia. This report presents the main conclusions of the 2024 cycle, highlighting trends,
identifying continued challenges, and examining inequities and inequalities in access to quality learning
opportunities.

YIn reading, writing and mathematics.
2 A seventh country, Timereste, also participated in the Main Survey data collection. See below for full disclaimer
16



Figurel.1: Map of SEALM 2024 participating countries

Box 1.1: What is SHA.M?

SEAPLM is a regional learning assessment and caphuaitgling programme designed by and f
Southeast Asian countries to improve equitable learning outcomes for studebtssio education. |
applies international methods, processes and quality assurance mechanisms to ensure a
measure of learning outcomes and context.

Conducted every five years, the SEA a & dzZNBSeé O2ff SO0Ga OKAf RN
f S RSNAEQ NB a L2-peachtasts arkl Mstzmmairek,Jcondidtdd with a sample of chil
that is representative of the school population enrolled in Grade 5 in each country. By linkir
information to the learning domains of literacy andmeracy, SERLM generates valuable insigh
Ayi2 OFNAIFGA2YE YR AySlidad tAGASE Ay OKAf RN
learning and achievement. The use of proficiency scales in each learning domain further en
common rderence point for comparing performance both across and within countries, as well as
time.

SEAPLM contributes to advancing policy reforms and strengthening teaching and leg
effectiveness, with the goal of transforming learning in schools&ttiLJ- Yy RAy 3  O2 dzy
deliver meaningful learning opportunities for both current and future generations of students. Th
its surveys, SERLM provides a regular and nuanced flow of information that can highlight sucg
and identify areasgor improvement, thereby guiding evidendmsed policy adjustments. Continuo
Y2YAG2NRY 3 2F aGdzRSydGaQ fSFENYyAy3a LINPINBaa
for Southeast Asia, to sustain and accelerate improvements in education.

17



SEAPLM: A catalyst to monitor equity issues and improve learning

Despite ongoing challenges and constraints, national governments and stakeholders across Southeast Asia
remain firmly committed to advancing sustainable learning for all children. cimsmitment is evident in
national policies, education sector plans, and alignment with international goals and targets such as the
Sustainable Development Goals and Education for All. Governments and ministries of education articulate their
national visiols and objectives through sherand longterm education strategies that address key priorities,
including school management, teacher development, and equitable resource allocation to strengthen learning
outcomes and system resilience.

In the short term, iglusive strategies help to compensate for the gap in education services and access, ensuring
that all children have an equal chance to meet learning goals by the end of primary education and beyond. Such
customized options include programmes to addressstiheadiness, curriculum catealp, zero dropout and
informal learning. These programmes can increase learning opportunities for the most disadvantaged groups.

In the longer term, largscale assessments and surveys, includingF3BA are designed to maar and assist
education sector transformation, review the impact of systemic issues, and inform changes across the
education system and schools. Since 2019,-FBW results, evidence and further analysis have deepened
understanding of what low proficiegdn literacy and numeracy really means and how it affects children across
participating countries. At the same time, SEIAM offers higiguality learning metrics and standards to assess
how Grade 5 cohorts perform in relation to national education priesitand international targets such as SDG
4.1.1aand 4.1.1b. SHAM 2019 results have acted as a catalyst for many national and regional reflections and
changes in policy and practice, building the community of practice and strengthening the evitsae
culture.

Building longterm, sustainable foundational learning and skills for all generations therefore first requires short
term investments and adjustments to meet different challenges and approach intermediate standards and
goals. The SEHALM surveyrad other analytical tools enable investigation into factors that may affect learning
outcomes across different socioeconomic groups, locations, genders and other variables, as well as across time.
SEAPLM surveys are designed mainly to monitor shierin changes in learning outcomes for all students,

track progress and highlight bottlenecks; over time, they also enable a kbeger comprehensive and
comparative picture of system transformation and ministry ability to address identified gaps and challenges

Beyond the SERLM surveys, the SHAM programme supports policy reform and implementation.
Collaboration with countries helps review teaching and learning effectiveness in reference to national goals and
standards in schools. Shadrm changes set #h path for future cohorts and lead to progressive shifts across

the basic education continuum. Such changes might affect resources and practices first before affecting learning
outcomes and producing loAgrm gains for a system and community.

Largescaleassessments have shown that consistent investment in defining and supporting the rislt at
learners and schools is crucial to shifting the bottom of the learning distribution and educating more children
to higher levels of skills and knowledge (OE@D6P Some countries have targeted specific groups of teachers,
schools, students, and even grades, subjects and skills in a curriculum to become tejeishqtiorities for
intervention.

Even if most of the participating countries are close to achieunmgersal access to primary education,
structural challenges remain in reducing access disparities between children, increasing achievement for all,
improving transition and achievement in secondary education, and providing at least one year of fré@pkresc
education for all children.
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To assist all shortand longterm investments and efforts, ministries of education, and governments more
generally, need to put into place adequate monitoring and evaluation systems; learning assessments, such as
SEAPLM,form an integral part of such mechanisms when tracking and understanding investments and efforts
in education. Integrating data from various sourcgisdividual and school, regional, group and systeide
indicators, and other forms of evidencgavill give decisioamakers the tools and information needed to develop
appropriate policy responses in a timely manner. As with other regions, Southeast Asian countries should
continue to build synchronized national assessment and monitoring policies, and to plewslts and
mechanisms that enable practitioners and decismakers to support better inclusive learning for all children.

Looking back: SERLM 2019 results

The first round of the regional assessment set a benchmark for the participating countrieghtigglequity
challenges and identifying gaps in ensuring that all children in the region acquire foundational literacy and
numeracy skills. With SHAM 2019, six Southeast Asian countries (Cambodia, Lao PDR, Malaysia, Myanmar,
the Philippines and VietiNY 0 O2YYAGGSR (2 dzyRSNRAGFYRAY3I GKSANI OF
near end) of primary education.

Data from the SERLM 2019 survey revealed that in some Southeast Asian countries a significant proportion
of Grade 5 students struggled to keafundamental skills by the end of primary education, with up to 75 per
cent of children experiencing low learning trajectories that emerge early and accumulate over time. Children
struggled with reading and understanding the meaning of vocabulary, see¢eand short texts in the language

of instruction throughout the primary grades. Similarly, a significant proportion of students had not developed
foundational mathematical skills by Grade 5, particularly in areas such as number sense, basic operdtions an
problemsolving. The lack of these foundational literacy and numeracy skills hinders progress in later grades. A
very low proficiency reader at the end of primary education is nearly three to four years behind highly proficient
readers in the region (aku 90 points of difference on the SEAM scale). Without timely intervention, this
concerning trend persists; learners who fall behind early in their education often struggle to catch up and
typically remain low proficiency readers.

Data from SERLM andther sources, when analysed globally in 2019 before CQY ki, highlighted that an
estimated 35 per cent of children (including eaftschool children) in Southeast Asia, East Asia and the Pacific
could not read a simple text with comprehension by dde This level of learning poverty translated to
economic losses of US$4.7 trillion in the region, the highest impact globally (World Bank et al., 2022). It was
estimated in 2022 that the learning poverty levels had risen to 45 per cent in the regiongvéathmore
significant implications for both students and education systems.

SEAPLM 2019 highlighted the equity challenges across education systems. Analysis of learning outcomes
revealed that certain students were more likely to be {performing readerghan their peers: students from

lower socioeconomic backgrounds, students from rural settings, students who do not speak the language of
instruction at home, students who repeated a grade, and students without preschool experience. Similarly,
3 A NI an@oufcdnkesNgre on average higher than those of boys across all countries in the different domains,
indicating differences in the learning needs and trajectories of boys and girls. Other secondary research similarly
shed light on teachers, school leadeirsand school environments, in an effort to identify what might have an
impact on learning.
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The SEALM 2024 cycle: Participation and process

Seven countries joined the SIPAM 2024 cycle: Cambodia, Lao PDR, Malaysia, Myanmar, the Philippines,
TimorLesté and Viet Nam, marking five years since the inaugural study in 2019P(S&/&019). Brunei
Darussalam, Indonesia, Singapore and Thailand participate as Honorary Member Countries, continuing to
contribute their expertise and perspectives in SEA a Q & cal éhddgowerhance meetings.

