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DualCredit Education Programs in Texas: Phase Il

Executive Summary

This report presents findings and offers key takeaways from the second phasewf/aar
study of dualcredit education programs in Texas. Phase Il extends and expands research
conducted by he RAND CorporatiaturingPhase | and provides more-@epth analysisof
dualcredit education programs, specifically: (1) the impact of dwedit education programs
on college access and college completion; (2) patterns in student particigattgouse
gradesin duatcredit education and delivery of duatedit education programs before and after
2015 legislative efforts to expand access to etraddit education; (3) factors contributing to
racial disparities in dualredit participation; (4) duatredit advising practices; (5) similarities
and differences in the academic rigor of datdit and collegeredit only courses; and) the
costs of delivering dualredit education.

Analyses conducted for this report focmsmarily, though not exclusivg,ond & NJ R Mdiah 2 y I f £
credit education programs delivered by community colle@st (i NJ R Mdiahkcgeditl f ¢
education programswe meanacademialual credit coursethat are delivered through regular
high schoolgi.e. not Early Calge High Schools (ECHBat offer dual credit coursesThe

decision to focus on this type of modeas based oevidencefrom Phase showing thatit was

the predominant model to deliver dual creddducationacross the stateMoreover, a number

of rigorous experimental studies of ECHS thalude some Texas ECHS programs demonstrate
the effectiveness of welmplemented ECHS programs for a wide range of students, including
those who are traditionally underrepresentedpostsecondaryducation. A consequence of

this focus is thaPhase Il Ieds less insight into the effecamess and the implementation of
ECHgScareer and technic§CTEYual credit education, and dual credit education delivered by
four-year institutions.We notethroughout the reportwhereanalses could not examine less
common dual credit delivery models.

This reportis organized as follows

» Chapter lexaminesthe impact of duakredit education programs on student success and
efficient degree completioprior to the passage dflouse Bil(HB)505(2015) It also
examines changda student participation andourse gradeandin the delivery of dual
credit education programbefore and after thgpassage oHB505. Finally, ths chapter
examineghe factors that contribute to racial and ethniegs in duakredit education
participation All analyss draws on administrative records collected by the Texas Higher
Education Coordinating Board (THECB) and the Texas Education Agency (TEA).

AMERICAMNSTITUTHEHSOR RESEARCH | AIR. 1



DualCredit Education Programs in Texas: Phase Il

» Chapter 2investigates how high school students are advisesative todual-credit
education and through dualredit courses, as well as how dwuaédit education partners
work together to provide advising servideased onnterviews with high school guidance
counselors and college advisors.

» Chapter 3exploreswhether there aresystematic differences in content, instructional
strategies, student assignments, and grading practieseen duaicredit and college
level coursedy analyzingyllabi, assignments, graded student work produatsl survey
data from highschool teachers and college faculty providing instructio@alege Algebra
(Math 1314/1414) and English Composition (Engl 1301

» Chapter 4quantifies the costs of delivering duatedit educationexamineshow these
costs are shared amormapmmunitycolleges, school districts, and students and their
families and considershow the costs of delivering duatedit education compareo state
funding thatschool districts andommunitycollegeseceivefor deliveringdualcredit
courses.The study also compesthe costs of delivering dualredit programsagainst the
benefits that are reaped from thenThe analysismploysthe IngredientsApproachand
draws onadministrative records from THECB and TEA and interview data from secondary
and postsecondary admirtrators.

« Chapter 5concludes with key findings from Phase Il and describes the process that will be
used to inform policy recommendations based on stakeholder feedback on this draft report.

Key Findings

The Impact of DuaCredit Education Programs on Steick Outcomes

» On average, @rticipation intraditional duakcredit prograns prior to the passage of HB 505
modestly impraed a rage of student outcomes, including college enrollment and
completion.

¢ This findingsuggests that preous estimates of the impact ofualcredit programs on
student outcomesincluding the descriptive findings reported in Phaseel,e probably
too high because theyere unable to fully account for all systematic differences (such
as academic preparatiomotivation,andother factors in dualcredit participants and
nonparticipants

AMERICAMNSTITUTHEHSOR RESEARCH | AIR. 2



DualCredit Education Programs in Texas: Phase Il

» The effect of participating itraditional dualcredit programs prior to HB 505 on student
outcomes was more positive for traditionally advantaged student grdes, White
students), the effectwasnegative in some cases for less advantaged gréeygs,low-
income students)

¢ The negative results for free and reduced price lunch eligible students were likely due to
the fact that free and reduced price lunch eligible studemése more likely than
ineligible participants to have lower 8th grade standardized test scores that hindered
their success in dual credit educatioaurses. In particular, we fourtdat the impact of
dual credit educatiorior free and reduced price lunaHigible students with 8th grade
standardized tests scores that were one standard deviation above the mean was
positive for all postsecondary outcomeshile the impact for those with average
standardized test scores was largely negative

Participation, Qutcome, and Delivery Patterns Before and Afteassage of HB 505

¢ Overall, he percentage of students participating in deadit programsmodestly increased
after passage ofiB 505

¢ Growth in dualcredit participation after HB 505 wasghe amongninth and 1Gh
graders.Starting from a low base, the duatedit participation rate more than doubled
(from 1.0% to 2.1%gmongninth graders and increased by%(from 2.7% to 4.3%)
among 1@h graders.

» The aademic preparatiomf ninth- and 1@h-grade dualcredit participants declinedfter
the passage of HB 50&hile duaicredit pass rates increased for those groupisis
suggests that the academic rigor of ciea¢dit courses may have declined for ninth and
10th graders since HB 505.

Factors Contributing tdRacial and Ethnic Gaps in Dual Credit Education Participation

+ Differences irobservable student factoraccount for most, but not all, of the difference in
dualcredit participation across race arathnicity.

¢ For example, the black dual credit particimatirate was 10.6%, while that of white
students was 24.7%. Our analysis indicated that if blacks had thedwrecteristics as
the average white studenthen their participation rate would be 22.7%, which is quite
close to the 24.7% for white student8Ve found similar patterns for Hispanic students.

AMERICAMNSTITUTHEHSOR RESEARCH | AIR. 3



DualCredit Education Programs in Texas: Phase Il

» Differences in academic preparation, family income, Hretype ofhigh school that a
student attendedserved as the most significaobntributorsto disparities indualcredit
participationby race ancethnicity.

¢ Differences in access tlualcredit programs, access to Advanced Placement and
International Baccalaureate (AP / IB) coursework, and access to tuition and fee waivers
explained little of the gap in dugkredit participation by race and ethnigi

Dual Credit Education Advising Practices

¢ The extent to which high school counselors and college advisors aan@yraged
studentsto participatein dualcrediteducation varied based on several factors, including
state and district policies and sobl philosophies about which students could benefit from
and succeed iduakcredit courses.

¢ Most high school guidance counselors played the primary role in addsatgredit
students, with onequarter sharing this responsibility with college advisors

¢ College advisors typically played a secondary role, serving as the key point of contact for
high school counselors and sharing information atabwdlcredit with prospective
students and their families, except in special circumstances.
e« | A3K a0K22f aidzRSYy i detdinesOtb paBidipat©idubahgréit SY2 G A 2y I €
education, the latitude given to students duakcredit course selection, and the limited
time advisorshad to fulfill their duakcredit advising responsibilities were reported as major
challenges to adequate advising

» To improve duatredit advising, iyh school counselors and college advisors most
commonlysoughtgreater clarity on creditransfer policies, dedicated andel-trained
dualkcredit staff, and early advising.

The Academic Rigor of Du@lredit Education Courses

» In the limited sample of College AlgebMath 1314/1414 and English Composition
(English 1301) courses we examined, we identified more similaritiesdif@rences in
duakcreditcourses taught by high school teachers (HS&@}credit courses taught by
college faculty (DCand collegecredit only courses taught by college faculty (CC).

¢ Nodiscernabldifferences existed in the content covered, tleeel of cognitive
complexity demandetby student assignmentsnd the wayn whichinstructors graded
student work across HSDC,,[26d CC courses.
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» The skills students were required to master varied slightly by instructor type.
¢ HSDC, DC, and CC ingiou required students to master similar skillsENGL 1301

¢ Math 1314/1414CC instructors required students to master genenathematicsskills
and more so than the HSDC and DC counterparts.

» Instructors across HSDQ;, and DC courses reported usindferent instructional strategies
to teach students collegkevel material.

¢ HSDC and DC instructors were more likely to report using computers as instructional
tools.

¢ CC instructors were more likely to report requiring students to work more on their own,
summarizing and analyzing information from a variety of sources usitjwhole-
group discussion.

The Costs of Delivering Du@lredit Education

* In 20117, we estimate thathe overall cost of providinguatcreditinstructionwas$111
per semester credibour for each participating studenor $121.7 million statewide.

¢ The incremental revenue generated consisprimarilyof funding based upon semester
credit hours(SCH) and averagd just $38 per SCH

e Tuition and fees arrangements wed widely acrosshe state anchad significant effects on
the distribution of costs.

» The strongest predictor of overall costs and how cegtse distributed across stakeholders
wasthe type of instructotr HSDC, DC, or €C&aching the course.

» Our estimates suggest thate costs ofdual credit delivered througrECHSwasgreater
overall butwassimilar on a pessemester credit hour basas traditional dual credit
programs

¢ Overall,our estimates suggest that, on averagfgg benefits of duaktredit education far
exceeadthe costs.

¢ The shoriterm benefits €.g.,lower state expenditures for higher education) related to
reduced time to degregvere 1.18 times the cost of dual credit. In other words, each
dollar invested in dual credit retued $1.18 from students spending less time in college
and entering the workforce earlier. Losgrm monetary benefits€.g.,tax revenues)
associated with a greater number of college graduatese almost five times the
estimatedcost of dual credit.
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Policy Recommendations

In this draft reportfor public commentwe do not make recommendations to develop or
reform current statutes or policies that govern the delivery of der@dit educationWe
recognize that dciding how policy and practice should change basedw research is a
nuanced and complicated procetsgt requires input from stakeholders representing various
perspectives and opinionalthoughwe have engaged stakolders in this research on an
informal basis (e.g.meetings with THECB leadership, @xmar fordualcreditadministators
and faculty), we are using a public comment periodnire formallygather feedbaclon this
draft report and the presented findings. The feedback we receillglay a vital role in shaping
howwell NI y a f I (i $findingsSnta&dbrdmied@tions to reform paly and practice.

Formal Feedback Process

This draft report was released for public comment at the THECB Bteeting on July 26,
2018. The research teaatsowill host a webinar for interested stakeholdersaarly August
andwill present detailed findings at the Texas Association of Community Colleges (TACC)
annual conference in Corpus Chrisex@s,on August 2, 2018 he American Institutes for
ResearchAlIR, which drafted this reportwelcomes commentsral suggestions to help
contextualize the findings and develop practical policy recommendations grounded in the
research that is presented in this report and elsewhere. The public comment period will be
open through August 27, 2018.

The research team willdst a second webinar in late September 2018 to summarize the
comments and suggestions we received through the public comment period. At this time, we
also will share a draft set of policy recommendations that are grounded in the research and
informed by the feedback received through the public comment period. Interested
stakeholders will have the opportunity to submit feedback on the draft recommendations
through October 9, 2018 he research team will then revige recommendations based on
feedback receied andwill present a final report at the October 25, 2QT8HECB Board

Meeting.
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Introduction

Increasing enrollment and graduation rates in higher education, particularly among historically
underserved students, represents an enduring challenge amongagahscand policymakers.
Although evidence shows that college has become more accessible-iadome students and
students of color over time, the college enroliment rate for these students has not groan at

rate comparable to that ofraditionally moreadvantaged students (Perna, 2006). This widening
gap has led to an overwhelming consensus among policymakers, practitioners, and researchers
that not enough improvement has been mardative to college enrollment among

disadvantaged studeni$erna, 2006)What is even more troubling is that the overall U.S.

college enroliment rate has recently declined (National Student Clearinghouse Research Center,
2017), and racial and ethnic disparities in college completion are widening (Pfeffer, 2018)
despite effots to make college more affordable and more responsive to student n&gtde

some states, like Texas, have managed to increase college enrollment and completion among
students who are less likely to enroll in collegeg(,low-income students), the coirtuing

increase in the number gfoorer-resourcedresidentshas highlightech need to deelop

specific interventions thelp future students pursue and finish higher education.

Identifying and scaling what works ¢gmidemore traditionally underrepresente studentsto

and through college has been frematic for policymakerne theoryof why interventions
have failedo achieveexpectationsites alack of coherence between secondary and
postsecondary education systems (Kirst & Venezia, 20@dged, numerous scholars have
identified the misalignment of academic standards, curricula, assessment, pedagogy, and
expectations between high schools and colleges and universities as psttichents at risk of
failing to succeedth college (Carnevale & Desroche?002; GoldricRab, 2010; Harvey &
Houseman, 2004). Leimcome students and students of color are disproportionately affected
because they have fewer resources to drapon to address thislisparity(Dounay, 2008).

Duatcredit education is one alternate to businesssusual practice that has the potential to
integrate secondary and postsecondary sectors, widen college opportunities, and boost college
completion as a result. Dualedit education programs, which are jointly delivered by high
schools ad postsecondary education institutions, concomitantly award high school and college
credit tohigh schooktudents who enroll in collegkevel coursework (Bragg & Kim, 2005).

While originally developed to provide academically challengorgent to highachieving
students, duakredit education programs across the United States now enroll high school
students with varying degrees of academic preparation and exposure to college and with an
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array of postsecondary education goals and expectations. In 20&3) 8. Department of
Education reported that four of five U.S. high schools offered at least onecderit course
(Thomas, Marken, Gray, & Lewis, 2013), illustrating that accdbsstmtervention has become
widespreadacross U.S. secondary schoolsleBaHughesandKarp(2002) contend that the

strong link between rigausacademic coursework and success in higher education has served
as an impetus for enrolling michngeand lower achieving students @uakcredit coursework.

About This Report

Thisreport presents findings and offers key takeaways from the second phasevofyear

study on duakredit education programs in Texas. Phase Il extends research conducted by the
RAND Corporation (RAND) in Phaset, during the 86th Texas Legitlre, Regular Session
(2017) provided Texas policymakers and practitioneith an initial appraisal of the

effectiveness and implementation of dualedit education programs.

Phase Il conducts a moredepth analysis of dualredit education programtghan Phase |,
specifically investigating core issues at the heart of current debates aboutokgit education

in Texas, a state that has rapidly scaled d@uwatlit education programs. This report builds on
the Phase | study findings to provide Texasislen makers greater insight into questions about
(1) the impact of duatredit education programs on college access and college completion; (2)
the quality of advising and the rigor of academic content, instructional strategies, and
assessment practice€3) the costs of delivering duatedit education; (4) factors that

contribute to racial disparities in dualedit participation; and (5) changes in pattewfs

student participation irduakcredit education, the outcomes afualcredit students, and the
delivery ofduakcredit coursework after the passage of legislative efforts to expand access to
dualkcredit educationprograms The focus of this study is @nii NI R &dademiy dudl ofedit
education delivered by community colleges. Consequently, reéudtn Phase Il lend less
insight into the effectiveness anti¢ implementation of Early College High Schools (ECHS),
career and technical dual credit education, and dual credit education delivered bydaur
universities and collegebindingsdevelopedduringPhasa | and llof this studyprovide Texas
policymakers and stakeholdeasmore informed understanding of duatediteducation and

will offer an evidencebased roadmap to guide reformtendedto improvethe effectiveness

and costefficiencyof duatcredit programsafter the public comment period

Inthe narrative thatfollows, we provide a brief overview of the de@kdit education
landscape in Texas adescribe¢ SEI 8 Q R S T-argdi. i &lsg idehtify tHe dduds at
the core of he current debate surrounding duatedit education in the state. We then
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summarize findings from Phase | research conducted by Miller and colleagues (2017) and
describe the research conducted for Phase Il. Chapters 2 through 4 present the findings from
Phase Il, and tareport concludes with a synthesis of findings from both phases.

Overview of DualCredit Education in Texas

Since 2000, Texas has witnessed an unprecedented increase in the number of high school
students enrolling iMualcredit education pograms andn the number of public higher
education institutiongHEIsHeliveringdualcredit education in partnership with public high
schools. Between 2000 and 2016, the count of high school students taking at leahfaine
credit course rose from appximately18,524 to 204,286n increase omore than 1,100
Duringthe same period, the number éfEldeliveringduakcredit education increased frorg2

to 108. At present, 78ommunity college$99%).,29 universities(59%), andL,650high
schoolg93%) providedualcredit education in Texas

Two major factors explain widuakcrediteducation has scaled so quickly in Texas

1 Snce 1995, Texas has enacted legislation that has made it easier for students to
participate induakcreditcourses and foHEIgo0 offer duakcrediteducation programs.
The architects of theskawsnot only created explicit funding streams for the delivery of
duakcreditcourses but also required high schools to offer students the opportunity to
take at least 12 hours of advancedutseworkthat may includedualcredit coursesin
2015, thelegislature tookan additionalktep to broaden access by passing HB 505, a bill
that prohibits THECB frofimiting duakcredit participation exclusively thigh school
juniors and seniors and fno limiting the number ofluakcredit courses a student can
takewhile enrolled in high school. NeverthelebiIsand school districts stidan
implement these restrictions if they wish to do so. Based on data fiscalyear 2017,
roughly half(1,545 of institutional partnerships deliveredualcredit educationto
ninth- and 1@h-grade students.

1 Higher education institutions, particularly community colleges, have taken advantage of
new laws expanding access to colldgeel coursework. Many institutits promote
dualcredit education as a promisirggrategyto increase college access and completion
rates. Advocates have drawn on existing research to successfully argue thatelial
education addresses mainarriers that prevent students from accesgiand

11t is important to note that this statistic does not revéaé amount of dual credit education delivered to nintind 1Gh-
grade students. For more information about dwaédit dos@e, please refer to Technical Appendix A.
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succeeding in college. They argue tdattcrediteducation exposes students to the
academic and behavioral demands of collegféers an opportunity to align curricula

and content standards across secondary and postsecondary education by increasing
communication and collaboration between the two sect@sd saves students time

and moneyrelative todegreeattainment(Baileyet al, 2002; Edwards & Hughes, 2011,
Hoover & Vargas, 2016).

Defining DualCredit Education in Texas

THECB defines dualedt education ast I LIN2 O S & &ightséhookstide@ritolls in a
college course and receives simultaneous acadeneidit for the course from both the college
and the high schoél(Texas Administrative Code [TAC], Title 19, Part |, ChapBeib¢hager D,
Rule 4.83. This definition includes the different ways in which dera&dit education is
implemented in practice. For example, we know from the Phase | study that HEIs delivered
dualkcredit education programs on high school and college campusesy bgh school
teachers and college faculty, and through faodace and online instruction, among other
approaches. In Texas, institutions also administer-guadlit education programs in ECHS,
which, according to the TEAre secondary institutionshat offer duakcredit courses that an
lead to either an associate degree or at leass@festercredit hours toward a baccalaureate
degree fominth-, 1&h-, 11th-, and 12h-grade students at risk of dropping out of high school
To be considered enrolldd a dualcredit education program, duaredit partners (i.e., the
high school and the HEI) must conbath high school and college credit for performance in a
dualcredit course. Partnerships that award either high school or college diadinot both)

for collegelevel coursework are not defined as dwakedit programs according to Texas law.

Debates Around DuaCredit Education in Texas

Texas policymakers and practitioners have begun to express reservations about whether dual
credit education can dever on its promise to narrow gaps in college enrollment and
completion. Chief among thesmncernss the longheld assumption that duadredit courses

are not as academically rigorous as collegedit only coursesSomedispute the notion that
duakcredit instructors can or will teach courses at a level of rigor equal to that of coléegé
courses given thathey face enormous pressure to graduate high school students in order to
meet accountability mandates.

In addition, some concerned stakeholdepsestion whether all high school students are
academically and emotionally prepared to meet fherformance criteriaof collegelevel
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courses; and many have questemhhow dualcredit partners select students to participate in
dualcredit education prognas, how theyadvise studentsegardingacademic and career and
technical duakredit coursesandthe extent to which high school students benefit
academicallfrom such educational programming. Because Texas does not have a uniform
model to fully fund thamplementation of duakredit education programs, lawmakers also seek
basic knowledge about who bears the costs of delivering-dreadit education and the extent

to which stakeholders are being adequately compensated for their investment.

Summary of Phas| Findings

In July 2017, RAND published findings from Pha&énls studyin an interim report on dual

credit education programs in Texas. For that report, Miller and colleagues (2017) conducted
descriptive quantitative and qualitative analyses examgriiour focal areas of dualredit

education of interest to duatredit stakeholdersThose areas of focus includgd) academic
achievement and degree attainment of deakdit students versusondualcredit students, (2)
participation of different studat groups in duatredit education programs, (3) instructional

and advising practices of community colleges that deliver-duadit education, and (4) the

number of credits and semesters inwhichd@NB RA G alGdzRSyda SyNRfft (2
degree.Key findings from thei (i dzRRasea researcire summarized below

High school graduates who participated dual-credit education programs outperformed
students who did not.

¢ Measures of performance included grades in deraldit courses and followen colege
credit only coursescollege remediation, enrollment, persistence, and completion.

Instructional and advising practices used to delivdual-credit education programs were not
uniform and varied across community colleges.

* Resource constraints, geogifap proximity to high schools, amdistitutional latitude over
academic matters contributeto differences in delivery approaches.

Despite notable gains among historically underserved student groups, disparities in-chealit
education by race/ethnicityjncome, gender, and academic background persisted over time.

» Traditionally advantaged studenfs.g., Whites, giftegacademicallyalented)stood a much
greaterchance of participating in duaredit education than historically disadvantaged
students(e g., Black, Hispanieconomically disadvantaggd
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Duakcredita 1 dzZRSyGa RAR y20 LINPINBaa Y2NBE STFFAOASY (!
nondual-credit students.

» High school graduates who participated in daeddit education took about 142 credits,
includngcredits earned indusD NBE RA 0 SRdzOF G A2y LINPIAINIF Yaz G2 C
degree That average wasimilar to thenumber ofcredits earned by high school graduates
who did notenroll in duaicredit education Neverthelessdualcredit studentsgeneraly
graduated one semester soontitan did their nonduatredit peers

Overview of Phase Il

Objectiveof Phase Il Research

In April 2017, AIR was awarded funding to conduct Phase Il of this research. The purpose of
Phase Iwas to examine areas alualcredit educationthat Phase | was unable to explore but
that remaired of interest to Texas state and local education decisi@kers. Unlike the fast
turnaround @pproximately sixnonths)and relatively narrowesearchfocusof the d G dzRrét Q &
phase, PhasH was conducted over the course of a year and included six specific study
components: (1) a causal impact stu@®) a racial disparities stud{B8) an HB 505 study, (4) an
advising study, (5) an academic rigor study, and (6) a cost study. In its dRisage, ||
intentionally provided stakeholders a more idepth understanding of how wetlualcredit
education programsvere working, how theyere delivered to students in practicend who
borethe costs of deliveringualcrediteducation.Decisionmakerswill be able tdink the

overall effectiveness and cost @fialcredit education with specific features of hodwalcredit
programs are delivereldy connecting the results of all six components. This, in turn, will
facilitate the identification of areasineed of support or reform.

