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Abstract
By the end of 2021, more than 168 million students across the globe had missed a 
year of face-to-face schooling due to the COVID-19 pandemic. In NSW, Australia, 
most students engaged in learning from home for eight weeks during 2020 and a fur-
ther 14 weeks during 2021. This study provides robust empirical evidence on how 
two years of disruptions to schooling affected student learning. Drawing on matched 
data for 3,827 Year 3 and 4 students from 101 NSW government schools, this paper 
compares student achievement growth in mathematics and reading for 2019 (pre-
pandemic) and 2021 (second year of the pandemic) student cohorts. While overall 
there was no significant difference between cohorts, when analysed by socio-educa-
tional advantage, we were surprised to find that students in the lowest band achieved 
approximately three months’ additional growth in mathematics. Arguably, grave 
concerns about the potentially dire impact of COVID-19 on the learning of disad-
vantaged students were met by investments that made a difference. We argue that 
targeted funding and system-wide initiatives to support more equitable outcomes 
should remain a priority after the pandemic if Australia is to meet its aspirations for 
excellence and equity.
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Introduction

The unprecedented disruption to schooling caused by the COVID-19 pandemic 
impacted more than 90% of school students, affecting the lives of more than 
1.5 billion children globally (Psacharopoulos et  al., 2020; United Nations Edu-
cational, Scientific and Cultural Organization [UNESCO], 2020). In almost all 
countries, schools closed and reopened multiple times in order to contain the 
spread of the virus (UNESCO & International Association for the Evaluation of 
Educational Achievement, 2022). By the beginning of 2022, more than 616 mil-
lion students worldwide remained affected by school closures (UNICEF, 2022). 
This widespread interruption to schooling raised significant alarm, globally, 
about the short- and longer-term impact on student learning (Burgess & Siev-
ertsen, 2020; Hampshire, 2020) and student wellbeing. Our focus in this paper 
is the effects of COVID-19 on student achievement after two years of disrupted 
schooling.

Gauging the effects of COVID-19 has been limited by the available evidence. 
Early modelling of predicted effects, based on previous studies of disruptions to 
schooling, cautioned that students would be behind in their learning by as much 
as 1.1  years (see for example, Azevedo et  al., 2021; Haeck & Larose, 2022; 
Hevia et  al., 2022; Kuhfeld et  al., 2020a, 2020b). However, most prior studies 
have focused on short-term, localised school closures due to natural disasters and 
school shootings, rather than the system-wide school closures that have character-
ised the pandemic.

Empirical studies of the actual impact of COVID-19 on student learning did 
not begin to appear in academic publications until 2021. However, as reported 
in two early systematic reviews, very few studies have used robust comparative 
data collected prior to COVID-19 as a basis for claims about the impact of school 
closures (Donnelly & Patrinos, 2021; Hammerstein et al., 2021). Of the available 
studies that do include comparable measures, most provide evidence of negative 
effects on student achievement. Learning loss was reported, for instance, in nine 
of the 11 studies included in Hammerstein’s (2021) systematic review (effect size 
− 0.37 SD to − 0.03 SD) (Hammerstein et al., 2021), and Patrinos et al. (2022) 
reported learning loss of 0.17 standard deviations on average from 36 robust 
studies.

Notably, these negative effects have been disproportionately borne by students 
in disadvantaged settings (Catalano et al., 2021). For example, a Belgian study of 
more than 4000 primary school students found greater learning losses in mathemat-
ics in schools with a higher proportion of disadvantaged students (Maldonado et al., 
2020). Similarly, a study of 350,000 primary school students in the Netherlands 
reported greater decline in achievement for students from homes with lower levels 
of education (Engzell et al., 2021). Likewise, a study from the United States, involv-
ing approximately 7 million students across Grades 3–8, found students in high pov-
erty schools were disproportionately impacted (Lewis et al., 2021).

In yet other studies, however, the impact of COVID-19 disruptions to school-
ing has been less clear-cut. In our Australian comparison of more than 4800 
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Year 3 and 4 students between 2019 and 2020, we found Year 3 students from 
the least advantaged schools displayed 2 months’ less growth in mathematics, but 
no difference in reading (Gore et  al., 2021a). In Germany, lower achieving stu-
dents were also found to be more affected in mathematics while higher achiev-
ing students were more affected in reading (Schult et al., 2022). A study of more 
than 28,000 students in Switzerland found that students were largely unaffected 
by school closures, although the learning of primary school students was found 
to have slowed (Tomasik et  al., 2021). In the Netherlands, the use of adaptive 
practising software during school closures led to faster progress in mathematics 
for primary school students in a study involving 53,0000 students (Meeter, 2021).

Published analyses using pre- and post- COVID-related school closure data 
remain relatively scarce but important in identifying the impacts of COVID-19 dis-
ruption on student outcomes (academic or otherwise). To date, most studies report 
on the effects during the first affected school year and we are not aware of any stud-
ies (at the time of writing) that examine the impact on student academic achieve-
ment of the second year of pandemic school closures in Australia. This paper is 
unique, then, in reporting results of such a study, thus contributing new insights to 
global understanding of how student achievement has been affected over time.

Australian school students and COVID‑19 school closures

Australia is renowned for being relatively unscathed by COVID-19, but students 
in Australia (especially in the states of Victoria and NSW) were subject to multi-
ple learning from home episodes during government lockdowns. In Victoria, stu-
dents engaged in learning from home for more than 20 weeks in 2020 and a further 
14 weeks in 2021. In New South Wales (NSW), the location of our study, students 
learned from home for up to eight weeks in the 2020 school year and up to an addi-
tional 14 weeks in 2021. During both periods, teachers delivered lessons via a com-
bination of online learning, paper-based learning packs, and face-to-face schooling 
for the children of essential workers (Fray et al., 2022a).

While Australian studies have examined the impact of COVID-19 school closures 
on students living in disadvantaged circumstances (Broerse, 2021), on student well-
being (Fray et  al., 2022a; Lyons et  al., 2021) and on physical activity and screen 
time (Nathan et al., 2021; Reece et al., 2021), limited empirical evidence is avail-
able on student academic achievement. There are a few exceptions. An Education 
Department study involving more than 62,000 Year 3 NSW school students found 
test results aligned with the expected trajectory for numeracy, but were three to four 
months behind in reading (NSW Department of Education, 2020). In contrast, we 
found no significant differences, overall, between 2019 and 2020 in student achieve-
ment in mathematics or reading (Gore et al., 2021a). However, as noted above, when 
the data were examined by year level (grade) and school-level advantage, Year 3 
students in less advantaged schools displayed less growth in mathematics, but not 
reading. Further, no significant differences were identified for Year 4 students or 
other equity categories (including First Nations students and students in regional 
and remote locations). The substantial differences between these two studies could 
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be attributed to major differences in the student samples, testing instruments, and 
protocols used. We are aware that other states carried out their own testing but, to 
date, the results do not appear to have been made public.

The only other source of systematic data on changes to student achievement in 
Australia comes from the annual national assessment programme (NAPLAN), the 
dominant mechanism for tracking and benchmarking student learning in mathemat-
ics and literacy. However, NAPLAN testing was cancelled in 2020 to reduce pres-
sure on students and teachers already grappling with the shock of the pandemic 
(Australian Curriculum, Assessment and Reporting Authority [ACARA], 2020a). 
The testing in Term 2 each year means that NAPLAN would, in any event, have been 
too early to illuminate the impact of the pandemic. Results of the 2021 NAPLAN 
testing revealed no significant decline in literacy and numeracy at any learning stage 
(ACARA, 2021). This result aligns with our own analysis at the whole sample level. 
A more fine-grained analysis of the data to examine the possible differential impact 
on students from disadvantaged backgrounds is not available (Sonnemann & Hunter, 
2021).

In short, the limited evidence on what happened to student learning in Australia 
during the first year of the pandemic paints a reasonably promising picture. Cer-
tainly, dire predictions of ‘learning loss’ (Sonnemann & Goss, 2020) were not borne 
out in the evidence.

Government boosts to schooling

Given widespread concern, globally, about potentially catastrophic effects of 
COVID-19, state governments quickly implemented policies designed to boost stu-
dent learning. In NSW, an additional $337 million was provided in 2021 to support 
small group tutoring across schools in NSW (NSW Government, 2020c). This sup-
port was extended in 2022, with another $383 million to support students whose 
learning had been most affected (based on time spent away from school and level 
of disadvantage in the school) (NSW Government, 2021d). In the smaller state of 
Victoria, $250 million was provided for a tutor learning initiative in early 2021. An 
additional $230 million was allocated for the 2022 school year to provide targeted 
learning support to students who struggled the most with remote learning (Victorian 
Government, 2022). While Queensland has pledged $100 million over three years to 
support student wellbeing, other Australian states with more limited school closures 
have not (at the time of writing) taken this path.

