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Abstract: Distance and online learning (DOL) is becoming a must for university education in times of pandemic. In this 
context, it is important to take into account the factors that can influence students’ perseverance in, or dropout 
from, university studies. Not all of these factors are unanimously accepted in DOL research. This study, of 
791 undergraduate students in 2018-19 enrolled in a francophone DOL institution, concludes that the factors 
influencing dropout from DOL are as much related to the personal characteristics of the students and to their 
learning strategies as to the pedagogical design of the course.  

1 INTRODUCTION 

Distance and Online Learning (DOL), which had 
become an important course offering component for 
higher education institutions before the current 
pandemic, is now a crucial way for their students to 
complete their studies. However, research indicates 
that the dropout rate for DOL students is higher than 
for on-campus students (Fortin, Joanis, & Ragued, 
2019).   

Longstanding research on university dropouts has 
mainly studied on-campus learning, identifying 
multiple conditions likely to influence student 
attrition, including student-related factors, 
environmental factors, and course and program-
related factors (Sauvé, Papi, Gérin-Lajoie, & 
Desjardins, 2020).  

Research on DOL has identified variables that are 
similar to those for on-campus learning but with 
effects that differ in importance (Facchin & Boisvert, 
2019; Li, & Wong, 2019). Moreover, these studies 
often consider only a few of the many dimensions 
influencing a student's life and path (McDougall, 
2019). No scholar has examined all relevant factors, 
although they have recommended doing so when their 
results were not significant.   

For this study, we hypothesized that the learner's 
decision to interrupt his or her DOL studies is the 
result of a complex process that cannot be attributed 
to a single cause, but rather to a set of factors whose 
weights vary according to the learner's 
characteristics. Based on this hypothesis, we 
formulated the following question: "Are there 
associations between students’ background and 
academic characteristics, the environment in which 
they are studying, their learning strategies, the ways 
in which their courses are organized, and their 
decision to drop a course or not to re-enroll after two 
sessions of undergraduate studies?  

To answer this question, we analyzed the 
respective associations between students' dropping 
out and their socio-demographic characteristics (e.g., 
age, gender, marital status, family situation, mother 
tongue, citizenship), academic variables (e.g., study 
regime, parental education, distance from home, 
disability), environmental characteristics (e.g., 
support from family and friends, financial and work 
situations), learning strategies, and pedagogical 
organization of their DOL courses.  

We begin this paper with a brief review of the 
DOL literature on variables found to be associated 
with dropping out of university courses or of school 
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altogether. We then present the methodology and 
results of the study. 

2 DROPPING OUT OF DOL 

Although dropping out of university is an important 
issue, data on DOL dropout rates are not consistently 
published by Canadian universities. Most studies 
indicate that student perseverance is lower in distance 
education than in face-to-face learning (Sauvé et al., 
2020).  

Reported DOL dropout rates can vary greatly, 
depending on the definitions on which they are based 
and whether they relate to programs or courses, the 
time of data collection, the time period studied, and, 
the calculation methods used. As a result, authors 
have suggested that the DOL dropout rate varies from 
25% to 40% (Bistodeau, & Mottet, 2017; Bonin, 
2018). 

Similarly, limited data are available on dropout 
rates for individual DOL university courses. Xu, & 
Jaggars (2011) indicate rates of 8% to 14% while 
Paquelin (2016) finds that 9.5% of distance students 
drop out, compared to 5.3% of on-campus students.  

3 VARIABLES ASSOCIATED 
WITH DROPPING OUT 

Much of the research on university dropouts uses 
socio-demographic and academic variables to 
describe study populations. Some studies examine 
these variables in relation to dimensions such as 
learning strategies, environmental conditions or the 
DOL learning environment (Audet, 2008; Lee, Choi, 
& Kim, 2013). To better identify associations with 
student attrition, we selected the variables that seem 
to have the greatest impact on dropping out of DOL, 
as follows. 

3.1 Socio-demographic Variables 

Age. Stone (2017) reports DOL studies in which older 
age is correlated with success in distance education, 
perhaps due to greater maturity and self-regulation. 
Conversely, Prinsloo, Muller, and Du Plessis (2010) 
consider students over the age of thirty to be at risk of 
dropping out, possibly due to a higher overall 
workload. Finally, Bonin (2018) argues that since 
persistence decreases with age: younger students 
have a better chance of continuing on to graduation.  