Phase IResearchViethods

Phase Iwasa multicomponent study thaémployedthe concurrent mixedmodel design

approach. This desigadlowed the research team to conduct parallel quantitative and

gualitative studieghat, together, will help decisiomakers understand the relationships

between several aspects of duaiedit education, such as its effectiveness and thesitag
delivered to high school studentfo answer research questio(RQs¥rom Phase I, AIR drew

on a rarge of analytical technigues and data sources. In each of the subsequent chapteass of th
report and in the technical appendicase detailthe methods and data used to conduct each
study component.
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How Phase IResearch Question&ddres&d Current Knowlede Gaps

Phase Il was designed to answerR@sdesignedo expand knowledge about duatedit
education in Texas beyond what was investigated in Phase I. Following, we lisR@&s¢he
order in which they are presented in the report and briefly discthe knowledge gaps that
motivated them, as well as the methods we used to answer them.

RQ 1.To what extent diddual-credit education increase college enroliment, credential
attainment, and efficient degree completion?

Phase | found that, on averagajalcredit students outperformed students whihd not
participate in duaktredit education programs on a wide range of achievement measures.
Generally,Texashigh school studentsiustmeet variouseligibility criteria to enroll in duatredit
education Ttus,students who participate in duaredit education programs are likely different
from those who do not. For example, Phase | discovered thatatadlt students were more
likely to be identified as giftedacademicallyalented, and White thanvere nondualcredit
students. Because Phase | did not accdantlifferences between duaidredit andnonduakcredit
students, estimates measuring the effect of daeddit education on student success capilire
not only the effect of duatredit education but alsthe effect of individual characteristics that
affect how well a student performs in schoGlonsequently, these measurés notdescribethe
true impact ofdualcrediteducation on college access and college completion.

To assess the extent to which dwakdit education independent of other factors affected
the chances of givenstudentachievingacademic milestones and reaching them more
efficiently, AIR employed a more rigoroussearchmethod; specificallythe instrumental
variable approach embeddadslith a differencein-different framework. Drawing omfHECB and
TEA administrative dat@cross 16 student cohorté|Rexaminel the extent to which
improvements in high school and college degree attainment, college enrollment, and efficient
degree completin over time occured in preciserelation towhen a high school began offeg
dualcredit coursesAlR started with the cohortfestudents who were in their junior year of
high school in 200RAs part of the analysi®\IR alsexaminal the extent to whichparticipation
in duakcredit educatiorhad differential impacts ostudentoutcomes for students with varied
demographic and academic backgrounds (e.g., race/ethnicity, free or regurgallunch
status, gifted anccademicallyalented).

Becausensufficienttime has passed to measure the effectiveness of -@uadlit programs since
the enactment oHB 505, esults fromthis analysis applgpecificallyo dualcredit education
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programs implemented before 201%Joreover, oureconometric approach requiregs to

exclude dual credit delivered through ECHSs from this component of the study. We do not view
this as a major limitation, since a number of rigorous stuthes have included ECHS programs

in Texahave documented the benefits of ECHS for a widgesof students, including those

who are traditionally underrepresented in postsecondary education.

RQ 2How didhigh school counselors and college advisors select studentslé@i-credit
education, advise them into enrolling idual-credit courses, anctoordinate advising
services?

Because Texas law does not prescribe how HEIs should advisgetlinstudents, models of
dualcredit advising vary considerably. Qualitative research condutteithg Phase | found
that some community colleges that delieerdualcredit educatiorrelied onhigh school
counselors tadvise duaktredit studentswhile other community colleges empley college
advisorsPhase | also found th#the degree to whicltollege advisorgteracted and engagd
with duakcredit studentsand their families differed depending on resource constraints,
geographigroximityto the high school, and the types of courseilegesffered dualcredit
students.

Based on Phase | research, it is difficult to discern the extent to which these=dtffer
approaches adequately support dealedit students as they navigate the complexities of
college.To address this knowledge gap, &tlkduckd in-depth, semistructuredinterviews
with high school guidanceoanselors and college advisas®rking withdual-credit students in
dualcredit education partnerships that represautthe full spectrum of models delivered
across the stateThese interviews collectadformationon a range of topics thaaccurately
characterize LJ- NIi y SasBsiidiapio@chesnd solicitedsuggestions for how to improve
advisingprocesses. The interviews specificaltidressedl) the types of students whwere
targeted for dualcredit education (2) the roles ohigh school guidance counsel@sdcollege
advisorsand how they wrked together to coordinate advising activitie€) thefactorsthat
high schootounselorsand college advisors considerwhen counselingtudentsregarding
specific duaktredit coursesj4) the challenges thatualcreditadvisors or counselors
encourtered when counselingluatcredit studerts; and (5) suggestiorisom high school
counselors and college advisors for improving etradit student advising.

It is important to note that & designed the advising study to include a broad range of DC
partnerships, including ECHS, DC delivered by two andykeaur colleges in both urban and
rural settings, and DC programs that deliver a significant number of CTE dual credit courses.
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However, the study provided richer information about advising for academmmobDGes
delivered by tweyear colleges, since such courses represent the vast majority of DC courses
delivered in the state.

RQ 3:How weredual-credit students taught and assessed relative to collegedit only
students?

Institutionss have considetae latitude ovethow they deliverdualcreditinstruction. Phase |
found that colleges employea higher percentage of high school teachers to teach college
courses that counted faduakcredit versus those courses counting for college credity.
Further, Phase | discovered that instructors who taugbalcreditcourses were more likely to
be adjunct professors and were less likely to hold dadtdegrees compared with instructors
who taughtcollegecreditonly courses.

How do these differences affettie quality of instruction thatluatcredit students receive and
to what extent is duatredit instruction on par witltollegecredit onlyinstruction in terms of
academic rigorTo addresshesequestiors, we examined content, instructional strategies,
student assignmentsand graded student work across three course types: (1)chedit

courses taught by HSB@2) dualcredit courses taught by BCand (3) collegereditonly
courses taught by GCFor this analysis, AIR focused on two common couase by dual
credit students: College Algebrisldth 1314/1414 and English Composition (English 1301).
Using a rubric vetted by content and curriculum experts, AIR assessed the extent to which there
were systematicdiscernible differences in the rigor druality ofduakcredit versuscollege
credit onlymaterials includingsyllabi, student assignmentandgraded work products (e.g.,
examinations assignments, portfolios)n addition,AIR administered an instructional survey to
participating teachersrad faculty to collect information on the use of instructional practices
acrossHSDC, DC, and CC courses

It is important to note that this componentdf the study focused only of duatedtand college
credit only courses delivered by community colleges| does not distinguish between courses
delivered through ECHS versus regular dual credit partnerships.

RQ 4What werethe annual costs of deliveringual-credit education, and how werghey
distributed among stakeholders? Also, how ditlese costs compar& the benefits ofdual-
credit education?

A key limitation othe Phase | researalasits inability(due to the defined parameters of its
focus)to investigate costs related to the deliveryaiialcredit education programs. In Texas,
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both HEIs and schaadlistricts receive formula funding to delivéualcredit education but they

alsorely on other financial sources (e.gtudents families, communitigsand employ different

staffing structures to support the administration ofafe programs. Texas lavakers lack

evidence on whether state and lodaihdingsources for HEIs are sufficient to account for the

additional costs that HEIs incur througbakcreditS RdzOF § A2y 2NJ g KSGUKSNJ G KS
investment indualcrediteducationprovides monetary returns #it exceedassociateccosts.

Phase Il shed light on this particular issue by estimating the overall cost of delidealkgedit
education in the statelt did so bycalculating how the cost of deliverimigyial-credit education
wasshared among a varietyf stakeholders antly conducting an analysis that compareosts

of deliveringdualcrediteducation against the monetizable benefits derived frdual-credit
programs. In carrying out this study, AIR relied on a mix of data sources, including THECB and
TEA administrative recorgsglualcredit Memorandaof Understanding(MOUSs) andinterviews

with HE] school districtand high school administrators to uncover the visible and hidden costs
of deliveringdualcrediteducation.

The cosstudy focused only oacademic duatreditcourses delivered by communitplleges,
so the findinggannot speak to costs of CTE dual credit. However, we included a sufficient
number of ECHSs in our sample to estimate the costs of DC delivered through regular DC
partnerships ersus ECHSs. While merposefully included DC partnerships that deliver DC
courses to rural high schools in our samiglenake the cost estimates more reflective of the
state as a wholgwe are unable to provide separate cost estimates for DC delivarathan
versus rural settings.

RQ 5Which factors contributel to racial and ethnidisparities indual-credit participation?

Quantitative analysesonducted during®hase | showed thatudents of color (e.gBlackand
Latino studentywere less likelyd participate indualcredit courses compared t@vhite

students despitethe fact that students in that group experiencét largest gains iduak

credit participation since 200@mong all student group3 hese data raised an important
guestion:Why are sudents of color participatingh duakcredit programsat lower rates than
White students? Phase Il answelthis question by drawing on TEA and THECB administrative
records to examine the extent to which the following factoosildexplain these particip#on

rates:

« Differences in the preparation and demand fiwalcredit education across demographic
groups
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e Access tauakcrediteducation and alternative forms of advanced coursework (e.g.,
AdvancedPlacement [APR]InternationalBaccalaureate [IB]acrosshigh schools

¢ The influence of @vising practicesn duakcredit participation gaps

The interviews conducted with high school guidance counselors and college advisors as part of
the advising component of the studysowere used to explore whether impiidias or
discrimination in advising practicesight have contributedo these disparities.

RQ 6:What were the patterns indual-credit participation, success, and delivelyefore and
after HB505?

Passed in 201%JB 505rohibited the state from limitig access to dualredit education to
juniors and seniorsr from restrictingthe numberof dualcredit semester credit hours high
school studentgouldtake. Since then, lawmakers have expressed concern that the rules
around who can patrticipate in duatedit education programs have become too lax, allowing
students who are not academicalty emotionally prepared to enroll in dugkredit education to
do so. Although Phase | descriptively examined changes ircdegit participation and
delivery, as well athe outcomes of duairedit students, it did so using datampiled only
prior to fiscal year 2015. As such, Texas lawmahkadsa minimal understandingf whether
there were any changes in dualedit participation, success, and delivery since passagiBo
505.

AIR filled this information gap by drawing on THECB and TEA administrative data to specifically
examine the extent to which current duatedit participation rates overall, by gradend by

various student characteristics (e.g., race/ethniciga@emic background) have changed since
passage of HB 505. Complementing this analysis, AIR also investigated changes in college
enrollment, course performance, and college completion, as well as the average number-of dual
credit semester credit hounsith which a student matriculatto complete a fowyear degree.

The Role of THECB in Phase |l Research

AIR is strongly committed to connect research to improve education policy and practice. Our
researchers and technical consultants work closely with stateyrnakers and local

practitioners to identify problems of policy and practice, as wetbaaddress their research

YSSRAD® LYy LI NIOYSNBKALI gAGK ¢1 9/ .3 ''Lw RSGOSN)YA
interest, and THECB staff contributed their expertise to properly contextualize results and

ensure that the study could inforiin K S . IRdissitiReXécommendationsn addition, THECB

AMERICAMNSTITUTHEHSOR RESEARCH | AIR. 17



DualCredit Education Programs in Texas: Phase Il

staff facilitated access to administrative data collected byBloardand the TEA, supported AIR
efforts to collect data, and collected MOUs from Teaaalcredit partnerships.To avoid
compromisngthe objedivity andintegrity of the researchhowever, THECB was not involved in
designing the study, gathering primary data, or analyzing primary or secondary data.

Roadmapof This Report

This report is divided into five chaptefhapter 1 presents research comndted to examine (1)
the impact of duakredit education programs on student outcomes and efficient degree
completion, (2) the factors contributing to racial and ethnic disparities in-dredit education
participation, and (3) changas duatcredit edu@tion occurring since passage of HB 505.
Chapter 2 examines how studentwere advisedrelative todualcredit education programs and
how theywere guided through duatredit education coursework, as well as how HEIs and high
schools workdtogether to delver duatcredit advisingChapter 3 examines how duatredit
students are taught and assessesdiative to collegecredit only studentsChapter4 quantifies
the costs of delivering duaredit educationgxplainshow these costs are shared among
stakeholdes, anddescribeghe costs of delivering duaredit education comparwith its
benefits.Chapter5 concludes tisreport with key findings from each study component.
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Chapter 1:Quantitative Findings

In this chapter, we present results from our quantitative analysis of-dredit programs in
Texas. We designed our quantitative anayte address three of the primaRQsrom the
larger study. Specifically, we addressed the following questions:

RQ 1 What factors contribute to racial / ethnic disparities in digegdit participation?

RQ 2 What changes in dualredit participation, success, an@ldzery have occurred since the
passage of HB 5057

RQ 3 To what extent does dudalredit participation increase college enrollment, degree
attainment, and efficient degree completion?

Questions 1 and 2 are descriptive in nature, while question 3 requires thefistate-of-the-
art econometric methods to assess the causal impact of-drealit participation on student
outcomes.

Background and Policy Context

Dualcrediteducation has been held as a policy option that could improve college participation
and compléion and is expanding rapidly nationwid&dvocates oflualcredit programs argue

that it can help studentadjustto college expectations, provide academically challenging
courses, help to align curriculum across high school and colleges, and may heljgdsts to
students and reduce overall time garning adegree.Althoughpublic sentimentegarding
dualcreditis positive|t is not without critics Specific criticisms include concerns over the rigor
of duakcredit courses relative t@ollegecredit only courses, difficulties surrounding the

transfer ofduakcredit courses once students enroll after high school, as well as concerns that
limited acces and quality ofdualcredit courses for disadvantaged students could exacerbate
already large inequigs in college enrollment and completion.

A large and growing body of national research on the impaduatcrediteducation sheds

light on some of these issues, but significant gaps renhadteed, a recent Intervention Report

from the U.S. Department & RdzOl G A2y Qa 2 KI & (WvedkdnaludédithStithBlh v 3 K 2
national research oduakcrediteducation has been largely positive but is lacking in nveays

(U.S. Department of Educatio2Q17).The vast majority of the 35 studies ddiatcredit

consideed by the WWC for the Intervention Report found titaial-credit education programs

arerelated topositivestudent outcomesHowever, most studies of genemdiatcredit

education were descriptive in nature, with jusiree studies(An, 2013; GianAlexander, &
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Reyes2014; Struhl & Vargas, 201&nploying quasexperimental methods that met WWC
adlF yRINRA d ¢ AAltHoughtiBozepbiighentalistidied ob ECHBerger Tuck
Bicacki, Garet, Knudson, & Hosh&014; Edmunds et.aR015)Y S (i 2 2ithoutd &
NBEaSNDI GA2yaé yR F2dzyR LRAAGAGS AYLI Ola 2y K
is unclear how those results translatedoalcredit education generally where models of
advising and instruction are less prescribed. Moreover, nedrstudies ofdualcredit

education and ECHSs focused overwhelming on gkart outcomes like high school
completion and college enroliment, so lawmakers know very little about the extent to which
dualcredit programs improve college completion or the degrto which it reduces credits or
time to degree particularly for students who are traditionally less likely to pursue a
postsecondary credential after high school

Our causal impact study addresses a number of gaps in the research base. In pattiswae i
of the first studies to use methods designed to isolate the causal impact of generairddl
programs at scale sherand longterm student outcome, and is one of the first to examine the
impact of dualcredit participation on time and semesteredit hours (SCH) degree.

Organization of Chapter

We begin by describing the data we used to address each of the R@sdNext, we describe the
general approach to the descriptive analyses we used to address questions 1 and 2 and present
results rdated to each of those questions. Next we describe our econometric approach to
addressing question 3 and go on to present relevant findings from the causal impact study. We
end the chapter by summarizing the key findings from the quantitative analyses.

Data

Our analyses draw on administrative databases from THECB and TEA that allow us to track
Texas public high school students through high schooirndanypubliccollege or university

in Texag.ForFY 200917, we caruse these files taapture individu&level informationon

student demographics and studeparticipation indual creditin high school, including the
number of SCH earned in high schootlaalcredit. During these years, we are also able to
capture information on enrollment SCH earned alefjree completion at any public or private
college in Texas$:or all collegdevel courses compted in 201217, which includehose

2 As described in the Appendix A, some analyses also track students into any private colleges in Texas, while others also track
students into outof-state colleges. We only have this data for some cohorts and mgspso not all analyses track students to
these colleges.
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delivered forduakcredit, we canalsocapture more detailed courskevel information, including
information about the couse modality (faceéo-face, online, or hybrid), faculty characteristics
(tenured, adjunct, and whether the instructor of record was also employed as a high school
teacher), and location of delivery (on a college campus, on a high school campus, or at an
ECHB).We also draw on data from the National Student Clearinghouse, which allows us to
capture enrollment and degree completion during Academic Year (AY)12008

We use the files above to develop two analytic data files that we draw upon for various
analy®s. Our primary analytic data file that we use for questions 1 and 3 tracks the Z®01
cohorts of juniors at Texas public high schools through high school and into Texas colleges and
universities, capturing information on demographics, doadit particpation, college

enrollment and completion, and SCH and time to degree. Because HB 505 was not passed until
2015, we use a different analytic file to address question 2. Specifically, we obsencretiial
participation and success for all thearrent Texs public high school students from 2@17.

We define a student being enrolled in an ECHS if the high school they attend is an ECHS or if it
shares a campus with an ECHS. Prior to 2015, we cannot directly see if a student attending a
high school that shas a campus with an ECHS is enrolled in-deeait through the ECHS or
through thetraditional high schoalAs suchwe treat all students on a campus with an ECHS as
attending an ECH&or questions 2, weomit students attending an ECH®m the analgis.

For descriptive analysés question 3hat examinethe prevalence of ECH&ative to oher

forms of duaicredit, our estimates can be taken as an upper baund

We describe the individual administrative data files that we draw on and the approackede u
to link them to develop ourralytic data files in Appendix A

Approach to Questions 1 and 2

We use our two analytic data files to paint a rich descriptive picture of patterdsahcredit
participation, delivery and course taking in Texas over temne, we primarily rely on simple
descriptive statistics presented in intuitive figures and tables to achieve this. However, where
appropriate, weemployregression methodto make more nuanced comparisarifhroughout

this section, unless otherwise noted| eeported differencesn relevant variableare

statistically significanat conventional levels (95%)
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Racial Disparities

Findings Related to Question 1: What Factors Contribute to Disparities in-Ouadlit
Participation?

In Phase | of the duaredit study, RAND found disparities in cheaédit participation across

NI OS k SUOKYyAOAGE YR AyO2YS® CAIdzNBE modm (KL
shows duakredit participation rates by race/ethnicity for the 20€15 cohorts of Texas public

high school graduates. The results demonstrated thaitég and Asians had higher

participation rates thamBlacls and Hispanidhiroughout the study periodDualcredit

participation rates oWWhite high school graduates peaked at abou#df 2011 and deated to

26%in 2015 Dualcredit participation rates oBlacls peaked at about £8in 2009 and declined

to approximately 1@by 2015 Similarly, dalcredit participation rates of Hispanics peaked at

about 20% in 201&and declined tapproximately 16%y 2015.

Figurel.l. DuatCreditParticipation Rates by Race/Ethnicity (20€1L5)

| = \hite === Hispanic === African-American Asian ~ =mmmm Other race

Percentage

2001 2003 2005 2007 2009 2011 2013 2015

High school graduation cohort

Figure 1.2 reports the dualredit participation rate by race/ethnicity for the 20§16 cohorts of
Texas high school juniors using our updated data and confirms gaps ‘oredglparticipation

by race/ethnicity. Specifically, while 24.7% of White Texas public high school juniors took a
duakcredit course during their junior or senior year of high school, the corresponding figure for
Blacks and Hispanics was 10.6% and 15.68pecotively.
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Figure 1.2. DuaCredit Participation by Race/Ethnicity (Student Cohorts of Juniors Enrolled in
DualCreditEducation in 11th and / or 12titrade: 2001¢16; n =3,422,095)
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While Phase | documented the persistent disparities in-doedlit paticipation, it was only

able to hypothesize about potential reasons underlying their existence. In this section, we use
descriptive analyses to assess the extent, if any, to which different factors underlying gaps in
dualcredit participation across racetienicity. Our analysis focuses on the following potential
factors: (1) dferences indualcreditaccessacross high schools in Texas, (2) differences in
academic preparation(3) differences in income, (4) differendesaccess to alternative forms

of colegelevel coursework in high schgsluch as AP and tBurses, (5) differences in access

to tuition and fee waivers for duaredit students across high schools, and (6) differences in the
types of high schools they attend. We also investigat€hapter2 whether dualcredit advising
practices may contribute to disparities in deckdit participation by race/ethnicity

To assess the extent to which different factors contributed to the gaps shown in Figure 1.2, we
began by running a series of Ordinagakt Squares (OLS) regression models predicting the
probability of duslONB RA G LI NOAOALI GA2Y & + FdzyOlAzy 27
factor considered constant. We then use the results of these regression models to replicate the
analysisused to create Figure 1.2, holding the factor constant at the mean value for White
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students across race and ethnic groups. We describe these models and the process used to
develop the adjusted figures in greater detail in Appendix A.

Differences in Dualredit Access Explains Very Little of the Gap in DQe¢dit
Participation Across Race/Ethnicity

One factor that could partially explain gaps in der@dit participation across race/ethnicity is
differential access to dualredit courses. Our analysis shethat during the 201&16 academic

year, 93% of high schools in Texas offered at least onecdedit coursé. Although the rate is

high statewide, it is possible that underrepresented minorities are more concentrated in schools
without duakcredit programs, which would contribute to the gap in de@kdit participation

across race/ethnicity. To explore this hypothesis, the rightmost set of columns in Figure 1.3 shows
the predicted difference in duaredit participation across race and ethnic groups ixabevhen
holding differences in dudalredit access constant across race and ethnic groups. Here, we say a
student has duatredit access if, during his/her junior year, s/he attended a high school that
offered at least one duadredit course. The leftmoset of columns in Figure 1.3 show the raw
unadjusted difference in duaredit participation by race/ethnicity that are reported in Figure

1.2. The fact that the adjusted and unadjusted der&dit participation rates are nearly identical
suggests that diérences in duatredit access across race/ethnicity explains very little of the
observed gaps in dualedit participation across those groups.