Throughout the 2024 cycle, SIPAM convened regular regional workshops and meetings with national teams

to coordinate implementation, refine survey methodologies, and develop new tools in collaboration with
international expers. Beyond technical coordination, hitgvel steering committee meetings and policy
conferences brought together education policymakers, development partners and thdIS&ARegional
Secretariat to exchange insights on reforms, indicators and strategiassiog learning data to strengthen
education systems. These gatherings serve as platforms for reviewing and exchanging insights on key policies,
indicators and initiatives to use and communicate data, all of which are essential for enhancing the basic
education system. Through collaborative efforts and peer learning, a sense of regional ownership is cultivated,
which is critical for the success of the initiative.

Important disclaimer:The Minister of Education of Timbeste informed the SERLM RegionaleSretariat
that TimorLeste concluded it is best not to include Tirh@ste in the SERLM 2024 Main Regional Report for
internal reasons in late November 2026.adherence with the SEHALM technical standards, this exclusion
removes all of Timef S & dafa@d@m the public domain; it will not be made publicly available and will not be
used for reporting, research, or other purposes by any parties. ThePEEARegional Secretariat will not
endorse or recognize any references to the collected-BBA 2024lata in TimotLeste.

From 2019 to 2024: Challenges shaping primary education in Southeast
Asia

Despite strong progress in getting children to school in Southeast Asia, the 20F_BEA&sults referenced
above showed that over half of students enrolledGrade 5 (aged X2 years), despite five years of education,
had not acquired the minimum expected competencies by the end of primary education. The increasing
recognition and understanding of the learning crisis sparked action across the region, inigpiovation and
progress while exposing systemic challenges.

Since 2019, Southeast Asian education systems have been affected by different national, regional and global
forces. These have included changes in employability and labour market demands, clivaat®, political

crises, financial instability, growing digital and technological innovation and reach, and shifting demographics.
In response to these challenges and opportunities, education systems have had to explore innovative
opportunities to advane learning, particularly in responding to COMBand developing solutions to the
polycrisis. Challenges still persist, especially in ensuring equitable quality learning opportunities for the most at
risk learners and disadvantaged schools.

3 See disclaimed regarding TiorS 4 6 S Q& NXadz G a
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SEAPLM 2024 enables participating countries to take stock of progress, understand remaining bottlenecks and
consider how well education systems have been able to address emerging challenges and take advantage of
new opportunities. For the six participatjrcountries, the 2019 results serve as a@@VIEL9 baseline, against

which the 2024 results can be compared.

While this section does not prescribe solutions for addressing these crises and constraints, it seeks to
understand how these external shockave shaped and continue to shapethe context within which learning
outcomes must be understood. Crises related to climate change, demographic transitions, economic pressures
FYR LREAGAOFE O2yFf A0ia RANSDOI foéndatiofiaf dkillzagdOfen deépant R NI
existing disparities. Rapid digital advances offer new opportunities and some solutions, while also bringing new
challenges that must be managed.

The results of the SEHALM 2024 cycle presented in this report need#considered and interpreted against

this evolving backdrop. They shed some light on continued and emerging inequalities and provide insights into
how well systems have mitigated challenges. Contextualizing the results accordingly will support education
ministries and stakeholders to develop and implement responses that account for the constantly evolving
context and interlinked nature of these factors.

The lasting impacts of the COI® pandemic

As the 2019 cycle was concluding, the C@Mpandemic ledjovernments globally to close schools to limit

the spread and impact of the virus. Ministries of education implemented various mitigating measures to ensure
learning continuity, including technology for distance learning, hdmaening packages, and renebr smak

group tutoring. Pospandemic, remedial education and catap classes became the norm for a few years as
education systems sought to limit any learning loss arédstablish the normal academic cycles. The-BEM

2024 results offer some insighinto how these strategies may have worked in Southeast Asia and the long
term impact of both the pandemic and the mitigating measures on school environments and learning.

The majority (or the entirety) of the national cohort tested in each of the-BEM2024 participating countries

were in Grade 1 or 2 in the 2022021 academic year when the pandemic hit. They would have experienced at
least some degree of the school closures and the limited access to education in the very first years of their
educationjourney. It is likely that the COMI® pandemic and the associated school closures negatively

I FFSOGSR G(KS al0OKz22ft fAFS SELISOGlIyde yR (KS aiddzR$S,
with their expectations and attitudes towards echtion, despite the mitigating measures introduced by
education systems.

SEA[a HAHNQA AadNPSe RSaAAIYS LAt2GAy3 FyR YIA§ RIFGH
pandemic. SEA[ a HnAnHNQa FASER YR YI Ay tédcihiaddo the Ra19cycle2 f £ S
(see Chapter 2).
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Box 1.2: COVIDO and school closures

The COVI9 pandemic had a severe impact on access to education between 2020 and 202
frequent and longasting school closures causing widespread disruptiosdaools, teaching an
learning both in Southeast Asia and globally. Responses across and within countries differg
varying periods of school closures, reopening timings and protocols, and teaching and e

alternatives. This challenging environyhéd | FFSOGSR aidzRSyGaQ LI
retention, repetition, engagement and exposure to the curriculum.

Figure 1.2 summarizes the number of weeks that schools were partially or fully closed between
1, 2020 and quarter 1, 2022 ass Southeast Asia, as documented by Southeast Asian countries
UNESCO National Education Responses survey on-C@%¢hool closures.

Figure 1.2Duration of school closures during COVID (Q1 2020 to Q1 2022)
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Source: UNESCO Institute for Statistics. (2022)obal monitoring of school closures caused by CQYII
https://covid19.uis.unesco.org/globahonitoring-schoolclosurescovid19/countrydashboard/

Some Southeast Asian countries (Cambodia, Malaylsianmar and the Philippines) were among t
top twenty countries globally, with the longest school closure periods, closing schools for more t
weeks?

4 Globally, schools closed for an average of 22ksekuring the pandemic, equivalent to tvibirds of an academic year
when localised school closures are considered (UNESTitite for Statistics, 2022).
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Climate change

Climate change exerts a profound and multifaceted impact on education syat#oss Southeast Asia. Climate
events prevent and interrupt learning: an estimated 31 million children in theFEBAparticipating countriés
experienced disruptions to their education from climatdated events in 2024 alone (UNICEF EAPRO, 2025).
The geatest impacts are often on the most vulnerable children, especially those living in remote, rurat or low
lying coastal areas.

The consequences of these disruptions areréaching: they damage school infrastructure, destroy teaching
and learning material and resources, interrupt instructional time, and heighten risks of dropout among
vulnerable populations. Climaieduced disasters such as floods, typhoons, storms, heatwaves, pollution and
droughts affect the physical safety and psychological-ethgof learners and teachers. Schools often serve
as emergency shelters during disasters, further delaying the resumption of regular classes.

In the SEALM participating countries, Cambodia, the Philippines and Viet Nam are among the most affected
by climaterelated education disruptions. In Cambodia, in response to heatwaves in April 2024, school days
were reduced to two hours, greatly limiting learning time. In the Philippines, a thirdpErson classroom days

were lost in 2024 due to climatmduced schol closures and noteaching events. Also in 2024, across Lao
PDR, Myanmar, Thailand and Viet Nam, Typhoon Yagi disrupted education for an estimated 1.3 million students,
damaging or destroying schools and related infrastructure, displacing families iangptthg essential
protection and stability mechanisms for children (UNICEF EAPRO, 2024). These events also undermine the
protective function of education, cutting children off from essential services such as school meals, healthcare
and psychosocial suppt.