Gender. Gender seems to be more important than age 
or location in the attrition of post-secondary students 
(Vogel et al., 2018). More specifically, men drop out 
of DOL courses or university studies at greater rates 
than women (Bonin, 2018; Paquelin, 2016). Mixed 
results regarding gender have also been obtained 
(Eliasquevici, Seruffo, & Resque, 2017). 
Marital and Family Status. Married or common-
law students with dependent children are more likely 
to drop out of their post-secondary DOL programs 
than are single students without dependent children 
(Bonin, 2018; Shah, & Cheng, 2019). 

The variables citizenship and first language 
seem not to have been addressed in DOL persistence 
research. In one study, however, language or a 
language barrier is cited as the main obstacle to 
success in courses for immigrants (Stoessel, Ihme, 
Barbarino, Fisseler, & Stürmer, 2015).  

3.2 Academic Variables 

Study Regime. Before the pandemic, DOL students 
were generally adults whose living situations 
(employment, family commitments, etc.) lead them to 
enroll in only a limited number of courses per year. 
Their learning program therefore extended over a 
longer period, which is more conducive to dropping 
out of school (Sauvé, Fortin, Landry, & Viger, 2015).  
Bonin (2018) concluded that under similar living and 
study conditions, taking distance education courses at 
the undergraduate level on a part-time basis is 
associated with a greater risk of dropping out. 
Parents' Level of Education. Since we could not 
find any studies on this variable in relation to 
dropping out of university-level DOL, we examined 
what the research on this variable says in the context 
of face-to-face, on-campus learning.  

Higher parental education level is correlated with 
the likelihood that the student will pursue post-
secondary education. (Murdoch, Kamanzi, & Doray, 
2011; Organisation for Economic Co-operation and 
Development, 2017). In fact, it seems that this factor 
is more of a determinant than family income and 
living environment (Murdoch et al., 2011). A 
nuanced conclusion is provided by Berger, Motte, and 
Parkin (2009), who link parental education level with 
family income to explain dropping out of school.  
Disability. In 2019-2020, more than 19,000 students 
who declared themselves to be disabled were 
pursuing studies in Quebec universities (Gagné, & 
Bussières, 2019-2020). We have found that university 
students with disabilities have a higher DOL dropout 
rate than other students (James, Swan, & Daston, 
2016; Sauvé, Racette, Bégin, & Mendoza, 2016). 
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Diploma Obtained Before Studying via DOL. The 
level of education attained before enrolling in DOL 
studies and past higher education experience are 
factors that influence dropout (Yoo, & Huang, 2013). 
Fortin, Sauvé, Viger, and Landry (2016) indicate that 
distance education students are more likely to drop 
out if they have previous university education. 

3.3 Environmental Conditions 

Conditions in a student’s life have more influence in 
DOL than in face-to-face learning, since students 
enrolled in DOL are often older, have to balance a 
busy schedule that includes work and family 
commitments, and are more often isolated from their 
peers and instructors (Park, & Choi, 2009).  

Four of these factors are generally examined in 
DOL in relation to dropping out of post-secondary 
education: (1) family support (Dussarps, 2015; 
Kaddouri, De Villiers, Barbier, & Bourgeois, 2006); 
(2) support from friends (Dussarps, 2015); (3) the 
burden of work (Loisier, 2013; Moore, & Greenland, 
2017; Shah, & Cheng, 2019); and (4) financial issues 
(Fortin et al., 2016; Vogel et al., 2018).  

The results of these studies indicate that the more 
a student feels supported by those close to him or her, 
the less he or she will be tempted to drop out. As for 
employment and hours worked, these variables are 
part of a multifactorial phenomenon and are not the 
sole cause of dropping out (Sauvé et al., 2015). 

3.4 Learning Strategies  

Various studies point out that self-regulatory learning 
strategies are more important in distance and online 
learning than in face-to-face courses, since DOL 
students face many challenges not experienced when 
they are physically present on campus. For example, 
they must learn to manage conditions such as 
asynchronous classes, written rather than verbal 
discussions, and isolation from other students and 
instructors, mastering new strategies and skills that 
are appropriate to their virtual learning environment 
(Wan, Compeau, & Haggerty, 2012). Students who 
use the weakest learning strategies are most at risk of 
dropping out of school (Kizilcec, Perez-Sanagustin, 
& Maldonado, 2017). 

Self-regulation is a key concept that refers to the 
process by which the learner activates and supports 
cognition, affects, and behaviors that are oriented 
toward the achievement of learning goals (Schunk & 
Zimmerman, 2012). For example, managing 
resources such as time, the study environment, effort, 
help-seeking, and peer learning, plays a particularly 

important role in student retention (Mottet, & Rouissi, 
2013). 