In NSW, this funding was accompanied by a raft of other initiatives designed 
to support student learning. These included new supports for teachers such as a 
time-saving hub with resources for lesson planning (NSW Government, 2021a) 
and ‘Check in’ assessments to assist teachers in assessing, planning, and tailoring 
specific support for students (NSW Government, 2020a). A new web series was 
developed, EducationLive, to engage students in learning as educators, artists, ath-
letes, and industry experts (for example, popular children’s entertainer, Emma Wig-
gle) delivered lessons to children via live video each morning (NSW Government, 
2021c). Guided learning packs were made available to teachers, parent/carers, and 
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students during learning from home (NSW Government, 2021b). Network infra-
structure was upgraded to provide faster and more reliable Internet access to schools 
(NSW Government, 2020b). And, importantly, a student wellbeing programme 
added 100 school-based nurses to schools across the state (NSW Government, 
2020d). A host of changes to schooling were also enacted, such as mandatory mask 
wearing and restrictions on school excursions, inter-school sport, and teacher profes-
sional development activities.

Given all these government interventions designed to support teachers and stu-
dents during the pandemic, we were interested in investigating their impact on stu-
dent learning. While we all hoped the pandemic would be over, and life and school-
ing would return to normal (or better) in 2021, this was not the case. There was deep 
concern in the community about the cumulative effects of COVID-19 on student 
learning (Tudge, 2021; UNICEF, 2021), especially for younger students whose criti-
cal formative years had been affected. In Australia and internationally, no study to 
date has reported how student learning was affected by two consecutive years of 
disruptions to schooling. This is partly because, in Australia, the school year com-
mences in late January and concludes in mid-December whereas, in many other 
countries, the second year of schooling affected by the pandemic had not finished.

In the study reported here, we compared the academic achievement of a cohort 
of students from 2021 with a matched cohort from 2019 to examine the potential 
effects of two years of disrupted schooling for students in Years 3 and 4 in NSW 
primary schools. As with our previous analysis of the effects of COVID-19 in 2020 
(Gore et  al., 2021a), we did not set out to study the effects of the pandemic on 
student achievement. In 2021, we were in the middle of collecting data for a ran-
domised controlled trial (RCT) when the Delta variant emerged in Australia and, 
once again, forced students to learn from home. By this time, we had pre-interven-
tion data collected in February and March 2021. We knew our intervention would 
be affected by the disruption to schooling but recognised the potential value in still 
gathering post-intervention data for exploring the impact of COVID-19 in a second 
school year. While getting into schools at the end of the 2021 school year was dif-
ficult, given restrictions on access for outside visitors, we were able to collect the 
necessary data, as outlined below.

Methodology

To investigate the impact of COVID-19 on student achievement, we compared the 
growth from baseline (Term 1) and 8-month follow-up (Term 4) progressive achieve-
ment test results of two cohorts (2019 and 2021) of students who were matched on 
demographic characteristics and baseline values. These Stage 2 (Years 3 and 4) stu-
dents in 101 NSW government schools formed the control group for our RCT exam-
ining the effects of Quality Teaching Rounds professional development (QTR) on 
student achievement (Gore et al., 2021b; Miller et al., 2019). Using control group 
data ensured the intervention had no bearing on the outcomes of this study. In 2019, 
we collected pre- (Term 1) and post- (Term 4) intervention data from 2,063 students 
in 62 control group schools. In Term 1, 2021, we recommenced a second cohort 
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within the RCT which had been postponed in 2020 when it was clear the interven-
tion could not go ahead because of COVID-19. We collected pre-intervention base-
line data from 1764 students in 39 control group schools before the emergence of 
the Delta variant in Australia caused another, longer period of lockdown (Table 1). 
Schools reopened partway through Term 4, 2021, with just enough time to collect 
the follow-up data before the school year ended.

Student achievement

Students in both the 2019 and 2021 cohorts completed Progressive Achieve-
ment Tests (PATs) in mathematics and reading (Australian Council of Educational 
Research [ACER], 2011) in Term 1 and Term 4 administered by, or with the support 
of, trained research assistants. PATs are used by more than 6000 schools and 1.5 
million students annually. The validity and reliability of these tests have been well 
established with usage across multiple years and countries to assess and monitor 
students’ skills, understandings, and growth over time (Fogarty, 2007). Item reliabil-
ity produced using Rasch modelling is reported at 0.87–0.91 (Lindsey et al., 2010), 
with this measure interpreted in the same manner as Cronbach’s alpha within classi-
cal test theory (Bond et al., 2020). Percentile scores were used to allow for compari-
son of students across test levels (Year 3, Year 4) and testing years (2019, 2021). For 
ease of reading, hereafter, we refer to Year 3 and 4 as ‘grades’ and the calendar years 
as ‘years’.

Index of community socio‑educational advantage

In order to investigate differential effects for students experiencing disadvantage, we 
used the national Index of Socio-Educational Advantage (ICSEA). As the name sug-
gests, ICSEA is a scale of socio-educational advantage which is calculated for every 
Australian school (ACARA, 2020b). Created by ACARA, it enables researchers, 
policymakers, school leaders, teachers, parents, and students to make comparisons 

Table 1  Learning from home, NSW government schools, 2020 and 2021

1 Includes NSW school holidays
2 Includes NSW school holidays. A phased return to school commenced on 18 October (Kindergarten, 
Year 1, and Year 12); 25 October (all other Years)
3 Restrictions in NSW varied by region. In this study, students from 57 schools did not attend school for 
the full 16 weeks, 11 schools for 11 weeks, 4 schools for 10 weeks, 1 school for 8 weeks, 5 schools for 
7 weeks, and 2 schools for 6 weeks

Year Learning from home 
commences

Return to in-classroom learning Period of school closure

2019 N/A N/A 0 weeks
2020 Monday 23 March Monday 25 May 9  weeks1

2021 Monday 28 June Monday 25 October 16  weeks2,3
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between schools. ICSEA takes into account student factors (parental occupation and 
education) and school factors (geographical location and proportion of Indigenous 
students at the school). Calculated on a scale, with a median of 1000 and a standard 
deviation of 100, ICSEA values typically range from 500 (extremely disadvantaged) 
to 1300 (extremely advantaged). In NSW, the state in which this study was under-
taken, ICSEA values in government primary schools range from 589 to 1189 (NSW 
Government, 2022). ICSEA was used as a continuous variable during matching and 
analysis; however, for the sake of interpretation, schools were grouped into three 
ICSEA categories, low (< 950), mid (950–1050), and high (1050 >). These categori-
cal cut-points represent half a standard deviation on either side of the national mean 
(± 50) to create categories around a group of average schools near the mean of 1000. 
This approach has previously been applied using national testing data in quarter 
standard deviation units (Goss, Emslie, & Sonnemann, 2018).

Sample and analysis

Students from 39 schools participated in the study during 2021. The data from this 
cohort were compared with data collected from the 62 government schools in 2019. 
Schools that participated in 2019 were primarily located in major cities (n = 35) 
and regional areas (inner regional, n = 21; outer regional, n = 5). One school was 
in a very remote area. A similar pattern characterised schools that participated in 
2021, with most in major cities (n = 33) and a smaller group in regional areas (inner 
regional, n = 5; outer regional, n = 1). There were no schools from remote or very 
remote communities in the 2021 sample.

To ensure the robustness of the comparison between 2019 and 2021, we used 
a combination of student and school variables to match participants from the two 
cohorts. Student variables were grade, gender, Indigenous status, and baseline 
achievement. School variables were class baseline achievement (class mean), school 
ICSEA, ICSEA category, and school location (urban or regional, with the latter 
including further subcategories of inner regional, outer regional and very remote). 
Our analysis rests on the assumption that students with the same demographic char-
acteristics and starting points should display equivalent achievement growth under 
normal circumstances.

Two sets of matched data were created – a “basic” match and a “strict” match. 
For the basic match, we found at least one 2019 student for every 2021 student by 
using the following cascading series of criteria, stopping when at least one match 
was found:

1. Categorically matched on year level, baseline test score within one percentile, 
and numerically matched on ICSEA category, ICSEA within 25, location, and 
baseline class average score within 10 percentiles.

2. The same as 1, except removing the numerical match on class average score 
within 10 percentiles.

3. The same as 2, except removing the categorical match on location.
4. The same as 3, except removing the categorical match on ICSEA category.
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5. The same as 4, except ICSEA within 25 is eased to find the closest ICSEA value 
(and select one at random if two or more students have the same ICSEA value 
distance).