3 The majority of high schools that did not offer deaédit courses were notraditional schools such as alternative, charter, or
disciplinary schools.
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Figure 1.3. DuaCredit Participation by Race/Ethnicity, Adjusting for Differences in Dual
Credit Access (Stwht Cohorts of Juniors Enrolled in Du@kedit Education in 11th and / or
12th Grade 2001¢16; n =3,422,095)
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Differences in Academic Preparation Explain Some, But Not All, of the Gap in Dual
Credit Participation Across Race/Ethnicity

Another factor thatcould partially explain differences in dualedit participation across
race/ethnicity is differences in academic preparation. Beradit participation is limited to

students who are academically prepared to take deraldit courses, and eligible studenivith

lower levels of baseline preparation may be less likely to participate in dual credit due to the
difficulty of the course or lower desire to enroll in college after high school. Because we know
that underrepresented minorities tend to have lower alement test scores compared to

Whites on average, this factor is likely to contribute to the observed differences ircoegit
participation across race/ethnicity. To examine this, the rightmost columns of Figure 1.4 shows
the predicted difference inakl-credit participation across race and ethnic groups in Texas

when holding differences in academic preparation constant across race and ethnic groups. We
LINPEE& F2NJ I OFRSYAO LINBLI NI GA2Y Ay | &aG§dzRSy (i Q&
that gate mathematics and reading achievement tests, the Texas Assessment of Academic
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Skills (TAAS), Texas Assessment of Knowledge and Skills (TAKS), or State of Texas Assessments
of Academic Readiness (STAAR) exams, in the eighth grade. The results sugdeéfgrdraces

in academic preparation across race/ethnicity contribute significantly to the observed gaps in
dualcredit participation. For example, if Hispanic students had the same eighth grade
mathematics and reading scores as the typical White studbef) their duaicredit

participation rate would increase from 15.6% to 20.8%. Similarly, if Black students had the same
eighth grade mathematics and reading scores as the typical White student, then their dual

credit participation rate would increase froh®.6% to 17.8%. The adjusted participation rates

for underrepresented minorities are still below the dweakdit participation rate of 24.7% for

White students, suggesting that differences in academic preparation do not fully explain the
dualkcredit partcipation gap.

Figure 1.4. DuaCredit Participation by Race/Ethnicity, Adjusting for Differences in Eighth
Grade Achievement Test Scores (Student Cohorts of Juniors Enrolled in@Madit Education
in 11th and / or 12thGrade 2001¢16; n =3,422,095)
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Differences in Income Explain Some, But Not All, of the Gap in-Quedlit
Participation Across Race/Ethnicity

Another factor that could partially explain differences in dogddit participation across
race/ethnicity is differences in income. In many caslescredit participants must contribute

to tuition and fees or purchase books and other course materials forchedit courses. In

other cases, students may need transportation to attend ettraldit courses on college

campus. Because we know that undepresented minorities tend to have lower income
compared to Whites on average, this factor is likely to contribute to the observed differences in
dualcredit participation across race/ethnicity. To explore this factor, Figure 1.5 shows the
predicted diffeence in duakredit participation across race and ethnic groups in Texas when
holding differences in income (measured by free or redupgde lunch eligibility) constant

across race and ethnic groups at the mean value for White students. The resukststingdg
differences in income across race/ethnicity contribute significantly to the observed gaps in
dualcredit participation. For example, if Hispanic students had the same rate of free or
reducedprice lunch eligibility as the typical White studenteththeir dualcredit participation

rate would increase from 15.6% to 19.0%. Similarly, if Black students had the same rate of free
and reduced price eligibility as the typical White student, then their -duedlit participation

rate would increase from 16% to 13.2%. The adjusted participation rates for

underrepresented minorities are still well below the dwaédit participation rate of 24.7% for
White students, suggesting that differences in income do not fully explain thectedit
participation gap.
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Figure 1.5. DuaCredit Participation by Race/Ethnicity, Adjusting for Differences in Free or
ReducedPrice Lunch Eligibility (Student Cohorts of Juniors Enrolled in Eiradit Education
in 11th and / or 12thGrade 2001¢16; n =3,422,095)
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Differencesn Access to AP or IB Coursework Explains Very Little of the Gap in Dual
Credit Participation Across Race/Ethnicity

Another factor that could partially explain gaps in daeddit participation across race/ethnicity

is differential access to other forms aflvanced coursework like AP and IB courses. When such
courses are present, students may opt to take them in lieu of-dredit courses. Not all high
schools in Texas offer AP or IB courses to their students. Indeed, our analysis shows that during
the 2015¢16 academic year, 94% of high school juniors in Texas attended a high school that
offered at least one AP or IB course. If White students are more likely than underrepresented
minorities to attend high schools that offer AP or IB courses, this mighaiexpart of the gap

in dualcredit participation across race/ethnicity. The rightmost set of columns in Figure 1.6
below shows the predicted difference in de@kdit participation across race and ethnic groups
in Texas when holding differences in accesAP and IB courses constant across race and
ethnic groups. As with previous figures, the leftmost set of columns replicates the baseline
dualcredit participation rates from Figure 1.2. Here, we say a student has access to AP or IB
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courses if, during hisker junior year, s/he attended a high school that offered at least one AP

or IB course. The fact that adjusted participation rates in the rightmost columns of Figure 1.6

are nearly identical to the baseline deakedit participation rates in the leftmosbtumns

suggests that differences in access to AP and IB courses across race/ethnicity explains very little
of the observed gaps in duatedit participation across those groups.

Figure 1.6. DuaCredit Participation by Race/Ethnicity, Adjusting for Difeerces in Access to
AP and IB Courses (Student Cohorts of Juniors Enrolled in-Oreadit Education in 11th and /
or 12th Grade 2001¢16; n =3,422,095)
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Differences in High Schools Attended by Students of Different Race/Ethnic Groups
Explains Some, But Ni@ll, of the Gap in DuaCredit Participation

Another factor that could explain some of the gap in der@dit participation across race/ethnic
groups is differences in the high schools attended across race/ethnicity. White student are
more likely to attend better resourced schools in more affluent areas. Attendance at such
schools may promote duakredit participation by better preparing students for deeakdit
coursework, by more actively promoting deakdit programs to students, or by exposing
studerts to more peers with college aspiration®explore this factor, Figure 1shows the
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predicted difference iduakcredit participation across race and ethnic groups in Texas when
holdinghigh school attendance patterm®nstant across race and ethniogps at the mean
value forWhite students* The results suggest that differenceshigh school factoracross

race ethnicity contribute significantly to the observed gapsliral-credit participation for Black
students, but not much for Hispanic studenfar example, if Blacdktudentsattended the same
high schools in equal rates as White studetiten theirdualcredit participation rate would
increase from 10.6% to 13.7%lthough the results suggest thé#tHispanicstudentsattended
the same high sdols in equal rate as White studentben theirdualcredit participation rate
would decrease slightly from 15.6% to 14.6%, this difference is not statistically significant. In
either case, lte adjusted participation rates for underrepresented minoritas still well below
the dual-credit participation rateof 24.7%for White students, suggesting that differences in
where students go to high schodd not fully explain thelual-credit participation gap.

4To do so, we run an OLS model predictingl credit participation by race/ethnicity and including a high school fixed effect.
We then project the dual credit participation rate for each race/ethnic group for a student with a weighted average atthe hi
school fixed effects, where the weight fargiven high school is the share of White students at the high school divided by the
total number of White students in the state.
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Figure 1.7. DuaCredit Participation by Race/Ethaity, Adjusting for Differences in Where
Students Attended High School (Student Cohorts of Juniors Enrolled in-Ouedit Education
in 11th and / or 12thGrade 2001¢16; n =3,422,095)
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Differences in Access to Tuition and Fee Waivers Across High Sdhtbin Texas
Explains Very Little of the Gap in Du@ledit Participation Across Race/Ethnicity

Another factor that could explain some of the gap in der@dit participation across

race/ethnicity is access to tuition and fee waivers for etraldit couses. As described later in
Chapter 4, policies governitige charging of tuition and fees for duatedit students varies
considerably across duatedit programs. Many community colleges do not charge tuition to
any of their duakredit students, some chige the same tuition for a dualredit course as they
would for a college credit only course, and still others charge some tuition but a lower rate than
is charged for the equivalerbllegecredit onlycourse. In some cases, community colleges
offer tuition and fee waivers or discounted tuition to some daeddit students but not others.

If White students are more likely to attend high schools with community college partners that
offer tuition and fee waivers than are underrepresentaéhorities, this cold explain some of

the gap indualcredit participation across ra¢ethnicity. To explore this factor, we obtained

data from the Texas Association of Community Colleges on tuition and fee waiver policies for
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the 2016;17 academic year at all community cgiés in Texad.he data provide information on
whether each community collegeovided a full or partial tuition and fee waiver to all or some

of the students taking duatredit courses at their institution. The rightmost set of columns in
Figure 1.8 belovghows the predicted difference in duatedit participation across race and

ethnic groups in Texas when holding differences in access to tuition and fee waivers constant
across race and ethnic groups. Figure 1.8 was only calculated using Af@fiBorstudents,

and the baseline figure was replicated with the changing sample. Here, we say a student has
access to a tuition/fee waiver if, during his/her junior year, s/he attended a high school that

that partnered with a community college that offered alfoi partial tuition and fee waiver to

all of its students. Although the adjusted participation rates for underrepresented minorities in
the rightmost columns of Figure 1.8 are slightly higher than the corresponding unadjusted rates
in the leftmost columnsthe difference is never statistically significant. This suggests that
differences in access to tuition and fee waivers across high schools in Texas explains little of the
gap in duakredit participation by race/ethnicity. It is important to note thatistdoes not mean

that tuition and fees are not a barrier to duatedit participation for underrepresented or low
income studentslin particular, our analysis only examines whether differences in access to
tuition and fee waivers across race/ethnicity eadplgaps in duatredit participation; it does

not examine whether tuition and fee waivers improve dagetdit participation rates overall or

for underrepresented minorities or low income students.
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Figure 1.8. DuaCredit Participation by Race/Ethnicity,djusting for Differences in Dual
Credit Tuition and Fee Waivers (Student Cohorts of Juniors Enrolled in-Oredit Education
in 11th and / or 12thGrade 2016;n =311,383)
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Combined, the Six Observable Factors Considered Explain Most, But Not Allpah Ga
DuakCredit Participation Across Race/Ethnicity

The previous analysis has shown that differences in academic preparation, income, and high
school attendance patterns each explain some, but not all, of the gap ircdeait

participation across racethnicity. At the same time, differences in access to duwallit and AP

and IB courses and tuition and fee waivers do not appear to explain much of this gap. The
analysis so far has examined each of these factors on its own. To take the analysis a step
further, we used a similar approach to assess the extent to which all of these factors combined
contribute to gaps in duatredit participation. To do so, we ran a regression mguaedicting

the probability ofduakcredit participation as a function of a SRS y (i Q éthnibifly, dklingall

of these observabléctors considered constantand then used the results to project the dual
credit participation rate by race/ethnicity holding all factors constant at the median value for
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White students> Figure 1.9 tbplays these results graphically and demonstrate that the factors
we considered explain most, but not all, of the daetdit participation gap. For example, if
Hispanic students had the same value for all factors as the typical White student, then their
dualcredit participation rate would increase from 15.6% to 21.8%. Similarly, if Black students
had the same value for all factors as the typical White student, then theiratedit

participation rate would increase from 10.6% to 15.6%. The adjustedcypation rates for

Black and Hispanic students are only slightly lower than the White participation rate of 24.7%,
suggesting that the factors explain most of the overall gap in-dresdit participation. Overall,

this suggests that if underrepresentedmuarities were equally prepared academically. had
similar incomes to and attended similar schools as white students, then gaps in DC participation
would be quite small.

Figure 1.9. DuaCredit Participation by Race/Ethnicity, Adjusting for Differences ihRdctors
Considered Previously (Student Cohorts of Juniors Enrolled in fQuedit Education in 11th
and / or 12thGrade 2001¢16; n =3,422,095)
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5 Note that to implement this approach for all cohorts, we could not include access to tuition and fee waivers in theThizdel.
is because we had data on tuition and fee waivers only for the A0lécademic year.
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One additional factor that could contribute to differences in dadit participation across
race/ethnicty is differences in advising practices. If high school and college staff who advise
students for duakredit courses exhibit explicit or implicit biases that disadvantage
underrepresented minorities, this could contribute to gaps in etradit participaton. We

were unable to explore this factor quantitatively but assess it qualitatively in Chapter 2 and find
little evidence to support the existence of biases in advising practices.

HB505 Study

What Changes ibualCreditParticipation, Success, and Dedry Have Occurred Since
the Passage of HB 5057

In 2015, the 8th Texas Legislature passed HB 505, which loosened prior restrictions en dual
credit access in a number of ways. SpecificalB/5b5 did the following:

1. Removed limitations on the number afud-credit courses a student may take during
high school

2. Removed limitations othe number ofduakcredit courses a student may take each
academic year

3. Allowed ninth and 1th grade students to enroll in duakedit coursework that is not
delivered in an ECH

Phase | did not examine trends in dwaédit participation, success, and delivery since the
passage of HB 505. In this section, we address that gap by using THECB and®T&A data
descriptively examining changes in student participation and outconsewetl as changes in
how institutions are delivering duakedit education to high school students.

Note that data examining trends in student participation and outcomes, and in the delivery of
dualcredit education prior to the passage of HB 505 incltme2012;15 fiscal years; data
examining these same trends after the passage of HB 505 include the120fi§cal years.

6 Asdescribed in Appendix A, given how recently HB 505 was passed, we use an analytic file that observed dual credit
participation and success for all Texas pulbigh school students from 20&27. This allowed us to capture trends in dual
credit participation by grade for the 20427 academic years.
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Changes in Du&Credit Participation Since HB 505
Overall DuaiCredit Participation Rate Held Relatively Steady Since HB 505

Given thatHB 505 loosened restrictions on digaedit participation in a number of ways, we

were interested in whether dusEDNB RA G LI NI AOA LI A2y KIR AYyONBI &
Figure 1.10 shows trends in the overall daeddit participation rate from 20117 and

demonstrates that duatredit participation held relatively flat over that time frame. The

participation rate among all ninth to 112 grade students was.Z7% prior to the passage of HB

505 from 201215, and increased slightly 8154% from 201617.

Figure 1.10. DuaCredit Participation Rate Among All Texas Public High School Students
(2012;17;n =8,580,735)
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DualCredit Participation Among Ninth and 10 Graders Increased Significantly But Is
Still Low Overall

Since HB 505 specifically loosemesditrictions on duatredit participation among ninth and
10th graders, we also assessed trends in eabit participation rates by grade from 20427.
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These trends are presented in Figure 1.11 and demonstrate thataledit participation held
relatively flat over that time frame for 1t and 12h graders, who make up the vast majority of
dualkcredit participants. Specifically, from 207, the participation rate among 1 graders
hovered around 13% and around 16% fothl@raders. In contrast, whilide participation rate
among ninth and 1 graders was low before and after the passage of HB 505, the rate
increased considerably in percentage terms among these two groups. In particular, the
participation rate more than doubled from 1.0% to 2.1% amomgh graders (from 4,479 to
7,721 students annually) and increased by 60% from 2.7% to 4.3% ambgydders (from
8,445 to 19,192students annually).

Figure 1.11. DuaCredit Participation Among Texas Public High School Students by Grade
(2012;17;n =8,580,735)
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Semester Credit Hours of Dual Credit Taken Among frabit Participants Increased
Since HB 505

HB 505 also loosened restrictions on the number of -@uedlit courses a student could take
each academic year and overall during high schoalesavere interested in whether the
number of SCH of dual credit taken among eltradit participants increased after the passage
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of HB 505. Figure 1.12 presents trends in the number of SCH of dual credit taken ameng dual
credit participants by grade befond after HB 505. The results demonstrate that the number

of SCH of dual credit taken by dwakdit participants increased amongth@Q12th graders, but

declined slightly among ninth graders after HB 505. Overall, the number of SCH of dual credits
taken by dualcredit participants was highest amongtthland 12h participants who took an

average of 9.7 and 9.4 SCH of dual credit prior to HB 505 versus 10.6 and 10.1 SCH after HB 505.
Although the overall duatredit participation rate was low among ninth afi6th graders, the

number of SCH of duatedit taken by participants in those grades was relatively high (6.2 and

7.1 SCH before HB 505 versus 5.9 and 7.7 SCH afterward).

Figure 1.12. SCH of Dual Credit Taken Among{Quadit Participants by Grade (20427;
n =673,151)
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Changes in DuaCredit Context Since HB 505

DualCredit Course Offerings Similar Since HB 505 and Are Concentrated Within the
Academic Core

Table 1.1 presents the 10 most common dodit courses before and after the passage of HB
505. The most common dualredit courses include English Composition (English 1301 and
1302), government, history, economics, and College Algebra and have remained relatively
unchanged since the passage of HB 505. This suggests that while HB 505 looseictdrest
around the number of duatredit courses that students can take, postsecondary institutions
and partner high schools may be nevertheless implementing advising policies that restrict the
types of duairedit courses that students can take. Thigliitg is consistent with qualitative
evidence on advising practices that is presente@lapter 2In addition it is consistent with

the fact that the state restricts the actual courses that can be offered and / or funded for dual
credit.

Table 1.1. MosCommon DualCredit Courses for All Students (20417)

Before HB 505 After HB 505

Course Percent of all DC SCH Course Percent of all DC SCH

represented by course represented by course
ENGL 1301 10.69% ENGL 1301 9.67%
ENGL 1302 10.00% ENGL 1302 8.59%
HIST 1302 7.30% HIST 1302 6.47%
HIST 1301 6.79% GOVT 2305 6.25%
GOVT 2305 5.74% HIST 1301 6.24%
ECON 2301 4.30% ECON 2301 3.77%
MATH 1314/1414 3.57% MATH 1314/1414 3.48%
PSYC 2301 1.90% PSYC 2301 2.09%
ENGL 2322 1.71% ENGL 2322 1.88%
ENGL 2323 1.4%% GOVT 2306 1.73%
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DualCredit Course Offerings Among Ninth andi@raders Are Rarely Within the
Academic Core

We also examined the most common duatdit courses before and after HB 505 by grade.

These results are presented in Table 1.2 and show diitferences in common dualredit

courses over time across grades. However, more interestingly, Table 1.2 also demonstrates that
while 11th and 12h graders mostly take courses within the academic core, ninth atia 10

grade students take courses that helgem build study skills or rarely require demonstrating
college readiness, such bearning Frameworks (Education 1300) and Art Appreciation (Art
1301).The coursdaking patterns observed here are consistent with qualitative findings from
Chapter 2, whils suggest that high school guidance counselors tend to usher younger students
into duakcredit courses that do not require students to demonstrate college readiness to

prepare them for more rigorous duatedit courses they will encounter as juniors andises.
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Table 1.2. Most Common Du#lredit Courses Before and After HB 505, by Grade (Percent of
All DC SCH Represented by Course)

Ninth and 10th Grade 11th and 12th Grade

Before HB505 After HB505 Before HB05 After HB505
% % % %
Course DC Course DC Course DC Course DC
SCH SCH SCH SCH
EDUC 11.65 10.99
ED 1 .07% .09% ENGL 1301 ENGL 1301
UC 1300 | 5.07% 1300 6.09% GL 130 % GL 130 %
ARTS 10.99
SPCH 1311 | 5.02% 4.36% ENGL 1302 ENGL 1302 | 9.85%
1301 %
SPCH
HIST 1302 | 4.40% 1315 4.28% HIST 1302 7.63%| GOVT 2305 | 7.03%
HIST
ARTS 1301 | 3.97% 1302 3.96% HIST 1301 7.23% HIST 1302 6.90%
SOCI
SPCH 1315 | 3.35% 1301 3.63% GOVT 2305 | 6.16% HIST 1301 6.84%
PSYC
PSYC 2301 | 3.24% 2301 3.40% ECON 2301 | 4.65% ECON 2301 | 4.31%
SPAN MATH MATH
HIST 1301 | 2.97% 3.33% 3.69% 3.72%
1411 1314/1414 1314/1414
SPCH
COSC 1301 | 2.96% 1311 2.95% ENGL 2322 | 1.90% ENGL 2322 | 2.21%
HIST
SPAN 1411 | 2.60% 1301 2.75% PSYC 2301 | 1.75% PSYC 2301 | 1.87%
MATH COSC
2.51% 2.71% ENGL 232 1.58% VT 2 1.80%
1314/1414 51% 1301 () GL 2323 58% GO 306 80%

Characteristics of DuaCredit Courses Changed ModlgsSince HB 505

We also examined trends in characteristics of ewradit courses after the passage of HB 505.
Figure 1.13 shows changeskiey design features afualcredit courses that we can capture in
administrative recordbefore and after the pasgg of HB 505. The results show that there has
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been very little change in the characteristics of daadit courses since the passage of HB 505.
Specifically, the percentage of duakdit courses taught in a fage-face format held relatively
constant ata little more than 80%. The percentage of daeddit courses taught on a college
campus (as opposed to a high school campus) held constant at roughly 54%.

Figure 1.13. Delivery of Dud&redit Courses Among Dué@lredit Participants Before and After
HB 5@ (2012¢17;n =1,868,920)
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Figure 1.14 shows trends in other course features before and after HB 505. The share of courses
that were academic (versus career and technical education [CTE]) held relatively stable at just
under 90% (just over 10%). Howeytire share of courses delivered via an ECHS rose
considerably from 12.5% before to 20.1% after HB 505. Finally, given that HB 505 loosened
restrictions that required institutions to seek preapproval to develop dweatlit partnerships

with high schools aside of their service area, we were interested in whether there was an
increase in duatredit courses delivered to students whose high school was not within the service
area of the college. Figure 1.14 shows that the share ofchedlit courses deliverkto a high

school partner within the service area of the college declined from 45% to 40% since HB 505.
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Figure 1.14. Type of Du#lredit Courses Among DLi€redit Participants (201217,
n =1,868,920)
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We also examined whether the characteristics ofgcteaching duatredit courses changed
since HB 505. Figure 1.15 demonstrates that the share ofatadit courses taught by adjunct
instructors increased from 60.1% to 64.2% since the passage of HB 505. The share@ditual
courses taught by higechool teachers also increased from 40.4% to 44.6%. The share ©of dual

credit courses taught by an instructor with a doctorate held relatively stable at a little more
than 10%.
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Figure 1.15. Faculty Characteristics of D@akdit Courseat Two-Year College®012;17,
n =1,268,365)
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Changes in Academic Preparation@@ialCreditParticipants

Little Evidence That Overall Academic Preparation of DQaddit Participants
Systematically Changed Since HB 505

Given that HB 505 allowed 9th andtbh@raders to enrd in duatcredit courses and prevented

the state from limiting the number of duakredit courses that students could enroll in, some
stakeholders voiced concerns that this might lead to an increase in the number of
underprepared students taking duatedi courses in high school. To assess this concern, we
analyzed trends in academic preparation of daeddit participants before and after the

passage of HB 505. Figure 1.16 shows the average score on the 8th grade statewide assessment
(the TAKS and STAARPoth reading and mathematics among dwaddit participants before

and after the passage of HB 505. Here, the scores were centered around the mean test score
among all Texas public school eighth grade test takers, which is set at zero. Thupanbne
increase represents a test score that is a full standard deviation above the mean. Figures 1.16
shows that before and after the passage of HB 505,-dtedit participants scored above the
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average on eighth grade mathematics and reading standardized tektsh suggests that they
are more academically prepared than the average eighth grade student. Examining changes
after Texas loosened restrictions around daeddit enroliment, our result show that, while the
average eighth grade reading test scoresloélcredit participants marginally increased from
0.57 to 0.62 standard deviations above the mean, the average TAKS andr8dth&Ratics

score also slightly decreased from 0.67 to 0.56 standard deviations above the mean. These
results provide little evidnce that the academic preparation of deakdit participants

changed in a systematic way since the passage of HB 505.