Based on Zimmerman's (2000) cyclical model of 
self-regulation, which is the most widely used one in 
studies of post-secondary DOL, we group 56 learning 
strategies into three phases: planning, performance, 
and reflection. These strategies have been identified 
in the literature as potentially influencing student 
persistence (Sauvé et al., 2020). For example, a 
student who is not confident in his or her ability to use 
effective study strategies, who feels unable to do well 
on exams and assignments, or feels unable to meet 
deadlines for the submission of assignments, will be 
more likely to drop out of school.  

3.5 Pedagogical Organization  

Following Allen and Seaman (2017, p. 41), we define 
DOL as "teaching that uses one or more technologies 
to deliver instruction to students who are separated 
from the instructor and to support regular and 
substantial interaction between students and the 
instructor in a synchronous or asynchronous manner.”   

Studies on the impact of DOL pedagogical 
organization on dropout rates are still rare and 
inconsistent (Sauvé et al., 2020). In addition to not 
precisely defining the types of pedagogical 
organization studied, these projects are often case 
studies or student satisfaction surveys (Deschryver, & 
Lebrun, 2014). Moreover, they take little or no 
account of possible differences in students' personal 
characteristics (Loisier, 2013; Xu, & Jaggars, 2013). 

To identify types of pedagogical organization in 
the DOL courses under study, we examined the 
instructional design that structures and organizes the 
online learning environment, making available to the 
learner and to the facilitator, tutor, or teacher the 
technological and human resources necessary for 
learning (Sauvé, 2019). This design is generally based 
on a pedagogical scenario (Pernin, & Lejeune, 2004) 
that varies according to the components made 
available to the learner: technological tools, 
pedagogical treatment (the educational approach as 
well as formative and/ or summative evaluation), 
navigational tools (contextual help, guides), study 
tools (e.g., a path set out in modules or weekly 
sessions), and supervision methods (e.g., types of 
interactions and communication tools). We used these 
components to build an analysis grid with the 
objective of defining course models or archetypes for 
comparative analyses. 
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4 METHODOLOGY 

This exploratory study was carried out in the context 
of distance and online undergraduate studies in the 
province of Quebec, Canada. Quantitative data were 
collected using: (1) a 25-item online questionnaire to 
collect data on students' personal characteristics and 
their perception of the course organization and 
learning supervision offered in their DOL courses; 
and (2) a course analysis grid to determine the course 
models used in the DOL courses taken by 
respondents. This grid made it possible to quantify the 
technological tools, the pedagogical components of 
the course, the learning activities in the course 
sessions or modules, the navigation and learning aids, 
and the courses’ learning support modes. 

4.1 Sample 

In order to establish our population, we selected 
students enrolled in 19 DOL courses offered by a 
francophone distance education institution in Quebec, 
Canada. These courses were chosen based on three 
criteria:  (1) inclusion of at least three different 
disciplinary fields (education, human sciences and 
languages, and administrative sciences); (2) the 
number of students per course (from 312 to 900 
annual enrollments); and (3) the variability in the 
course failure rates, ranging from 4.35% to 26.51%, 
and dropout rates, varying between 4.3% and 26.35% 
according to departmental data. A total of 3,578 
students were solicited over four sessions of study in 
2018 and 2019.  

4.2 Research Questions and Analyses  

Analyses were carried out to answer the following 
questions: (1) Are socio-demographic, academic, and 
environmental variables (family, finance, work) 
associated with dropping out of a course and not re-
enrolling after two university sessions of an 
undergraduate program? (2) Is the relationship 
between socio-demographic and academic variables, 
environmental conditions and the use of learning 
strategies associated with dropping a course and not 
re-enrolling after two university sessions of an 
undergraduate program? (3) Is the relationship 
between socio-demographic and academic variables, 
environmental conditions, and modes of pedagogical 
organization associated with course dropout and non-
re-enrolment after two sessions of undergraduate 
university studies?  

Various statistical models were used, depending 
on their purpose in relation to the study questions. All 

analyses used an alpha of 5% (α =.05). Analysis were 
carried out between categories in relation to the 25 
socio-demographic, academic and environmental 
variables in order to identify the variables that 
influence drop-out. A two-step cluster analysis was 
used to group the variables into categories that were 
internally consistent, yet different from each other. 
Analyses included independent samples t-tests and 
univariate ANOVA for more than two groups. Chi-
square analyses was employed on variables for 
learning strategies and course types. Post-hoc 
analyses were also conducted with the Tukey test. 