In response, governments across the region are increasingly prioritizing climate resilience as an integral
component in education sector planning. Ministries of education, often in coordination with national disaster
management agencies and local sthklders, are investing in climatesilient school infrastructure, early
warning systems, and emergency preparedness training for students, teachers and school leaders. Education
systems are incorporating environmental and climadsilient education intotheir primary education
curriculum to equip students with the knowledge and skills to understand, adapt to and mitigate the effects of
climate change.

Demographic shifts

Many countries in Southeast Asia are experiencing demographic transitions that sirapineg education
systems, labour markets and broader socioeconomic landscapes. The increasing age of populations in some
countries places additional pressure on younger populations and hasraiggng implications for human

capital development, fiscal stainability and the future structure of education systems.

Across the SERLM countries, while the overall population is projected to continue growing for a few more
decades, population growth rates are starting to slow down, the demographic window oftopgiy is starting

to close, and by 2075, the population size will be on the decline. Simultaneously, the structure of the population
is changing; in many countries, the population of children aggBOyears is already declining, while the
proportion ofadults living longer and retiring is starting to rise. By 2075, estimates indicate that the proportion
of people under the age of 18 years will have fallen to 20 per cent of the total population, from the current 32
per cent, across the SHAM countries.

These demographic shifts have implications for education: declining birth rates signal a gradual but steady
decline in the number of children entering primary school each year, which will require governments to reassess

5 Cambodia, Lao PDR, Myanmar, the Philippines and Viet Nam (no data available for TMalaysia).
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the distribution and use of educafm resources, with potentially significant implications for access in less
populated and more remote areas (UN DESA, 2024).dqubaln migration will shift dynamics between country

and city, requiring innovation and the exploration of different learningdatities. With fewer children and a
smaller workingage population, improvement in living standards and economic growth will increasingly have
to come from efficiency gains in the education system (equal access to quality learning) and productivity gains.
Exclusion from learning weakens not only individual prospects but also theédangyitality and resilience of

the regional economy.

Figure 1.3: Projected population: 19¢8075 (in thousands)
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Source: UN Population Divisiaforld population prospec®024 (Accessed November 2025). The data represent the actual population
to 2024 and UN projections to 2075.

An ageing population will also require governments to spend more on the elderly, with fewer resources
@At ofS T2N OKAtie RaNBided &n thie drENg Gbfudation iBcE&sys). | a

Education financing

Funding available for education has continued to decline amid competing priorities across social sectors and
broader government demands. Among the SHM participating countries, onMalaysia and the Philippines
allocated more than 15 per cent of their national budgets to education in 2024. Overall, the regional trend in
education spending has been downwards. While domestic resources are declining, global aid to education is
also predcted to shrink, with a projected fall of 25 per cent by 2027 (UNESCO, 2025).

This tightening fiscal environment places greater pressure on existing resources and the need to use them more
efficiently and equitably, even as systems continue to face shestag teachers, learning materials and
essential infrastructure.
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Figure 1.4: Government budget allocations in education as a percentage of the total government budget, Southeast
Asian countries, 2018 to latest available
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Source: UNESCO Institute &tatistics (UIS), UIS calculations, accessed 25 November 2025.

Digital technology

The adoption of digital technology is changing education and learning in Southeast Asia. Access to digital
technologies has increased tenfold from 2010, with over 90 perafahie population connected to the internet
(OECD, 2023). However, this connectivity is far from uniform, with disparities both within and between
countries. The proportion of students with internet access at home ranges from only 16 per cent in Cambodia
to 98 per cent in Singapore. Increasingly, employers are expecting employees to have digital skills and
understanding, implying a significant shift in the skills children and young people need to learn (World Economic
Forum, 2025).

As part of their pospandemic recovery strategies and in response to the growing need for digital skills by
employers, many countries have prioritized digital transformation in education to enhance learning continuity,
build teacher capacity and enhance system resilience. Rdigithl transformation has been one of the
emerging issues in the region, as reflected in the Southeast Asian Ministers of Education Organization
6{9!'a9h0Qa W{ guNd-olinEA Q {t9f!IbyQan nysSMA IA Gt al aGSNLX Iy H
foNJ] 0 KS C2dzNIK LYRAZAGNAIE wS@2ftdziAiz2yQ 0! b9{/hZ HnH
9RdzOF GA2ylf {eaidSya Ay {91/ bQ adlriSa GKS 22Aayid O02)
coordinated approach to enable inclusie & | OOSt SNIF 6 SR RAIAGIE GNI yaF2 Nyl
principles for digital transformation, including increased teacher capacity, appropriate digital pedagogies and
assessments, quality digital learning resources, and the need to enseiittacy and safety of children and

young people online.

The digital landscape is also shifting and being shaped by the rapid evolution of artificial intelligence (Al). Al is
transforming how people live, work and learn; this brings both opportunities and risks to children and to
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education systems. Al can progidpportunities through adaptable and personalized learning tools; it can
provide significant insights by leveraging data; and it increases accessibility. At the same time, risks to children
include concerns about privacy, safety and security; a potetigiain inequalities and exclusions; and cognitive

and psychological implications, many of which are not yet well understood (UNICEF, n.d.). Most education
systems are still limited in their use of Al, for teaching or learning, and rely on more traditovned of
G§SOKy2f238d wSIA2ylrftes 1 {9!b KI& A&dadsSR GKS WY! {9
to promote regional collaboration and coordination. Education systems are taking note of the need to ensure
children and young people gaihe skills needed to take on jobs that do not even exist yet.

Ministries of education have begun embedding digital literacy and 21st century skills into curriculum reforms
to prepare students for a rapidly evolving digital society and to meet the needexgattations of employers,
including the need for skills to use and understand Al (including ethical issues). These actions reflect a broader
recognition that technology can play a pivotal role in bridging learning gaps and supporting personalized
instruction.

Several countries have developed or adopted national platforms to promote open and accessible online
learning. Indonesia, the Philippines and Viet Nam have engaged with major massive open online course (MOOC)
providers to expand opportunities for déce and lifelong learning. Meanwhile, Malaysia and Singapore have
invested in comprehensive digital content repositories and learning management systems to support blended
YR K@oNAR fSIFENYyAy3a Y2RSfta Ay &oOK?z2 mowidgeomtnkned® Ay A
leveraging technology for education delivery, teacher training and skills development, while also highlighting
the need for continued efforts to ensure equitable access, safety, quality assurance and sustainability in digital
educationecosystems.

Despite these advancements, however, countries continue to face structural and cajedeigd challenges in
achieving equitable and effective digital integration. Mobile and internet connectivity may have grown rapidly,
but access remainkighly unequal, especially when access is considered by socioeconomic status or location
(ruralgurban divide), posing significant barriers to inclusive digital learning. This gap might further be widened
regarding those able to benefit from Al and the gyst and services it enables, evarprimary yearsMany
education systems also struggle to ensure that digital initiatives align with pedagogical goals and address
inequalities rather than widen them. Efforts to educate children and adults about hovwayoostline are still
nascent and will need to be further advanced to prevent abuse and misinformation. The ASEAN ICT Forum on
Child Online Protection emphasized the need to ensure children are protected from online abuses, to adopt
digital literacy and ageppropriate designs for platforms, and to promote pulgitvate partnerships to build
child-safe digital infrastructure and standardize guidelines (The Policy Edge, 2025).
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1.2 Education systems and reforms

Across Southeast Asia, governments continue tmrjtize reforms aimed at strengthening foundational
learning and improving the quality and equity of education systems. Over the last five years, education systems
have introduced changes such as expanding access to early learning, enhancing teach@nuseland
updating curriculum and assessment frameworks. Several countries have transitioned towards competency
based curricula and reformed approaches to monitoring learning outcomes, to ensure better alignment
between classroom instruction and natiorealucation goals. Efforts are also being directed towards improving
resource allocation mechanisms and governance structures through the establishment of school standards and
other accountability mechanisms.