Figure 1.16. Average Score on the Eiglihade Standardized State Assessment (TAKS and
STAAR Exaimations) Among DualCredit Participans (2012,17;n =620,716)
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Academic Preparation of Ninth and 1® Grade DualCredit Participants Has Declined
Since HB 505

HB 505 also prohibits the state from implementing rules that prevent ninth atid dr@ders

from enrolling in duatredit educationso we investigated the extent to which the academic
preparation of ninth and 1 graders has shifted given that younger students can now enroll in
dualcredit coursework. Figure 1.17 breaks the data presented in Figure 1.16 out by grade. Akin
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to results pesented in Figure 1.16, results show that doddit participants across all grades
A02NBR lo2dzi KFEEF | adlryRFENR RSGALFTGAZ2Y | 020S
eighth grade reading and mathematics, which shows that-duadit studentsare academically
superior students. However, results also show that the reading and mathematics test scores of
ninth and 1@h graders patrticipating in duaredit declined after the passage of HB 505.

Notably, the typical ninth and 10 grade duaicredit gudent had a mathematics test score that
was 0.64 standard deviations above the average before HB 505, but just 0.48 standard
deviations above the average after HB 505. Results show a similar decline in reading, as the
mean reading test score for ninth ad@th graders declined from 0.63 to 0.58 standard
deviations above the mean after HB 505 passed. Although these results show that freshmen
and sophomores who took dual credit before HB 505 were more academically prepared than
those who took dual credit agr HB 505, it is nevertheless important to note that students pre
and postHB 505 scored significantly higher than the statewide average in both subjects.

Figure 1.17. Average Score on the Eiglirade Standardized State Assessment (TAKS and
STAAR Exaimations) Among DualCredit Participants by Grade (20427;n =620,716)

— —
0:! -
0.67
©
< 4
N
O —
Reading Grade 9 & 10 Math Grade 9 & 10
Reading Grade 11 & 12 Math Grade 11 & 12
e Before [ After

AMERICAMNSTITUTHEHSOR RESEARCH | AIR. 46



DualCredit Education Programs in Texas: Phase Il

Changes in DuaCredit Course Performance

Slightly Higher Grades in Duélredit Courses Since HB 505, Particularly for Ninth
Graders

Given the decline in mathematics and reading &stres of ninth and 18 grade dualcredit
participants since the passage of HB 505, one might be concerned that these less prepared
students would have lower success rates in their dwatlit coursesTo assess these concerns,
Figure 1.18 shows the shaoédualcredit participants receiving an A in their dwaedit course

by grade. The results demonstrate that course grades increased slightly after HB 505 for all
groups, but particularly for ninth graders. Prior to HB 505, ad@.2% of duakredit couse

grades overall were As and that number increased2®% after HB 505. Among ninth grade
dualcredit participants, the share of course grades that were As increased from 40.7% to 46.9%
since HB 505. This suggests that as less prepared ninth #mdrade students have begun

taking dualcredit courses since HB 505, instructors may have reduced course standards to keep
success rates up, rather than letting pass rates decline as we had initially hypothesized.

Figure 1.18. Share of Du@lredit Course Gdes That Were As by Grade (2@1Z;
n =1,868,920)
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Higher Grades in College Algebrsldéth 1314/1414) and English Composition | (English
1301) Since HB 505

To further assess trends in deakedit course grades since the passage of HB 505, we looked at
the distribution of course grades in two common daeddit courses: College Algebidth
13141414) and English Composition | (English 1301). Figures 1.19 and 1.20 show the
distribution of course grades in those subjects before and after the passageitidiBhe

results show that in both courses, the grade distribution shifted significantly upward, with more
As and fewer Bs or lower. For example, the share of couesieg that were As iMath

13141414 increased from 37.5% to 40.1% after HB 50 grades that were Bs and lower
correspondingly decreasingd Kolmogoroysmirnov test of distribution equality confirmed that
this upward shift in the duatredit course grade distribution for both courses was statistically
significant. The fact that HB 50&skened restrictions around access to der@dit courses
suggests that these patterns are more consistent with an overall pattern of grade inflation in
college courses, as opposed to an improvement in actual course performance after HB 505.

Figure 1.19. Btribution of DualCredit Course Grades in College Algeliviath 1314/1414
(201217;n =87,853)
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Figure 1.20. Distribution of DuaCredit Course Grades in English Composition | (English 1301)
(201217;n =192,174)
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Causal Impact Study

Approach to Qustion 3

In Phase I, RAND found that prior to HB 505, students who participated Htreakl

outperformed students who did not. Results from Phase | showed thatatedit students had
higher grades inluakcredit courses in the same subject as theimdualcredit peers and

higher grades in follovon courses in the same subjeBtualcredit students also had higher
college enroliment rates aftehey graduated fromhigh school, particularly at foyrear

colleges, and were significantly more likely togstin and complete colleg®&loreover, dual

credit students took, on average, half an academic year less to complieteryear degree, yet
completed their degrees with roughly the same number of SCH as students who did not take a
dualcredit course which suggests that duaredit students, like their counterparts, equally

suffer from the problem of excess credit hours
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Although the findings from Phase | suggest that ewatit education may usher in more
success for students, they also demonstrated ttatdents who took duatredit courses were
less likely than nonparticipants to be underrepresented minorities or eligible for free or
reducedprice lunch and more likely to be considered gifted and talentatl factors that are
generally positively relatéto academic outcomes. Taken together, these results raise the
guestion of whether duatredit participants would have performed just as well even if they had
not participated in duatredit education programs because they enter doddit with above
aveaage academic skills. Based on the descriptive analysis conducted in Phase I, RAND could not
determine the extent to which the benefits experienced by deradit participants were

directly attributable to their participation in dualredit education or tather factors such as

their level of academic preparation or motivation to succeed.

To isolate the impact of duairedit education on student outcomes, we designed a gquasi
experimental approach that takes advantage of changes in the timing and thefratedents
participating in duatredit education programs across high schools in Texas. By employing this
advanced approach, or what economists callrsirumental variable identification strategy

we are able to compare outcomes for similar studentg ¢imly difference being that one group

of students had more access to and enrolled in eratit education whereas the other group

of students did not have the same access and did not enroll in dual credit. In our estimation, we
also control directly fom number of student characteristics, including race/ethnicity, free or
reducedprice lunch eligibility, eighth grade standardized test scores, and differences across
high schools and cohort years. For the sake of continuity, we focus on the same satahest
from Phase |, namely, college enrollment and completion, ficydegree, and SGté-degree,

and add new ones, namely, high school graduation, and completion of a workforce certificate.
For this analysis, we examine outcomes for juniors enrolledxas public high schools starting

in 2001 and ending in 2016. We describe our econometric approach in detail in Appendix A.

It is important to note that our causal impact study focuses only on the impacadiional
academic duatredit courses tht were delivered prior to HB 505. As such, we are unable to
speak to the impact of ECHSs, daadit CTE, or the impact of dual credit since HB 505.
Although ECHS is a large and growing form of-duglit in Texas and nationally, our study
design, whicHeveraged differences over time and across schools in the share of students
participating in duatredit, did not allow us to assess the impact of dcradit courses

delivered by ECHSs. This is because, by design, all students within an ECHS-taédidual
courses. As we have noted previously, while prior experimental research has documented the
positive effects of ECHS participation on a range of student outcomes, there is less rigorous
evidence on the impact of general de@kedit programs, so we doot see this as a major
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limitation of our study. Similarly, although CTE eeraldit is promising, Phase | documented

that it accounted for just 7% of all SCH of dual credit delivered in Texas from1X)Ed the
overwhelming majority of duatredit course delivered in Texas are academic. Finally, because
HB 505 was just passed in 2015, there is an insufficient number of junior cohorts that
experienced duatredit since HB 505 to observe postsecondary outcomes. Each of these topics
is worthy of future resarch.

DualCreditParticipationls Strongly Associatewith Positive Student Outcomes

InPhasew! b5Qa | ylfeaArad o1& oFlaSR 2y O2K2NIa 27 ¢
whereas ours is based on cohorts of Texas public high school juniors. To document that our
data exhibits similar patterns as those reported by RAND in Phase |, Table 1.3 piesats

the outcomes of Texas public high school juniors by-dredit participation status. The results
confirm those from Phase | and demonstrate that da@dit participants had much better
outcomes on average than did nonparticipants. In particudnije 80.3% of high school juniors
who did not take duatredit graduated from high school within two academic years, the
corresponding figure for duaredit participants was 94.5%. With respect to college enroliment,
48.5% of nonpatrticipants enrolled amy postsecondary program three years after their junior
year, whereas the corresponding figure for daeddit participants was 79.4%. With respect to
college completion, 21.6% of nonparticipants had completed any postsecondary credential
within 10 yearf their junior year of high school, whereas the corresponding figure for-dual
credit participants was 54.6%.

Tablel.3.Mean Student Outcomes bpualCreditParticipation (20A¢16)

Outcome NoDual Credit | Dual Credit Cohorts
Graduate high school 80.3% 945% 2001c16
Enroll twoyear 29.8% 31.9% 2001c15
Enroll fouryear 20.3% 51.7% 2001c15
Enroll four or two-year 48.5% 79.4% 2001c15
Complete twoyear 14.3% 26.3% 200113
Complete fouryear 19.7% 51.4% 200108
Complete two or four-year 21.6% 54.6% 2001c08
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Positive Association Between Du@lredit Participation and High School Completion Is
Mostly Driven by Selection

Although the results presented in Table 1.3 suggest that students respond positively to dual
credit education, they do not provide proof thdualcredit participation directly improves
student outcomes. After all, we know that duadedit students are more academically prepared
than nonduakcredit students, so we would expect them to have better outcomes even if they
had never enrolled in duaredit education. To improve the analysis presented previously, we
directly compare outcomes for duatedit andnondual-credit students who are similar across a
range of dimensions. We accomplish this by running simple Ordinary Least Squares (OLS)
regrea aA 2y Y2RSta GKFG O2yGNRf RANBOGEE F2NJ I ad
race/ethnicity, and gender, among other dimensions. Although these models match students
on what economists call observable characteristics, or factors that can be easilyeloied

with quantitative data, they do not include other dimensions students may differ on, including
motivation, selfefficacy, or desire to go to college. To account for these dimensions in our
analysis, we employed our Instrumental Variable (IV) mtudslis described in detaiih

Appendix A.

Figure 1.21 presents results estimating the impact of gwedlit participation on high school
degree completion. The first set of columns shows the raw, unadjusted high school completion
rate for duatcredit paticipants and nonparticipants. The second set of columns presents
results from our OLS models that adjust differences in high school completion rates by dual
credit participation status based on differences in observable student characteristics including
race/ethnicity, free or reducegrice lunch status, and standardized test scores in eighth grade
reading and mathematics. The models also include a high school fixed effect, which accounts
for differences in the types of high schools attended by dweadit participants and

nonparticipants and a cohort fixed effect, which accounts for differences across junior cohorts.
The third set of columns, present the results from our IV models, which account for unobserved
factors like motivation, sekéfficacy, and dsire to go to college, and can be interpreted as the
causal impact of duadredit participation on high school completion. Results presented in

Figure 1.21 clearly indicate that models that do not control for the characteristics of students
who enroll in dial credit produce biased estimates of the impact of etraldit education

programs. In column 1, we see that the high school completion rate amonecordit

participants was 94.7%, noticeably higher than nonparticipants at 80.6%: a difference of 14.1
percentage points. When we control for factors like race, free or redyaréze lunch eligibility

and prior academic preparation, the estimate of the impact of eweatlit education on student
decreases, suggesting that observable characteristics accousorioe, but not all, of the
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difference in high school completion rates among der@dit participants and nonparticipants.
Specifically, although the adjusted high school completion rate amongodedit participants
was 90.5%, the corresponding rate amargnparticipants was 81.6%, a difference of 8.9
percentage points.

Finally, the third set of columns present results from our IV model, which account for
unobserved factors and can be interpreted as the causal impact ofadedit participation on

high £hool completion. At first glance, we notice that estimates presented in the third column
are significantly smaller than those in the first and second set, which suggests that most of the
observed differences in high school completion by eratit partigpation are driven by

selection on unobservable variables that OLS and descriptive statistics are unable to account
for. Although the fully adjusted high school completion rate among-duadit participants was
83.8%, the corresponding rate among nonpapgants was 83.1%. The difference of 0.7
percentage points is not statistically different from zero in this case. We thus find no evidence
that duakcredit participation increases high school completion.

Figure 1.21Causal Impact of DuaCredit Participaion on High School Completion (Student
Cohorts of Juniors Enrolled in Du@lredit Education in 11th and / or 12tGrade 2001¢16; n =
3,411,286)
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Modest Positive Impact of DuaCredit Participation on College Enrollment

Figure 1.22 replicates Figure 1.24ing college enroliment as the outcome. Results suggest that
most, but not all, of the difference in college enroliment rates among-deedit participants

and nonparticipants is driven by saklection into duatredit programs or, in other words, the
characteristics of students who enroll in dw@kdit programs. The raw unadjusted difference in
college enroliment rates, presented in the leftmost columns, show that-dredit participants
were 30.9 percentage points more likely to enroll in a twofour-year college within two

years after their junior year of high school. However, the rightmost columns demonstrate that
once we fully account for observable and unobservable characteristics of students who enroll in
dualcredit education into the modethis difference drops to just 2.4 percentage points.
Although this represents a large and meaningful increase in college enrollment that is
attributable to dualcredit participation, it is much more modest than what has been found in
past descriptive remarch, including the results that were presented in the Interim Report.

Figure 1.22. Causal Impact of Du@tedit Participation on College Enrollment (Student
Cohorts of Juniors Enrolled in Du@lredit Education in 11th and / or 12tGrade 2001¢15;n =
3,223,430)
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Impact of DualCredit Participation on College Enrollment Driven by Enroliment at
Two-Year Colleges

We wanted to assess the extent to which the increase in college enrollment attributable to
dualcredit participation channels through tweersus fouryear colleges, so we ran our favored
IV model separately for enroliment in a twear college and enrollment in a foyear

university. Results from both models are presented in Figure 1.23 below. The leftmost set of
columns shows the predicted erhment rate at twoyear colleges for duairedit participants

and nonparticipants. The rightmost set of columns replicates the analysis foyéaur
universities. Results demonstrate that participation in daadit education increased the
probability ofenrolling at a tweyear college by 1.6 percentage points, but we do not find a
statistically significant impact on enroliment at feyear colleges. This suggests that the
increase in college enrollment attributable to de@kdit participation primarilchannels

through two-year colleges.

Figure 1.23. Causal Impact of Du@atedit Participation on TweVersus FowYear College
Enrollment (Student Cohorts of Juniors Enrolled in D@akdit Education in 11th and / or 12th
Grade 2001¢15;n =3,223,430)
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Modest Positive Impact of DuaCredit Participation on College Completion

Figure 1.24 replicates Figure 1.21 using college completion as the outcome. Here, we define
college completion as completing a fewr two-year degree or any certificate program at a

LJdzo f AO 2NJ LINAGI GS y2yLINRFAG O2ttS583S Ay ¢SEL A

school. We use a Ifear followup window to ensure sufficient time farondualcredit

participants to catch up with participants and also because many stuaérisstart at two

year colleges take upward of eight years to complete a-f@ar degree and may never obtain

a two-year degree along the way. The results suggest that most, but not all, of the difference in
college completion rates among dualedit paricipants and nonparticipants is driven by
selection. The raw unadjusted difference in college completion rates, presented in the leftmost
columns, show that duadredit participants were 33.0 percentage points more likely to

complete a college credentialithin 10 years after their junior year of high school. However,

the rightmost columns demonstrate that once we fully adjust for selection into dual credit, this
difference drops to an insignificant 1.1 percentage points. Although this represents a
meaningtil increase in college completion rates that is attributable to ewabit participation,

it is much more modest than what has been found in past descriptive research, including the
results that were presented in the Interim Report.
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Figure 1.24. Causal act of DualCredit Participation on College Completion (Student
Cohorts of Juniors Enrolled iDualCreditEducation in 11th and / or 12tlisrade 2001¢08; n =
1,542,629)
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Slightly Larger Impact of DuaCredit Participation on Upward Transfer or Comptati
of College Credential from a Community College and Completion of a-Fear Degree

Figure 1.25 presents estimates measuring the impact of-dreit education on completing a

college credential from a community college and also on ayear degreeTo measure

college completion from a community college, we track students five years after their junior

@SN YR O2YAARSNI G§KSY | &yedr Gepr¥e df afyicSrtMiate orAf ¥ (G K S
they transfer up to any public nonprofit college ink&s during that time frame. To measure

college completion from a fowyear university, we examine whether they completed at a
YAYAYdzy I o0l OKSt 2NNR& RS3INBS GgAGKAY wmn &SI NaER 2
1.25 presents our results. Theftmost set of columns shows the predicted completion rate at

two-year colleges for dualredit participants and nonparticipants. The rightmost set of columns
replicates the analysis for fowear colleges. The results demonstrate that deradit

participation increases the completion rate at twear colleges by 3.5 percentage points. In

contrast, we find that duatredit participation increases the probability of completing a four
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year degree by a more modest 0.3 percentage points. This suggests ¢hattlkase in college
completion attributable to duatredit participation primarily channels through twear
colleges, but duatredit participation does modestly increase the probability of completing a
four-year degree.

Figure 1.25. Causal Impact of 8ltCredit Participation on TweVersus FouyYear College
Completion (Student Cohorts of Juniors Enrolled in D@akdit Education in 11th and / or
12th Grade 2001¢13;n =2,754,765)
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DualCredit Participation Slightly Increases S@HDegree

Figure 1.26eplicates Figure 1.21 using SHlegree as the outcome. Here, we restrict our
sample to students who completed a foyear degree within 10 years after their junior year of
high school and count the total number of SCHs that students earned, inclivdisg earned as
duakcredit in high school, before obtaining their degree. The results in Figure 1.26 suggest that
the difference in SGkb-degree among duatredit participants and nonparticipants is not as
sensitive to selection patterns as the outconves have examined so far. The raw unadjusted
difference in SCitb-degree, presented in the leftmost (blue) columns, show that awedit
participants completed their degrees with an average of 129.7 SCH, while nonparticipants
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completed their degrees withreaverage of 128.6 SCH. The difference is a modest 1.1 SCH. The
rightmost columns demonstrate that once we fully adjust for selection into dual credit, this
difference increases to 4.3 SCH. Although this is a modest increase-in-8&itee, it is

important to note that SCHo-degree among both dualredit participants and nonparticipants

is quite high and well above the 120 SCH required under mostyear degree plans.

Figure 1.26. Causal Impact of Du@tedit Participation on SCtb-Degree (Student Quorts of
Juniors Enrolled in DuaCredit Education in 11th and / or 12tG&radeWho GraduatedFrom a
FourYear College200108; n =384,658)
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DuatCredit Participation Slightly Reduces TirwDegree

Figure 1.27 replicates Figure 1.21 using timelegres as the outcome. Like those for StOH

degree, the results in Figure 1.27 suggest that the difference intilvtegree among dual

credit participants and nonpatrticipants is not as sensitive to selection patterns as other
outcomes. The raw unadjusted difence in timeto-degree, presented in the leftmost

columns, show that duadredit participants completed their degrees in an average of 5.2 years
after high school, while nonparticipants completed their degrees in an average of 4.8 years. The
difference § a modest 0.4 years. The rightmost columns demonstrate that once we fully adjust
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for selection into dual credit, this difference decreases to 0.10 years, or approximately five
fewer weeks or the length of one summer term.

Figure 1.27. Causal Impact of 8ltCredit Participation on Tim¢o-Degree (Student Cohorts of
Juniors Enrolled in DuaCredit Education in 11th and / or 12t@rade Who GraduatedFom a
FourYear College2001¢08;n =375,715)
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Larger Impact of DuaCredit Participation on Twexear Coktge Enrollment but No
Impact on Degree Completion for Underrepresented Minorities

Figure 1.28 shows results that assess the extent to which all students benefit from participating
in duakcredit education. The leftmost section shows our estimates forcingsal impact of
dualcredit participation on high school completion, college enroliment (overall, two year, and
four year) and degree completion for White students. The center section presents these results
for Black students, while the rightmost sectipresents the results for Hispanic students. Here,
the dot represents our estimate of the causal effect of dur@dit participation on the

outcome, while the line above and below it represents the 95% confidence interval, which is a
range of statisticallplausible estimates. When the line crosses zero on the figure, we say that
the estimate is not statistically distinguishable from zero, which means that we are unable to
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say with a reasonable degree of certainty that there is an effect ofchealit partcipation on

the outcome. The results suggest that deaddit participation modestly increased enroliment

at four-year colleges for White students (by 2.0 percentage points), but significantly increases
enrollment at twoyear colleges for Black (by 4.7 pentage points) and Hispanic (by 4.3
percentage points) students. We do not find a statistically significant effect ofaledit
participation on tweyear college enrollment among White students or on fgaar college
enroliment among underrepresentedinorities.

The results for college completion suggest that etraldit participation significantly increases
completion by 2.7 percentage points among White students, with the increase channeling
through both twe and fouryear colleges. We do not find amcrease in college completion at
two- or four-year colleges among Black and Hispanic students.

Figure 1.28. Causal Impact of Du@tedit Participation on Key Outcomes by Race/Ethnicity
(Student Cohorts of Juniors Enrolled in Du@tedit Education in 11t and / or 12thGrade:
2001¢08;n =1,542,068)
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Negative Impact of DualCredit Participation on Low Income Studenfbat Is Largely
Due to Lower Academic Preparation Among Low Income Students

To assess the extent to which the impact ocBBONBS RA G LI NG A OA LI GA2Y @I NA
economic status, we ran our IV model by whether the student was eligible for free or reduced

price lunch in high school. Results are presented in Figure 1.29. The rightmost sectien show

our estimates for thekey outcomes we used in Figure 1.29 for students who were not eligible

for free or reduceeprice lunch, while the leftmost section show results for students who are

eligible for free or reducegrice lunch. The results suggest that the effect of etrabit

LI NOAOALI A2y @I NASa O2yaARSNIofeée o6& GKS addzR
among those who are ineligible and large negative effemtsnost outcomesamong those who

are eligible. For example, we find that duaédit participationincreased college enroliment by

5.5 percentage points and college completion by 4.5 percentage points for students who are
ineligible for free or reducegrice lunch. Conversely, participating in doeddit education

significantly decreases college ennoént by 3.2 percentage points and significantly decreases

college completion by 6.7 percentage points for free or reduggede lunch eligible student$t

is worth noting that our estimate for the effect of taking a dgatdit course on completing a

two-year degree or certificate or transferringpward to a fouryear college within three years

for free or reduceeprice lunch eligible studenis positive overall but not statistically

significant

To further probe these findings, we also estimated the effect of participating in dual credit for
students who are free or reduced price lunch eligible and had eighth grade standardized test
scores one standard deviation above the mean. We present these results in Appefdiz A.
results from this analyssuggest thathe negative results for free amgduced price lunch

eligible students were likely due to the fact that free and reduced price lunch eligible students
were more likely than ineligiblparticipants to have lower eightjrade standardized test

scores that hindered their success in dual dreducation coursesin particular, we findhat

free or reduced price lunch eligible students with above average standardized test scores
largely benefited from participating in dual credit education, while those with average eight
grade standardized & scores did not.