5 RESULTS  

5.1 Description of the Study Sample 

Of the 791 students who responded to the 
questionnaire, 77.9% were female.  Similarly, 46.1% 
of respondents were 25-34 years old, 28.4% were 
between 35-44 years old, 11.6% were over 45 years 
old and 13.8% were under 25 years of age. In 
addition, 71.2% lived in a couple (married or 
common-law). French was the first language for the 
vast majority (91.4%) of respondents. 

Academically, 82.6% of respondents were 
enrolled in part-time study, while 56.3% were 
enrolled in a 30-credit certificate program. More than 
half of the sample (54%) were in their first year of 
university study. A total of 71.4% of students had 
earned a post-secondary diploma or degree before 
beginning their studies in DOL. Finally, 53.5% of the 
respondents' mothers and 49% of their fathers had a 
high school or vocational diploma, while 23.2% of 
the students noted that their father had a university 
degree, compared to 19.5% for their mother. 

In terms of finances, 54.5% of respondents 
reported working to pay for their education, while 
22.3% reported financing their education through 
loans and 18.3% through grants. Students rated their 
financial situation as excellent (10.4%), good (38.7%) 
or acceptable (43.4%). 

Of the 791 respondents, 16.9% dropped out of 
their course during the data collection semester, and 
10% of these did not re-enroll after two study 
sessions. 

An analysis of the representativeness of the 
sample, carried out on the 25 socio-demographic, 
academic and environmental variables used, 
confirmed that our sample was representative of the 
student population except for two variables (gender 
and study regime). These were found to be minor in 
explaining students’ propensity to drop out. 
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5.2 Students' Socio-demographic and 
Academic Variables 

Certain variables can be grouped into factors when 
we attempt to explain the student's propensity to drop 
out of a course. Seven factors account for 47.58% of 
a student's propensity to drop out of a course. 
Subsequent analyses were conducted on these seven 
factors to examine their meaning. Three of the seven 
factors indicate that a student is more likely to drop a 
course if: 1) his or her first language is English and 
he or she is enrolled in a short program; 2) he or she 
is a common-law partner or lives with both parents; 
and 3) his or her mother has no schooling, and the 
father has a vocational diploma or the mother has only 
completed elementary school and the father has no 
schooling.  

Similarly, an analysis was done to explain the 
tendency of students to re-enrol or not after two 
sessions. Seven factors explain up to 66.75% of the 
propensity of students to withdraw after two 
consecutive sessions. Subsequent analyses were 
conducted on these seven factors to examine their 
meaning. Five of the seven variables indicate that a 
student is at risk of not re-enrolling after two 
semesters of study: 1) financing of the student’s 
studies is based primarily on loans and grants or on 
loans and working more than 21 hours per week; 
2) parental education: a) the mother has a vocational 
training diploma and the father has no schooling, 
b) the mother has completed high school and the 
father has an undergraduate university degree, or c) 
the mother has no schooling and the father has 
completed high school; 3) the student is a woman and 
considers her financial situation "acceptable" or 
"unacceptable"; 4) the student is a permanent resident 
student with an undergraduate university degree 
whose education is financed from personal savings; 
5) the student's place of residence is located 31 to 45 
minutes from the place of instruction.  

5.3 Learning Strategies 

By grouping learning strategies according to 
Zimmerman's (2000) typology of self-regulation, a 
single-factor ANOVA analysis identified differences 
between certain student socio-demographic and 
academic variables and the likelihood of using or not 
using these same strategies. For foresight strategies, 
only marital status was found to be statistically 
significant. For performance strategies, family status, 
gender, marital status, maternal education, distance, 
parental funding of education, dyslexia, and physical 
disability were found to be statistically significant. 

For reflection strategies, marital status, language, and 
financial judgment were found to be statistically 
significant.  

According to Student's t-tests, the scores obtained 
in the three Zimmerman phases were not statistically 
significantly and therefore did not affect course 
dropout. However, in terms of non-re-enrolment, the 
reflection phase makes a statistically significant 
difference. In other words, the more strategies are 
reported to be little used by students in the reflection 
phase, the more likely they are not to re-enrol after 
two consecutive sessions. For example, the more 
dissatisfied students are with the quality of their 
courses, their academic results, and their decision to 
study at university, the more likely they are to drop 
out. 

