
Journal of Online Learning Research (2022) 8(2), 163-180

Enrollment Timing in Supplementary Online Courses: 
Do Students Who Enroll On-Time  
Have Better Course Outcomes?

JACQUELINE ZWEIG
Education Development Center

jzweig@edc.org

ERIN STAFFORD
Education Development Center

estafford@edc.org

MAKOTO HANITA
Education Development Center

mhanita@edc.org

Even prior to the COVID-19 pandemic, high school students 
across the United States were enrolling in online courses at 
increasing rates. As a result of pandemic related school clo-
sures, even more schools enrolled students in supplementary 
online courses as a method for delivering instruction during 
emergency remote learning. Despite enrollment increases in 
online courses for high school students, many questions re-
main about how to provide effective instruction virtually and 
the structures and supports that facilitate student success in 
their online courses. While previous studies have examined 
predictors of student success in online courses, there is less 
research on the influence of the enrollment process (e.g., 
which students enroll, who enrolls them, and when they are 
enrolled) on student outcomes. To fill this gap, this correla-
tional study examines when students enroll in supplemental 
online high school courses and whether the timing of enroll-
ment in an online course (i.e., prior to a semester, at the start 
of a semester, or during a semester already in progress) re-
lates to students’ subsequent course outcomes. The findings 
suggest that students who enroll on-time are more likely to 
complete their online courses than students who enroll late. 
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Even before the COVID-19 pandemic, high school students across the 
United States were enrolling in online courses at increasing rates (Digital 
Learning Collaborative, 2022; Gemin & Pape, 2017). For example, in the 
2019-2020 school year, 23 states had state virtual schools supporting one 
million supplemental online course enrollments (Digital Learning Collab-
orative, 2022). As a result of pandemic-related school closures, even more 
schools enrolled students in supplementary online courses as a method for 
delivering instruction during emergency remote learning. According to the 
Center for Reinventing Public Education’s (CPRE’s) database of 100 large 
and urban districts’ plans for remote learning, 39 districts had a virtual acad-
emy option as part of their 2020 reopening plans (CPRE, 2021). Although 
most schools returned to face-to-face instruction by the 2021-2022 school 
year, many students planned to continue enrolling in online courses to sup-
plement or supplant their face-to-face instruction (Gewertz, 2021).

Despite enrollment increases in online courses, many questions remain 
about how to provide effective instruction virtually and about the structures 
and supports that facilitate student success in their online courses. Although 
previous studies have examined predictors of student success in online 
courses, such as prior academic achievement, login activity, and attempts to 
complete assignments (Heinrich et al., 2019; Hung et al., 2020; Kwon et al., 
2019; Pazzaglia et al., 2016), there is minimal research on the influence of 
the enrollment process (e.g., which students enroll, who enrolls them, and 
when they are enrolled) on student outcomes. To fill this gap, this study ex-
amined when students enrolled and whether the timing of enrollment in an 
online high school course (i.e., prior to a semester, at the start of a semes-
ter, or during a semester already in progress) related to students’ course out-
comes. 

This area of research is particularly important in supplemental online 
courses because students enroll in courses for a variety of reasons. For ex-
ample, students may need to recover credits for a course that they previous-
ly failed, or a scheduling conflict may preclude a student from taking a spe-
cific course at their brick-and-mortar school. Students may also take online 
courses to fulfill their state’s requirement for an online learning experience, 
or a qualified teacher may not be available to teach a particular course for 
example, Advanced Placement or Career and Technical Education (Archam-
bault & Kennedy, 2017; Rickles et al., 2018). It could also be that a teacher 
unexpectedly leaves the position, and the school turns to an online course 
to fill the teaching gap. Other students may enroll in online courses because 
they took some online courses during the pandemic and learned that they 
prefer that environment, citing the benefits of flexibility or reduced anxiety 
around learning (Abramson, 2021). Thus, when students enroll during the 
semester can vary significantly, which may influence how they perform, 
even in primarily self-paced courses. 
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Online courses are often seen as a way for students to have agency in 
their learning experiences and can be used to meet the diverse needs of 
students. This philosophy of “any time, any place, any path, any pace” 
as described by the National Association of School Boards of Education 
(NASBE, 2001) resonates with many students and schools when students 
purposefully choose a virtual learning environment or when face-to-face 
instruction is not possible because of any of the reasons described above 
(Cavanaugh & Johnston, 2003; U.S. Department of Education, 2010). How-
ever, there is insufficient research on whether the promise of “any time, any 
place, any path, any pace” (NASBE, 2001) holds true. This study examined 
a specific aspect of “any time” and looks at whether timing of enrollment 
influences students’ outcomes.