Finally, i isalsoimportant to reiterate that our causal inget analysis does not include dual
creditcourses delivered by ECHS. Thus, the negative findings for free and reduced price lunch
eligible students wittaverageeighthgrade standardized test scores sgeonly to the impact of
traditional dual credit education programs. Rigorous experimental studies that have included
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some Texas ECHSs have documented the positive impact of ECHSs on a range of student
outcomes for traditiondy underrepresented students.

Figure 1.29. Causal Impact of Du@tedit Participation on Key Outcomes by Free or Reduced
Price Lunch Eligibility (Student Cohorts of Juniors Enrolled in firaldit Education in 11th
and / or 12thGrade: 2001¢08; n =1,542068)
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Larger Impact of DuaCredit Participation on Fou¥ear College Enrollment and
Degree Completion Among Better Academically Prepared Students

We also wanted to assess whether the impact of ettratit participation varied by academic
preparation, sove ran our IV model, interacting the main effect with a studg@mormed score

on the eighth grade TAKS and STAAR exam in mathematics and reading. The results are
presented in Figure 1.30 and Figure 1.Bhe left paneshows our estirates for the key
outcomes for a studerngcoring at the statewide average on the TAKSTDAARnathematics

and readingstandardized testand the right paneshows results for a student witstatewide
mathematics and reading scores one standard deviation above the mean. This redidate

that students with better academic preparation benefit more from participating in dual credit.
For example, we find that duakedit participation increases college enrollment and completion
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by 5.8 and 5.3 percentage points, respectively fodshts with standardized reading scores

that were one standard deviation above the me&vhile we find no evidence of an effect of
dualcredit participation on college enrollment among students with mean standardized
reading scoresye find asignificant 3.2 percentage point reduction in college completion. A
similar pattern holds for standardized mathematics scores. Interestingly, an opposite pattern
holds when considering high school completion as the outcome. In particular, we find tHat dua
credit participation increases the high school completion rate by 1.8 percentage points among
students with average standardized reading scores, but we find no evidence thatredél
participation increases high school completion rates among studeititsstandardized reading
scores that are one standard deviation above the mean.

Figure 1.30. Causal Impact of De@tedit Participation on Key Outcomes by EigH@rade
Reading TAKS and STAAR Scores (Student Cohorts of Juniors Enrolled @r&lieEducaon
in 11th and / or 12thGrade: 2001¢08; n =1,542,068)
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Figure 1.31. Causal Impact of Dt@tedit Participation on Key Outcomes by EigH#rade
Mathematics TAKS and STAAR Scores (Student Cohorts of Juniors Enrolled-drBdial
Education in 11th and or 12th Grade: 2001¢08;n =1,542,068)
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Limitations

First, it is important to reiterate that the analyses used to address questi@res® descriptive

in nature, and we cannot make any causal claims based on the rdayrticular, our analysis
of patterns induakcredit participation, suaess, and delivery before and aftidre passage of HB
505was descriptive in naturdmportantly, there may be other factors aside from HB 505 that
drove the changes reported.

Second, although our causal impatady provides strong evidence on the impact of doradit
education on a wide range of academic outcomes, the study is limited in several ways. First, the
scope of the study is limited to focus only on the impact of regular academieccedit courses

that were delivered prior to HB 505. As such, we are unable to speak to the impact of ECHSs,
CTE dual credit, or the causal impact of dual credit since HB 505. Although ECHS is a large and
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growing form of dual credit in Texas and nationally, our studygtesvhich leveraged

differences over time and across schools in the share of students participating in dual credit, did
not allow us to assess the impact of deatdit courses delivered by ECHSs. This is because, by
design, all students within an ECHSetdkialcredit courses. However, while prior experimental
research has documented the positive effects of ECHS patrticipation on a range of student
outcomes, there is less rigorous evidence on the impact of generalodedit programs, so we

do not see thigs a major limitation of our study. Similarly, while CTE dual credit is a promising
and growing intervention, Phase | documented that it accounted for just 7% of all SCH of dual
credit delivered in Texas from 20415, so the overwhelming majority of dualtedit courses
delivered in Texas are academic. Nevertheless, as described next, we are currently working to
adapt our IV model to be able to identify the effect of CTE dual credit from that of academic
dual credit and plan to incorporate those resultsarthe final report. Finally, because HB 505
was just passed in 2015, an insufficient number of junior cohorts experienced dual credit since
HB 505 to observe postsecondary outcomes.

Third, there are a number of ways in which the assumptions underlyingathsal

interpretation of our model may not hold. As described previously and in detail in the Appendix

A, our econometric model essentially compares two students with similar characteristics, one

who participated in dual credit because a large share bépstudents in his junior cohort did

so and another who did not participate because a smaller share of students in his junior cohort

did so. For this approach to be valid, we must believe that, conditional on the other variables
included in the model, th& K NB 2F 20 KSNJ alidzRSydGa Ay | &aaGddzRS
Ay RdzZrf ONBRAUG R2Sa y2i0 AYRSLISYyRSyGufte Ay¥FtdzsSy
concern relates to peer effects. If the d@INBE RA G LI NI AOA LI GA2velyNI 0SS 27
related to the academic preparation of those peers and having more academically prepared
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this concern, we ran models that used the daegdit participation rate of the prior junior

cohort as the instrument. This mitigates concerns over peer effects because students from the

prior cohort are likely to have less influenon the student. The results are qualitatively similar

to those presented in the report.

Finally, it is important to note that the IV model we used does not isolate the causal impact of
dual credit for all students, but rather a weighted effect where sthedents who are most
responsive to the instrument are weighted the most; this is what economists refer to as the
local average treatment effect (LATE). In our case, this means that we identify the effect of dual
credit for students who would be most likelo switch from a nonparticipant to a duetedit
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participant because they moved from a school with a larger share ofaledit participants to
one with a smaller share.

Summary, Limitations, and Conclusions

In this chapter, we used quantitative analgde assess three primaRQs
RQ 1 What factors contribute to disparities in duatedit participation?

RQ 2 What changes in dualredit participation, success, and delivery have occurred since the
passage of HB 5057

RQ 3 To what extent does dudalredit participation icrease college enrollment, degree
attainment, and efficient degree completion?

RacialDisparitiesAnalysis

Differences in academic preparation, incomand high school attendance patterns serve as

major contributors to racial and ethnic disparities idual-credit participation. Our descriptive
analyses showed that theudlcredit participation rate of White students was 24.7%, while the
corresponding rate for Blacks (Hispanics) was 10.6% (15.&%9p of 14.1 percentage points

(9.1 percentage points). However, when we used regression methods to account for differences
in academic preparation and income, those gaps narrowed significantly. For example, our
analysis suggested that if Black (Hispanic) students had the same eighth Grade TAKS and STAAR
scores as White students, then the gap in do&dit participation would derease from 14.1
percentage points (9.1 percentage points) to 6.9 percentage points (3.9 percentage points). We
also ran similar models to assess whether differences in access to dual credit, access to AP/IB
courses, and access to tuition and fee waiversiualcredit students also contributed to gaps

in duakcredit participation; however, we found little evidence that that these factors made any
difference in narrowing these disparities.

HB 505 Analysis

Increase in duatredit participation and SCH sin¢¢B 505, primarily for ninth and 16
graders.Our descriptive analysis showed that deaddit participation among all ninth through
12th grade students was 7.5% prior to the passage of HB 505 frong261and increased to
8.5% from 201617. This repres@s a 13% increase in the duakedit participation rate over a
6 year period. The rate of growth of duatedit participation was particularly strong for ninth
and 1Qh graders. Ninth graders increased their deeddit participation rate from 1.0% before
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HB 505 to 2.1% after, an increase of 110%. Tenth graders increased thesretlial

participation rate by 60% from 2.7% before HB 505 to 4.3% after. There was also a significant
increase in the number of SCH taken per ettralit participant, leading ta continued increase

in the number of SCH of duatedit delivered statewide from 20%27.

Suggestive evidence that standards in de@kdit courses for ninth and 1@ graders may

have declined since HB 50%/hile ninth and 1¢th grade dualcredit participdaion remains low
relative to participation of 1th and 12h graders, our descriptive analysis showed that dual
credit participation rates of ninth and @ graders increased significantly in percentage terms
after the passage of HB 505. We examined whethere were concomitant changes in
academic preparation and duatedit course pass rates among ninth andht§rade dual

credit participants. The results demonstrated that academic preparation among ninth @nd 10
grade dualcredit participants declinedwer this period, while duatredit course pass rates
increased for those groups. These patterns were not evident amotig atd 12h-grade dual
credit participants. Taken together, these results are concerning and suggest that standards in
dualcredit couses for ninth and 1 graders may have declined since HB 505.

Causal Impacfnalysis

DualCreditparticipation improves a range of student outcomes on average, but the causal
effect of dual-credit participation is much more modest than what has been m@ped in past
descriptive studies, including the Phase | Interim Repdtast studies have documented that
dualcredit participants have better outcomes than nonparticipants. For example, in Phase I,
RAND found that, after accounting for some observabbratteristics, duatredit participants
had college enroliment (completion) rates that were 17 (21) percentage points higher than
those for nonparticipants. Our study replicated these descriptive findings but also used more
rigorous econometric methods faausal inference to address selection into dodit
participation. The results indicated that most, but not all, of the observed difference in student
outcomes is due to differences in characteristics of dwatlit participants and nonparticipants.
After accounting for selection, duakedit participation had the following effects:

Increased college enrollment by 2.4 percentage points prijm#rrough an increase in
enrollment at twoyear colleges

Insignificantly increased college completion by 1.1 percentage points by increasing
attainment of all types of postsecondary credentials
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Increased total SCta-degree by 4.2 but decreased tiri@-degree by 0.1 years or 1.2
months.

The effect ofdual-credit participation on student outcomes is more positive faWhite

students, higher income students, and students with higher levels of academic preparation;
the effect is negative in some cases for lesdvantaged groupsOur analysis indicated that
dualcredit participation increased enrollment and completion primarily at fpear colleges

for White students. For Black and Hispanic students,-dredit participation increased
enrollment at twoyear cdleges but did not meaningfully influence college completion rates.
We also found that students with eighth grade standardized test scores that were one standard
deviation above the mean in mathematics and reading benefited significantly more from dual
credit participation than did students with lower scores. Of particular concern, we found that
on averagethe impact of duakredit participationfor students who were eligible for free or
reducedprice lunchwasnegative for most outcomesiowever, further analyses suggest that
these paternswere likely due to the fact that free and reduced price lunch eligible students
were more likely than ineligible participants to have lower 8th grade standardized test scores
that hindered their success in dual credit education courses.

Additional Analyses

We are currently working on two additional analyses that we plan to incorporate into the final
report.

An Examination of theBEfect of CTBual CreditRelative to Academid®ual Credit

Currently, our causal impact analysis does not distinguish the effect of CTE dual credit separately
from that of academic dual credit. Given that more than 90% of-drealit courses are academic,

the effect is mostly driven by participation in a@esnic duaicredit courses. Beginning in 2012,
THECB began collecting couleseel information that allows us to identify CTE vs. academic dual
credit courses. We are working to adapt our IV model to identify the dbam effect of CTE

versus academic duaredit using the 20116 cohorts of high school juniors.

An Examination of TSIA Data

An important issue that we have not yet fully examined is how high school students became eligible
for duakcredit education before and after HB 505. We recently gaaweess to Texas Success

Initiative Assessment (TSIA) score data for all administrations of the TSIA since 2013 from the
College Board, but we have not had sufficient time to incorporate and analyze the data. We will use
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this data to determine the extenttwhich average scores on the TSIA have changed since HB 505
and the extent to which students entered into dieakdit education through other means.
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Chapter 2 DualCredit Advising Practices and Models

As states, districts, and education institutionskdor ways to improve the effectiveness of

duatkONB RA G SRdzOlF GA2y (2 o0622al aihdzdSlgiediia@visog f € SIS

process is aimportant consideation. College advisors and high school counseteay serve as
the primary source binformation about duakredit education for students and families as they
navigate the complexities of determining the best path forward to postsecondary attainment
and career success. TB815 passage of HB 505 in Texas, which significantly lowered
restrictions on institutions delivering duaredit courseshasheightered the potentially
important role of advisors and counselors in reducing the number of excess semester credit
hoursduakcredit studentsobtain and ensuring course credgarned throughduakcredit

transfer towardthe requirements of a particular major or certificateideed, a2012 study of
dualkcredit and high school advising on student persistence in college suggests there are two
critical components to advising. These include: stradgisor support andinding the balance
between supporting students and giving students the tools to prokdeive and advocate for
themselves during the advising process (Rasglor, 2012).

In this chapter, we present the findings from a set of qualitatinterviews we conducted with
a sample of high school counselors and college advisors involved torddélstudent advising.
We conducted these interviews witthe goals of better understanding advising within the
current environment ofluatcredit education in Texas, and offering practical, evidebased
suggestions on how to improwualcredit advising processes and practices

Background and Policy Context

The wide variation in dualredit education approaches across the state of Texas hasedsult

a vast array oflualcredit education contexts thaaffectthe advising process, includitige

types of students counselors and advisors target and encourage to pursuerédéleducation
and how they guide student course taking. The various cast@e shaped by the different
district policies, duatredit partnership agreements between colleges and high schools; dual
credit course delivery modes and range of course offerings, distance between the colleges and
their high school partners, financislipports for duakredit education, school philosophies, and
student demographics. Duateditadministrators inteviewed as part of Phase | of tistidy,

for example, reported differences studentadvising across programsgemming fromfactors
such aglistance from the partner college, whether the high school was an ECHS, and to
resource availability (Miller et al., 2017The wide array of approaches that are used to deliver-dual
credit coursework and advise students into the various course optiosssauestions about how
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differences in the roles advisors on the college and high school sides play affect the quality of advising in
duatcredit programsindeed,although college advisors and high school counselors carry out their
responsibilities withi the requirements and guidelines of their particuthralcredit

partnership agreement, the manner with which these individuals interfweal duaicredit

policies and implement their practices will inevitabligpend on their familiarity with the dual

credit model and the benefits and potential pitfalls for duaédit students in taking certain

courses or a certain number of courses, and atsatain a degree of subjectivity that can affect
student participation persistence, and outcomes

Thiscomponer of our Phase Btudy aims to deepen understanding about ttheal-credit
advising process an@skto build on the results of Phase |, which raised some important issues
and questionsThe Phase | study reported thatarding todualcreditadministrabrs at the
community college level, the extent to which college advisors provided specialized and
individualized guidance to students and families hinged on available resources. In cases of
limited resources, high school counselors took on a more promiaéwising role. For some
dualcreditadministrators, this was a concebecausehey perceived the high school
counselors as having limited knowledge about the rigor and transferability of cddegke
courses. In addition, concerns were raigedong duakredit administratorsaabout high school
students takingluakcredit courses when they haibot yet selected a major and the emotional
and academic preparation of high school students succeed in cddggecoursework (Miller

et al., 2017)Specificallythis component of thestudy was designed to examine the following
RQs

RQ 1 How are high school students advised into da@dit education programs and courses?

RQ 2 How might different advising practices or models contribute to disparities in-chealit
educationparticipation?

RQ 3 What are some promising approaches to improve ettralit advising to reduce the
average number of semester credit hours students who to&l-creditin high school
ultimately earn toward a college degree?

Framed by the theories of polispciology (Gerwitz & Cribb, 2002), public management (Gray &
Jenkins, 2006), and sensemaking (Spillane, Reiser, & Reimer, 2002), this component of the study
examines how the scope, depth, and quality of advisinduat-credit students are influenced

by macro- and micrelevel system pressuresgsource constrairs; governance structuresand

I ROA&G2NAQ yR O2dzyaSt 2NBEQ LINRA 2 Nllalcedits f SRISSE 6 S
education The interviews were also used to explore the extent to which thederamay

influence student access to and patrticipatiordumalcredit education.
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The findings prsented in this chapter contribute to a stronganderstanding oflualcredit
advising policies and practices in Texas to help identify where improvemerdsising can be
madeto help reduce excess semester credit hoerssuee credit transfer to degreeand
promote equitablestudentaccess talualcrediteducation opportunities.

Data Collection and Analysis
Data Saurces and Collection Activities

The researctieam conducted semistructured telephone interviews with college advisors and
high school counselors across the state of Texas who were involde@dkaredit student
advisingPriorto eachscheduled interview, the respondents completed an online
guestinnaire, which gathered basic contextual information about their advising roles, the
students they served and theilualcredit partnership.(See Appendix B for thereinterview
guestionnaire and intervieyrotocols) We used these data to tailor and streéine the

interview protocol and ask probing questioregardingtheir practices and the factors that
affected how they carried out their responsibilities.

The interviews took place betwedsiovember2017 andFebruary2018 The interview protocols
collectedR I 1 2y KAIK EBPR2 DR O SrasPeitber@NEND NE Q
responsibilities in thelualcredit advising processhe factors they considered in advising
students intoduakcrediteducation and into specifiduatcredit courseshow they skared
information with students and familiegand how they coordinated advisinglated activities

with their dualcredit partners In addition, the interviews asked college advisors and high
school counselors to describe the challenges they expertimcadvisingdualcredit students
andidentify the supports they believed would help them overcome these challefdes
interviews were audisecorded and transcribed to ensure accuracy and completeness of data.

Sample

The research team selected a purposefample o652 IHEs and0 high schod with dualcredit
partnershipso ensure the sample captured the variationcefalcredit delivery models
represented in the statelThe criteria for selection includetie following:

* Type of IHE partnet\o-year verssg four-year institution

e Jze of thedualcrediteducation progrants operationalized as the number of partnering
districts and schools and the numberdifalcredit SCHs delivered, wherein the number of
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SCHs is defined as the number of contact hours pekwiedvered for aiven course over a
semester

« Type ofdualcrediteducation delivered (academiersus CTE)
» Approach to deliveringluatcredit courses (ECHS designadion
» Geographic region in the state

e Location of partnering higlschool (rural versus urban

« Demographic characteristics of student population served (including socioeconomic status
of studentsand percenagestudents of color)

Our finalinterview sample incluéd counselors and advisors from 50 high schools and 52 IHEs.
The characteristics of éhfinal sample are proged in Appendix C.

Analytic Procedures

Theanalyticteamdeveloped a codebook armbded the transcribed interview data using NVivo
11 Plus, a qualitative data analysis softwaree codebook development entailed two major
steps: (1)we first established a preliminary set of codes, based on our key constructs of interest
and associated questions in the preinterview form and interview protocol (e.g., roles and
responsibilities, targeted students, coordination between partners); (2usel this

preliminary set of codes to code a sample of the interview transcripts, using both inductive and
deductive coding methods to generate a final set of codes. The final codebook is presented in
Appendix D. The final set cddes were structured sdat analysts could apply more than one
code to the same interview passage as applicablé to facilitate within and crossase
analysesThroughout the analytic process, the team engaged in regular communications
throughout the coding process to ensurensistent application of the coding structure,

strategies, and rules for coding the data. Major emergent patterns and themes were also
shared and discussed to confirm a shared understanding and interpretation of the coded data.

¢KS GSIFYQa | L3hdkdPpurapkefully tedratetl, iegetaging the data from both the
set of college advisor interviews and the set of high school counselor interviews to enhance our
understanding oflualcreditadvising as a whole and to detect patterns among colleges and

high schools with different characteristics. Specifically, we undertook iterative thematic coding
of each major topi@and interview question to surface recurring patterns and common themes
(Maxwell, 2013; Merriam, 1998) across all college advisor and higiolscounselor

respondents to assess the prevalence of practices across sites and to identify examples of
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advising practices and models that may be of interest to policymakers, school leaders, and
other educators. This same coding approach usexd to condct subgroup analyses to @lore
advising practices overall and differences in advising approaches and experiences between high
school counselors and college advisors and to explore any differences in advising specific to
partnerships with an ECHS partneith CTE making up 75% or more SCH delivered, and those
serving rural student populations.

These subgroup analyses were of interest based on the findings that emerged from the Phase |
study (Miller et al. 2017 and other scholarly literature suggestitiwat the types of students
targeted fordualkcrediteducation, the factors that are considered when counseling students

into dualcrediteducation programs and courses, and the challenges and supports needed
improve duaicredit student advisinghay be &ected by these factors

Limitations

Readers should note some limits to the interpretation and generalizability of the interview data
because the study sample did not fully reflect the total populatiodwslcredit partnershigs,
andthe large number o€ollege advisors and high school counselors involvediakcredit

student advisingThe dataobtainedthroughtheseinterviewsalsoare limited tothe recalland
perceptionsof the individual respondentat the time ofthe interview. Thus, the full raregof

advising practices, processes, procedures, and experiences may not have been captured.
However, it is expected that these limitations had a negligible effect on the findings.

Organization of Chapter

The remainder of this chapter is organized arouny fedings that address the three primary
RQs We firstreport on the students targeted for duaredit education, then the roles and
responsibilities of high school counselors and college advisors in the advising process and the
extent to which and how adsing activities were coordinated between partners. We next
discuss the duatredit course selection process, including how students were counseled into
specific duaktredit courses and the latitude students are afforded in the selection process. The
chaper concludes with a discussion of the reported challenges and supports needed to
improve student advising, particularly related to reducing risks of excess credit, increasing the
likelihood of dualcredit course transfer to a specific major and postse@gdiegree, and

ensuring greater equity in duakedit participation and outcomes for dueatedit students.
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Findings
Students Targeted fobualCreditEducation

The extent to whichigh school counselors and college advisors actively targeted
students fordual-credit education varied based on district policies and school
philosophies about which students could benefit fraand succeed inual-credit
courses.

All respondents indicated that they targeted students for doradit programs based on district
policies for dual credit and the MOUSs that were in place with their partners. Within these
parameters, there was some variation in the extent to which high school counselors and
advisors actively recruited or encouraged certain types of students to applgxample, about
three-quarters ofthe respondents reported that their partnershipscouragel all students to
participate indualcrediteducation whileclose to onequarter reported partnerships that were
more selectivetargeting only those students whwere excelling in their high school classes
and demonstrating high levels of emotional maturity.