5.4 Type of Pedagogical Organization   

To identify course types in DOL, we used two-step 
cluster analysis to interpret the data from the course 
analysis grid. This method made it possible to move 
from disparate courses to identify course models or 
course archetypes that remain theoretical constructs. 
Five course models (clusters) were characterized by a 
set of 22 variables likely to influence student attrition, 
such as activities for acquiring new knowledge, 
carrying out learning exercises, and completing 
summative evaluations. It is important to understand 
that the 22 variables must be taken as a whole, rather 
than individually, to characterize the course models. 
The following is a simplified description of the course 
models: 
 Course Model 1 - Moderately focused on reading 

and practical exercises aimed at the acquisition 
of knowledge, with some formative assessments. 

 Course Model 2 - Very much focused on 
knowledge acquisition activities through visits to 
external websites and formative evaluation 
activities. More moderate on reading activities. 

 Course Model 3 - Very focused on knowledge 
acquisition activities through reading and 
practical exercises. Moderate on web site visiting 
and formative evaluation activities. 

 Course Model 4 - Very focused on practical 
exercises and formative evaluation activities 
aimed at knowledge acquisition. Little reading. 

 Course Model 5 - Focused on both acquisition 
and discovery activities through reading and 
formative evaluation activities. Few practical 
exercises. 

By crossing the socio-demographic, academic and 
environmental variables with the five course models, 
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we were able to make certain observations regarding 
course dropouts.  

For example, for a student in Course Model 2, 
being single or living alone is associated with a 
greater propensity to drop out of the course. In 
contrast, being married/ having a common-law 
partner or living with a spouse and children is 
associated with a lower propensity to drop out of the 
course.  

Students who rate their financial situation as 
"excellent" and "good" are less likely to drop out of a 
Model 3 course. In contrast, students who rate their 
financial situation as "acceptable" or" unacceptable" 
are more likely to drop the course.   

For Course Model 4, being single is associated 
with a higher propensity to drop out of the course. In 
contrast, being married, living with both parents, or 
living with a spouse is associated with a lower 
propensity to drop out of the course.   

Finally, for Course Models 1 and 5, no variables 
could be associated with dropping out of a course. 

In short, the results of the study indicate that the 
design of the course taken by itself does not affect 
course dropout, unless it can be linked to students’ 
personal characteristics and appropriate interventions 
to promote perseverance in their studies. 

6 DISCUSSION 

For our sample of 791 students, socio-demographic 
variables largely explained their propensity to drop 
out. These results reiterate the conclusions of Xavier, 
and Meneses (2020).  Learning strategies did not 
seem to be associated with dropping out of the course 
but were associated with not re-enrolling. As in James 
et al., (2016), analysis of learning strategies in 
relation to socio-demographic, academic, and 
environmental variables identified certain predictive 
variables in the case of students who did not re-enrol 
after two sessions of study: financing of studies, 
parental education, financial situation, marital status, 
and distance of residence from the educational 
institution.  

The distribution of variables related to online 
course design is not random. In fact, the study 
identified five types of courses with internally 
consistent and distinct distributions in terms of 
instructional organization. The design of these five 
course models, when taken out of context, cannot 
explain the propensity of students to drop out of the 
course, but it does contribute when we control for the 
socio-demographic and academic variables of the 
sample as outlined by Vogel et al. (2018). For 

example, the study found that marital status and 
family situation are two factors specific to the student 
that are at risk of causing him or her to drop out of a 
course, but only in courses that are close to the Type 
2 and Type 4 models. In the other course models 
(types 1, 3, and 5), these variables do not play a 
significant role in explaining dropout.   

7 CONCLUSIONS 

A growing number of studies conclude that it is 
difficult to identify predictive factors without a 
holistic view of the problems and obstacles 
encountered by those who drop out. It is in this 
context that our study examined the interrelationship 
of a multitude of factors that can influence dropping 
out of a DOL course or not re-enrolling after two 
study sessions.  

Although this study has limitations, the results 
provide an answer to our research questions, namely 
that socio-demographic, academic, and 
environmental factors that explain dropping out 
cannot be analyzed in themselves but should be 
considered in relation to learning strategies as well as 
the pedagogical design of courses. Finally, this 
research focused on courses in the social and 
administrative sciences. It would be interesting and 
useful to do a similar study on students of technical 
specializations. 

REFERENCES 

Allen, I. E., & Seaman, J. (2017). Digital learning compass: 
Distance education enrollment report 2017. Retrieved 
from https://eric.ed.gov/?id=ED580868  

Audet, L. (2008). Recherche sur les facteurs qui influencent 
la persévérance et la réussite scolaire en formation à 
distance. Recension des écrits. [Research on the factors 
that influence persistence and academic success in 
distance education. Montréal, QC: Montréal: Le Réseau 
d’enseignement francophone à distance (REFAD).  
Retrieved from https://www.refad.ca/publications-et-
rapports-de-recherche/publications/recherche-sur-la-
perseverance-en-fad/  

Berger, J., Motte, A., & Parkin, A. (2009). Le prix du 
savoir. L’accès à l’éducation et la situation financière 
des étudiants au Canada [The price of knowledge. 
Access to education and the financial situation of 
students in Canada] (4th ed.). Montréal, QC: Fondation 
canadienne des bourses d’études du millénaire. 