Despite these developments, countries continueféme challenges in implementing reforms at scale and
ensuring sustainability. Key issues include challenges in ensuring quality education nationwide, capacity
constraints in teacher deployment and training, the uneven speed of reform and revision, alichited use

of evidence or data to guide policy decisions. The translation of policy reforms and objectives to effective
classroom practice is often unclear or not evident, often due to administrative bottlenecks. With limited
capacity to monitor changeand uptake across the country, it is often up to individual schools to implement
NEF2NX¥a | yR OdzaNNROdzZ I gAGKAY GKS OflFaaNR2YzI gAlK
ability to support these efforts.

To comprehensively capture thesgstemic changes and track reforms, the $EM 2024 cycle introduced
systemlevel guestionnaires, a new tool that gathers information on the education policies, reforms and
institutional arrangements that influence learning outcomes in the participatountries. The questionnaires
provide context and support the development of counsipecific insights and thematic papers that are crucial

for interpreting assessment results and other dimensions of system and school mechanisms and practices
within the broader policy environment. They support the identification of emerging trends, facilitate-cross
country comparisons and, following the closing and subsequent reopening of schools because e1@OVID
offer some insights into the effectiveness of learningtawity interventions. By systematically documenting
policy changes and reform efforts, the questionnaires track the relationship between siestefdecisions

and student learning outcomes, offering evidence to inform future policy directions.
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Box1.3: SEALM systentevel questionnaire (SLQ)

The SEALM programme introduced the systdevel questionnaire for the 2024 cycle in recognitio
of the many complex factors that shape learning outcomes. It aims to capture information ak
education system structures, policies and practices.

The SLQs filled out by ministries of educatipmvith support from the SERLM Technical Experts
Network in some countriesThe questionnaire has been administered in modules:

Module 1:Basic education structure and population

Module 2:Curriculum and qualitgssurance

Module 3: Teacher policy and workforce

A further module on education financing is expected in 2026. The information from the
complements SERLM data, offering insights into how systems are evolving to respond to lea
needs.

While the SEAPLM 2024 participating countries exhibit many common elements in their education systems,
there are important differences in how education, specifically primary or basic education, is provided. The data
presented in this section are drawn from tB&EAPLM 2024 systerevel questionnaires, highlighting some of

the particularities of the different education systems.

Structure and organization of primary education

The prescribed structure and length of the primary school cycle vary acrosstimntries In all countries,
children aged 6 to 10 years are expected to be enrolled in education, starting Grade 1 at the age of 6 and
attaining Grade 5 by the age of 10. However, three countries (Lao PDR, Myanmar and Viet Nam) follow a five
year primay cycle while the remaining three countries (Cambodia, Malaysia, and the Philippines) implement a
sixyear cycle. Lao PDR is currently undertaking reforms to extend primary education to include Grade 6. The
Philippines is the only country where ppeimary education is included as part of the compulsory education
cycle, whereas in Cambodia, education is not compulsory at any’level.

It is important to note that beyond the officially prescribed hours, days and years of schooling, learning also
occurs throughinformal and supplementary pathways that may not be captured in the surveys. Countries have
varying policies and practices regarding this type of additional tutoring andsdteyol learning; some of these
pathways may only be available to students frepecific backgrounds or locations, often contributing to
inequalities in access and quality (ADB, 2012).

5 Note that the responses in Module 3: Teachers have not yet been completed and analysed. Felatbdrinsights are
provided in Chapter 4, based on the responses of Grade 5 class teachers during the main survey. Similarly, further data
will be sought on edwtion financing.
"In all countries, the SERLM survey targets the Grade 5 population, regardless of age or prior educational experience.
The three SERLM countries with a fivgear primary cycle were assessed at the end of primary education. Countries
with a sixyear primary cycle were assessed one year before the completion of primary education.
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Figure 1.5: Organization of prescribed structure of education, compulsory or otherwise, 2024
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Note: In Cambodia, education is not compulsory. Myanmar recently reformed its education system, starting at age 6 fonSraae 1

of age 5. The majority of SEPAM 2024 students in Gra8eare 10 years old, having started Grade 1 at the age of 6. They were in Grades
1 and 2 in 202€R021, when schools were periodically, partially or completely closed due to €@VIbthe Philippines, key stage one
includes kindergarten before primary &fe 1 (mandatory for age 5). In Viet Nam, the basic education stage includes nine years of
general education (Grades 1 to 9) before career orientation education (three years, Grades 10 to 12).

Preschool experience

Preprimary school life expectancy acrd&88 APLM countries demonstrates steady progress between 2019 and
2024 (despite enrolment challenges during the CGMperiod). The only exception is in Lao PDR, where the
percentage of children enrolled in pmimary in 2024 had declined since 2019. Ghaerally positive progress
across the countries suggests that consistent efforts have been made in expanding access to education for
children before official entry into Gradeclthrough both increased supply and increased demand. The quality

of this preghool education is still largely unknown, owing to the lack of quality assessments and data on school
readiness and teaching and learning practices ingrimary?®

Table 1.1: Preorimary rates

Net enrolment rate at preprimary level (% of children of prerimary
school age)

2014 2019 2024
Cambodia 13.6 24.5 35.2
Lao PDR 32.5 47.6 37.3
Malaysia 77.6 77.6 78.0
Myanmar n/a 8.4 n/a
Philippines 68.7 72.4 73.9
Viet Nam 74.9 84.2 93.9

Source: Ministries of education as officially reported by couninddNESCDIS database.

Note: All data are reported for the reference or the most recent year in last tieae period. Above three years, data are reported as
not available (n/a).

8 The children enrolled in Grade 5 during the $EM 2024 survey would have been in-prémary education around
2019. The figures reported here therefore repent the situation (supply and demand) of gmeémary five years prior to
the administration of the 2024 SHAM cycle.
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Out-of-school experience

As SEALM measures the learning of childrensehool, the learning levels and situation of children out of
school are not captured. The proportion of children outside formal education systems is an important
consideration, attesting to the ability of the system to support individual learners. A higbportion of out
of-school children can also affect learning outcomes measured over time, as students who struggle to learn (for
various reasons) are the ones most likely to be excluded. Therefore, changes in the size and composition of the
out-of-schoolpopulation should be carefully considered when interpreting-BEM results and assessing the
representativeness of the Grade 5 population.

The proportion of children of primary age recorded as being out of school has remained relatively steady since
2019, representing nearly one in ten children across the majority of the countries (the exception being Viet
Nam, with the lowest reported perceéage). In Lao PDR, the proportion of aftschool children has increased

in the last decade, requiring further examination of possible causes and bottlenecks. A 2024 scoping study found
that almost 12 million children in Southeast Asia are out of sct&dlImillion of these children are in thex
SEAPLM countries. This translates to 3.8 per cent of the primary sedgmpopulation estimated to be not in
school. In most countries (with the exception of the Philippines), a greater proportion of gidsitaoé school

at the primary school age compared with boys (EdTech Hub & SEAMEO Secretariat, 2024).
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Table 1.2: Oubf-school rates

Out-of-school rate at primary education (% of children of primary scho
age)

2014 2019 2024
Cambodia 8.7 9.3 7.8
Lao PDR 4.0 6.7 10.3
Malaysia 7.0 10.9 9.1
Myanmar n/a n/a n/a
Philippines 9.9 9.1 10.5
Viet Nam 0.3 2.2 1.7

Source: Ministries of education as officially reported by countries in UNESE Gatabase.

Note: All data are reported for the reference thie most recent year in last thregear period. Above three years, data are reported as
not available (n/a).