LITERATURE REVIEW

An online course is a “series of structured learning engagements aligned 
to state standards and delivered over the internet that allow learners to dem-
onstrate mastery of a defined skill set” (Virtual Leadership Alliance, 2021, 
p. 9), where most instruction occurs asynchronously. Supplemental on-
line courses refer to online courses taken by students in brick-and-mortar 
schools to augment their course schedule for a variety of reasons, as not-
ed above. The use of supplemental online courses has grown over several 
years. According to the National Assessment of Educational Progress, 18% 
of grade 12 students in public schools across the United States in 2015 re-
ported taking an online English course for credit; in 2019, the percentage 
increased to 29% (U.S. Department of Education, 2015, 2019). With the 
advent of COVID-19, nearly 93% of people in households with school-age 
children reported their children engaged in some form of distance learn-
ing from home (McElrath, 2020). For some schools, that distance learning 
meant utilizing online courses, particularly for students in high school.

State of Online Learning Research

Despite the widespread use of online courses, there is not enough evi-
dence about how to most successfully deliver online courses to improve stu-
dent outcomes. As stated in the What Works Clearinghouse (WWC) rapid 
evidence review, “There are simply not enough high-quality program evalu-
ations, especially randomized controlled trials, conducted in the field of dis-
tance learning. This is true for all the program types, age groups, and out-
comes we examined” (Sahni et al., 2021, p. 12). Four programs met WWC 
Group Design Standards Without Reservations and Every Student Succeeds 
Act (ESSA) Tier 1 rating requirements, and only one of them focused on 
online courses: Online Algebra 1 (Sahni et al., 2021). 
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 There is, however, a growing body of correlational and experimental 
research on online course design and supports for students. For course de-
sign, some of the features studied include types of prompts, content, assign-
ments, and format of feedback and communication (Cavalcanti et al., 2021; 
Huang et al., 2015; Kwon, 2019; Lin et al., 2016; Máñez et al., 2019; Mc-
Guire et al., 2017; Meyer et al., 2010; Zheng et al., 2020). For student sup-
ports, there is evidence to suggest that students who have mentors—brick-
and-mortar school staff assigned to assist online students—may have bet-
ter online courses outcomes (Borup & Stimson, 2017; Hannum et al., 2008; 
Irvin et al., 2009; Taylor et al., 2016). An orientation is another support that 
virtual schools often considered a best practice. However, a recent study 
found no significant differences in course outcomes between first-time on-
line students assigned the orientation and those who had access to the typi-
cal supports (Zweig et al., 2021), though timing of enrollment moderated 
the impact.

Other studies sought to identify predictors of students’ success in online 
courses. For example, students’ grades, prior course failure, or suspensions 
in the prior school year, as well as whether they were enrolled in a credit 
recovery course, were all associated with students’ academic outcomes in 
online courses (e.g., Hart et al., 2019; Heinrich et al., 2019; Kwon, 2019; 
Stevens et al., 2016). Student engagement is also seen as an important pre-
dictor—students who engaged in an online course for 2 or more hours per 
week had better course outcomes than students who engaged for fewer than 
2 hours per week (Pazzaglia et al., 2016). A similar relationship between 
higher engagement and improved student outcomes was found in a study in 
Chicago (Heinrich et al., 2019) and in Michigan (Kwon et al., 2019). In the 
latter case, persistent attempts to complete course tasks week by week was 
the most powerful success factor for students in online courses. Other stud-
ies found similar results using clickstream data to predict student outcomes 
(e.g., Li et al., 2020).

Enrollment Timing

The current study adds to this growing body of research about predictors 
for student success and student support systems by examining enrollment 
timing. In research focused on postsecondary education, late enrollment 
in online courses is associated with negative outcomes for students (Lim, 
2016; Pathak, 2019; Tompkins et al., 2019). These findings were replicated 
in a small number of studies focused on online courses for middle school 
and high school students (Ranzolin, 2015; Ricker et al., 2020) and in face-
to-face courses in the literature on student mobility (e.g., Welsh, 2017). Us-
ing data from Scout from the University of California, which offers supple-
mental online courses to middle and high school students, the study found 
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that students who registered on-time were more likely to earn a higher grade 
than students who registered late. Despite those differences, approximately 
58% of students who registered over 2 weeks late passed their course (Ran-
zolin, 2015). This finding was replicated in another study examining data on 
414 students in an online English course. Late enrollment was negatively 
associated with students’ final course scores (Ricker et al., 2020). 