6. The same as 5, except the baseline test score within one percentile is eased 
to find the student with the smallest distance metric where the distance met-
ric is calculated as: |ICSEA2021 –  ICSEA2019|/25 +|PercentileScore2021 – 
 PercentileScore2019|/1.

The strict match applied the demographic criteria more stringently to inves-
tigate if this more sensitive analysis produced a different pattern of results. For 
the strict match, any student who could not be matched on the full set of crite-
ria was discarded from the analysis. To be an eligible 2019 student, categorical 
matches on year level, gender, Indigenous status, ICSEA category and location 
were required, as well as numerical matches on ICSEA within 25, baseline score 
within one percentile and class average baseline score within 10 percentiles.

Linear mixed models were fitted to compare student achievement outcomes 
for the two cohorts (2019 and 2021). Year (2019 and 2021), time (Baseline 
[Term 1] and 8-month follow-up [Term 4]), and year-by-time interactions were 
assessed as categorical fixed effects within the models. School ICSEA was 
included as a covariate. To account for the two time points for each individual, 
a repeated measures statement was included (unstructured covariance matrix). 
Random intercepts were included to account for the hierarchical nature of the 
data (students within classes within schools). Differences in means and 95% 
confidence intervals (CIs) were determined using these models. The 2019 cohort 
was set as the reference group for all comparisons and significance was set at 
p < 0.05.

Investigation of achievement differences between cohorts across the spec-
trum of socio-educational advantage was addressed in three ways: 1) a three-way 
interaction (year-by-time-by-ICSEA) was included as a fixed effect to assess if 
the linear interaction between ICSEA and achievement growth varied by cohort; 
2) a three-way interaction (year-by-time-by-ICSEA category) was included as 
a fixed effect to assess if achievement growth between cohorts was compara-
ble across ICSEA categories; and 3) subgroup analysis was conducted to inves-
tigate if achievement growth differed by cohort within each ICSEA category 
(low < 950, mid 950–1049, and high 1050 +).

As the categorical interaction and subgroup analyses involved multiple com-
parisons, p-values were corrected using Sidak adjustment to avoid issues of 
multiplicity. Given the < 950 group was most affected during the initial year 
of disrupted schooling (Gore, Fray et al., 2021), it was chosen as the reference 
group for comparisons. Cohen’s (1988) d was used to determine effect sizes 
(d = (Mchange2021 – Mchange2019)/σ pooled, where Mchange is the change 
in mean score for each group relative to its baseline value and σ is the pooled 
unconditional standard deviation).
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Cohort demographics

Where possible, all 2021 students were matched to 2019 students. Table  2 dis-
plays the stage of the matching procedure at which students were matched. The 
majority of students, 61% for mathematics and 64% for reading, were matched 
without the release of any matching criteria. Only 2% of students (n = 35) 
required the release of the baseline result match (within one percentile) for a suit-
able match to be found for mathematics, and 3% of students (n = 37) for reading.

Basic matching produced a well-balanced sample (Tables 3 and 4), with demo-
graphics closely aligned between the two cohorts. Baseline results for math-
ematics and reading were nearly identical for the 2019 and 2021 cohorts. Strict 
matching captured ~ 50% of the 2021 participants (Tables  3 and 4). As antici-
pated due to the stringent matching on criteria, this more sensitive analysis pro-
duced near identical demographic values for gender, Indigenous status, location, 
and ICSEA, as well as for baseline mathematics and reading values between the 
cohorts. There were marginal differences in location across cohorts due to the 
combination of regional and rural categories to produce the regional category for 

Table 2  Basic matching hierarchy—Mathematics and Reading

Match type Mathematics (%) Reading (%)

Basic match 61 64
Dropped class average within ten points 14 12
Dropped categorical location match 10 9
Dropped categorical ICSEA match 2 2
Ease ICSEA to nearest match 10 12
Ease percentile to nearest result 2 3
Total 100 100

Table 3  Student sample 
characteristics by Year—
Mathematics

Data Valid data Basic match Strict match

2021 students matched N/A 100% 48%

2019 2021 2019 2021 2019 2021

Sample (n) 2,376 1,422 1,422 1,422 686 686
Female (%) 49 50 49 50 48 48
Indigenous (%) 6 7 5 7 2 2
Regional (%) 36 16 26 16 16 16
Inner Regional (%) 27 14 19 14 10 12
Outer Regional (%) 7 2 5 2 3 4
Very Remote (%) 2 0 2 0 3 0
ICSEA (mean) 1004 1019 1020 1019 1030 1029
Baseline (mean) 41.90 46.90 46.91 46.90 47.61 47.62
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matching. Inspection of the demographic characteristics between the basic and 
strict matches shows a reduction in the proportion of Indigenous and regional stu-
dents in the sample, and slightly higher ICSEA. The small proportion of Indig-
enous students and regional schools and the requirement to match with a student 
within one percentile from a class within 10 percentile points limited matching 
among these students.

With regard to the representativeness of the sample of matched students, data 
from the 2020 ACARA Australian Schools List (ACARA, 2022) report the demo-
graphics of NSW primary schools (the population from which this sample is drawn) 
as 48% female, 7.9% Indigenous, and 46.9% regional, with a mean ICSEA of 986. 
The demographics of our sample are more representative of urban primary schools 
in the NSW government sector which have a mean ICSEA of 1026 and enrol 76% of 
the state’s primary students.

Results

Student achievement in mathematics

Mathematics achievement was equivalent between the 2021 and 2019 cohorts over-
all (Table 5), with less than half of one percentile point difference in the achieve-
ment gain across the 8-month retest period (difference 2021 vs 2019 = 0.48; 95% CI: 
− 0.73, 1.68; d = 0.02, p = 0.438). ICSEA was a significant covariate in the overall 
model (p < 0.001), and the Year x Time x ICSEA interaction demonstrated statisti-
cal significance (− 0.015; 95% CI: − 0.031, − 0.001; p = 0.041). Figure 1 illustrates 
the difference in the linear interaction between student change score in mathematics 
and ICSEA for the two cohorts (shaded area indicates the standard error of the plot-
ted line). Note the negative relationship between student change scores and ICSEA 
is more defined (steeper slope) for the 2021 cohort. The pattern of results was more 

Table 4  Student sample 
characteristics by Year – 
Reading

Data Valid data Basic match Strict match

2021 students matched N/A 100% 51%

2019 2021 2019 2021 2019 2021

Sample (n) 2405 1420 1420 1420 725 725
Female (%) 50 50 50 50 49 49
Indigenous (%) 6 7 5 7 2 2
Regional (%) 36 16 26 16 14 14
Inner regional (%) 27 14 19 14 10 13
Outer regional (%) 7 2 6 2 2 1
Very remote (%) 2 0 2 0 2 0
ICSEA (mean) 1004 1019 1021 1019 1029 1028
Baseline (mean) 34.10 41.37 41.34 41.37 38.58 38.57
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Table 5  Achievement in mathematics (2019, 2021)

Match ICSEA cat-
egory

Year Count Baseline 8-months Adjusted 
mean differ-
ence: 
2021–2019
(95% CI)

Effect size p

Basic Total 2019 1,422 46.90 (27.39) 59.17 (25.25)
2021 1,422 46.91 (27.42) 59.41 (25.25) 0.48 (-0.73, 

1.68)
0.02 0.438

1050 + 2019 485 59.36 (25.05) 71.70 (20.92)
2021 562 58.22 (25.58) 69.50 (22.89) -1.05 (-3.05, 

0.93)
− 0.04 0.654

950–1050 2019 569 43.29 (26.76) 54.95 (25.10)
2021 569 41.69 (26.22) 54.04 (24.65) 0.68 (-1.20, 

2.57)
0.03 0.850

 < 950 2019 291 34.13 (24.35) 47.64 (23.62)
2021 291 35.23 (25.05) 51.60 (23.77) 2.86 (0.30, 

5.41)
0.11 0.104

Strict Total 2019 686 47.61 (26.75) 60.16 (24.17)
2021 686 47.62 (26.73) 60.07 (24.06) -0.10 (-1.91, 

1.71)
0.00 0.310

1050 + 2019 422 60.92 (25.12) 72.80 (20.39)
2021 422 60.93 (25.12) 70.66 (21.79) -2.15 (-4.87, 

0.58)
− 0.09 0.342

950–1050 2019 343 40.63 (24.12) 53.42 (22.57)
2021 343 40.64 (24.11) 53.17 (22.95) -0.26 (-3.09, 

2.58)
− 0.01 0.997

 < 950 2019 133 31.59 (21.13) 45.23 (21.59)
2021 133 31.61 (21.10) 50.77 (22.16) 5.52 (1.10, 

9.94)
0.24 0.040

Fig. 1  Mathematics achievement growth by cohort—Interaction with ICSEA
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pronounced for the strictly matched data, with a significant Year x Time x ICSEA 
interaction (-0.028; 95% CI: − 0.052, − 0.004; p = 0.020).