Bistodeau, A., & Mottet, M. (2017, May). L’analyse de 
l’apprentissage (learning analytics) : une revue de 
littérature. [Learning analytics: A review of the 
literature]. Paper presented at the International 

CSEDU 2021 - 13th International Conference on Computer Supported Education

472



 

 

Conference of the Centre de recherche 
interuniversitaire sur la formation et la profession 
enseignante (CRIFPE), Montreal, Quebec.  

Bonin, S. (2018). Les enjeux de la formation universitaire 
à distance. Une analyse ICOPE. [The challenges of 
distance university education. An ICOPE 
analysis].  Quebec, QC: Direction de la recherche 
institutionnelle, Université du  Quebec. 

Deschryver, N., & Lebrun, M. (2014). Dispositifs hybrides 
et apprentissage : effets perçus par des étudiants et des 
enseignants du supérieur. [Hybrid devices and learning: 
Effects perceived by higher education students and 
teachers]. Éducation & Formation, e-301. Retrieved 
from http://revueeducationformation.be/index.php? 
revue=19&page=3  

Dussarps. C. (2015). Le rôle de l’entourage dans l’abandon 
en formation ouverte et à distance (FOAD) [The role of 
the entourage in dropout in open and distance learning 
(ODL)]. In C. Felio & L. Lerouge (Eds.), Les cadres 
face aux TIC : enjeux et risques psychosociaux au 
travail [Executives and ICTs: Psychosocial issues and 
risks at work]. Paris: L'Harmattan,  

Eliasquevici, M. K., Seruffo, M. C. da R., & Resque, S. N. 
F. (2017). Persistence in distance education: A study 
case using Bayesian network to understand retention. 
International Journal of Distance Education 
Technologies, 15(4), 61–78. 
doi:10.4018/IJDET.2017100104 

Facchin, S., & Boisvert, S. (2019, May). Motiver malgré la 
distance: Liens entre le sentiment d’auto-efficacité, 
l’engagement comportemental et le rendement scolaire 
[To motivate despite distance: Links between sense of 
self-efficacy, behavioural engagement and academic 
achievement]. Paper presented at the 87th ACFAS 
Conference, Montréal, QC, Canada. Retrieved from 

https://eduq.info/xmlui/bitstream/handle/11515/37727/fac
chin-boisvert-acfas-2019.pdf 

Fortin, A., Sauvé, L., Viger, C., & Landry, F, (2016). La 
persévérance et la réussite universitaire d’étudiants 
inscrits à des programmes de premier cycle en sciences 
comptables au Québec [The perseverance and 
academic success of students enrolled in undergraduate 
accounting programs in Quebec]. Rapport 
méthodologique.  Quebec, QC: University of  Quebec 
(FODAR). 

Fortin, B., Joanis, M., & Ragued, S. (2019). Interruption 
des études secondaires et postsecondaires au Canada: 
une analyse dynamique [High school and post-
secondary education interruptions in Canada: A 
dynamic analysis]. Quebec, QC: Centre 
interuniversitaire de recherche en analyse des 
organisations. Retrieved from 
https://cirano.qc.ca/files/publications/2019RP-11.pdf  

Gagné, Y., & Bussières, M. (2019-2020). Statistiques 
concernant les étudiants en situation d’handicap dans 
les universités québécoises [Statistics concerning 
students with disabilities in Quebec universities]. 
Association québécoise interuniversitaire des 
conseillers aux étudiants en situation de handicap 
[AQICESH] Retrieved from https://www.aqicesh.ca/ 

wp-content/uploads/2020/11/Statistiques-AQICESH-
2019-2020-sans-les-universités.pdf   

James, S., Swan, K., & Daston, C. (2016). Retention, 
progression and the taking of online courses. Journal of 
Asynchronous Learning Network, 20(2), 75–96.  
http://doi.org/10.2147/TACG.S78241 

Kaddouri, M., De Villiers, G., Barbier, J.-M., & Bourgeois, 
E., (2006). Constructions identitaires et mobilisation 
des sujets en formation [Identity building and 
mobilization of subjects in learning]. Paris: 
L’Harmattan. 