The current study builds on these findings by analyzing a large sample of 
over eight thousand students, being inclusive of many course subject areas, 
and focusing on course completion. Timing of enrollment is also operation-
alized in more than one way—as categorical (on-time or not) and contin-
uous (days between enrollment and course start dates). By adding to this 
nascent research base, this study provides actionable evidence for virtual 
school administrators, brick-and-mortar school staff, and families as they 
make decisions about the “any time” aspect of online learning.

METHODS

Research Design

This study addressed two research questions using data on students en-
rolled in supplemental online high school courses:

(1)   Were students who enrolled on-time more likely to complete their on-
line courses than students who enrolled late?

(2)  What was the relationship between when students enrolled and their 
online course outcomes?

These questions were addressed descriptively and through regression mod-
eling. We first compared online course outcomes for students who enrolled 
on-time (i.e., before the course start date) to those who enrolled late (i.e., on 
or after the course start date; Research Question 1). For a secondary analy-
sis, we replaced the dichotomous treatment condition variable (on-time en-
rollment) with the number of days lapsed since the course start date and re-
peated the analyses (Research Question 2). 

Setting

 This study used deidentified secondary data from a large state virtual 
school in the Midwest. State virtual schools are typically created by legisla-
tion or state-level agencies and provide online courses to schools (Digital 
Learning Collaborative, 2022). In this case, the state virtual school was cre-
ated by legislation. Online courses provided by state virtual schools are of-
ten teacher-led, typically by teachers certified in the state. The content may 
be developed by the state virtual school, or the school may license content 
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from other external providers (Digital Learning Collaborative, 2022). This 
state virtual school, like most virtual schools that provide supplemental on-
line courses, does not operate as a typical public school; for example, stu-
dents do not earn diplomas through the virtual school, and teachers do not 
assign course grades on students’ official transcripts. Instead, online teach-
ers suggest grades and provide information about points earned to an educa-
tor in the brick-and-mortal school, who then assigns the final course grade.

Sample

The sample included 8,256 students in the state virtual school in fall 
2018 who were enrolled in over 450 supplemental high school online cours-
es. Approximately three quarters of students were enrolled in a core course. 
Core courses are part of the core academic curriculum, including mathe-
matics, English language arts, science, social studies, and world language. 
Non-core courses include courses such as physical education or electives. 
For students who were enrolled in more than one online course, only one of 
their courses was randomly selected for inclusion in the analysis. By ran-
domly selecting a course, the analytic sample is not biased in terms of tim-
ing of enrollment or student motivation for the course.

Data and Variables

The analyses for this study utilized data from the state virtual school, 
which included data related to student enrollment in the online course, such 
as date of enrollment, course start date, and the subject area of the course. 
The data also had corresponding course activity, such as points earned, 
points attempted, and course grade. Because the data were from the state 
virtual school, they did not have many of the student characteristic variables 
that are typically in analyses of educational outcomes, such as demograph-
ics, prior test scores, eligibility for services, or free/reduced price lunch. 

The main explanatory variable is an indicator for on-time enrollment, 
equal to one if the student enrolled in the course prior to the course start 
date or zero if the student enrolled on or after the course start date. Stu-
dents who enrolled on the course start date were considered late, because 
these students would not have had time to complete the orientation materi-
als before their class began. There were three possible course start dates for 
students enrolled in courses in fall 2018: August 20, August 27, and Sep-
tember 4. For each start date, students could enroll in a course prior to the 
course start date and up until approximately 4 weeks after the course start 
date, which was near the end of the grace period for dropping courses. The 
semester was approximately 21 weeks and ended in February 2019. Forty-
seven percent of students enrolled on-time (see Table 1).
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Table 1
Sample Characteristics

Characteristic N %
On-time enrollment 3,915 47.4

Core course 6,048 73.3

Subject area

Mathematics and science 1,363 16.5

World languages 2,701 32.7

English language arts 471 5.7

  Other 3,721 45.1

Enrollment timing

  Prior to course start date 3,915 47.4

  On course start date 996 12.1

  After course start date 3,345 40.5

Course outcome

  Completed online course 6,131 74.3

  Dropped course during grace period 819 9.9

  Did not complete the course 1,306 15.8

N 8,256 100.0

As a secondary analysis, this study also examined the relationship be-
tween the number of days lapsed since the course start date and students’ 
course outcomes. The number of days lapsed was equal to the number of 
days between when a student enrolled in the course and the course start 
date. If a student enrolled on the start date, the variable would have a value 
of zero, 10 days before would be -10, and 10 days after would be 10. On av-
erage, students enrolled 1.7 days before the course start date, with a range of 
15 days before to 28 days after the course start date.