When comparing the growth between cohorts and ICSEA categories (Year x 
Time x ICSEA category), the difference in growth between the low (ICSEA < 950) 
and high (ICSEA 1050 +) groups was significant (difference = 3.91 95% CI: 0.578, 
7.24; p = 0.042), a function of the greater growth in 2021 for the low-ICSEA cat-
egory and lower growth in 2021 for the high-ICSEA category. Figure  2 displays 
the interaction across the ICSEA categories. There was no significant difference 
between low- and mid-ICSEA categories.

When examining student achievement within ICSEA categories (subgroup analy-
sis), a more nuanced picture emerged which elaborates the demonstrated interaction 
of achievement growth with ICSEA (Table 5). As illustrated in Fig. 2, in 2021, stu-
dents from low-ICSEA schools (ICSEA < 950) achieved greater but non-significant 
growth in mathematics than students in the same ICSEA category in 2019 (differ-
ence = 2.86; 95% CI: 0.30, 5.41; d = 0.11; p = 0.104). Students from mid-ICSEA 
schools displayed no difference in achievement growth between cohorts, while stu-
dents in the high-ICSEA category achieved less growth in 2021 than in 2019. This 
trend, using the strictly matched data (Table 5), shows a slightly stronger, and sig-
nificant, effect in the < 950 ICSEA group for mathematics achievement.

Student achievement in reading

Overall, there was a marginal, but insignificant, difference in the reading achieve-
ment growth of the two cohorts (difference 2021 vs 2019 = − 1.23 95% CI: − 2.74, 
0.27; d = − 0.04; p = 0.107) (Table 6). While ICSEA was a significant covariate 
in the overall reading model (p < 0.001), the Year × Time × ICSEA interaction 
was not statistically significant (0.002; 95% CI: − 0.017, 0.021; p = 0.832). Fig-
ure 3 displays the interaction between student change scores and ICSEA for each 

Fig. 2  Mathematics achievement growth by cohort by ICSEA group (mean, 95% confidence interval)
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Table 6  Achievement in reading (2019, 2021)

Match ICSEA cat-
egory

Year Count Baseline Gain Adjusted 
mean differ-
ence:
2021–2019 
(95% CI)

Effect size p

Basic Total 2019 1,420 41.35 (29.17) 55.24 (26.70)
2021 1,420 41.37 (29.18) 54.03 (27.37) -1.23 (-2.74, 

0.27)
− 0.04 0.107

1050 + 2019 503 54.12 (28.99) 65.25 (24.98)
2021 561 52.16 (28.63) 63.26 (25.15) -0.33 (-2.53, 

2.46)
0.00 0.999

950–1050 2019 632 36.61 (27.56) 52.46 (26.25)
2021 567 36.11 (27.90) 49.35 (27.35) -2.61 (-4.92, 

-0.30)
− 0.09 0.078

 < 950 2019 285 29.29 (24.38) 43.71 (24.52)
2021 292 30.88 (25.91) 45.39 (26.45) 0.10 (-3.09, 

3.30)
0.00 0.999

Strict Total 2019 725 38.58 (29.07) 53.46 (27.23)
2021 725 38.58 (29.09) 52.09 (26.94) -1.36 (-3.47, 

0.74)
− 0.05 0.205

1050 + 2019 289 53.50 (28.41) 64.69 (24.26)
2021 289 53.53 (28.38) 63.53 (24.71) -1.18 (-4.75, 

2.38)
− 0.04 0.861

950–1050 2019 318 29.97 (25.57) 47.72 (26.83)
2021 318 29.94 (25.60) 45.10 (26.15) -2.59 (-5.62, 

0.44)
− 0.08 0.289

 < 950 2019 118 25.23 (23.26) 41.41 (25.30)
2021 118 25.22 (23.26) 42.92 (24.34) 1.52 (-3.11, 

6.15)
0.06 0.918

Fig. 3  Reading comprehension achievement growth (2019, 2021)—Interaction with ICSEA
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cohort. As opposed to the mathematics interaction, the 2021 cohort displays an 
almost identical relationship between reading growth and ICSEA as the 2019 
cohort.

When comparing the growth between cohorts and ICSEA categories (Year x 
Time x ICSEA category), there were no significant differences in growth between 
any of the ICSEA categories (Fig. 4). Likewise, when investigating achievement 
of the cohorts within ICSEA bands, there were no significant differences between 
2019 and 2021 students in any of the ICSEA categories, and there was no linear 
pattern to the results. The only discernible pattern to the results among ICSEA 
categories was that the mid (ICSEA 950–1050) and high (ICSEA > 1050) catego-
ries displayed negative results for the 2021 cohort in relation to 2019, while the 
low (ICSEA < 950) group displayed slightly positive results for the 2021 cohort.

Discussion

Despite many predictions of major short- and long-term ‘learning loss’ as a result of 
school closures (Engzell et al., 2021; Lewis et al., 2021) and robust empirical evi-
dence of learning loss in some countries (Donnelly & Patrinos, 2021; Hammerstein 
et al., 2021), our study found no average decline in student achievement in mathe-
matics or reading when compared to student achievement in 2019. After eight weeks 
of learning from home in 2020, 14 weeks in 2021, and all the associated challenges 
to schooling and society brought about by the pandemic, negative effects on student 
learning in NSW primary schools were minimal in our sample.

Fig. 4  Reading comprehension achievement growth by cohort by ICSEA group (mean, 95% confidence 
interval)
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Unexpected results

Surprisingly, we found significant positive effects on mathematics achievement for 
students in disadvantaged schools. This result stands in stark contrast with predic-
tions that COVID-19 would lead to significant loss in learning that would dispropor-
tionately impact the most vulnerable students (Brown et al., 2020; Schleicher, 2020; 
Sonnemann & Goss, 2020). While, on the surface, our result is counterintuitive, 
other studies conducted during the first affected school year also reported minimal 
impact on student learning (Meeter, 2021; Schult et al., 2022; Tomasik et al., 2021).

Our own study of the impact of COVID-19 on student learning in 2020, using 
similar methodology, found minimal impact overall, but two months’ less achieve-
ment growth in mathematics in 2020 than in 2019 for Year 3 students from low-
ICSEA schools (Gore, Fray et  al., 2021). A year later, we still found minimal 
impact overall, but the positive result for disadvantaged students—approximately 
three months’ additional growth in mathematics using conventions for reporting 
effect sizes adopted by the Education Endowment Foundation (2018)—is striking. 
How might the results overall and the turnaround in mathematics achievement for 
students in the least advantaged schools be explained? Several factors are worth 
consideration.

First, schools, teachers, and students were clearly more prepared for learning from 
home in Term 3, 2021 than in Term 2, 2020. Teachers, students, and their families 
gained experience with online technologies and how to engage in online learning—
activities that were completely unfamiliar to most when the pandemic struck in 2020 
(Fray, Jaremus, Gore, Miller, et  al., 2022). New ways of teaching were developed 
to ensure student learning continued. In addition, acting on deep concern for the 
most vulnerable in our communities, school leaders and teachers provided targeted 
support to the most disadvantaged students, made possible by a raft of initiatives 
designed to support student learning in literacy and numeracy, supported by sub-
stantial new funding ($720 million over two years for the tutoring programme alone) 
(NSW Government, 2021d).

Second, timing may have also played a role. The tests we used are designed to 
assess achievement growth across the entire school year. All students completed 
baseline testing in Term 1, and follow-up data collection in Term 4. In 2020, schools 
closed in Term 2 while, in 2021 they closed in Term 3. It is possible that the in-
school experience during the first two terms of 2021 helped students catch up on any 
learning they may have missed during 2020 and even get ahead. In the context of 
widely held concerns about learning loss for disadvantaged students (Sonnemann & 
Goss, 2020), it is possible that intensive efforts to bolster strong learning outcomes 
paid off.

Third, students in the lower ICSEA schools may have spent more time in school 
than those in mid- and high-ICSEA schools. In place of the state- or nation-wide 
lockdowns that characterised 2020, lockdowns in 2021 were based on the number 
of COVID-19 cases reported in local government areas. Our tracking of closures 
for the schools involved in our study shows that several schools, particularly those 
in regional areas, were able to remain open for longer. Students in low-ICSEA 
schools spent an average of 8.8 weeks learning from home, which was three weeks 
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less than in mid-ICSEA schools (11.75  weeks) and five weeks less than in high-
ICSEA schools (14 weeks). The additional time in face-to-face schooling may, in 
part, account for the positive results observed for students in low-ICSEA schools in 
relation to their counterparts in mid- and high-ICSEA groups.