2 A0K NBaLlSOoG G2 O2dzyaSt2NRa YR | ROA&2NIDE RAN
credit, nearly half of the respondents reported that they monéd student participation and

their eligibility for duslONB RA G LINP3INI Y& o0dzi ©6SNB y20 G§SOKYyAC
students. Rather, students sedélected into dual credit if they were interested and met the test

score requirements on the TSIA afditional criteria. These counselors described their role in

the selection process as largely

telling [students] whether they can or cannot take it based on their TSI results or their

1/ ¢ 2N {!¢ SESYLIiAzZ2yod 28 R2yQi theStt osK2 OI
LINBaSydlraAazy 2 Iy SyYyGgaANB OflFraaNkR2yY FyR (K
Gr1S AG oFaSR 2y @&2dzNJ F OFRSYAO ¢{L GdSaidg¢ 2

This finding is consistent with other studies of daeddit student avising showing that

students were not specifically selected for chgatdit programs, buprimarily soughout duak
creditcourses on their own initiative, witthe college readiness placement test serving as the
gatekeeper to participation (Osumi, 20IRipntek, Kannapel, & Stewart, 2016). This finding is
also consistent with a study of one Texas high school that reponta@ than 70%f Southeast
Texas high schoduakcredit students named themselves as their greatest influence in deciding
to take adual-credit class.Just 5%of students said their high school counselor had the greatest
influence on their decision to enroll indaualcredit course(Ozmun, 2013)
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The other half of thehigh school counseloiadicated thatthey played a larger rolen sekcting

students intodual-credit programsbut still described their roles as fairly minor. For example,

Y2ald 2F (GKSaS NBalLRyRSyGa al aARRR 20N SL82N) AAQBKER2 20t dadl
they were required to sign off and officially approve studeotsparticipation after reviewing

evidence of their readiness for dual creditis occurred most oftein districtsthat had

additional criteria to restrict access tlual creditbeyond the basic eligibility stalards

established by the statéFrequenty in these cases, student behavior, discipline, attendance

records, or past performance in dualedit courses (if applicable) were considered.

The majority of the high schools primarily targeted juniors and seniors, using grade level as the

proxy for ensung students were academically prepared and mature enough for theatedit

class environment. The advisors and counselors in these partnerships targeted their

information sessions and reported that the districts designed their-duadlit course offengs

accordingly. For example, they started sharing information about@dlS RA i RdzNA Yy 3 &
sophomore year and offered courses that aligned with the typical course sequences for juniors

and seniors.

As mentioned, close to orguarter of the respondets described their duatredit programs as
more selective in their approach student selectidimong these sites, academic performance
and student discipline, responsibility, time management, and emotional maturity were
emphasized during duakredit infomation sessions and during more individual counseling
sessions. Several college advisors described using the information sessions with students and
families to communicate what types of students are good candidates foratadlt as an
AYRANB OGO HdzRI 2NHY HSYOSNIFAY alddzRSy dWetiy®bd LILI & ®
very frank witho i K S & i dzR S y (I weBtry uizhidk&@ing the gargrisXale information

as well to understand that duakedit may not be the perfect choice for every stutléthey

need to be able to operate on their own in a selbtivated way especially in the online

coursest The high school counselors in more selective dueatlit settings echoed this

sentiment and reported having candid conversations with parents andesiiscabout their
dualcredit prospects and potential risks. When asked about whether there were any students
she advised against taking dual credit, one counselor noted:

7 Basic eligibility standards do not require high school students to demonstrate college readiness through theoT&IA o
alternative tests, but they do mandagtudentsto exhibit some level of academic proficiency in reading, writing, or

mathematics Some of the tests used to assess readinesddal creditcourses are ones that high school students can take
beforethey reach the 11ttor 12th grade and include the PSAT, PLAN, and the STAAR EOC in Algebra | and English Il, courses
typically offered in the first two years of high sch@liller et al., 201Y.
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L ¢2dzZ RYyQi alreszr alFlR@GAASR 3L Ayald Altgé o dzi

students who have poor study skills or have low academic grades, especially in the

ddzo 2S00 GKIG GKSBQNB gl yiAy3a G 2creditcande 6 KS O
R2dzofeé 3I22R 2NJ R2dzwfeé o6l R®PE L &ZiedtbhighL T @& 2 dz
a0K22ft |yR @2dz Ffaz2z R2y QU 3SG ONBRAG Ay O2

Another explained,

All students have an opportunity to say{ey, this is the program that | think | might be

interested iné¢ However, what we might maet as a good candidate falual creditis a

student who hasan overall B average or higher in their high school couds@hey

Ydza 6 Q@S LI aasSR Ittt GKSANI adldS SEIY .NBI dzA N
LF GKS@QNB I f NXK ROKRENHA BT 66 R2AQT 6 y
GKSY G(GKIFIGQa 3I2Ay3 (2 ONBIGS Y2NB 2F I+ aiNB
J2Ay3 G2 adlryR Ay GKS gl e 2F GKSYW¥ddSGAY3
let them know that they have to havwgood attendance. Their discipline record,

obviously they take these classes over at the college so being that independent learner.

Although nearly all college advisors and high school counselors stressed the importance of
emotional maturity and academdiscipline during interviews, these more selective

LI NIYSNEKALA Y2NB RANBOGfeE& SyO2dz2Ny 3SR 2NJ RAaO
school rank, performance in high school courses (e.g., GPA), attendance and behavior, and

input from teachers. As onleigh school counselor stated,

2 SQ0@S 320 ANRdzLIA 2F aldzRSyda K2 |INB y20 |
takingdualONB RA (G Of I aaSa AF GKSe@QNB 3I2Ay3a (2 Syl
OKSANI GNF yaONR LG 2 Na8 Beényio da Sjisiitd dp B We wakitd 2 S R
G2 YIS adaNB (GKS& OFly 0SS &adz00SaatdZ FyR (K

In most cases, these schools targeted and encouraged the same students for dual credit as for
AP and IB programs, leaving it up to s#tedent and their families to determine if they wanted

to enroll in both or one or the other. In a few cases, however, high school counselors indicated
targeting the highest performing students (those in the top 10%) for AP versus dual credit
because theyerceived the rigor of AP courses as higher and then targeting those performing
in the top 20% to 25% for dual credit.
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Some shools particularly those serving disadvantaged populatiorntsad a clear focus
on access anéncouragingall students to particifate in dual-credit education.

The ECHS schools that, by design, target all their students (Grati®&sf@r duaicredit

education, followed this approach, but so did close to one quarter of the traditional high

schools in the sample. Many of these schaapred firstgeneration or lomincome students,

YR O2dzyaSt2NBR SYLKIA&AAT SR GKSANI a0OK22f Qa 0O2YY
the postsecondary options available to them and to fostering a coliggeg culture. As one

high school counselor repted,d2 S GNB G2 Sy O2dzN} 3S 2dzNJ {ARa (2
and realize that maybe we see something more in them than they might see in themselves and

so we talk to all of our kids about dualedit classes and we differentiate between those

castSa yR K2g A0Qfft oS gidikdylanothé StafedivgrBallyk 2 6 A G ¢ 2
[encourageur duakcredit programs, so that the students who may be all thegdiat home

KIS 0SS%dzdRB RE2 % I2Ay3 (2 ORERYyRHS ¢ SISRRARY AR
O2 f t Sva@alny to open those doors amdK St LI &  dzR S ylican @ todldgé. AT S (|
L Y &Y Naisa 8ngl 2deapie dofehigh school counselor described how the only

students they really went out of their way #ncourage into duatredit programs were the

students on free and reducedINA OS f dzy OK 06 SOl dzaS GKS&S 6SNB (K
as aware of the duadredit opportunity as other students and/or as likely to perceive dual

creditas anoptionevenif KS&@ gSNBE aiNRy3d QRFYRXKBRDIBD FTNES k AN
lunch,we do try to focus on our duaredit student that igjualified one way or the other. [If]
GKSB@QNBE Ay (KS (2L > ¢S NBrffte asSSinytik2asS |
encourage them to use fee waivers for ACT and take advantage of those opporténities.

Similarly, a few high school counselors indicated that, based on their prior observations and
experiences in advising students, they believed all students havedfeatial to succeed in
dualcredit courses. One explained,

my five years as a duafedit advisor that students come whether they have physical

disabilities, whether they have mental disabilities, whether they have straight As or they

have a 2.2 GPA. Idod that any type of these students can be successful in a college

class pending having the desire and the motivationto d ®Q @S | f a2 &aSSy ai
who with their 3.5 GPA and have been in#. classes all their lives who are right

now dropping the college course because they were not successful.

The counselor from another high school shared this sentiment noting that students were not
directly advised against duatedit education because of the unpredictability of what types of
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students would besuccessfulé 2e have some students who are very immature or sheltered,
YR L KIFI@S (K2dAKGO GKS@QNB LINRolofe y2i 3I2Ay3
challenge or the different atmosphere, different teachérs.

Rural schools, the schoalsth CTE duatredit programs, or schools with a wider range of dual

credit courses beyond the core were also more likely encourage a greater variety of students to
participate. In some cases, counselors perceived that any college course experience would

benefit their students by allowing them to more deeply explore or progress in a certain field of
interest or gain exposure to the college environment. @Qigh schootounselorindicated, for

example, that she believed duatedit welding and art classesud challenge students to meet

the expectations of a college course and develop important skill sets that could benefit
d0dzRSyia Ay GKSANI FdzidzNB SyRSI@G2NR 6KAES LINROD
themselves in a little bit of a differentwayé ¢ KA a O2dzya St aNSsg8KAy2y | ¢
kids are capable of that type of rigor and that type of level of thinking, even those that might

Gr{1sS + tAGGES ft2y3aISNI G2 3ISH GKSNB oD

Despite the variation in the extent to which certain types of studevise actively targeted or
encouraged to pursue duakredit education opportunities, we found no evidence to suggest
that implicit biases or discrimination in advising practices was leading to disparities +n dual
credit student participation. District poles and school philosophies appeared to have the
largest effect on which students were targeted and selected for-dtedit education.

Gost and extracurricular activities were most frequently reportéarriers to student
participation in dual credit.

Highschool counselors and college advisors most commonly reported that the TSI, as the
primary gatekeeper to duairedit education, was the only major barrier to student

participation in duakredit programs. For the students to which dwaédit programs wes

targeted, however, most did not perceive significant barriers to access. Respondents attributed
GKS tF 01 27F 0l NNRIGSoNgolicyit@duakrhedht edicatior aHicRallowad db v
interested students to apply; financial supports for studeatich as tuition waivers, discounts,

or scholarships; and proactive efforts to encourage all students to participate in dual credit
coupled with intervention and support services to prepare students for the rigor and
expectations of duatredit classes. @& respondent described how a local foundation helped
ensure equitable access to deakdit:

We have an extremely generous community and foundation that offer an ample amount
2T A0K2f I NBKALI 2LILIR2NIdzyAdiASa G2 2a@&N) alddzRRSyY
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SOSNE adGdzRSy (i U Kerdditxéfill duycilSgeBcholaSHR appifcatiBndzl f
and then of course any student or{feee or reducedprice]lunch, that particular grant

will cover six hours or the typical two courses that they would enrdikere at [the] high
school and so a lot of that credit is free to those kiddos. | would definitely say this is very
open to kids from various backgrounds.

Approximately one quarter of respondents, however, did report that some of their qualified
students vere not able to participate in duaredit education. The costs associated with taking
dualkcredit classes was mentioned most frequently, particularly by advisors and counselors
serving rural communities where many of the students were economically distatyed. One
KAIK a0K2z22ft O?2 kg atefpobdmNsRyr HidtdetSldeE notépay students or

LJ- & ¥F 2 NJ a-itrddR Qagsésilike a Buoaf tfiem do around here. | believe that we have a
lot of students that could take duairedit and benefifrom it, but they are unable to afford &.

Another commonly perceived barrier among these respondents was the number of other

activities (including jobs) and extracurricular activities, such as sports, performances, and

honors societies, in which studts were involved. High school counselors described the

difficulty some students had in fitting duatedit courses into their daily schedules, with one

O2dzy & St 2 NJ Héelkiislare glso yorrINIHEatibnal Honor Societyids, your kids

that are nvolved in our National Technical Honor Society that are in band or cheer and now
GKS@QNB FTRRAY3I 2yS Y2NB GKAy3a G2 GKSANG LI LFGSE
AlGQa é h@eSOtasdK 22t KIFR GF 1Sy I OlGek®ygstablighink St LI NBY
class periods during which students couldrk on theirduakcredit courseworkAccording to

the high school counselor, in past years the students had to complete their onlineichak

courses on their own time, but the new class pds gave them dedicated time during the

school day to complete their work, and she had seen an increase in student participation.

Counselors working at ECHS high schools and a few of the counselors at traditional high schools
also reported a more activedaising role when students were not performing well in a course.
ECHS schools had a number of support systems on site, including college prep classes, study
skills classes, tutoring, and some soeiaotional supports into which counselors could direct
struggling students. The traditional high school counselors more frequently described advising
students struggling in their du&kredit courses about the supports and services available to

them through the college, although one traditional high school hadetiza middle school

bridge program that continued into the high school to prepare and support-ciulit

students. Similarly, another high school counselor reported on a new sblased intervention

that they counseled students into if they needed sugpaith their dualcredit courses:
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2500S | OlGdz ffe& adl NOISR a2YSUOKAYy3 GKAA &LINR
our weaker students that are not maybe making the grades that they should be and
GKS@QNB adNHzZ3afAy3I AYywonAMONDBRREE SFRI i RS 2 RN
on a lot of classes all at once. We have a teacher assigned to maybe two students, and

they check on them weekly, if not daily, and get to know them better, know what makes

them tick, get to them on a personal level.

Rdes of High School Counsel@asd College Advisors

The majority of high school guidance counselptayed the primary role iradvising
dual-credit students, with onequarter sharing this responsibility with college advisors.

Overall, high school counsetoplayed a vital role in coordinating de@akdit student
registration,courseschedulingactivities to build duatreditawareness, andtudent
participation. They were the central point of contact for enrolling studentssergted as the
main liaison baween the high school and the collegdth respect to duakredit educationin
addition, wth few exceptions, high school counselors served as the primary advisahsdbor
credit students, both with respect to selecting or determining student eligibiétydual-credit
education and working with students to seletialcredit courses.

Nearly all of the college advisors reported relying on the high school counselors or administrators

to identify the students for duatredit participation per the partnelgp agreement and district

policies. Rarely were they reported as being involved in the actual selection of students into dual

credit programs beyond confirming that students met the dcraldit college application

requirements. As one high school coundélo A Y RA O 0 SR &2 S LINBilGe YdzOK

O2ftS3S IROAA2NA INB UGUKSNB (G2 FyasgSNIIye ljdzSal
GAGK GKS addRSydGa FIL0O0S (2 FFOS® 2SQONB Wekl 0 YAF
relyverymizOK 2y GKS a0OKz22f O2dzyaSt2NJ (2 alreéeszr W, Sax
0S50l dzaS (GKSeé (1y2¢ (GK2&aS 1AR& YdzOK o60SGGSNI GKI Y

aleas W,Sad 2SS FSSt tA1S K Ssadimdvatyl Thelzsdd do- Yy R (0 F
GKAAZQ GKSY ¢S 32 IKSFR |yR Llzi GKSY Ay dé¢

This overall reliance on high school counselors may be significant in its implications for ensuring
high school counselors are armed with the knowledge and training they need t@sabse

academic and emotional readiness of their high school students for cdibegécoursework,

while still promoting equitable access to dual credit; and the have understanding of
postsecondary degree programs and requirements to help ensure studeatsireamlining

AMERICAMNSTITUTHEHSOR RESEARCH | AIR. 82



DualCredit Education Programs in Texas: Phase Il

their postsecondary pathways and not taking on excess credit. Moreover, high school
counselors are typically tasked with serving large numbers of students and not justrddél
students. As will be discussed later in this chapter, Btool counselors frequently reported
struggling to find balance their duatedit advising responsibilities with their other
responsibilities, resulting in less oco@-one advising time with duadredit students. College
advisors typically played a secary role, serving as the key point of contact for high school
counselors and sharing information about ciea¢dit with prospective students and their
families, except in special circumstances.

College advisors were most frequently involved in delivernrgerson dualcredit education
information sessions to prospective students and their families, usually annually or biannually.
They presented on the key features of the daeddit program, student eligibility, course

offerings, the registration processd required forms, and answered questions. Most college
advisors indicated that they also used these sessions to emphasize the important differences in
instructor expectations and rigor between duakdit courses antraditional high school

courses For example, one advisor reported,

| go heavy on the idea of their schedules with colle| courses and the rigor and the
expectations that the professors are going to have for them as college students. No
missed days, no excused absences, that &irttiing. X We go over the importance of a
syllabus and communicating with their professor.

College advisors also consistently described being in regular contact with the high school
counselors; so, even if they were not directly working with studentsy thiere greatly involved
in coordinating activities and sharing information with these individuals.

A few college advisors reported becoming more involved in selecting or advising
students if they wered I OO S f PNduidgSTRE diiadredit programs, oiif they were
freshmen or sophomores.

College advisors became more directly involved in special circumstances, including in the case

2F al OO0OSt SN SR aGdzRSy (i a ¢ dunideditRagmisifieshmenh dzi & A RS
and sophomores, and poor perinance2 KSy | AGdzZRSyd ¢l a al OOSt SNI
SINY +y aa20AlG5Qa RS3INBS dipldma dole§e advisfS GAYS |
reported playing a larger role in advising. In such cases, the college advisor would typically meet
individually with the student to make sure they enrolled in the courses they needed to

complete their degree, while the high school counselor would continue to ensure students

were enrolling in courses that would satisfy high school graduation requirementsaiBimil
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some college advisors noted that they wera involved in advising students unless students
were interested in courses outside of the core. One of the partnerships in the sample, for
example, required that students looking outside of the core pgrdite in an advising session
with a college advisor.

As anotherexample, a college advisor talked about how she was not at all involved in the

advising process for students pursuing the acadedua-credit program because the courses

were limited to theacademic core, but much more engaged in the @Jdtcredit advising

because of how customized those programs are in terms of coursework. She reported that the

KA 3K &OK 2 2ghinseirdmees i thefield, but | advise on what the next coutses

take and where they are in their level of certification because with each course and each

LINEAINF YZ A0Qa Y2NB aLISOAIFE AT SRX L ¢2N] oAGK K

GKS O2dzNESa &2dz YySSR KSNB:ZI KRRIGARYA KA a2 OSKNI A

Likewise, another college advisor indicated that she was more involved in advising for CTE

students stating
LGQa NBFrffte 2yte (GKS ¢2NJ] F2NOS aiddzRSy
questions. | askthemwhd@t K SA NJ OF NESNJ 321 ta INB= L |
dualcreditis a good option for them, just trying to get to the reason behind why they
came to see me or why they told their counselor they were interegtadlking about
duakcredit.

0K
1

a
a

Othersmentioned that they only became involved in the selection of students if they were
freshmen or sophomoregargely to help ensure the students were academically and socially
prepared to meet the demands and expectations of colEyel course work. As oref these
advisors explained:

For hinth and] 10th gradersvho are trying to enter duaONBS RA G X® 2 S R2 KI @S
in place where | do individual assessment of their attendance records or discipline

records, their TSI scores, their high school transsrilgtters of recommendation to let

GKSY Ayid2 GKS LINPBINI YD WdzyA2NE YR &aSyA2NH
requirements for the college and they come in, but for our freshmen and sophomores,

there is a more handen direct advising experiee.

College advisors also described becoming more directly involved in the advising process when
students werenot performing well in their classes or there were concerns about attendance,
although their involvement remained primarily with the high schomlinselor. In these cases,
collegeadvisorreported the concerns to the high school counselor who then took the lead on
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AYGSNIBSYAYy3d gA0K (KS aiddzRSyido hyS KAIK aoOKz22f
us if a student is not doing very wellgtass. Throughout the school year, we are the mediators
between the professors and students and their parents as far as like their grades and things like
GKFGZ AF GKSEBQNB y20 R2Ay3 St oé

About one quarter of the college advisors and high school counsettescribed more
of a shared responsibility in advising, with both parties equally involved in the process.

In these cases, both the college advisors and high school counselors had direct contact with
students or were more actively engaged in regular oumications to make decisions about
K2¢ G2 3dzA R ScrediticazRésgléctions. Ghdabf the high school counselors
RSAaONAOGAY3I (KS ROAAAYI LINRPOSaa Fa GakKl NBRE
w/ 2ffS3AS | ROA&a2NRERB [irStHieet with Kidé amdzadvisiheérh OS || & S
oFaSR 2y 6KI G LI (akdjwhat dasskHeyishollé tske. IeB [the y
students]meet witha [college] advisor as well, and the [advisarg] either agree with
YS 2NJ KS@8QR NBO2YYSYR (i KSYheiethdywghibgd 2 YS G KA
02 & Grdavhdt tiey want to study.

ax

In another case, a college advisor played an active role in student advising by talking often with
the high school counselors to make sure that the courses students were taking would apply not
just to a high dgool degree, but to a university or college degree.

In these cases of shared responsibility for advising, the college and high school were often

located close to one another, allowing college advisors more frequent access to students and

direct involvemen One of the high school counselors in this type of situation described how

their partner college was located just two blocks from the high school and the college advisor

had two offices one at the college and one in the high school. This arrangemenot lgu

college advisor and high school counselor working in tandem to counsel students irto dual
creditand duaONBRA G O2dzNBSa® ¢KS KAIK a0K22f O2dzyaSt
GSNE Of 2aSftexaksS | aaaaidawikmeetvith {studerfs] tagktker so R G A & A
GKSe KSINI GKS alFyYS GKAy3a FTNRY 020K 2F dzaodé { A
advising structure where the college advisors had a dedicated high school counselor contact for

CTE duatredit and one for eademic duaONBRA G ® ¢ KS / ¢9 O2dzyaSft 2NRa
Ol YLIzas ¢6KAOK a2FFSNBR | 20 2F O2yO@SyASyOSs¢
academic side, the college advisor reported having-taekace meetings with the high school

counglor at least once or more a semester. Although the high school counselors still took the

lead on student recruitment, the college advisor indicated working very closely with the school
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to provide students with the information they needed and that they miained an operdoor

policy with dualcredit students. High school counselors referred students to the college

I ROA&G2NAR AT GKSNB 4SNB lye jdzSadAaz2ya 2N LI NBy
dualcredit programs.

This more infrequent shareapproach to advising duaredit students may warrant further
exploration to determine the potential value add of having the college and high school
perspectives guide student selection and course taking.

Coordination of Advising Activities

Overall, highschoolcounselors anaollegeadvisors describedlose working
relationships,most commonlyto coordinateschool visits andlual-creditinformation
sessionstegistering students, anaourse scheduling.

All of the high school counselors and college adsigothe study described coordinating dual
ONBRAG I OGAGAGASE AGK GKSANI LI NIYSNB® ¢KSe LI
application materials, registration, course scheduling, and transcripts and grades. They also

reported coordinatinggint duakcredit information sessions for students and families, as

discussed earlier. These information sessions were usually held on the high school campus once

or twice a year and, in some cases, included presentations by both the high school counselor

and college advisor to share both perspectives.

Many counselors and advisors also reported that they worked with each other to develop
YFGSNRAFfAa G2 KSfLI O2dzyaSt aiddRSyda Aydz2 OSNII
progress toward meetingd SA NJ KA IK &AO0OK22f 3INF Rdzr GA2Yy NBIj dzA NJ
For example, high school counselors typically developed a course crosswalk to share with

advisors so they could see how the dueaddit courses mapped to high school graduation

requirements Likewise, college advisors reported providing high school counselors with their

FOF RSYAOCaDITKKHRBIAIKSEANE FI YATAFNI gAGK y@g OKI )
they can also look at course descriptions to determine if they can crosswalkceldases. We

also sometimes provide themwithed € f t 6 dza F2NJ RAFFSNBYy G O2dzNAES:
compare student learning outcomes again to determing@ G KSe& OFy ONR&aagl |

In a few cases, advisors and counselors worked more closely #rgetkdecide which classes
would be offered as duadredit each year. For example, one high school counselor described
being in the process of planning with the college advisor for the following year to put together
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theduaFtONBRA (G O2dzNBSORAARQSO02R$SEFRTF2NAGAdZRSY 1a (K
classes available for the fall semester.