Kizilcec, R. F., Perez-Sanagustín, M., & Maldonado, J. J. 
(2017). Self-regulated learning strategies predict 
learner behavior and goal attainment in Massive Open 
Online Courses. Computers & Education, 104, 18–33. 
doi:10.1016/j.compedu.2016.10.001  

Lee, Y., Choi, J., & Kim, T. (2013). Discriminating factors 
between completers of and dropouts from online 
learning courses. British Journal of Educational 
Technology, 44(2), 328–337. doi:10.1111/j.1467-8535. 
2012.01306.x 

Li, K., & Wong, B. (2019). Factors related to student 
persistence in open universities: Changes over the 
years. International Review of Research in Open and 
Distributed Learning, 20(4), 132–151. doi:10.19173/ 
irrodl.v20i4.4103 

Loisier, J. (2013). Mémoire sur les limites et défis de la 
formation à distance au Canada francophone [Brief on 
the limits and challenges of distance education in 
francophone Canada], Montréal, QC: Réseau 
d’enseignement francophone à distance du Canada. 

 McDougall, J. (2019). ‘I never felt like I was alone’: a 
holistic approach to supporting students in an online, 
pre-university programme. Open Learning: The 
Journal of Open, Distance and e-Learning, 34(3), 241-
256. doi:10.1080/02680513.2019.1583098 

Moore, C., & Greenland, S. (2017). Employment-driven 
online student attrition and the assessment policy 
divide: An Australian open-access higher education 
perspective. Journal of Open, Flexible and Distance 
Learning, 21(1), 52–62. 

Mottet, M., & Rouissi, S. (2013). Stratégies de gestion des 
ressources et réussite dans un cours en ligne par des 
étudiants primo-entrants [Resource management 
strategies and success in an online course by first-year 
students]. Formation et profession, 21(2), 70–82. 
doi:10.18162/fp.2013.15 

Murdoch, J., Kamanzi, C. P., & Doray, P. (2011). The 
influence of PISA scores, schooling and social factors 
on pathways to and within higher education in Canada. 
Irish Educational Studies, 30(2), 215–235. 
doi:10.1080/03323315.2011.569142 

Organisation for Economic Co-operation and Development 
[OECD] (2017). Regards sur l’éducation 2017, Les 
indicateurs de l’OCDE [Education at a glance 2017, 
OECD Indicators].  Paris: OECD.  

Paquelin, D. (2016.). Persévérer et réussir ses études à 
distance : analyse des taux d’échec et d’abandon 
[Perseverance and success in distance learning: 

Associations of Student Characteristics and Course Organization Factors with Dropping out of University Distance and Online Learning

473



 

 

Analysis of failure and dropout rates].  Quebec, QC: 
Université Laval. 

Park, J. H., & Choi, H. J. (2009). Factors influencing adult 
learners' decision to drop out or persist in online 
learning. Educational Technology and Society, 12(4), 
207–217.  

Pernin, J.-P., & Lejeune, A. (2004). Dispositifs 
d'apprentissage instrumentés par les technologies : vers 
une ingénierie centrée sur les scénarios. [Technology-
enabled learning devices: Towards scenario-based 
engineering]. In Proceedings of the conference  
Technologies de l’Information et de la Connaissance 
dans l’Enseignement Supérieur et de l’Industrie (TICE) 
(pp. 407–414). Retrieved from https://edutice.archives-
ouvertes.fr/edutice-00000730/document 

Prinsloo, P., Muller, H., & Du Plessis, A. (2010). Raising 
awareness of the risk of failure in first-year accounting 
students. Accounting Education, 19(1–2), 203–218. 
doi:10.1080/09639280802618130 

Sauvé, L. (2019). La personnalisation de l’apprentissage en 
e-formation: Principes et design [Personalization of 
learning in e-learning: Principles and design]. In  A. 
Jégézou (Ed.), Traité de la e-formation des adultes 
[Treatise on adult e-learning] (pp. 89–132). Paris: 
Éditions de Boeck Supérieur. 

Sauvé, L., Fortin, A., Landry, F., & Viger, C. (2015). La 
persévérance et la réussite universitaire d’étudiants 
inscrits à des programmes de premier cycle en sciences 
comptables au Québec [The perseverance and 
academic success of students enrolled in undergraduate 
programs in accounting sciences in Quebec]. Review 
Report.  Quebec, QC: Le Fonds de développement 
académique du réseau (FODAR).  