Fourth, arguably, the intense focus on literacy and numeracy outcomes as the 
building blocks of broader academic success may have narrowed the curriculum as 
teachers grappled to catch up on presumed missed learning (Fray, Jaremus, Gore, 
Miller et al., 2022). Such efforts were fervent, especially prior to the release of the 
2021 NAPLAN results which provided some comfort that learning in mathematics 
and literacy had not been compromised to any great extent.

On a cautionary note, however, the privileging of mathematics and literacy learn-
ing may mask unintended negative effects of COVID-19 on student learning in other 
subjects, such as physical education, the arts, and music (Broerse, 2021; Brown 
et al., 2020; Cruickshank et al., 2021). The goals for education in Australia empha-
sise the development of the whole child (Department of Education Skills & Employ-
ment, 2019). We ask: At what cost does a narrow focus on success in maths and 
reading come during post-pandemic recovery, and how does such success impact 
the longer-term development of the children involved? More broadly, perhaps we 
need to temper celebrations of growth in academic achievement if it has come at 
the expense of negative effects on student wellbeing (Batchelor et al., 2021; Fray, 
Jaremus, Gore & Harris, 2022; Institute for Social Science Research [ISSR], 2020).

COVID‑19 as a catalyst for greater equity

In Australia, little has changed in the 10 years since the release of the Gonski review 
of school funding (Gonski et al., 2012) which was heralded as a blueprint for deliv-
ering more equitable schooling and improving student performance. The failure of 
successive governments to implement the report’s recommendations and adequately 
fund schools continues to impact the most disadvantaged students. While the growth 
in achievement by students in low-ICSEA schools (ICSEA < 950) is to be cele-
brated, their attainment remains significantly lower than that of students in high-
ICSEA schools, as depicted in Fig.  2. Australia languishes in the bottom-third of 
the world’s wealthiest countries (30th of 38) when it comes to equality in education 
(UNICEF Office of Research, 2018). The results reported here might demonstrate 
what can be done in the quest for greater equity in schooling when the policy com-
mitment to equity is matched by practical action and funding initiatives that deliver 
better outcomes.

Limitations

Some limitations of our study should be considered when interpreting the results. 
First, the sample size (n = 3827 Year 3 and Year 4 students from 101 schools) is 
relatively small, given the primary school population in NSW of 499,725 students in 
1775 schools (NSW Government, 2022). The rigorous matching of 2021 and 2019 
students across a diverse range of schools increases the validity of findings. Second, 
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while our analysis shows that students from low-ICSEA schools achieved an addi-
tional three months’ growth in mathematics, we acknowledge that not all students in 
low-ICSEA schools are from disadvantaged backgrounds. MySchool1 data for our 
sample indicate that a large proportion (between 82% and 95%) of students from 
each school in the low-ICSEA band were from the bottom two quartiles for socio-
educational advantage. Third, the data were originally gathered for a different study 
rather than collected specifically to investigate the effects of the pandemic. Nonethe-
less, they provide rigorous comparable evidence of changes in student achievement 
following two consecutive years of disrupted schooling. Finally, while the standard-
ised Progressive Achievement Tests in mathematics and reading comprehension we 
used as our measures of student achievement have good predictive validity (Fogarty, 
2007), they do not assess student achievement across the entire curriculum—a com-
mon limitation of standardised testing. Without these data, however, we would have 
no robust evidence with which to explore the effects of the pandemic. We look for-
ward to similar analyses conducted in other nations, which will be critical to under-
standing how contextual factors and different experiences of the pandemic have 
affected student achievement over time.

Conclusion

This study offers some of the earliest evidence, globally, on how the COVID-19 
pandemic affected student achievement after two consecutive years of disrupted 
schooling. Given the somewhat surprising finding that students from disadvantaged 
schools are now doing better in mathematics and no worse in reading than their 
counterparts in 2019, we contend the pandemic may have been a catalyst for prac-
tical actions of a kind that could rectify longstanding inequalities in schooling in 
Australia. We deliberately use tentative language here because, to date, there is no 
rigorous systematic evidence showing the effects on student achievement of the vari-
ous government initiatives implemented during the pandemic.

Perhaps it took a pandemic and dire warning about the future of the nation, to 
finally motivate investment of a kind that can begin to narrow the enduring achieve-
ment gap between advantaged and disadvantaged students. Based on the evidence 
from our study, we argue that it is possible to enhance outcomes for students in dis-
advantaged schools, and to arrest cycles of disadvantage, if the rhetoric of increas-
ing equity is matched by effective strategies (OECD, 2018; Sahlberg, 2019; Zyngier, 
2012). If governments continue to support the learning of students who are most in 
need, we might begin to lift our relative national performance in both excellence and 
equity on the international stage. Most importantly, we might make a real difference 
to the lives of students, families, and communities who continue to suffer the nega-
tive effects of inequitably funded schooling on top of broader structural injustices.

1 MySchool is a website resource administered by ACARA which compiles profile and demographic 
characteristics of every school in Australia.



604 A. Miller et al.

1 3

Acknowledgements We acknowledge the support provided in the preparation of this paper by the incred-
ible team of casual research assistants who visited schools in 2019, 2020, and 2021. We would also like 
to extend our sincere thanks to the excellent team of research project officers, research assistants, and 
administrative staff who work behind the scenes at the Teachers and Teaching Research Centre and 
whose work supports projects such as this. We are most grateful to the school leaders, teachers, and stu-
dents who participated in this project. Our gratitude is extended to the Paul Ramsay Foundation for fund-
ing the project that sits behind these analyses. Finally, we acknowledge the University of Newcastle for its 
ongoing support of our research programmes.

Author contributions LF and JG drafted and revised the paper, DM conducted all statistical analyses and 
drafted the methodology. All authors reviewed the final manuscript.

Funding Open Access funding enabled and organized by CAUL and its Member Institutions. This study 
was supported by funding provided by the Paul Ramsay Foundation.

Data availability Not applicable.

Declarations 

Conflict of interest The authors declare that they have no conflict of interest.

Ethical approval Approval for this research was provided by the University of Newcastle Human Research 
Ethics Committee (HREC) and NSW State Education Research Applications Process (SERAP).

Open Access This article is licensed under a Creative Commons Attribution 4.0 International License, 
which permits use, sharing, adaptation, distribution and reproduction in any medium or format, as long as 
you give appropriate credit to the original author(s) and the source, provide a link to the Creative Com-
mons licence, and indicate if changes were made. The images or other third party material in this article 
are included in the article’s Creative Commons licence, unless indicated otherwise in a credit line to the 
material. If material is not included in the article’s Creative Commons licence and your intended use is 
not permitted by statutory regulation or exceeds the permitted use, you will need to obtain permission 
directly from the copyright holder. To view a copy of this licence, visit http:// creat iveco mmons. org/ licen 
ses/ by/4. 0/.

References

ACARA. (2020a). NAP - NAPLAN - COVID-19. https:// nap. edu. au/ naplan/ faqs/ napla n-- covid- 19
ACARA. (2020b). What is the Index of Community Socio-educational Advantage (ICSEA)? https:// www. 

mysch ool. edu. au/ media/ 1820/ guide- to- under stand ing- icsea- values. pdf
ACARA. (2021). NAPLAN 2021 Summary Results Data. https:// www. acara. edu. au/ docs/ defau lt- source/ 

media- relea ses/ high- progr ess- schoo ls- acara-
ACARA. (2022). Australian Schools List. https:// asl. acara. edu. au/ home
Australian Council of Educational Research [ACER]. (2011). Interpreting ACER test results. https:// 

www. acer. org/ files/ PATM- Inter preti ng- Scores. pdf
Azevedo, J. P., Hasan, A., Goldemberg, D., Geven, K., & Iqbal, S. A. (2021). Simulating the potential 

impacts of COVID-19 school closures on schooling and learning outcomes: A set of global esti-
mates. The World Bank Research Observer. https:// doi. org/ 10. 1093/ WBRO/ LKAB0 03

Batchelor, S., Stoyanov, S., Pirkis, J., & Kõlves, K. (2021). Use of Kids Helpline by children and young 
people in Australia during the COVID-19 pandemic. Journal of Adolescent Health, 68(6), 1067–
1074. https:// doi. org/ 10. 1016/J. JADOH EALTH. 2021. 03. 015