The outcome variable was course completion status, which was opera-
tionalized as a categorical variable based on their grade earned: completed 
course, did not complete the course (i.e., dropped after the grace period or 
failed), and dropped during the grace period. A course was considered com-
plete if the grade earned was greater than or equal to 60%. Course failure 
occurred when the grade earned was less than 60% and the student did not 
drop out during the 3-week grace period. Seventy-four percent of students 
completed the online course, 10% dropped the course during the grace peri-
od, and 16% did not complete the course. The study had no attrition because 
this study included all students, even if they dropped the course.
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Data Analysis

We first produced descriptive statistics for each of the key data elements 
and examined whether there were differences in the types of courses for 
students who were enrolled on-time compared to those who were enrolled 
late. For the first research question, we then produced a cross-tabulation be-
tween enrollment timing and course outcomes to examine descriptively the 
relationship between timing of enrollment and course outcomes (results are 
in Figure 1). We then estimated the relationship between timing of enroll-
ment and students’ course outcomes using a multinomial logistic regression 
because the outcome variable was categorical. Specifically, the outcome 
variable was course completion status, which, as noted above, was opera-
tionalized as the following: completed course, did not complete the course 
(i.e., dropped after the grace period or failed), and dropped during the grace 
period. The main explanatory variable for the first research question, which 
could be thought of as an indicator of treatment status, is on-time enroll-
ment. The standard errors were clustered by section because teachers exert 
idiosyncratic effects on student outcomes through several factors, such as 
different approaches to instruction or feedback, and students from multiple 
schools enrolled in a section of an online course taught by the same online 
teacher. The models control for core course (i.e., mathematics, English lan-
guage arts, social studies, science, and world language) and an indicator of 
whether a student was assigned an orientation course because these data 
were used in a prior study of the orientation (Zweig et al. 2021).

For the second research question, the main explanatory variable is a con-
tinuous variable equal to the days lapsed between the enrollment date and 
the course start date. As we did for Research Question 1, we examined the 
relationship between days lapsed and course completion descriptively and 
then used a regression model to confirm the patterns. To examine the re-
lationship descriptively, we categorized days lapsed into seven groups of 
5-day increments from more than 10 days before to more than 10 days after 
the course start date, and then we calculated the percentage of students who 
completed the course for each group (results in Figure 2). We estimated the 
relationship between days lapsed and course outcomes using the same mul-
tinomial logistic regression as in Research Question 1 but replaced on-time 
enrollment (a binary variable) with days lapsed (a continuous variable).
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RESULTS

Baseline
As noted above, the data for this study did not include information about 

student demographic, socioeconomic, or academic characteristics. Thus, we 
examined the types of courses that students enrolled in as a student back-
ground variable. Core course was selected because it is associated with the 
course outcome variable χ2 (2, N = 8,256) = 44.5 p <.01. The differences 
in the percentage of students taking core courses by enrollment timing was 
statistically significantly, χ2 (2, N = 8,256) = 45.2 p <.01. The percentage of 
students enrolled in core courses was higher for students who enrolled on-
time (77%) than for those who enrolled late (70%). Because the effect sizes 
for differences in enrollment in core courses was greater than .05, it was in-
cluded as a covariate in the regression models (see Table 2). 

Research Question 1: Were Students Who Enrolled On-time More Likely to 
Complete their Online Courses than Students who Enrolled Late?

Results from the descriptive and correlational analyses indicated that stu-
dents who enrolled on-time were more likely to complete their courses than 
students who enrolled late. The descriptive analysis showed 79% of students 
who enrolled on-time completed their courses compared to 70% who en-
rolled late (see Figure 1). Using the formula for Cox’s index (WWC 4.1 stan-
dards), the resulting effect size of d = 0.289 is considered a medium effect 
according to Cohen’s benchmarks, and large according to newer approaches 
(Kraft, 2019). To put that effect size into context, student achievement im-
proves about 0.40 standard deviations or less over the course of an academic 
year (Bloom et al., 2008; Kraft, 2020).