Languages

Southeast Asia has the largest diversity of languages in the world, with over 1,200 languages spoken across 11
countries. This poseghallenges for countries as they determine their language of instruction policies, practices
YR LINBFSNByOSaod [Fy3Tdzr3S LRt AOASE Ay LINAYIFNE SRdz
identity (national languages), cultural heritage @btanguages) and aspirations for global competitiveness
(generally EnglisHf).

The language of instruction has a proven impact on learning outcomes. It is estimated that 37 per cent of
children in Southeast Asia are currently learning in a language theptdiully understand (UNESCO, 2016).
SEAPLM 2019 results strongly indicated that children who said they most often spoke the language of
instruction at home had, on average, higher scores than their peers from other language backgrounds.

Different mechaisms and modalities can be employed to support children from different linguistic
backgrounds. In some countries, ggpamary and primary schools can provide an option for motteeigue

based multilingual education (MMALE). These programmes generallyioiel an earlyexit model where

children progressively learn more in the official language of instruction, transitioning entirely to the official
language of instruction before the end of primary education. By Grade 5, children in all participating countries
KFE3S GNIyaAGA2ySR 6Fa FLILXAOFoESO (2 GKS O2dzy i NEC
mathematics.

In Malaysia and the Philippines, more than one language can be used as the language of instruction (depending
on local criteria). Coespondingly, there are expectations that students will be proficient in more than one
language by the end of primary education, often not only in reading but across the curriculum domains.
However, these language standards and targets are not alwaysyctesnimented or prescribed, resulting in
different practices across and between schools and manifesting in differences in learning outcomes.

9 Each participating country specified its test language(s) forP3BA2024, based on the official national language policy
at Grade 5
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In addition to national languages, foreign languages are embedded into national curricula as one of the main
subject areas. In some countries, children are expected to start learning a foreign language as early as Grade .
Curricula generally prescribe around £Q80 hours a year for learning a foreign language. Proficiency targets

for foreign languages, where presimed, are generally lower than those for the national language(s).

Figure 1.6: Main official first language of instruction in reading and mathematics in primary education, 2024

SourceMinistries of education as reported through the SEIAM systerf S @S ¢

i dzSadA2yyl ANB

by R

Grade 1 Grade 2 Grade 3 Grade 4 Grade 5 Grade 6
Cambodia Khmer
Lao PDR Lao ‘
Malaysia Chinese or Malay or Tamil according to school type, plus Malay if Chinese or Tamil, plus English for all ‘
Myanmar Myanmar
Philippines Mother tongue Filipino and English for reading, English for maths only
Viet Nam Vietnamese

I dzii K 2 N&

Note: Languages are presented in alphabetical order, not by order of preference or any stance. Language policy is ablplied to
mainstream public and private schools, except in specific cases agreed with ministries. Special schools such as irglsive sch
international schools may deliver an alternative curriculum in alternative language(s). In Cambodia, the MultilinguabiEducati
programme operates in specific schools for indigenous learners. In Malaysia, schools use Malay as the main mediwmttiohjnstr
except in vernacular schools (where Chinese or Tamil language is the main medium of instruction). All schools haverarEmjésisi
language and Malalanguage curriculum, with the expectation that all children transition to Malay by secorstdwyol. In the
Philippines, the mothetongue based multilingual education (MVNB_E) programme provisioned for the use of mother tongue (one of
the 18 stated national languages according to-setpional division) as the primary medium of instruction inlggears. This provision

was suspended in 2024, making Filipino and English the primary languages of instruction from the early years, while thengothe

serves only as an auxiliary medium.
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Prescribed instruction time

The SEALM systermevel questionnaire captures the intended prescribed instruction time over the years to
assess learning time in primary education. The time varies widely across the participating countries, from just
over 4,000 hours in Lao PDR to almost 6,000 in Myanmar.nthislés hours for language, mathematics and
other key domains taught in primary education. Deeper examination of the use of these hours indicates heavier
concentration on basic language skills (learning to read) in early years, shifting to more chalemgiepts

and subjects in upper primary (reading to learn).

The ministries of education decide how to balance curriculum subjects, ensuring sufficient breadth and depth
in the selected areas of study. These decisions in turn determine resource allogatidnform policies and
practices relating to teaching and learning materials, teacher training and teacher allocation, among other
matters.

Figure 1.7: Prescribed instruction time in primary education for language, mathematics and other domains, totdderum
of hours, 2024

o

1,000 2,000 3,000 4,000 5,000 6,000

Cambodia, 6 years

Lao PDR, 5 years

Malaysia, 6 years

Myanmar, 5 years

Philippines, 6 years

Viet Nam, 5 years

mlanguage = Mathematics = Other domains

Source: Ministries of education as reported through the BEM systeni S@ St ljdzSadGA2yy I ANB | yR | dzi K2 N&
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1.3 Education initiatives since 2019

Since 2019, Southeast Asian countries have been navigating a rapidly eladscppe shaped by the dual
need to recover learning losses and accelerate learning. The disruption caused by thel@@#tdemic has

both exposed and exacerbated pegisting learning gaps, while also accelerating innovation and reform across
various dmensions of teaching and learning. The following sections highlight five major areas of focus: learning
recovery strategies, digital transformation, climate response and resilience, curriculum reforms and remedial
initiatives. The discussion draws uponetlinformation collected from the SHAM 2024 systertevel
guestionnaires, complemented by further information provided by participating ministries of education. It is
not meant as a comprehensive review of all changes and reforms implemented over thiévpagtars but

rather is intended as an overview of the changing context and some of the systemfactors affecting
learning outcomes.

Learning recovery strategies

Many countries extended or established formal learning recovery plans or frameworksponse to the
challenges posed by the extended CO¥®3school closures, many of which were exacerbated or prolonged by

Of AYIGS S@Syitas a RSAONAOHE HSHIRFHMI® [E2yC5wWwRS 9F
the National LearninglRO2 S NE t NP INI Y | Yy R + ABSDDThntegfadeimultple kO i A &
of interventions, from national policy guidance to localized school and community engagement.

Another significant response was the adoption of flexible and alternativaileza modalities, and the use of
alternative learning platforms and materials. Cambodia developed Rlesuing packages for Grade 1 and 2
da0dzRSytaod alfl@aAl A&dadsSR WDdzZARStAySa 2y GKS LYLIX !
approactes. Myanmar reduced its curriculum and emphasizedstatly and homebased learning. Cambodia,

Lao PDR, the Philippinemd Viet Nam expanded the use of defirning modules, digital learning platforms
(including the Learning Passport), and televisamd radicbased instruction to ensure equitable access and
continuity of learning, especially for students in remote and underserved areas. Many of these initiatives
continued once schools reopened.

Digital transformation

The COVIRY9 pandemic significantl accelerated the adoption of digital and technoldmpsed learning
solutions across education systems. During school closures, both teachers and students at the primary level
gained broader exposure to digital teaching and learning platforms and too#d:pBodemic, education
systems have continued to build on these gains, further fuelled by rapid advances in connectivity, edtech
innovations, and the global digital transformation (including expectations for digital skills in the labour market,
as describd earlier).

In Cambodia, policy and strategies on information and communication technology (ICT) in education have
become more evident. ICT is now a compulsory subject in tedchieing programmes, and students are
increasingly given opportunities to bditheir computer literacy skills. Students and teachers can access
materials on the Primary Learning Platform provided by the Ministry of Education, Youth and Sport (MOEYS).
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In Lao PDR, the digital transformation is guided by-get0d ICT plan focusexh improving digital access, skills,
learning quality and online safety. During the pandemic, the Ministry of Education and Sports developed and
fl dyOKSR GKS YKIFy3 tlyel [l2 oWégAaR2Y 61 NBK2dzaSQ0
hascontinued to be expanded and strengthened. The strategy includes a detailed, costgddivaction plan

for procuring devices, training teachers and creating culturally relevant digital content.

alflreail Qa RAIAGI T SR dzODigita Bycatibn-PyliByawdichlaifs th create g diykaByNS F
fluent and globally competitive generation. The policy emphasizes improved digital skills, enhanced
AYFNI &aiNUzOG dzNB | y R -stttoy panarshiNdz0nosdziIS edcatidn yeRels 2009f thek

ministry launched the Digital Educational Learning Initiative Malaysia as a centralized platform to support
teaching and learning and to integrate emerging technologies such as Al tools and digital learning pathways.