Bond, T. G., Yan, Z., & Heene, M. (2020). Applying the rasch model: Fundamental measurement in the 
human sciences. Applying the rasch model (4th ed.). Routledge. https:// doi. org/ 10. 4324/ 97804 29030 
499

http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
https://nap.edu.au/naplan/faqs/naplan--covid-19
https://www.myschool.edu.au/media/1820/guide-to-understanding-icsea-values.pdf
https://www.myschool.edu.au/media/1820/guide-to-understanding-icsea-values.pdf
https://www.acara.edu.au/docs/default-source/media-releases/high-progress-schools-acara
https://www.acara.edu.au/docs/default-source/media-releases/high-progress-schools-acara
https://asl.acara.edu.au/home
https://www.acer.org/files/PATM-Interpreting-Scores.pdf
https://www.acer.org/files/PATM-Interpreting-Scores.pdf
https://doi.org/10.1093/WBRO/LKAB003
https://doi.org/10.1016/J.JADOHEALTH.2021.03.015
https://doi.org/10.4324/9780429030499
https://doi.org/10.4324/9780429030499


605

1 3

Was COVID‑19 an unexpected catalyst for more equitable learning…

Broerse, J. (2021, October 27). Missing out on PE during lockdowns means students will be playing 
catch-up. The Conversation. https:// theco nvers ation. com/ missi ng- out- on- pe- during- lockd owns- 
means- stude nts- will- be- playi ng- catch- up- 170101

Brown, N., te Riele, K., Shelley, B., & Woodroffe, J. (2020). Learning at home during COVID-19: Effects 
on vulnerable young Australians. https:// www. dese. gov. au/ system/ files/ doc/ other/ learn ing_ at_ 
home_ during_ covid_ 30042 020. pdf

Burgess, S., & Sievertsen, H. H. (2020). Schools, skills, and learning: The impact of COVID-19 on edu-
cation. VOX, CEPR Policy Portal. https:// voxeu. org/ artic le/ impact- covid- 19- educa tion

Catalano, A. J., Torff, B., & Anderson, K. S. (2021). Transitioning to online learning during the COVID-
19 pandemic: Differences in access and participation among students in disadvantaged school dis-
tricts. International Journal of Information and Learning Technology, 38(2), 258–270. https:// doi. 
org/ 10. 1108/ IJILT- 06- 2020- 0111/ FULL/ PDF

Cruickshank, V., Pill, S., & Mainsbridge, C. (2021). ‘Just do some physical activity’: Exploring experi-
ences of teaching physical education online during Covid-19. Issues in Educational Research, 31(1), 
76–93.

Department of Education Skills and Employment. (2019). The Alice Springs (Mparntwe) Education Dec-
laration. https:// www. dese. gov. au/ alice- sprin gs- mparn twe- educa tion- decla ration

Donnelly, R., & Patrinos, H. A. (2021). Learning loss during Covid-19: An early systematic review. Pros-
pects, 77, 1–9. https:// doi. org/ 10. 1007/ S11125- 021- 09582-6/ TABLES/3

Education Endowment Foundation. (2018). Teaching and Learning Toolkit & EEF Early Years Toolkit. 
https:// educa tione ndowm entfo undat ion. org. uk/ modals/ help/ proje cts/ the- eefs- months- progr ess- 
measu re/? bwf_ dp= t& bwf_ entry_ id= 1767& bwf_ token_ id= 817& bwf_ token= lZphM RCcCN 
AXoVb LoZdA ogCjb

Engzell, P., Frey, A., & Verhagen, M. D. (2021). Learning loss due to school closures during the COVID-
19 pandemic. Proceedings of the National Academy of Sciences of the United States of America. 
https:// doi. org/ 10. 1073/ PNAS. 20223 76118/-/ DCSUP PLEME NTAL

Fogarty, G. (2007). Research on the Progressive Achievement Tests and academic achievement in second-
ary schools. https:// resea rch. acer. edu. au/ ar_ misc/ 45/

Fray, L., Jaremus, F., Gore, J., & Harris, J. (2022a). Schooling upheaval during COVID-19: troubling 
consequences for students’ return to school. Australian Educational Researcher. https:// doi. org/ 10. 
1007/ S13384- 022- 00572-X/ TABLES/2

Fray, L., Jaremus, F., Gore, J. M., Miller, A., & Harris, J. (2022b). Under pressure and overlooked: the 
impact of COVID-19 on teachers in NSW public schools. Australian Educational Researcher. 
https:// doi. org/ 10. 1007/ S13384- 022- 00518-3

Gonski, D., Boston, K., Greiner, K., Lawrence, C., Scales, B., & Tannock, P. (2012). Review of Funding 
for Schooling Final Report December 2011 - Department of Education, Skills and Employment, 
Australian Government. https:// www. dese. gov. au/ school- fundi ng/ resou rces/ review- fundi ng- schoo 
ling- final- report- decem ber- 2011

Gore, J. M., Fray, L., Miller, A., Harris, J., & Taggart, W. (2021a). The impact of COVID-19 on stu-
dent learning in New South Wales primary schools: An empirical study. The Australian Educational 
Researcher. https:// doi. org/ 10. 1007/ S13384- 021- 00436-W

Gore, J. M., Miller, A., Fray, L., Harris, J., & Prieto, E. (2021b). Improving student achievement through 
professional development : Results from a randomised controlled trial of Quality Teaching Rounds. 
Teaching and Teacher Education, 101, 103297. https:// doi. org/ 10. 1016/j. tate. 2021. 103297

Haeck, C., & Larose, S. (2022b). What is the effect of school closures on learning in Canada? A hypoth-
esis informed by international data. Canadian Journal of Public Health. https:// doi. org/ 10. 17269/ 
S41997- 021- 00570-Z

Hammerstein, S., König, C., Dreisörner, T., & Frey, A. (2021). Effects of COVID-19 related school clo-
sures on student achievement: A systematic review. Frontiers in Psychology, 12, 4020. https:// doi. 
org/ 10. 3389/ fpsyg. 2021. 746289

Hampshire, A. (2020). Youth poverty in COVID-19 Australia. Committee for Economic Development of 
Australia. https:// www. ceda. com. au/ Digit al- hub/ Blogs/ CEDA- Blog/ April- 2020/ Youth- pover ty- in- 
COVID- 19- Austr alia

Hevia, F. J., Vergara-Lope, S., Velásquez-Durán, A., & Calderón, D. (2022). Estimation of the funda-
mental learning loss and learning poverty related to COVID-19 pandemic in Mexico. International 
Journal of Educational Development, 88, 102515. https:// doi. org/ 10. 1016/J. IJEDU DEV. 2021. 
102515

https://theconversation.com/missing-out-on-pe-during-lockdowns-means-students-will-be-playing-catch-up-170101
https://theconversation.com/missing-out-on-pe-during-lockdowns-means-students-will-be-playing-catch-up-170101
https://www.dese.gov.au/system/files/doc/other/learning_at_home_during_covid_30042020.pdf
https://www.dese.gov.au/system/files/doc/other/learning_at_home_during_covid_30042020.pdf
https://voxeu.org/article/impact-covid-19-education
https://doi.org/10.1108/IJILT-06-2020-0111/FULL/PDF
https://doi.org/10.1108/IJILT-06-2020-0111/FULL/PDF
https://www.dese.gov.au/alice-springs-mparntwe-education-declaration
https://doi.org/10.1007/S11125-021-09582-6/TABLES/3
https://educationendowmentfoundation.org.uk/modals/help/projects/the-eefs-months-progress-measure/?bwf_dp=t&bwf_entry_id=1767&bwf_token_id=817&bwf_token=lZphMRCcCNAXoVbLoZdAogCjb
https://educationendowmentfoundation.org.uk/modals/help/projects/the-eefs-months-progress-measure/?bwf_dp=t&bwf_entry_id=1767&bwf_token_id=817&bwf_token=lZphMRCcCNAXoVbLoZdAogCjb
https://educationendowmentfoundation.org.uk/modals/help/projects/the-eefs-months-progress-measure/?bwf_dp=t&bwf_entry_id=1767&bwf_token_id=817&bwf_token=lZphMRCcCNAXoVbLoZdAogCjb
https://doi.org/10.1073/PNAS.2022376118/-/DCSUPPLEMENTAL
https://research.acer.edu.au/ar_misc/45/
https://doi.org/10.1007/S13384-022-00572-X/TABLES/2
https://doi.org/10.1007/S13384-022-00572-X/TABLES/2
https://doi.org/10.1007/S13384-022-00518-3
https://www.dese.gov.au/school-funding/resources/review-funding-schooling-final-report-december-2011
https://www.dese.gov.au/school-funding/resources/review-funding-schooling-final-report-december-2011
https://doi.org/10.1007/S13384-021-00436-W
https://doi.org/10.1016/j.tate.2021.103297
https://doi.org/10.17269/S41997-021-00570-Z
https://doi.org/10.17269/S41997-021-00570-Z
https://doi.org/10.3389/fpsyg.2021.746289
https://doi.org/10.3389/fpsyg.2021.746289
https://www.ceda.com.au/Digital-hub/Blogs/CEDA-Blog/April-2020/Youth-poverty-in-COVID-19-Australia
https://www.ceda.com.au/Digital-hub/Blogs/CEDA-Blog/April-2020/Youth-poverty-in-COVID-19-Australia
https://doi.org/10.1016/J.IJEDUDEV.2021.102515
https://doi.org/10.1016/J.IJEDUDEV.2021.102515