Figure 1. Course Outcomes by Enrollment Timing.
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The regression results confirmed these findings. With relative risk ratios 
(RRRs) for on-time enrollment below 1 and statistically significant, there 
was a significant reduction in the risk of a student dropping the course as 
opposed to completing the course if they enrolled in an online course on-
time (see Table 2). For on-time versus late enrollers, the relative risk of not 
completing the course compared to completing the course would be ex-
pected to decrease by a factor of 0.56. For on-time versus late enrollers, the 
relative risk of dropping during the grace period compared to completing 
the course would be expected to decrease by a factor of 0.73. The estimate 
in the model with control variables remained statistically significant and 
was of similar magnitude. That is, if a student were to enroll on-time, they 
may be more likely to complete the course. It important to keep in mind 
that these are correlational results and is an initial step toward more rigor-
ous causal research.

Table 2
Relationship Between On-time Enrollment and Course Outcomes (Base = Completed the Course)

Course outcome Model 1 Model 2
RRR SE RRR SE

Did not complete the course

Enrolled on-time 0.56** .061 0.51** .064

Orientation 1.04 .082

Orientation x enrolled on-time 1.14 .162

Core course 1.73** .195

Constant 0.27** .020 0.18** .019

Dropped during the grace period

Enrolled on-time 0.73** .064 .68** .077

Orientation 1.10 .110

Orientation x enrolled on-time 1.12 .161

Core course 1.17 .131

Constant 0.15** .010 0.13 .014

Note. N = 8,256. RRR = Relative risk ratio. Referent outcome is completed the course. 

Model 1 Pseudo R2 = .007. Model 2 Pseudo R2 = .013.

 **p < .01. *p < .05. +p < .1.
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Research Question 2: What was the Relationship Between When Students 
Enrolled and their Online Course Outcomes?

Descriptively, the percentage of students who completed their online course 
was highest for students who enrolled in their online course far in advance, 
and the percentage steadily declined as students enrolled later into the se-
mester. That is, 82% of students who enrolled more than 10 days before the 
course start date completed their course compared to 62% who enrolled 10 
or more days after the course start date (see Figure 2). 

Figure 2. Course Completion by Days Lapsed Between Enrollment and 
Course Start Date.

The regression results confirmed these trends. The relative risk of not 
completing the course increased for each additional day that a student en-
rolled after the course start date (see Table 3). In these models, all com-
parisons were being made to completing the course. For each additional 
day, the relative risk of not completing the course compared to completing 
the course would be expected to increase by a factor of 1.06 (see Table 3, 
Model 1). For each additional day, the relative risk of dropping during the 
grace period (as compared to completing the course) would be expected 
to increase by a factor of 1.02. These relationships held regardless of the 
controls used in the models. In general, the results indicate that we would 
expect that a student who enrolls earlier to be more likely to complete the 
course. 
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Table 3
Relationship Between Lapsed Days and Course Outcomes (Base = Completed the Course)

Course outcome Model 1 Model 2
RRR SE RRR SE

Did not complete the course

  Lapsed days 1.06** .010 1.06** .008

Orientation 1.08 .068

  Orientation x lapsed days 1.00 .009

  Core course 1.74** .197

Constant .22** .012 0.14** .014

Dropped during the grace period

  Lapsed days 1.02** .007 1.02** .008

  Orientation 1.13 .091

  Orientation x lapsed days 0.99 .010

  Core course 1.15 .128

  Constant .14** .007 0.12** .012

Note. N = 8,256. RRR = Relative risk ratio. Referent outcome is completed the course. 

Model 1 Pseudo R2 = .011. Model 2 Pseudo R2 = .007. 

**p < .01. *p < .05. +p < .1.  

Limitations

There are two key limitations of this study. The first is a lack of student 
background characteristics, which the state virtual school did not collect 
from students or schools. However, in a previously published report using 
a subsample of 1,781 first-time online learners, where demographic and pri-
or academic achievement data could be merged from the state longitudinal 
data system, the relationship between enrollment timing and course comple-
tion remained (see Zweig et al., 2021). 