Sauvé, L., Papi, C., Gérin-Lajoie, S., & Desjardins, D. 
(2020). Regard des apprenantes universitaires sur les 
modes d’organisation et d’encadrement pédagogique 
en formation à distance et en ligne [University learners' 
view of the modes of organization and pedagogical 
supervision in distance and online training]. Research 
report.  Quebec. QC: Université TÉLUQ and Fonds 
Québécois de la Recherche sur la Société et la Culture 
(FQRSC). 

Sauvé, L., Racette, N., Bégin, S., & Mendoza, G. A. (2016). 
Quelles sont les stratégies d’apprentissage que les 
étudiants universitaires ayant un ou des troubles 
d’apprentissage ou un déficit d’attention doivent 
apprendre à utiliser? [What learning strategies should 
university students with a learning disabilities or 
attention deficit disorder learn to use?], Éducation et 
francophonie, XLIV(1), printemps, 73–93.  Retrieved 
from https://r-libre.teluq.ca/944/1/EF-44-1-073_ 
SAUVE.pdf  

Schunk, D. H., & Zimmerman, B. J. (Eds.) (2012). 
Motivation and self-regulated learning: Theory, 
research, and applications. Abington, UK: Routledge. 

Shah, M., & Cheng, M. (2019). Exploring factors impacting 
student engagement in open access courses. Open 
Learning: The Journal of Open, Distance and e-
Learning, 34(2), 187–202. doi:10.1080/02680513. 
2018.1508337 

Stoessel, K., Ihme, T. A., Barbarino, M. L., Fisseler, B., & 
Stürmer, S. (2015). Sociodemographic diversity and 
distance education: Who drops out from academic 
programs and why? Research in Higher Education, 
56(3), 228–246.  http://doi.org/10.1007/s11162-014-
9343-x 

Stone, C. (2017). Opportunity through online learning: 
Improving student access, participation and success in 
higher education. Perth, Australia: The National Centre 
for Student Equity in Higher Education, Curtin 
University.  Retrieved from 
https://www.ncsehe.edu.au/publications/opportunity-
online-learning-improving-student-access-
participation-success-higher-education/ 

Vogel, C., Hochberg, J., Hackstein, S., Bockshecker, A., 
Bastiaens, T. J., & Baumöl, U. (2018). Dropout in 
distance education and how to prevent it. In T. 
Bastiaens, J. Van Braak, M. Brown, L. Cantoni, M. 
Castro, R. Christensen,… O. Zawacki-Richter (Eds.),   
Proceedings of EdMedia: World Conference on 
Educational Media and Technology (pp. 1788–1799). 
Waynesvill, NC: Association for the Advancement of 
Computing in Education (AACE). Retrieved from 
https://www.learntechlib.org/p/184409/ 

Wan, Z., Compeau, D., & Haggerty, N. (2012). The effects 
of self-regulated learning processes on e-learning 
outcomes in organizational settings. Journal of 
Management Information Systems, 29(1), 307–340. 
doi: 10.2753/MIS0742-1222290109 

Xavier, M., & Meneses, J. (2020). Dropout in online higher 
education: A scoping review from 2014 to 2018. 
Barcelona, Spain: e-Learn Center, Universitat Oberta 
de Calalunya. doi:10.7238/uoc.dropout.factors.2020 

Xu, D., & Jaggars, S. S. (2011). Online and hybrid course 
enrollment and performance in Washington State 
Community and Technical Colleges. Working paper no. 
31, Community College Research Center, Teachers’ 
College, Columbia University. Retrieved from 
https://ccrc.tc.columbia.edu/media/k2/attachments/onli
ne-hybrid-performance-washington.pdf  

Xu, D., & Jaggars, S. S. (2013). Adaptability to online 
learning: Differences across types of students and 
academic subject areas. Working paper no. 54, 
Community College Research Center, Teachers’ 
College, Columbia University. Retrieved from 
https://ccrc.tc.columbia.edu/media/k2/attachments/ada
ptability-to-online-learning.pdf  

Yoo, S., & Huang, W. (2013). Engaging online adult 
learners in higher education: Motivational factors 
impacted by gender, age, and prior experiences. The 
Journal of Continuing Higher Education, 61(3), 151–
164. doi: 10.1080/07377363.2013.836823 

Zimmerman, B. J. (2000). Attaining self-regulation: A 
social cognitive perspective. In M. Boekaerts, P. R. 
Pintrich, & M. Zeidner (Eds.), Handbook of self-
regulation (pp. 13–39). Cambridge, MA: Academic 
Press. doi:10.1016/B978-012109890-2/50031-7 

CSEDU 2021 - 13th International Conference on Computer Supported Education

474