606 A. Miller et al.

1 3

Kuhfeld, M., Soland, J., Tarasawa, B., Johnson, A., Ruzek, E., & Lewis, K. (2020a). How is COVID-
19 affecting student learning? Brown Center Chalkboard. https:// www. brook ings. edu/ blog/ brown- 
center- chalk board/ 2020a/ 12/ 03/ how- is- covid- 19- affec ting- stude nt- learn ing/

Kuhfeld, M., Soland, J., Tarasawa, B., Johnson, A., Ruzek, E., & Liu, J. (2020b). Projecting the poten-
tial impact of COVID-19 school closures on academic achievement. Educational Researcher, 
49(8), 549–565. https:// doi. org/ 10. 3102/ 00131 89X20 965918

Institute for Social Science Research [ISSR]. (2020). Learning through COVID-19: Maximising edu-
cational outcomes for Australia’s children and young people experiencing disadvantage. https:// 
issr. uq. edu. au/ Learn ing- throu gh- COVID- 19

Lewis, K., Kuhfeld, M., Ruzek, E., & Mceachin, A. (2021). Learning during COVID-19 : Reading and 
math achievement in the 2020–21 school year (Issue July). https:// www. nwea. org/ resea rch/ publi 
cation/ learn ing- during- covid- 19- readi ng- and- math- achie vement- in- the- 2020- 2021- school- year/

Lindsey, J., Stephanou, A., Urbach, D., & Sadler, A. (2010). Progressive achievement tests in math-
ematics (3rd ed.). Berlin: Australian Council for Educational Research.

Lyons, Z., Wilcox, H., Leung, L., & Dearsley, O. (2021). COVID-19 and the mental well-being of 
Australian medical students: Impact, concerns and coping strategies used. Australasian Psychia-
try, 28(6), 649–652. https:// doi. org/ 10. 1177/ 10398 56220 947945

Maldonado, J. E., De Witte, K., & Maldonado, J. (2020). The effect of school closures on standard-
ised student test outcomes. FEB Research Report Department of Economics, September, 20–48. 
https:// lirias. kuleu ven. be/ 31890 74

Meeter, M. (2021). Primary school mathematics during the COVID-19 pandemic: No evidence of 
learning gaps in adaptive practicing results. Trends in Neuroscience and Education, 25, 100163. 
https:// doi. org/ 10. 1016/J. TINE. 2021. 100163

Miller, A., Gore, J. M., Wallington, C., Harris, J., Prieto-rodriguez, E., & Smith, M. (2019). Improv-
ing student outcomes through professional development: Protocol for a cluster randomised con-
trolled trial of quality teaching rounds. International Journal of Educational Research, 98(May), 
146–158. https:// doi. org/ 10. 1016/j. ijer. 2019. 09. 002

Nathan, A., George, P., Ng, M., Wenden, E., Bai, P., Phiri, Z., & Christian, H. (2021). Impact of 
COVID-19 Restrictions on Western Australian Children’s Physical Activity and Screen Time. 
International Journal of Environmental Research and Public Health 2021, 18(5), 2583. https:// 
doi. org/ 10. 3390/ IJERP H1805 2583

NSW Department of Education. (2020). Check-in assessments - Years 3, 5 and 9. https:// www. cese. 
nsw. gov. au/ images/ stori es/ PDF/ Check- in- asses sment- AA. pdf

NSW Government. (2020a). New reading and numeracy assessment tool expanded. News. https:// 
educa tion. nsw. gov. au/ news/ latest- news/ new- readi ng- and- numer acy- asses sment- tool- expan ded

NSW Government. (2020b, October 20). All NSW public schools to benefit from internet upgrades. 
News. https:// educa tion. nsw. gov. au/ news/ latest- news/ all- nsw- public- schoo ls- to- benefi t- from- 
inter net- upgra des

NSW Government. (2020c, November 10). Free tutoring to support students. https:// www. nsw. gov. au/ 
media- relea ses/ free- tutor ing- to- suppo rt- stude nts

NSW Government. (2020d, November 17). $46.8 million to expand wellbeing nurses in schools pro-
gram. News. https:// educa tion. nsw. gov. au/ news/ latest- news/- 46-8- milli on- to- expand- wellb eing- 
nurses- in- schoo ls- progr am

NSW Government. (2021a, April 6). Time-saving hub for teachers. News. https:// educa tion. nsw. gov. 
au/ news/ latest- news/ time- saving- hub- for- teach ers

NSW Government. (2021b, August 19). Increased support for learning from home. News. https:// 
educa tion. nsw. gov. au/ news/ latest- news/ incre ased- suppo rt- for- learn ing- from- home

NSW Government. (2021c, September 20). Finale for a home-learning favourite. News. https:// educa 
tion. nsw. gov. au/ news/ latest- news/ finale- for-a- home- learn ing- favou rite

NSW Government. (2021d, October 18). Tutoring program extended as students return to 
school. https:// educa tion. nsw. gov. au/ news/ latest- news/ tutor ing- progr am- exten ded- as- stude 
nts- return- to- school

NSW Government. (2022). Master dataset: NSW government school locations and student enrolment 
numbers - Dataset - NSW Education Data Hub. https:// data. cese. nsw. gov. au/ data/ datas et/ nsw- 
public- schoo ls- master- datas et

OECD. (2018). Equity in education - Australia. Country Note. https:// doi. org/ 10. 1787/ 97892 64073 
234- en

https://www.brookings.edu/blog/brown-center-chalkboard/2020a/12/03/how-is-covid-19-affecting-student-learning/
https://www.brookings.edu/blog/brown-center-chalkboard/2020a/12/03/how-is-covid-19-affecting-student-learning/
https://doi.org/10.3102/0013189X20965918
https://issr.uq.edu.au/Learning-through-COVID-19
https://issr.uq.edu.au/Learning-through-COVID-19
https://www.nwea.org/research/publication/learning-during-covid-19-reading-and-math-achievement-in-the-2020-2021-school-year/
https://www.nwea.org/research/publication/learning-during-covid-19-reading-and-math-achievement-in-the-2020-2021-school-year/
https://doi.org/10.1177/1039856220947945
https://lirias.kuleuven.be/3189074
https://doi.org/10.1016/J.TINE.2021.100163
https://doi.org/10.1016/j.ijer.2019.09.002
https://doi.org/10.3390/IJERPH18052583
https://doi.org/10.3390/IJERPH18052583
https://www.cese.nsw.gov.au/images/stories/PDF/Check-in-assessment-AA.pdf
https://www.cese.nsw.gov.au/images/stories/PDF/Check-in-assessment-AA.pdf
https://education.nsw.gov.au/news/latest-news/new-reading-and-numeracy-assessment-tool-expanded
https://education.nsw.gov.au/news/latest-news/new-reading-and-numeracy-assessment-tool-expanded
https://education.nsw.gov.au/news/latest-news/all-nsw-public-schools-to-benefit-from-internet-upgrades
https://education.nsw.gov.au/news/latest-news/all-nsw-public-schools-to-benefit-from-internet-upgrades
https://www.nsw.gov.au/media-releases/free-tutoring-to-support-students
https://www.nsw.gov.au/media-releases/free-tutoring-to-support-students
https://education.nsw.gov.au/news/latest-news/-46-8-million-to-expand-wellbeing-nurses-in-schools-program
https://education.nsw.gov.au/news/latest-news/-46-8-million-to-expand-wellbeing-nurses-in-schools-program
https://education.nsw.gov.au/news/latest-news/time-saving-hub-for-teachers
https://education.nsw.gov.au/news/latest-news/time-saving-hub-for-teachers
https://education.nsw.gov.au/news/latest-news/increased-support-for-learning-from-home
https://education.nsw.gov.au/news/latest-news/increased-support-for-learning-from-home
https://education.nsw.gov.au/news/latest-news/finale-for-a-home-learning-favourite
https://education.nsw.gov.au/news/latest-news/finale-for-a-home-learning-favourite
https://education.nsw.gov.au/news/latest-news/tutoring-program-extended-as-students-return-to-school
https://education.nsw.gov.au/news/latest-news/tutoring-program-extended-as-students-return-to-school
https://data.cese.nsw.gov.au/data/dataset/nsw-public-schools-master-dataset
https://data.cese.nsw.gov.au/data/dataset/nsw-public-schools-master-dataset
https://doi.org/10.1787/9789264073234-en
https://doi.org/10.1787/9789264073234-en