Nearly all advisors and counselors reported being in regular, if not constamtjler phone
communication as advising questions, concerns, or other issues diosg . described open

lines of communication to check in on how students were doing in-drgalit courses, ask
guestions about creditransfer or course credit toward degree, relay questions from parents,
provide updates on new initiatives or policies, orshare scholarship and financial support
opportunities for dualkcredit students. Some partners held more formal chatkneetings
throughout the year to review procedures and troubleshoot any concerns. One college advisor
reported holding counselor meetys with the high scho@very fall and spring semeste

GKSNBE ¢SQff 32 2@8SNIFff 2F GKS ISYSNIf K2dz
up. We do this in group sessions and then | am out visitingtfaface, at least a few

times a semester, to tklto them about different things, pass along information to see

what their concerns are and assist them with any questions, and then we provide

support and coordination via phone anehgail, sometimes on a daily basis.

Another counselor described visititige high school at least two or three times a semester

have direct contact with the duaredit students and meet in person with the counselors. This
counselor stated that these visits, as well as other activities such as college fairs, were planned
and coordinated in close collaboration with the high school counselor.

/| £t2aS8S LINRPEAYAGE (2 2ySQa dffectiidcgdddibtiont & LISNDS

lf 0K2dzZ3K 0SAYy3 FIENIFgl@& FNRBY 2ySQa LI NIYySN gl 2
the colege advisors and high school counselors that were in close proximity to one another

emphasized the benefits of the fate-face interactions they were afforded. As one college

I ROAA2NI AGF SRZ-YGARHOBENBI ANBY 8 | ighdain BithK Sy & 2 dzQ|
42YS02Re FyR 2dzald RSSLISY ¢KIFiQa It NBFRe G§KSNEB?
Fo2dzi K2¢g @l fdzotS AG ola F2N) GKS LI NIYySNER G2
sides to have a firsthand knowledge of their respecti@mpus cultures, students, staff, and

procedures. The opportunity for students to visit and spend time on the college campus was also
aSSy la KStLAyYy3a SraS ailddRSydaQ GNIyaaxldAzy Ayiz
college environmentrd raise their comfort level with being on a college campus.
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CourseTakingConsiderations

{ GdzZRSy (1 aQ LI &adnd I&kdiodrRi-cnddit trankfelvgféimost commonly
considered imdvising students intalual-credit courses high school counselordso
FTNBljdzSyidfe NBLR2NISR O2yaARSNAYy3I addzRSydaq
requirements

Postsecondary plans and credit transfRegardless of the extent of their involvement in

advising students, nearly all of the counselors and advisors enggitbhe importance of
a0GdzZRSyaQ LRaGaSO2yRINE LX | yazr Xlefg@d cerifidgaied G KSA
and where they were interested in attending college in guiding-dueadlit course taking

decisions. Respondents described how havingittiemation allowed them to better counsel
students into taking courses that would transfer to a specific degree plan, whether they would
0S aSS{Ay3a |y I &aayeidegies Many Mgh ScNIBISousdldrslandT 2 dzNJ
advisors expressed concern thastudents were undecided in their major or uncertain about

their posthigh school plans, they would be at risk of taking and spending money on courses
that would not transfer to a specific degree or college, particularly if they elected to attend an
out-of-state school or highly selective university.

Indeed, credit transfer was reported as a major advising consideration by the majority of high
counselors and college advisors and many reported sharing resources with students about
credit transfer; howeer, for the most part students were strongly counseled to conduct their
own research on credit transfer. For example, as one counselor described:
2SS R2y QiU ALISOATAOLItte NBOASE WONBRAG UGN ya
need a little bitof legwork to go along with that. We talk about certain courses and how
they transfer. As an examplpolitical science health, those can transfer to different
AyaadAaiddzinzya s6AGKAY GKS adGriasS 2F ¢SEFao 28
system to lo& at how classes are going to transfer. Then we talk about instances where
they might have to repeat a course depending on the institution that they transfer to
and what their major is going to be within that.

High school counselors and college advisaksng this approach reported strongly advising
students and their parents to call colleges directly to find out if a certain course would transfer
and to review credit transfer policies on college websites. A small number of high school
counselors and adsors, however, took a more active role in confirming crédinsfer

information for students and used this information to guide their conversations with students.
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One high school had developed templates to map certain courses onto specific majors and

degrees at some colleges. Similarly, another respondent described how the counselors would

pull the transfer sheets directlyo®2 t £ SIS § S0 a A (inkke sirethd adylcldsR Sy G a
GKFG GKS2@QNB AYGSNBalSR Ay Adrdégeydaaaiywd KL G
besomethid G KI §Qa O2YY2yfeé (NI y aabgedicpiogrémaledh y S KA 3
Naviancéwith students. The program offers an online career interest survey and, according to

0KS KA3IK aO0K 2@niatchOiadayedr HiterdsNtl a callégé major at a particular

university, and this program automatically pulls up a degree plan, courses that they would need
totakS 2 3ANI Rdzl 0 S WeicanknatthKheiduat@ BB RE S Xd2 (K24aS 02 d
same time,thh  O2dzy a Sf 2 NJ L Nt GSHNBLIOH NBFIR> @ GStt (K
with their college advisr at that freshmen orientationr®@ 2 dz NBI f f @8 R2y Qi (1y26 ¢
32Ay3 (G2 06S I O0OSLIWISR YR gKIFGQa y200

High school graduation requirementsighschool counselors also frequently reported

considering the high graduation program of study and degree requirements when advising

students into duatredit courses. They indicated that a critical part of their role was ensuring

that students were enrollig in duaicredit courses that were crosswalked to high school

diploma requirements or their selected high school endorsement area. As one high school

O2 dzy & St 2 NJf tBecshuiieht is ¥ Sophbmode for exampleSlhistory is part of the 10th

grade arriculum in the high school, so what we would try to do is swap out what they would

take at the high school level foné equivalent duatreditclasg { 2YS O2ft S3S | ROA
reported considering high school graduation requirements, but largelydreliethe high school
O2dzyaSt2NB (G2 Y2yA(l2NJ aGdzZRSyGaQ LINRPINBaa Ay a

Counselors working in high schools that offered a wider variety of course options, including CTE

dual credit in addition to academic dual credit, describedghér level of involvement in

counseling students into certain courses. In these cases, counselors described meeting

individually with students to help them decide which courses bet fit their interests, college, and

career aspirations and to counsel theyhil 2 O2dzNASa GKF &G YIFLIWSR G2 SI
degree or a certificate in a certain field. As one counselor pati,S R2y QG YI yRI 0SS 2
menu of classes, complete menu for everyowe individualize it. So students sign up for

classes then they hawethreeto-four-6 SS1{ 6 KSNB 6SQNB | OdGdz £, & YI {7
and we discuss with them if they have questions about why they should chooseredélover

I NB3Idzf F NJ 't Oflaa 2N A0S OSNEI o¢

8 https://www.naviance.com/
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Grade levelCounselors and advisors frequently indicE R G KIF i a0 dzRSyiaQ 3INIR
dictated or strongly informed which courses they guided students into. In many cases, grade

gl & dzaSR & | &2NI 2F LINREeé F2NJ RSGSNXAyAy3
their maturity or preparation fothe rigors and expectations of particular diuaedit courses.

Freshmen and sophomores typically had less choice than juniors and seniors (if they were

allowed to participate in duatredit courses at all per district policy) and in some cases no

choice.For example, one high school counselor explained how very little advising occurred for
ninthand1ah3I N} RSNE 0SSOI dzaS GKSé& 6SNB Ay akKSftf (iSNBR
OKSY®d¢ h i K Siednmeyi puiisGing dusdkeditieducation were automtically placed

into a Learning Frameworks course to orient them to dual credit and get them use to the

structure and expectations of dual credit.

Qx

Many other ounselors and advisors working with freshmen and sophomores also described

how grade levelwas&uS R (2 LJX I OS aGdzRSyda Ayiaz2 O2dz2NBSa i
transition into dualcredit education or against specific courses that may be available for them

G2 Gl 1So !'a 2y SlHwolk adas ¥R Besimaritaké an Sd@Omicsrselor a
LJAeOK2f 238 O2dzZNAS® L LINRPOolIofeé ¢g2dzZ RyQi S@Sy f
because of the demand, and the rigor, and just the content of the subjacbther counselor

a 0 I GWERvant td make sure that we get the students in tlegrect courses and if they can
handle the course load along with being a high school student and whatever else activities
0KSe QNB Wyggdikfally v thanytlieled A SNJ Of | a4 &4 Saandséehd NBR G &
they do with it. That way, we can alwayscover]theircreRA G A F a2YSOIKAyYy 3 ¢SNB
Likewise, a few respondents indicated that they guide freshmen away from taking any online

course offerings because of the maturity level they believed was necessary for success in these
types of learnig environments

One counselor working with CTE duetdit students also indicated new CTE deraldit

students (typically sophomores) were counseled into an exploratory class designed to provide

an overview of the four CTE duakdit programs available tstudents. According to the

counselor, they recently switched to this approach because they found the vast majority of

their students were selecting welding as a default, without having a full understanding of the

work and career opportunities of the oth@elds, such as air conditioning and electrical and

machine maintenance. Another counselor reported counseling younger students into the
ISYSNIf O2NB OflaasSa o0SOlIdzaS aiGKSe& FNByQid NBI
dualcredit courses t@ specific degree track.

AMERICAMNSTITUTHEHSOR RESEARCH | AIR. 9C



DualCredit Education Programs in Texas: Phase Il

Indeed, many counselors indicated that because juniors and seniors were typically more certain

of their postsecondary plans, they provided more targeted counseling. As one counselor

RS a ONXA 0 SR >plays A big réleS nof s@udibwith their first 6 to 12 hours. Because a lot

2T a0GdzRSy G aszx GKSe QNBstod andyhdfirsiitdo Endlish,Svhich ety ¥ A NA G
YdzOK o0l aA0 FT2A) G¢gO8E @SRASG LI ad o 2 mMH K2 dzNE
being a litte more carefil because we may do government, [batjt do Texagovernment[if]
GKS@QNB 3I2Ay3 2dzi 2F aidliSdPé hiKSNA y20SR GKI
younger students because of the greater number of courses available to jamdrseniors

and, thus, the greater risk for excess credit. In addition, counselors and advisors indicated that

less frequently considered factors welieli dzR &c¢déricperformace in prior duaktredit

courses ana@ourse loadandextracurricular activigs.

{0dzRSYyiaQ I OF RSYAO Likhdit2dideds wad fisell ys akéysS GA 2 dzid R dz
consideration among close to half of the high school counselors and a small number of college
advisors. Some partnerships had stipulations in place that would not dllahkcredit students

to take certain classes or continue in ceabdit programs if they were performing poorly. For

example, one partnershigid not let students sign up for another course in a specific discipline

if they did not makea C or higher ione of the disciplinespecific classes. Although students

could try to take the course again, the counselor indicated students were often advised against

doing so because they saw it as a risk to earning credit and to gradu&troitarly, a college

advisorF 2 NJ | y2 0 KSNJ LI NIy SNB KA L) NB LEMghtI&®ead KI G F2N
conversation with them about maybe transitioning to more of a general studies track where

GKSe g2dzA R adAatft O2YLX SGS (KS ,buimagb®mtr 6 SQa RS3
necessarily that life science or mathematics major witfg us.

hiKSNBR NBLR2NISR (KIG GKS& NER@dt8asesto deterdiReS y ( & Q
whether to counsel them into academic support services. In some cases they referred students

to the support services available on the college campus, including free tutoring and student
success centers; in other cases, particularly at ECHS schools but not exclusively, students were
counseled into academic intervention services available on the higloscampus.
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AdvisingChallenges

High school counselors and college advisdescribedchallenges related to high

a0K22f a0dzRSy daQ | OlinBsS féridaaicredif @lucStigrg theh 2 y | £ NB
latitude given to studentdn dual-credit course selectionand the limited time they had

to fulfill all of their dual-credit advising responsibilities

High school counselors and college advisors reported a wide variety of challenges they
experienced in advising students irdoalcredit educatioror into specificdualcredit courses,
RSAONAOAY3I a2YS a NBfFGAGBStEE YAY2NI I yR 23GKSN.
academic and emotional readiness thralcredit education was the most frequently shared
challenge, particuldy amonghigh school counselorépproximatelyhalf of the high school
counselors and abouine thirdof the college advisors reported this challenpet experienced

it in different ways. Some, for example, experienced this type of challenge primarily during the
registration process. Coueldrs and advisors described having to constantly remind students
and parents to complete and submit their dea@kdit paperwork in time and attributed this
challenge with parents and students failing to understand the more rigid structure and
requirementsof college compared to high school. Or, in some cases, high school counselors
talked about having to do the work for the students, which they perceived as harming the
student in the long run. As one counselor noted,

It places a lot of the responsibilibff of the students and puts it back on me. | think the

students losethosei KS& 248 (KIG SELSNASYOS 2F GKSAI
done for them just like we do for high schal KS&@ QNBE YA aaAy3a 2dzi 2y
experience of you have addline, you have to get in there and choose your class, and

3S0 e2dzNBSEtF NBIAAGSNBR F2NJ Al de

Many others reported that it was difficult to effectively communicate to pareand students

the importance of emotional maturity and the ability of studentsésponsibly conduct
themselves in college classrooms, meet instructor expectations for academic performance and
engagement, and responsibly manage interactions and communications with the instructor.
This finding is consistent with thesults ofthe prevbusPhase study ofdualcrediteducation

in Texas (Miller edl., 2017), which also highlighted some concerns among community college
respondents about the undue pressures placed on students to enrdillahcrediteven if it

might not be for the bestor the student, especially for students who may need time to further
develop their sense of responsibility and maturity (Miller et 2017).
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According to counselors and advisors, feeding into this challenge was the various factors that
push students ird duatcredit education even if it is not the best fit. These factors included
parental pressure, the weighting of dualedit courses with respect to class rank and GPA, and
aGdzZRSytaQ FSStAy3a O02YLIStt SR 0SOI dzar$otad Ko A NJ LIS S
SEFYLX S5 6aidiRHfFiNR TXOANIAOLfG&E E NI y{Ay3I 2N GKS
valedictorian, salutatorian by taking these duaédit classes. The more they have, | guess the
0SGGUSNI GKS LIAYyda | NEnbeing Rp iatBeir dascidignsghood2 y OSNY S
counselor also reported,
| think that students and their parents are really very interested in BB RA G @ L (1 Qa
soldtothemasacoS FFSOGABS YSFadaNBE (2 KStLI dKSY LI
think we spend enough time talking to them about the maturity that it requires, the
attendance that it requires, how it can negatively affect their degree plan on the college
level if they have too many hours

It is important to note, however, thaasfound inthe Phase $tudy, the majority of the
NEBaLRYRSyiGa Ay (KA& &dddzRé RAR y20 SELX AOAGE &
as a challenge, suggesting that mbigh school counselors and college advidmbkeve that

the majority ofhigh schooktudents participating imluatcredit programsare meetingcollege

level course expectations

Nearly one quarter of both high school counselors and college advisors indicated that the sheer
number of dualcredit courses available to their students to chedsom challenged their

abilities to guide students into efficient coursaking pathwaysThese counselors and advisors

were working under partnerships that placed few limits on eeraldit course offerings and the

number of courses students were allowtxtake. These respondents suggested that this

approach to dual credit compelled students to take as many-dreadit classes as available and

were of interest, even if they were not likely to transfer to a specific degree. They reported

instances where lgh schools wanted to offer more electiie@ LIS Of | atvdoathréedzOK | &
classes imathematicsor four classes of Spanish throughout the year because they have

people on their campus that are eligible to teach those and like teaching them and softeey o

themé hyS O2ttS3S IROAA2NI y2G3SR & y20KSNJ SEIY

~

W¢tKS KAIK a0K22f86 KIFIR | KFEYyRTdzZ 2F adGddzRSy i
same time they graduate from high school, and when you look at their degree plan and

the course selection&tl & (G KSe@ Q@S Gl 1Sys GKSANI St SOGAQS
F LILINBOALF GA2YE AGQa | YdzaAO | LILINB@sned A2y s A
degree plan that a fouyear institution would offer unless it is just a general studies
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degree. Those students pay college tuition, they went through the course, and wherever
GKS@QNB 3I2Ay 3 { 2yedr iNdtitytianTisoldg io 2ithize ok df tNdseF 2 dzNJ
ONBRAGAY o0dzi GKS@QNB y2i 3I2Ay3 G2 o6S FofS

The thrd most frequently reported challenge, by approximately one quarter of high school

counselors and college advisors each, was the lack of time to complete all of their

responsibilities and provide the individualized counseling they felt was needed. Resp®nde

cited various reasons for these time constraints, but frequently reported that the logistics of
registering duatredit students, monitoring and tracking student progress, and coordinating

activities with their duaktredit partners were very time consung. In some cases, counselors

or advisors did not just focus on dealedit students, so they had to balance their daetdit

advising with the other roles they played. Time was particularly problematic for counselors

serving large numbers of studentadiin schools where the dualedit student population had
growninrecentyeard. & 2y S KA IK & OK2 2 S QpSdzy3aNPt52/NI FNNRLY2 NiliSS
credit graduates to 90 last year. We forecast to go over 100 this year. | think as we grow, the
resourcesi KI & FNB @At o0tS y263 6S YIe ySSR (G2 OK
studentsindualONBRA G | y@VY2NBE® 2 SQONB E@RBAcauksélas 2 IS NI p nJ
servinglarge numbers of students frequently indicated that it was nt possible to meet

individually with all of the students interested in dual credit or taking ewetit courses,

although they perceived that students could benefit from more independent counseling

sessions. This issue of time has been raised in previous research ematitaéducation and

similarly found thahigh school counselors perceived the work of managing-duealit

programs, including the recruiting, advertising, communicating with postsecondary institutions,

finding instructors, monitoring financial aid opportuieis, and tracking grades, as a-the job

in itself (Piontek et al., 2016).

A couple of other challenges were raised by small numbers of high school counselors and

college advisors, but these were typically described as relatively minor. Course soheahdi
coordinatingdualONB RA (0 O2dzNAS&a gA0GK KAIK a0OKz22ftaqQ OIS
is consistent with the Phase | study finding that community college-chedlit coordinators

encountered challenges related to the differences in the waljeges and high schools

schedule courses and other logistics, such as bus schedules (Miller et al., 2017). In addition, the
distance between the high school and college partner was raised as a minor challenge, most

often when the high school partner wasral.
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Suggestions to Improve Student Advising

According to respondentgyreater clarity on creditransfer policies early advising,
more collegeadvisorinvolvement, and robust trainingouldimprove student
advising

Greater clarity on crediransferpolicies.Nearly half of the high school counselors and about

one quarter of the college advisors sought more guidance and clarity on-trad#fer policies.
Although these respondents reported having sources they could turn to for this information,
primarily college websites and the Texas course humbering system, they would have preferred
a more streamlined and uniform process for finding transfer policies, particularly transfer to a
specific degree. Many reported that university websites were hard togate and sometimes

not up to date. Others noted that while many of the dwaédit courses often transferred, they
transferred only as electives and not to specific degree tracks, so more dsgeedic

crossover documents are needed. One high schoahselor, for example, stated,

If I had, for every public college in Texas, a site where | could do and print off core

OdzNNA Odzf dzYs &1 SNB I NBS (KS O2dz2NASa &2dzQNBE 3
aNOKAGSOGdzNES KSNBQa A WA 3yPa | ISYNE Q&2 dNIdiND [0y
the one to help the student make a choice or give them the information, but finding it

and getting it in their hands so that they can understand it and take their time with it is
challenging.

Many others reported wantig a similar sort of crossover document that would include
information for specific majors and what they require. A potentially promising practice was
described by one high school counselor who attended an event at the community college
partner where a nurber of fouryear universities were osite to share information. Each
university had its own station that students could visit and receive ctealitsfer guide sheets

for specific majors. A few college advisors also suggested that policies that reqgeited b
alignment between the college and high school curriculum could lead to a greater likelihood of
credit transfer and reduce the risk of excess credit.

Early alvising Approximately one quarter of high school counselors and college advisors each
suggesed a need to start advising students earlier about dera&dit education and duadredit
pathways into college. They indicated that students and their families would benefit from an
introduction to dualcredit education options as early as sixth to eightade, depending on

when students became eligible for de@ledit education in their districts. According to these
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counselors and advisors, earlier advising that includes career exploration would better prepare
students and families to make more stratedecisions about duatredit education, including

decisions about whether and when to pursue daedit education, and whether to take dual
ONBRAG 2NJ !t O2dzNAS&a>X RSLISYRAYy3 2y GKS aiddzRRSy
postsecondary plans. This re® build career exploration into early advising practices was

particularly emphasized among respondents. Although counselors and advisors noted that they
RAR y20 o0t 68 &lBRBRSgya Aydz2 LI NIGAOdzZ I NI YI
wash YLIR2 NI F yi G2 o OandlxkizdliBemimisrs abouSdarbidr dndviibiein

32 fta FNBX | FGSNI KAIK a0Kz22ft deg 1'a 2yS 0O02¢tfS3aS
earlier advising stated,

2 SONB y2i0 GNBAY3 (2 Y@ gearbficSleg® iND thkserioy | Y R
highschoal s SQNBE y 20 GNBAYy3I (2 aKATG O2ftS3AS R2¢
trying to do is get the appropriate information to students earlier so that they can make

more important decisions about the higithool plan and what courses that they

couldt should take forduaODNBRA G A F GKIFGQa oKIG GKS& g1l yi

hyS KAIK &a0OK22f O2dzyaSft 2Nl RSAONAROSR | LRGSYGaA
dualkcredit decision making. The school requistddentsto participate in a mentorship

programat the end of their junior year and one at the beginning of their senibr Mb they a

get an opportunity to work with some person out in the community who is in the field that they

are interested in looking into.dSthey get some practicf SELISNA Sy O0S 2dzaid G2 K

More college advisor involvememflany respondents indicated an interest in having college
FROA&A2NAR LI Fe | Y2NB RANBOO NRt{S Ay (0UKS | ROAA
knowledgeabout what courses would map to a specific degree or certificate or to bring the
collegelevel presence and perspective to the conversation. One counselor described the value

2F KFE@Ay3a + 021tfS3S I ROAA2NI aLISHdaruRteINBrO Gt &8 (2
the same thing over and over, year after year, but when another outside person comes in and
AA0a gAGK GKSY TNRY -2085S/ Adgyan F2NE AIIKESY aAII0LRES ydli SANIEE
respondents further indicated that having a colleg¢ & Sy OS KSft LJa aLJddzi | FI C
dzy AGSNEAGEZ¢ IAGSa Y2NB ¢SAIKG (G2 GKS 3IdZAREFYyO
and informed duakredit advising. As one high school counselor noted when asked about
adz3aSadAz2ya T2 Nl wolliked Sk yhae invétvBrieat kirofdheé callege

actually coming to our high school campus and sitting down with students andngoskth
aldzRSyda AYRIISYyRIYy Bfae ¥ St G ftA1S GKIG NRES | yR
more from the commurny college¢
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The college advisors shared this sentiment, indicating that-drealit student advising would

be improved if they had opportunities to engage students in individualized advising sessions, or

at least had more face time with groups of potexttor admitted duakredit students to share

information and guidance form the college perspective. One advisor raised a related, but

slightly different concern. She estimated that 90% of the advising responsibilities fell on the

high school counselors agdii  t RREQHNE 42 20SNBKSt YSR 2dzad 4N
portion, and addingduakcreditfA & LINBGG& o06dz2NRSyaz2YSeo® 2 SQNB NBI f
SEGNI &dzLILI2 NI 6AGK 2dzNJ | ROA&2NRA ¢ad AdvRIE G NE RIZG
college advisor for another partnership reported that they were in the process of hiring a dual

credit pathways coordinator who would be more involved in directly advising students to

AYLINR PGS GKSANI L2 aidaSOo2y Rl NETheldhderdtlofihis ndwy R & dzOO
position is to become much more intentional in our feévising, our wrkingwith the student

as they make those decisions, and then the pabtising, to make sure that we get them to

GKFG ySEG &0SLI Ayominandylc@O\E S5 RENJ goiySAIKSSNE Miiiaaag O

In the absence of a dedicated college advisor on campus, counselors recommended mandatory
sessions with college advisors at the college campus or by phone so students could hear from
college advisors directly. For rural sites or pargigps where irperson, individualized

counseling was not an option, one counselor suggested virtual advising sessions with the
college advisors, particularly when students change their plans and need more individualized
advising to reduce risks of excassdit and extra time to degree. Similarly, a college advisor
suggested using ITV to conduct an orientation session for newly admitteecchdit students,

2dzad tA1S 6S R2 2dzNJ NB3dz | NJ FNBAKYIlY O2YAY
beenlack 3 ¢ A G K | f f Thésdzxd attitalNiuje&ybidaccepted South

Plains College studenisnd they need that orientation. They need to know how we do
SOSNEBEOKAY3A Ay 2dz2NJ RSLI NIYSydGaz FyR gKIFiQa
K2g @ 2aiBon andanline class.