In Myanmar, the Ministry 0® RdzOlF G A2y Kl & RS@Sf2LISR (KS W{diNrdS3e
of seven objectives to enhance and leverage digital education initiatives. As part of this effort, the development
of implementation plans will be prioritized in the upcomgilCT master plan.

In the Philippines, DepEd Order No. 13 s. 2025 led to the establishment of the Center for Artificial Intelligence
Research, marking a major step in institutionalizingmebled learning solutions within the public education
system. Thi initiative is complemented by the ETUlay Tutorial programme, which provides freginreal
online academic support to students. The Digital Rise programme focuses on chpddityg for learners and
teachers in the use of technology. The DepartmentEofucation also issued revised guidelines on the
implementation of its computerization programme.

Ly +AS0 blYX GKS WS5A3FAGEE ¢NXyaF2NXI A2y {GNI GS3e
G2 HnonQ 065S OKTg)odlyies lard © levemagexechhology to enhance teaching, learning and
education management while contributing to broader national digital goals. The strategy has accelerated the
use of digital platforms in daily educational activities and improved governanceghrdatadriven systems

like the Education Sector Database. Additionally, most eligible administrative procedures have been fully
digitalized, and education institutions are regularly assessed using digital transformation indicators issued by
the Ministry d Education and Training.

Climate response and resilience

Climate change has increasingly become a critical agenda item for education systems, prompting ministries of
education to integrate climate response and resilience into school policies, cuaitiiafrastructure. Schools

are responding by integrating disaster preparedness into education frameworks and other school readiness
standards and expectations. These efforts reflect a shift from reactive measures to proactive planning,
emphasizing the immrtance of safeguarding learning amid rising climate risks.

The climate crisis is affecting education systems in Southeast Asia in diverse ways, with countries responding
through a range of targeted initiatives. In Cambodia, MOEYS is increasingly integrating climate change and
education in emergencies into schooéwklopment plansg for example, the Local Life Skills curriculum
encourages projeetand problembased learning approaches. Lao PDR integrated climate resilience into its
primary curriculum and infrastructure planning as part of its 2021 National Straiag€limate Change.
Malaysia has developed a disaster risk reduction learning module in partnership with UNICEF and the Southeast
Asia Disaster Prevention Research Initiative (SEADRMR) to build schoetommunity preparedness.
Myanmar maintains learningoatinuity during flooding by using temporary classrooms and providing
psychosocial support. In the Philippines, disruptive typhoons and extreme heat have prompted the revision of
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Collectively, these initiatives illustrate a growing regional commitment to strengthening educational resilience
amid climatechallenges. While approaches varfrom curriculum integration and schot#dvel adaptation to
formalized emergency protocotsall reflect an urgent effort to safeguard learning continuity.

Curriculum reforms

The COVIRA9 pandemic prompted many shifts sducation curricula, both as a direct response to the
pandemic and as a means to integrate and reflect on lessons learned during school closures (including the use
of digital technology, discussed above). Some countries streamlined learning objectigspdnse to school
disruptions during the COMDd LI YRSYA O 6Sdad> (KS t KAfALILAYSEAQ a:
20KSNE LINRPOJARSR FTtSEAOAfAGE F2NJ OdzNNA Odzt dzy RSt A @S
the Education Se2gtN 0 ¢

Over the past decade, many Southeast Asian countries have redesigned and updated curricula and
implemented reforms, with both distinct and similar initiatives observed across thd*&EA024 participating
countries. Cambodia has continued its regutacles of national curriculum reform. Lao PDR, Malaysia,
Myanmar and Viet Nam began rolling out curriculum reforms even before 2019 with the expectation of full
implementation across the basic education system in the 20034 academic year. The Philipgs stands out

for having launched a new curriculum in 2024 (MATATAG), a result of its comprehensive reviewdif2the K
basic education programme.

Across the region, curriculum reviews have increasingly shifted from knowlstgel towards competeney
basedframeworks. These frameworks emphasize the importance and application of 21st century skills (e.g.,
/' YO2RAF Qa OdzNNA Odzf dzy FNIF YS62N] 2F 3ISYSNrf SRdzOF
al ¢! ¢! D OdzNNA Odzf dzYZ | y R oric8riiculin), Walisiic swudem gevelb@mes (¢lg.f S
alflF@aiAlQa wnamt &0FyYyRFNR OdzZNND Syizl NAR FTRISRILEA Y& N&S @
LINR Y I NB  OdzNNAR Odzft dzy 7T IR atuBicuiml3ystemy R paaabel, gointridsIDadgusted

their curriculum reforms to prioritize the most essential competencies anerdphasized other learning
domains to provide further curriculum flexibility at local levels. Ministries have also laid out more guidance and
instruction to deliver remdiation programmes outside regular school hours.

All countries reported; to different degrees and scales progressively empowering primary schools and
decentralizing accountability, leveraging local resources and planning, and transferring qualithessand
performance monitoring responsibilities to local communities. While national policies generally provide
frameworks to support learners in difficult circumstances, specific measures vary by country.
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Remedial initiatives

In Cambodia, MOEYS, togethwith numerous development partners, has progressively developed and rolled
out the Early Grade Learning programme, providing strong leadership and vision to guide implementation. Early
Grade Learning uses structured pedagogy principles and provideswedtmonitoring and mentoring to
teachers.

Lao PDR, with development partner support, has introduced targeted-tgt@nogrammes, such as the Spoken

Lao programme for students from linguistic minority backgrounds, and promoted the use of digitalkeols li
the Eduten platform for foundational learning. The Eduten platform is based on personalized, gamified learning
and empowers teachers with retime data to tailor instruction.

In Malaysia, the ministry implemented the Primary School Literacy and NuynBPragramme (PLaN) under
Initiative #24, which encompasses all primary schools through the Kem Perkasa PLaN initiative. Through this
programme, the ministry provides mechanisms such as the PLaN performance dialogue sessions, aimed at
identifying issues fostudents who have not yet achieved the minimum proficiency level and determining
effective intervention measures.

In Myanmar, schools manage catop initiatives, with guidance from the ministry, using resource materials

such as guidebooks and teachingyidzl £ a ® ¢ KSaS NB&a2dz2NOS&a LINBJARS LINI O
NEFRAYy3a FtdSyoOe FtyR SyKFyOAy3a &ad0GdzRSydiaQ YIFGOGKSYI G
competencybased items for classroom assessments. The Myanmar LearningoRaalsp includes reading
materials in multiple different languages.

In the Philippines, the Department of Education has institutionalized the remedial programme through the
passing of Republic Act No. 12028. The Academic Recovery and Accessible Leagnamgnge provides
learning interventions, such as tutoring and access to digital resources, for students who are struggling
academically.

In Viet Nam, a dedicated support and tutoring programme for underperforming students aims to ensure that

all studentsmeet the minimum competency standards and to reduce the proportion of students with low
academic performance, particularly those from disadvantaged backgrounds, ethnic minorities and rural areas.
Key activities include afteschool remedial classes, indvizl £t AT SR Gdzi2NAy3a o6l &SR 2y
and diagnostic assessments to identify specific support needs.