The second limitation is that students were not randomly assigned to en-
roll early or late, meaning that it is not possible to know whether enrollment 
timing is causing the course outcomes or if there is an unknown factor that 
may influence both enrollment timing and course outcomes. For example, 
it could be that the reason students take an online course is related to their 
enrollment timing and course outcomes. However, many school counselors 
enrolled students in batches, rather than individually indicating that timing 
of enrollment may be exogenous to students’ reasons for enrolling in online 
courses. More rigorous research is needed to draw causal conclusions.
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DISCUSSION

Despite the increased prominence of online learning in K-12 education, 
few studies have examined factors beyond student characteristics, course 
design, and measures of engagement that influence course completion. The 
results from this study add to the body of research indicating that enroll-
ment timing matters for students (e.g., Ranzolin, 2015; Ricker et al., 2020); 
students are more likely to complete their online courses if they enroll on-
time. As such, beyond the state being studied here, the results will be of in-
terest nationally and, most specifically, to school decision-makers who of-
fer students the opportunity to take online coursework and make decisions 
related to enrollment timing. This may be particularly important for schools 
with students from historically marginalized backgrounds, who make up a 
larger share of the students who are seeking to continue with remote learn-
ing (Gewertz, 2021). Understanding how to effectively provide online 
learning options, develop implementation policies, and support students in 
their courses are critical aspects of providing equitable access to high-qual-
ity education.

The results of this study suggest that virtual schools, or other online 
learning program providers, and brick-and-mortar school staff, who most 
often complete the enrollment process for students, should consider how 
long after a course start date a student should still be enrolled. For exam-
ple, they could separate course add and drop dates and consider whether 
the last date to be added to a course should be different from the date one 
could drop the course. Parents are also an integral part of supporting stu-
dents in online courses (e.g., Keaton & Gilbert, 2020; Ricker et al., 2021) 
and should be aware of the potential benefits of on-time enrollment in on-
line courses.

Since students and their families turn to online courses for a variety of 
reasons (e.g., graduation requirements, course not offered at their school), 
it may be important for online learning programs to consider those reasons 
when communicating enrollment dates and identifying possible supports. 
For example, school counselors can work with students who are taking an 
online course as part of a graduation requirement or because the course is 
not offered in their school to decide on their online courses early, which 
would allow them to enroll prior to the beginning of the school year. Oth-
er students turn to online learning because they are not on track to gradu-
ate, because they need to recover credits for courses that they previously 
failed, or because their traditional brick-and-mortar school is not meeting 
their needs (Archambault & Kennedy, 2017; Digital Learning Collabora-
tive, 2022; Hart et al., 2019; Tonks et al., 2020; Tonks et al., 2021; Waters et 
al., 2018; Woodworth et al., 2015). It may be particularly important for par-
ents and school counselors to enroll these students on-time to give students  
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sufficient time to understand course expectations and the course environ-
ment. However, parents and school counselors may have to balance the ben-
efits of on-time enrollment with the urgency with which students may need 
to switch to an online environment, even after a course has started.

Second, both online learning program providers and brick-and-mortar 
school staff should consider what supports students who enroll in a course 
late may need to be successful. In our prior research, we found that an ori-
entation may not benefit students, particularly those who enroll later (Zweig 
et al., 2021). It is possible that other supports, such as on-site mentors, 
could play a role in supporting student success (Borup & Stimson, 2017; 
Hannum et al., 2008; Irvin et al., 2009; Taylor et al., 2016). 

This study also raises many questions for future research, such as exam-
ining why students are enrolled after course start dates, understanding bet-
ter who decides to enroll students in online courses (e.g., students, school 
staff, parents), and determining empirically the ideal cut-off dates for enroll-
ing in online courses and whether that depends on the course type. Enroll-
ment timing could be acting as a proxy for other school or student charac-
teristics that may influence course outcomes. Future research could examine 
whether the relationship between enrollment timing and course outcomes is 
moderated by student characteristics (e.g., students with disabilities, prior 
academic performance, students’ previous experience with online courses). 
Further, more research could be done in combination with changes in en-
rollment practices for example, do individual counseling and enrollment im-
prove outcomes more than batch enrollments based on requests? 

The findings in this study may also intersect with research about pace of 
instruction and length of time to complete courses. For example, Allday and 
Allday (2011) found that the pace of instruction that students chose (i.e., 
traditional, extended, or accelerated) related to course outcomes; students 
with extended time had lower final grades. The pace selection was similar 
for those with and without disabilities. Further research on the relationship 
among these components of “any time” and “any pace” could help identify 
ways to better set up students for success. 

CONCLUSION

This study only examined one aspect of “any time, any place, any path, 
any place” and more is to be learned about effectively delivering online 
courses and understanding whether the research matches the promise. Yet 
this study does provide initial evidence about how enrollment timing influ-
ences students’ course outcomes. These results raise questions for adminis-
trators, school staff, parents, and researchers whose answers could help stu-
dents be more successful in supplemental online courses. 
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