607

1 3

Was COVID‑19 an unexpected catalyst for more equitable learning…

Patrinos, H., Vegas, E., & Carter-Rau, R. (2022). An analysis of COVID-19 student learning loss. https:// 
openk nowle dge. world bank. org/ handle/ 10986/ 37400

Psacharopoulos, G., Parinos, H. A., Collis, V., & Vegas, E. (2020). The COVID-19 cost of school clo-
sures. World Bank. Education for Global Development. https:// blogs. world bank. org/ educa tion/ 
covid- 19- cost- school- closu res

Reece, L. J., Owen, K., Foley, B., Rose, C., Bellew, B., & Bauman, A. (2021). Understanding the 
impact of COVID-19 on children’s physical activity levels in NSW. Australia. Health Promotion 
Journal of Australia, 32(2), 365–366. https:// doi. org/ 10. 1002/ HPJA. 436

Sahlberg, P. (2019, August 14). Australia must fix school inequity to create a top education system 
- ABC News. ABC News. https:// www. abc. net. au/ news/ 2019- 08- 14/ austr alia- must- fix- school- 
inequ ity- for- top- educa tion- system/ 11412 438

Schleicher, A. (2020). The long shadows of the education crisis. Teacher. https:// www. teach ermag 
azine. com. au/ colum nists/ andre as- schle icher/ the- long- shado ws- of- the- educa tion- crisis? utm_ 
source= Twitt er& utm_ medium= socia lmedi a& utm_ term= social

Schult, J., Mahler, N., Fauth, B., & Lindner, M. A. (2022). Did Students Learn Less During the 
COVID-19 Pandemic? Reading and mathematics competencies before and after the first pan-
demic wave Johannes. PstArXiv Preprints. https:// doi. org/ 10. 31234/ osf. io/ pqtgf

Sonnemann, J., & Goss, P. (2020). COVID catch-up: helping disadvantaged students close the equity 
gap. http:// www. gratt an. edu. au/.

Sonnemann, J., & Hunter, J. (2021, August 26). Early NAPLAN results show promise, but we don’t 
know the full impact of COVID school closures yet. The Conversation. https:// theco nvers ation. 
com/ early- naplan- resul ts- show- promi se- but- we- dont- know- the- full- impact- of- covid- school- 
closu res- yet- 166737

Tomasik, M. J., Helbling, L. A., & Moser, U. (2021). Educational gains of in-person vs distance learn-
ing in primary and secondary schools: A natural experiment during the COVID-19 pandemic 
school closures in Switzerland. International Journal of Psychology, 56(4), 566–576. https:// doi. 
org/ 10. 1002/ IJOP. 12728

Tudge, A. (2021, October 22). Roaring back: My priorities for schools as students return to class-
rooms | Ministers’ Media Centre. https:// minis ters. dese. gov. au/ tudge/ roari ng- back- my- prior ities- 
schoo ls- stude nts- return- class rooms

UNESCO. (2020). Reopening schools: When,where and how?. https:// en. unesco. org/ news/ reope ning- 
schoo ls- when- where- and- how

UNESCO, & International Association for the Evaluation of Educational Achievement. (2022). The 
impact of the COVID-19 pandemic on education: international evidence from the Responses to 
Educational Disruption Survey (REDS) (S. Meinck, J. Fraillon, & R. Strietholt (eds.)).

UNICEF Office of Research. (2018). An Unfair Start. In UNICEF Office of Research - Innocenti (p. 
52). UNICEF Office of Research – Innocenti. www. unicef- irc. org

UNICEF. (2021, August 11). Parents push back on homeschooling amid support for child vaccina-
tions. https:// www. unicef. org. au/ about- us/ media/ august- 2021/ austr alian- paren ts- covid- survey

UNICEF. (2022, January 24). COVID:19 Scale of education loss ‘nearly insurmountable’, warns 
UNICEF. https:// www. unicef. org/ press- relea ses/ covid 19- scale- educa tion- loss- nearly- insur mount 
able- warns- unicef

Victorian Government. (2022). Tutor Learning Initiative . https:// www. vic. gov. au/ tutor- learn ing- initi 
ative

Zyngier, D. (2012, May 29). The great equity debate: a fair go for Australian schools. The Conversa-
tion. https:// theco nvers ation. com/ the- great- equity- debate- a- fair- go- for- austr alian- schoo ls- 5609

Publisher’s Note Springer Nature remains neutral with regard to jurisdictional claims in published 
maps and institutional affiliations.

Andrew Miller  is a Senior Lecturer in Education and Deputy Director of the Teachers and Teaching 
Research Centre. With substantial expertise in quantitative research, he is focused on securing optimal 
development of children and young people in both physical and academic settings and finding innovative 
and practical ways to improve these outcomes at scale.

https://openknowledge.worldbank.org/handle/10986/37400
https://openknowledge.worldbank.org/handle/10986/37400
https://blogs.worldbank.org/education/covid-19-cost-school-closures
https://blogs.worldbank.org/education/covid-19-cost-school-closures
https://doi.org/10.1002/HPJA.436
https://www.abc.net.au/news/2019-08-14/australia-must-fix-school-inequity-for-top-education-system/11412438
https://www.abc.net.au/news/2019-08-14/australia-must-fix-school-inequity-for-top-education-system/11412438
https://www.teachermagazine.com.au/columnists/andreas-schleicher/the-long-shadows-of-the-education-crisis?utm_source=Twitter&utm_medium=socialmedia&utm_term=social
https://www.teachermagazine.com.au/columnists/andreas-schleicher/the-long-shadows-of-the-education-crisis?utm_source=Twitter&utm_medium=socialmedia&utm_term=social
https://www.teachermagazine.com.au/columnists/andreas-schleicher/the-long-shadows-of-the-education-crisis?utm_source=Twitter&utm_medium=socialmedia&utm_term=social
https://doi.org/10.31234/osf.io/pqtgf
http://www.grattan.edu.au/
https://theconversation.com/early-naplan-results-show-promise-but-we-dont-know-the-full-impact-of-covid-school-closures-yet-166737
https://theconversation.com/early-naplan-results-show-promise-but-we-dont-know-the-full-impact-of-covid-school-closures-yet-166737
https://theconversation.com/early-naplan-results-show-promise-but-we-dont-know-the-full-impact-of-covid-school-closures-yet-166737
https://doi.org/10.1002/IJOP.12728
https://doi.org/10.1002/IJOP.12728
https://ministers.dese.gov.au/tudge/roaring-back-my-priorities-schools-students-return-classrooms
https://ministers.dese.gov.au/tudge/roaring-back-my-priorities-schools-students-return-classrooms
https://en.unesco.org/news/reopening-schools-when-where-and-how
https://en.unesco.org/news/reopening-schools-when-where-and-how
http://www.unicef-irc.org
https://www.unicef.org.au/about-us/media/august-2021/australian-parents-covid-survey
https://www.unicef.org/press-releases/covid19-scale-education-loss-nearly-insurmountable-warns-unicef
https://www.unicef.org/press-releases/covid19-scale-education-loss-nearly-insurmountable-warns-unicef
https://www.vic.gov.au/tutor-learning-initiative
https://www.vic.gov.au/tutor-learning-initiative
https://theconversation.com/the-great-equity-debate-a-fair-go-for-australian-schools-5609


608 A. Miller et al.

1 3

Leanne Fray  is a Senior Lecturer  in Education. As a former teacher, she has extensive experience in 
qualitative and mixed methods research and has previously worked on research projects across such dis-
ciplines as health, education, and social science. Her research interests include improving student access 
and participation in post-secondary education.

Jennifer Gore  is a Laureate Professor in Education and Director of the Teachers and Teaching Research 
Centre. Her educational and research interests have consistently centred on quality and equity, ranging 
across such topics as reform in teacher education, pedagogical change, and professional development.


	Was COVID-19 an unexpected catalyst for more equitable learning outcomes? A comparative analysis after two years of disrupted schooling in Australian primary schools
	Abstract
	Introduction
	Australian school students and COVID-19 school closures

	Government boosts to schooling
	Methodology
	Student achievement
	Index of community socio-educational advantage
	Sample and analysis
	Cohort demographics

	Results
	Student achievement in mathematics
	Student achievement in reading

	Discussion
	Unexpected results
	COVID-19 as a catalyst for greater equity
	Limitations

	Conclusion
	Acknowledgements 
	References