These policies demonstrate the commitment of ministries of education to support foundational learning
through remedial, catclup and alternatie learning modalities, including digital and edtech platforms. The
guality, reach and effectiveness of many of these interventions are not yet known; many initiatives rely on local
school, director and teacher capacity to implement them effectively, somest with minimal resources,
guidance or training. However, they offer important contextual information on how ministries are addressing
the learning crisis and may provide insights into the results of the 2024 EKAycle.
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Chapter 2Design, methodology and implementation features

2.1 Introduction

The SEALM surveys aim to achieve the breadth and rigour of a iacgée international survey, and at the

same time address the unique needs and contexts of countries in the Southeast Asia region. Surveys are
conducted every five years on a sample ofdrien representative of the school population enrolled in Grade 5

in each country.

Instruments and procedures used in SEAa F20dza 2y RStEAGSNAYy3I QI fAR
proficiency through the SEIRALM reading and mathematics papg@encil tests, while reporting on the education
O2yGSEG YR LINIGAOALI yiGaAaQ FGGAGdZRSE GKNRdAdAK 1jdzSai
information about children, classrooms, teachers, schools, head teachers, parents and communities. This
information helps toascertainid - NA | A2y a FyR AySldzade Ay OKAf RNBYyQa
to link the characteristics of children, schools and households to the learning performance of children and
schools.

The ministries of education ovems¢he preparation and implementation of the survey in schools in compliance
with the regional technical standards and methods. Each country operates independently under a national
management and funding system to conduct the $EM survey.

SEAPLM 2024 miatained the robust foundation established in the first survey, administered in 2019, using
trend items, similar dataollection procedures and similar analysis methods. The participating countries and
experts collaborated for two years in the inceptionage of SERLM 2024 to revise original tests and
contextual questionnaires in each language. Existing and new assessment questions underwent extensive trial
testing to ensure they covered the agreed regional definitions of domain content, were approptatgéted

G2 OKAfRNBYQa F0AfAGASAT YR 6SNB Odzf (dzNI £ f& adzid
region.

SEAPLM adhered to rigorous quality standards at all times, performing quality assurance on tests,
guestionnaires, survey peedures and the data analysiEhe tools were standardized across all countries;
standardizedprocedures and ways of working were maintained floe entire assessment process| the way

to the delivery of the final databases, scales and indicators. dpjgoach ensured that results could be
compared across countries and different test languages. The model also offered opportunities for countries to
add options; for example, oversampling, additional contextual questions and extra languages.

This newcycle, conducted five years after SEIBM 2019, serves as a solid landmark for observing the long
term impacts of structural reform and external shocks on the basic education system. Psychometric analysis of
the reading and mathematics domains, reportedtam-by-item national and regional psychometric reports

and the 20192024 regional equating analysis, has confirmed the high validity ofttiemel comparisons of the
reading and mathematics domains and proficiency scales between 2019 and.2024

0 This psychometric analysis and further methodology outcomes are available in dedicated technical chapters, separate
from this regional report.
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2.2 Surveyperiod

In all participating countries, children are assessed towards the end of the academic year, ensuring they have
benefited from five full years of primary schooling, in addition to anypimary education and other learning
experiences both insidend outside the classroom. SPAM 2019 tested Grade 5 students at the end of the
2018;2019 school year. For the SPAM 2024 round, students were assessed in Grade 5 classes towards the
end of the 20282024 school year.

Given that academic calendars diffecross Southeast Asian countries, data collection was conducted in two
phases: from April to May 2024 for the first group of countries, and from August to November 2024 for the
remaining group. This staggered approach to data collection was carefulylgsS R (2 |t A3y A (|
school calendar, ensuring that students had received comparable exposure to their national Grade 5 curriculum
by the time of the assessment.

Table 2.1: SERLM 2024 main survey operation period by country, sorted by date

Main survey datacollection

Country Satad School year period
Batch 1¢ Viet Nam 22¢27 April 2024 September 2023 to May 2024
Batch 1¢ Philippines 22 Aprilg 10 May 2024 August 2023 to June 2024
Batch 1¢ Lao PDR 13¢17 May 2024 September 2023 to JuB024
Batch 2c Cambodia 22¢24 August 2024 December 2023 to September

2024

30 September; 6 November

Batch 2¢ TimorLeste 2024

January2024to November2024

Batch 2¢ Malaysia 7 Octoberg 7 November 2024 | January 20240 November 2024

29 November, 02 December
2024

Batch 2¢ Myanmar June 2024 to March 2025

"The Minister of Education of Timbeste informed the SERLM Regional Secretariat that Tirlagste concluded it is best not to include
TimorLeste in the SERLM 2024 Main Regional Report foternal reasons in late November 2026.adherence with the SEALM

technical standards, this exclusion removes all of TiM& a4 1S Q& RI G FTNRY GKS LWzt A0 R2YFAYT A
will not be used for reporting, research, or ottfgurposes by any partie$he SEALM Regional Secretariat will not endorse or recognize

any references to the collected SPAM 2024 data in Timdreste.

2.3 Survey languages

Tests and questionnaires were administered in the official languageifgtaiction in Grade 5, as determined

by each country. Each participating country specified its test language(s) f&1LSE2024, based on its official
national language policy. Table 2.2 displays the testing language applied in the main sample andritarge
sample (where applicable) during the main data collection. The public national datasets made available by
countries for official release and use in the Main Regional Report only cover students, data and results observed
in each country in the maisurvey sample, administered the selected main survey languadée secondary
datasets will not be published by the Regional Secretariat; their use remains at the discretion of national teams.
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Table 2.2: SERLM 2024 testing languages by country, main survey sample and secondary sample

Gl Main survey sample for Secondary sample for
y international reporting national reporting only
Cambodia Khmer Khmer in a szl;lmp.Ie of schools offeringjltili.ngual
education in northeastern Cambodia
Lao PDR Lao n/a
Malaysia Chinese, Malay, Tamil and Englis n/a
Myanmar Myanmar n/a
I . Filiping administered to students in a second Grade 5 clz
Philippines English . . .
in approximately 25% of the masurvey schools
. A Portugueseadministered to students in a second Grade
Timor-Leste Tetum . . .
class in approximately 25% of the main survey school
Viet Nam Vietnamese n/a

"The Minister of Education of Timaeste informed the SERLM Regiona8ecretariat that Timot.este concluded it is best not to include
TimorLeste in the SERLM 2024 Main Regional Report for internal reasons in late November [2028herence with the SEALM
technical standards, this exclusion removes all of Tiin& & dafadram the public domain; it will not be made publicly available and
will not be used for reporting, research, or other purposes by any paifites SEALM Regional Secretariat will not endorse or recognize
any references to the collected SBPAM 2024ata in Timo+Leste.

2.4 Grade 5 national cohort definition and coverage

Each country defined its Grade 5 main target population based on official data made available by its ministry,
resulting in SERLM 2024 samples that represent the Grade 5 student cohort enrolled in schools at the time of
the data collection. The size amdmposition of these cohorts differ to some extent from the $EM 2019

cycle, with changes ranging from minor to substantial. These differences may be attributed to a decline in school
enrolment in the aftermath of COWAD®, a decline in birth rate, ortleer unforeseen challenges, such as
securityrelated disruptions in certain countries.

Across participating countries, the variations in student populations between the two cycles ranged from a
slight decrease of 1 per cent to more notable shifts, such 88 per cent decline or a 29 per cent increase in
enrolment figures (see Table 2.3 and note). Readers are invited to carefully consider those changes to ensure a
comprehensive understanding of their impact on education systems and th® S Aindings.
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Table 2.3: SEALM 2019 and 2024 Grade 5 population coverage

Variation in
Total enrolled total enrolied SEAPLM Excluded
Gradeb5 . . 2024 SERLM
Grade5 opulation Grade5 target | population rate in Grade5 age
population in pop . population SEAPLM Gradé d
compared with - average as
schoolsat the . coverage at the| target definition
Country and year . previouscycle . . collected
time of the . time of the at the time of the
L at the time of L L through SEA
definition of the _ definition of definition of the .
the definition PLM 2024 main
2024 target the 2024 target 2024 target
opulation of the 2024 opulation opulation survey
pop target pop pop
population
Cambodia 2019 332,677 - 99.98% 0.02% 11.6
Cambodia 2024 329,217 -1.0% 99.65% 0.35% 11.4
Lao PDR 2019 149,030 - 99.15% 0.85% 11.2
Lao PDR024 135,551 -9.0% 98.78% 1.22% 11.1
Malaysia 2019 450,674 - 99.60% 0.40% 11.2
Malaysia 2024 453,895 0.7% 98.78% 1.22% 11.3
Myanmar 2019 948,589 95.40% 4.60% 10.6
Myanmar 2024 388,944 -59.0% 96.24% 3.76% 12.3
Philippines 2019 2,429,869 - 95.34% 4.66% 11.2
Philippines 2024 2,352,218 -3.2% 97.11% 2.89% 11.4
TimorLeste 2019 n/a - n/a n/a n/a
Timor-Leste 2022 33,491 n/a 94.64% 5.36% 11.7
Viet Nam 2019 1,391,981 - 99.81% 0.19% 11.1
Viet Nam 2024 1,792,460 28.8% 99.97% 0.03% 10.8

Note: Insome countries, total enrolled Grade 5 population reflects the most accurate and representative data of the national school
registration rates for the 20224 school academic year some weeks after the main survey data collection. For those countries, tota
enrolled Grade 5 population was still provisional during the definition of the target population, some weeks prior to theumvey

data collection. In other countries, total enrolled Grade 5 population reflects data made available by countriedtdupngparation

of the samples.

"The Minister of Education of Timdeste informed the SERLM Regional Secretariat that Tirlagste concluded it is best not to include
TimorLeste in the SERLM 2024 Main Regional Report for internal reasons in late Mbge 2025In adherence with the SEHALM

technical standards, this exclusion removes all of i@ & 1 $Qa RI G FNRY (GKS Lzt A0 R2YFAYT A
will not be used for reporting, research, or other purposes by any paifilesSEAPLM Regional Secretariat will not endorse or recognize

any references to the collected SBPAM 2024 data in Timdreste.

In Myanmar, challenges in accessing primary schools in 2024 have led to a significant change in the Grade 5
eligible populatiorcompared with 20191 Caution is required when interpreting and comparing Myanmar 2024

11n 2019, the national sample of Myanmar was drawn from 866,200 Grade 5 students and 36,600 primary schools.
2024, the Grade 5 defined student target population in Myanmar covered approximately 403,584 students and 17,044
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estimates due to significant changes observed in the composition of the school population between the SEA

PLM 2019 and 2024 surveys.

However, despite changes in efmeent rates in the eligible student population, the representative nature of
the student and school samples drawn for SEM 2024 was still maintaine@hanges in enrolment rates may
be driven by changes in birth rates and therefore changes in the pdapulatructure, rather than increasing
out-of-school populationsNevertheless, such changes in the population of referestoauldbe considered
when interpreting trends and variations within a given country and between countries.

National samples and paitipation rates

Each country designed its own national survey sample criteria to report data representative of the Grade 5 main
target population. The standard design for the school sample calls for a student yield of 4,000, by sampling (
minimum of 150 schools and selecting 27 students per school. Schools are selected with probability

proportional to their size. Each country determined its sampling features anshatitinal options based on
standard guidelines and the cestfectiveness of decisions. Tlab2.4 presents key exhibits from the main
sample population targeted during the main survey.

Table 2.4: SERLM 2024 Grade 5 national sample target population

Target school samplg Target student sample|

Country drawn from the drawn from the

national sample national sample
Cambodia 195 6,690
Lao PDR 208 4,517
Malaysia 197 6,035
Myanmar 157 4,501
Philippines 162 5,364
TimorLeste 171 5,063
Viet Nam 153 6,053

Note: In most countries, total student enrolment determined by countries at the time of the sampling selection was basédan s
administrative data from the previous academic year or school projection registration. Only a few countries hdwveerealividual
student tracking systems to expedite this process. In all countries, theg202% Grade 5 student enrolment population may have
changed since the time that the eligible population was defined, and clarification is undéo watablish the magtiide of this change.
Some countries included sampling optidnsa second language test subsample populationsThese nationalkevel decisionsire not
captured in this table and are not reported in national estimates as part of the main

"The Ministerof Education of Timeteste informed the SERLM Regional Secretariat that Tirlagste concluded it is best not to include
TimorLeste in the SERLM 2024 Main Regional Report for internal reasons in late November [2028herence with the SEALM

technical standards, this exclusion removes all of Thd3 & (1 S Q a
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will not be used for reporting, research, or other purposes by any paifiles SEALM Regional Secretariat will not endooseecognize
any references to the collected SPAM 2024 data in Timdreste.population. That data will be reported separately &t discretion of
the respective ministry of education

primary schools, based on 2024 registration rates referenced by the country prior to tRBLSER024 data collection.
Four administrativeegions wereentirely excluded compared with 2019.
2The SEARLM Secretariat includes this disclaimer under each publicly published table and graphic of results.
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SEAPLM used a twatage sampling process to randomly select thetipgnating schools and students. It was
designed to achieve a sample in which all Grade 5 children from the population had the same chance of
inclusion:

i. Schools were selected following a systematic procedure with selection probability proportional to the
number of enrolled Grade 5 children from the target population. A minimum of 150 schools were
sampled from each participating country.

ii. One Grade 5 class was selected at random within each sampled school. All children of the selected
class were sampled.

The Australian Council for Educational Research (ACER), one of the contracted technical collaboraters in SEA
PLM, facilitated the random selection of participating schools and students based on these common established
procedures in compliance with the SBAM regional technical standards on sampling.

' FGSNI GKS RIFGIF 02ttt SOGA2y>s OKAfRNBYyQa IyR aO0OK22f
targets to evaluate the reliability of national estimates. As reported in Table 2.5, all austrowed school
response rates above 90 per cettiereforeexceeding theninimum85 per cent rate, set out in the SIPAM
regional standards and procedures, determined necessary to report reliable national estimates. The results
presented in Table 2.&re proper estimates of the 2024 Grade 5 national cohort as referenced by countries.

acC

Table 2.5: SERLM 2024 Grade 5 participation rates and population recorded in final datasets

Weighted . .
Weighted , Weighted
school scr?ool Weighted ovgrall
response Weighted overall Number of Number of
response rate response rate L L
Country rate ¢ student response rate participating | participating
¢ sampled and ¢ sampled and
sampled ) response rate ¢ sampled . schools students
substitute substitute
schools schools only
schools schools
only
Cambodia 100.0% 100.0% 99.1% 99.1% 99.1% 195 6,574
Lao PDR 99.7% 100.0% 92.8% 92.6% 92.8% 206 4,167
Malaysia 90.8% 98.2% 97.3% 88.3% 95.5% 158 4,379
Myanmar 100.0% 100.0% 97.9% 97.9% 97.9% 192 5,842
Philippines 96.7% 97.3% 96.8% 93.6% 94.2% 156 5,070
Timor-Leste 99.5% 99.5% 94.4% 93.9% 93.9% 169 4,650
Viet Nam 100.0% 100.0% 99.7% 99.7% 99.7% 152 5,980

"The Minister of Education of Timdeste informed the SERLM Regional Secretariat that Tirlagste concluded it is besbt to include
TimorLeste in the SERLM 2024 Main Regional Report for internal reasons in late November [2028herence with the SEALM

technical standards, this exclusion removes all of i@ & 6 SQa RI G FNRY (KS Ligebliclyaaildbi2 dhd A y T A
will not be used for reporting, research, or other purposes by any paifiies SEALM Regional Secretariat will not endorse or recognize

any references to the collected SPAM 2024 data in Timdreste.population. That data wilklreported separately at #hdiscretion of

the respective ministry of education
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