Another college advisor also emphasized that more formal orientation sessions fatusdw

credit students would be a benefit, especially to stress with students that college advisors are
available to them on the college cangand can be a service to them. Ideally, however, this
advisor stated that she would prefer having multiple days per week at the high school campus
to hold advising sessions with studelscause students had such limited time on the college
campus outsidef attending their classes.

Robust TrainingOverall, college advisors and high school counselors praised the relationship
they had with their partners and the extent to which they were able to seamlessly share
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important information and get the answersél needed related to student participation in dual

credit. However, @me advisors and counselors mentioned that they felt that they could better
coordinate advising activities with their partners if there was greater clarity about their

respective roles.rféquently in these instances, multiple people were involved in the process on
020K aARSa® hyS 02t{ftS3S I RORSHADAI AdA Yy IaFKYXAY
involved that sometimes things2 Y S LISNR2Y (KAYyla 2yS BB 2y Qa f
LISNE2Y (KAY{1a oX0Q& YaZ ¥YHd 2Re 28(KEBNI  ROAA2NE G f
g2dzZ R KSEf L) a0NBIFYfAYS (GKS O22NRAYFGAZ2Y 2F | Of
helping establish a shared understanding between partadsut the purpose of duatredit

for high school students, how it can best benefit them, and how to get them on a more

strategic duakredit path early on.

Few high school counselors reported receiving any training from the college or another entity on

howto advise duatredit students andlose to one quarter of the high school counselors and

nearly one third of the college advisors indicated that having-traithed, dedicated duatredit

advisors would improve student advisifthe lack of training wasarticularly problematic when

there was turnover in counseling or advising staff. For example, respondents noted that when

turnover occurred, they struggled to work with inexperienced counterparts who were not familiar

with the specifics of duatredit edication and the partnership or to get used to new role

SELISOGI GAz2zyad | & 2y 0 ARNE 38 NER AMia®aNJd |S EfLdkt A yYSS
AYLF3IAYS GKS O2YLX SEAGASE 2F GNBAYy3I (G2 €SNy |
coming from a elementary or something, different background and the complexities of that, and
GKSY ¢S 323 WhKX o0& GKS gl &3z &2dz £t SFNYy SOSNEGF
college dealing with recent turnover in high school counseling staff iredidhe challenges of
G2NyJAY3I 6AGK | yS¢g SHYXZ adrdAay3as a! €20 2F GF
it, but we have people coming from all different places and different backgrounds, and | do think
refreshers on that information would @S NE 2dza i KSf LIJF dzf d¢

Among those that reported receiving training, a few described participating in formal meetings
or sessions coordinated by their college partner. One counselor, for example, reported that the
college held biannual meetings with all bkir high school partners that involved the college

vice president, a representative from admissions, the counseling office, and, on the high school
side, the high school counselors and principal.

az2zalir K2¢6SOSNE RSaONRKROGSR ¥ndsNkch dsyh&efingdvith their i NI A y
college partner to learn about new updates or changes in policies and college procedures
related to the duakredit partnershipFor example, one college advisor met with the CTE
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education director at the partner high scbloand her group of counselors annually to speak to
them about the courses that were going to be availabledoal credit,and therequirements
there would be for the students to be ahie enter the dualcredit CTErograms

On the college side, advisarrely reported attending any trainings specific to their partnership,

a few indicated attending workshops by THECB that focused on dual credit, including any changes

or updates related to duatredit education policy or practice. One college advisor doinese

trainings, coupled with the followlzL) G NI Ay Ay 34 yR YSSGAy3a 02y Rdz
FRYAYAAGNI G2NBR +a OSNE @GlfdzadotSed {KS adlridSR GF
AAGSY | 20 2F G22fa I yIRofaSzLA ¥ NIR GRa yKF diE 6 S QNF

This recommendation stemmed partly from the previously reported challenge of not having

enough time to fulfill their duties and provide individualized student counseling. Several

commented on the need for dedicated dealedit advisors ad counselors to adequately serve
dualcredit students, particularly because of the rapid expansion of-dreadit education in the
aGraSo 1'a 2y S KA 3K DualcedR g iecomiagihé adkn cedtlyiaour G SR> &
SYGANRYYSyYyl( K¢likSwvbdfire. THem@ aré doJhdhy doungelors out there that are

S0 unequipped in being able to handle this.

Coupled with having committed duatedit staff, several of the respondents emphasized the
importance of more robust training for counselors aamivisors. A few respondents indicated

that counselors and advisors would benefit alike from training on how to identify a good

student candidate for duslDNBS RA G T &aLISOAFAOI f f 82 Hadngogie’s O2f £ S
more strategic guidelinesonwhatd 2 NJ g KI 0 Aay Qi GKS lartitdNRE LINA | G
iK2asS 0O2f té&3aS O2dzNB Sa dé

Conclusios

In this chapter, we examinedlalcredit student advising processes and procedures, as
reported by 50 high school counselors and 52 college advisorsigarkia variety ofluat
crediteducation partnerships and contextsollowing we summarize our key findingseach
of the topic areas we examined:

Students targeted fodual-credit education All respondents indicated that they targeted
students for duakredit programs based on district policies for daegdit and the MOUs that
were in place with their partners. Within these parameters, there was some variation in the
extent to which high school counselors and advisors actively recruited or encouragaith c
types of students to apply. For example, some schools strongly encouraged all students to
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participate in duakredit education, while others were more selective, targeting only those
students who were excelling in their high school classes and dstradimg high levels of

emotional maturity. Schools serving disadvantaged populations, had a clear focus on access and
encouraging all students to participate in dwaedit education.

Roles of high school counselors and college advisdlge majority ohigh school guidance

counselors played the primary role in advisthgalcredit students, with onequarter sharing

this responsibility with college advisofSollege advisors typically played a secondary role,

serving as the key point of contact for higtheol counselors and sharing information about

dual creditwith prospecive students and their families. They became more involved, however,

Ay &LISOALFE OANDdzYaidl yoSasx AyOfdzRAYy3I Ay (GKS OF
the core, CTE dualedit programs, freshmen and sophomores, and poor performance.

Coordination of advising activitieOverall, high school counselors and college advisors

described close working relationshjpsost commonly to coordinate school visits athaal
creditinformation sessions, registering students, and course scheddimgy coordinated

STF2NIia NBfFGSR (2 aiddzZRSydaQ LI AOFGAR2Y YIFGS
transcripts and grades. Many counselors and advisors reported that they worked with eac

other to develop materials, such as degree maps and course crosswalks, to help counsel
d0dzRSyidia AyhGz2 OSNIIFAY O2dzNASa 2N (2 KSfLI Y2YVA
their high school graduation req@ry Sy da 2NJ Iy aad20AlFi5SQa RSANBS

Coursetaking considerationsHigh school counselors and college advisors most commonly
NBLI2NISR O2yaARSNAY3I 4GdzRSyGaQ LRatasSoO2yRINE 1L
advising students into duaredit courses. In addition, counselors and advisorgueatly

AYRAOFGSR dzaAy3a 3INFRS tS@St Fa Iy AYyRAOFG2NI 217
counselors also commonly reported guiding students into-@uedlit courses that crosswalked to

KAJIK aOKz22f RS3INBS NI ljddaghddhaoBeydoraementdredsti dzRSy G a Q 2

Advising challengedHigh school counselors and college advisors expressed challenges related

G2 KAIK a0OKz22f aiddzRSyYy (aQ | didtdrefitéduCation,yhB SY20A2Y
latitude given to students idualcredi course selection, and the limited time they had to fulfill

all of theirdualcreditadvising responsibilities.

Suggestions to improve advisingligh school counselors and college advisors suggested that
greater clarity on creditransfer policies and aose alignment, starting the advising process
earlier, more involvement from the college partner, and greater clarity in advising roles and
having wektrained and dedicatedualcredit staff could improve student advising
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Chapter 3. The Academic Rigor@iatCredit Courses

Academic rigor is the focus of many debates around the qualityafcredit courses Baker,

Burnett, & Ferguson, 2015 he concept of academic rigor is consistently brought up in-dual
credit discussions, yet there is no consensusiow to define it (Winston et al., 1994; Braxton,
1993; Hechinger Institute, 2009; Wagner, 2008; Blackburn, 2008). With enrollment in dual

credit courses increasing, a common understanding of academic rigor is necessary to ensure all
dualcredit students lave access to similar expectations and instructional methods.

Phase | of the study uncovered systematic differences in instructor characteristics acress dual
creditandcollegecredit onlycourses, which highlighted the need to determine the extent to
which duakcredit students are held to the same academic standards as studentdlege

credit onlycourses (Miller et al., 2017). In response to this need, we designed a study to assess
whether there are systematic differences in course content, assessmetitods and

standards, and teaching approaches between dueabit and collegecredit onlycoursesFor

this study we answered three questions:

RQ 1 What are the similarities and differences in the content and skills being offerdwlain
credit courses andollegecredit onlycourse®

What are the similarities and difference in the instructional practices being usduabircredit
courses andollegecredit onlycourse®

What are the similarities and differenceshow instructors of duatredit courses andollege
credit onlycourses assess student learning and student performance

Given the large number of duatedit programs and breadth of duaredit courses being
delivered in Texas, we decided to focus our efforts on two of the most common DC courses:
Emglish Composition | (English 1314) and College Algktatin (1314/1414. For each course,

we attempted to recruit a sample of four faculty members delivering the course in three
different settings:

RQ 1 As an entnylevel college course taught by college fagyi€C),

As a duatreditcourse taught on a college campus (DC), and

As a duaktredit course taught by a credentialed instructor on a high school campus (HSDC).
The findings prsented in this chapter contribute to a stronganderstanding othe

commonaliies and differences in academic rigor between collEgel courses and across the
primary dualcredit course delivery contexts and settings presently being used in Texas (DC and
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HSDCJThese findings can help policymakers identrfyere improvements insuring
consistency in course rigor che madeto promote the longterm success of atlual-credit
students in postsecondary pathways

Organization ofThis Chapter

The remainder of this chapter is structured as follows: We begin by describing eachfafithe
dimensionsalong which we compare courses in terms of their academic rigor. Next, we
describe the process we used to recruit faculty to participate in the study and the data we
collected from them. We go on to describe the protocol we used to assesses Finally, we
report our findings on the similarities and differences in the four dimensions above across
course settings for English 1301, avidth 1314/1414 respectively.

Research Design

In this section, we describe how we conducted this st@&pecifically, we report information
about how we define academic rigor, our instructor sample, the data collected from sampled
instructors, and the process we used to examine rigor along these five dimensions.

Study Definition ofAcademic Rigor

There is b consensus on how to measure the academic rigor of a celéage course. Thus, it
was necessary to develop a proxy to evaluate the extent to whichatedit students are
consistently receiving collegevel instruction. To inform our work, we consudtéhe literature
on academic rigor in mathematics and English language arts and idefwifiecourse
dimensions that, together, serve as a reflection or gauge of academic rigor

RQ 1 Content The topics or domains of knowledge taught in a course
Demonstrationof skills The content specific skills students are asked to perform

Instructional strategies The technigues or methods teachers use to help students reach their
learning objectives

Assessment of student learning and performamcé& he strategies instructsruse to determine
student understanding of the content and the demonstration of knowledge.
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We recognize that this definition is limited and does not encompass all of the materials and
mechanisms instructors use to teach content and skills (e.g., it motiaclude course
materials such as textbooks and other assigned readings).

Instructor Sample

With support of THECB, we identifiaghoint of contact from an initial sample of 15 community
colleges and 10 foryear institutions in order to identify HSDEBC, and Ci@structorswho
taughtMath 1314/1414and English 130ih the 2017 fall semestel hesecontacts, who were
department chairs, deans, provostnd chief academic officerfien chosehigh school and
collegelevelinstructorswho fit our seledbn criteria After obtaining contact informatiorwe
sent out an email to eaclhselected instructor asking for their consent to participate. Because
this study is exploratory, and because of resource constraints, we set a goal of recruiting at
least fourinstructors from English 1301 amdiath 1314/1414across our three course types, SO
a total of 24 faculty members.

In total, wesecurel 22 individuals from 1AHEIswhich included one fouyear institution and
sixteen community collegescross Texad.able3.1 provides the number of instructors who
participated by the type of course they taught

Table3.1. Total Amount of Participants for Each Course Type

Course Type English 1301 Mathematics 1314/1414

CollegeCredit Only Course Taught by 4 3
College Facult§CC)

DualCredit Course Taught by College 4 4
Faculty (DC)

DualCredit Course Taught by a High 3 4
School Teacher (HSDC)

Data Sources

From each instructor, we attempted to colle¢l)the course syllabug?)a set of detailed
assignmentgiven tostudents at three different times points of the academic yeard(3)
graded student work, which represented the full spectrum of graées, @A, B, C, and[er D if
F not availablg]that responded to the assignments that we collectéée also developdand
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administered a faculty survey to capture information about instructional practitestypes of
assessments used to assess student learr@ngd,content covered in the course.

Following, we describe the data collected from each source and why m&dsred it an
appropriate source to assess content, the demonstration of skills, instructional strategies, and
the assessment of student learning and performance. As mentioned previously, these course
materials, individually and combined with instructamrgey data, provide a holistic view of the
level of academic rigor and commonality of rigor across the course delivery settings of interest.

» Course SyllabCourse syllabi contain information about the topics the instructor teaches in
the course and the slks that students are required to demonstrate in order to receive
course credit. Data collected from the course syllabi analysis allowed us to compare the
types of topics and skills instructors covered in a course and to gauge whether or not
students in # course types have opportunities to engage with similar content and skill
expectations.

» Student Assignment§Ve analyzed multiple assignments from English 1301 and
Mathematics 1314. Data collected allowed us to compare the level of rigor of instructor
expectations of students across course types ®¢ked instructors to upload one
assignment/assessment on specific commonly taught topics in Englisimaieématics.
English instructors uploaded a synthesis, a persuasive essay, and a final exam. Mathematics
instructors uploaded a chapter test on polynomials and rational functions, a chapter test on
exponential and logarithmic functions, and a final ex&ve chose these topics from the
initial review of syllabi, choosing one taught earlier in the semester frmme mid semester
and one from the end of the semester.

» Graded Student WorkVe analyzed graded student work samples to compare how
AYAGNHzOG2NAR 3INIY RSR adGdzRSydaqQ tS@St 2F YI aidSN
AYAaGNUzOG 2 NR (28 axdoWWIEGS T ad (dzRNY @@ . 62N = | af
did not have an F assignment) connected to the assignments mentioned above. We asked a
varied set of samples so we could analyze different levels of mastery to determine if
instructors were gradingn similar ways. Thes#ata allowed us to compariae similarities
and differences ithe grading oktudent performance across course typeMathematics
1314 and English 1301.

* Instructor SurveWwVe administered a survey to collect information abou¢ timount of
time instructors across all three course types dedicated toward using specific instructional
strategies, teaching common content topics, and employifigrent assessment methods.
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We also usedlata collected from the instructor survey to chegkether content reported
in the syllabi was actually being delivered in practice.

Table 3.2 summarizes the course materials we attempted to gather from each participating
instructor.

Table3.2. Instructor Materials Collected for Study

COURSE SYLLABU{ ASSGNMENTS STUDENT WORK SAMPLES
Final course syllabug English For each academic assessment,
that satisfies the ® Synthesis essay student work samples were

requirements of ® Persuasive essay submitted:

Texas HB 2504 i
© Final exam w First sampleScored an A or B

Mathematics w Second sampleScored a C

w Third sampleScoredanF (orD i
you do not have a sample scorin
an F)

w Chapter test on polynomials and
rational functions

w Chapter test on exponential and
logarithmic functions

w Final exam

Oncewe recruited instructorsrbm all three course types, waentthem an email with
information about the types of data we sought to colle8pecifically, we asked each recruited
instructor to complete aurvey and upload syllatstudentassignmentsand gradedstudent
work sampledo an online data collection systemable 3.3 shows theumber of materials
collected from instructors from each course type.

Table3.3. Data Collected From Participants

English 1301 English Composition

Survey CourseSyllabus AsSs:;:;n;m Grad\(/e\;josrtjdem
CcC 4 4 5 18
DC 4 4 13 2
HSDC 3 3 9 1
Overall Totals 11 11 o8 1
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Math 1314/1414 College Algebra

Survey CourseSyllabus Asss:;:rennetm Grad\t/a\;zlorsktudent
CcC 3 3 9 16
.~ 4 2 6 17
HSDC 4 3 12 36
Overall Totals 11 8 24 E3

Note.ThreeMath 1314/1414participants fwo DC andne HSDC) tooknly the survey and did not upload
documents

Metrics Used to Evaluate Academic Rigor

To assess course rigor across the four dimensions mentioned earlier (content, demonstration of
skills, instuctional strategies, and assessment of student learning and performance), we
developed a protocol, adapted from | @A R |/ 2 y {GStEn@Ready Br\Chllege,\Careers

and the Common Co(2014), the Learning Scienddarzano Center list of 13 Essentaiategies

for Rigor, andPart A of the Surveys of Enacted Curriculum in Mathematics and English Language
Arts, whichwas reviewed by three external experts (Conley, 204&;zano & Toth, 2014fhe
Wisconsin Center for Education Research 2012a; 20Y#b pilot tested the protocol with a

team of four independent reviewers, and then each study team reviewer assessed the course
materials independently without knowledge of the course setting (i.e., CC, DC, or HSDC). We then
systematically coded the coursetdave collected and distilled information to identify similarities
and differences across course settings. This approach allowed us to paint a rich picture of the
content and skill expectations, instructional strategies, assignments and assessment methods,
and graded student work employed across course settings in English 130a#md314/1414

and allowed us to objectively compare academic rigor across those settings.

Following, we describe the frameworks and sources we use to measure each dimension of
academic rigor and explain how we applied them within the context of this study.

Content and the Demonstration of Skills

We established a baseline for what is taught in colleyelMath 1314/1414and English 1301
based on two data sources:
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» (ollege Algeba and English Composition Syllalie revieweda sample of 20 course syllabi
from Math 1314/1414and English 1301 courses that were available oribridentify
common topics taught in these courses along with the skills that students were required to
demanstrateto receive credit for the course

» The LoweDivision Academic Course Guide Manual (AC&bdprding to the THECB, the ACGM
is the official list of approved courses for general academic transfer to public universities offered
for state funding by pblic community, state, and technical colleges in Texas. For all courses
listed in the ACGM, the THECB provides a list of student learning objectives (i.e., skills) that
students are required to demonstrate to receive credit for the course.

Table 3.4. Matlematicsand English Content Areas

Mathematics 1314 English 1301

Polynomials Text analysis
Rational functions Source analysis
Radical functions Research Skills
Exponential functions Essay/composition del@pment
Logarithmic functions Idea development
Systems of equations using matrices Audience, purpose, occasion
Graphing Stages of writing process
w invention

w researching

w drafting

Nonlinear inequities Thesis statements

Sequences and series Paragraph costruction

Circles Informative, analytical and persuasive modes of
writing

Binomial Theorem Citation methods and technical aspects of writing

identify rhetorical purposes and methods of
organization appropriate to topic, thesis, and audier

Number syeems Paragraph construction

Probability Audience, purpose and occasion
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Mathematics 1314 English 1301

Conics Citation methods and technical aspects of writing
identify rhetorical purposes and methods of
organization appropriate to topic, thesis, and audier

Revision strategies (imddual and collaborative)

Table 35. Mathematicsand English Content Skills

Mathematics 1314 English 1301

Critical Thinking Critical Thinking
Communication Communication
Empirical and quantitative Teamwork

Understand writing process (planning, drafting,
revising, editing)

Making Inferences

Drawing Conclusions

Command of grammatical structure

Develop computer literacy

Analyze various types of written works

Analyze purpose, audiencene, style, and writing
strategy when in written works

To assess the rigor of the academic contamd skills required of studentaught across three
course types, wexamined survey data and course syllabi from participating instructors

» Collected Sybi: Wereviewed course syllabi to determine whether instructors of CC, DC,
and HSDC courses taught common topics and required students to demonstrate specific
skills identified in Table 8.
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¢ Instructor SurveyOne componendf the survey asked the paripating HSDC, DC, and CC
instructors to report the amount of time they dedicated to teaching the specific topics
identified as common acroddath 1314/1414courses as well as English 1301 courses.
Unlike course syllabi, survey data allowed us to determaicress the three course types
whether instructors actually delivered content reported in course syllabi, and the amount of
time they invested in teaching certain content and skillsqeglicating percenof time to
the topic or skill over the course of tleemester).

What we checked

¢ Do instructors cover content topics common across the baseline sample of course syllabus?

¢ To what extent are common content topics being taught by instructors?

Instructional Strategies

To evaluate the rigor of instructional ategiesused by instructors across HSDC, DC, and CC
courses we drew on twdrameworks:

» Marzano Center Essentials for Achieving Rigor Mddhes: model, deMeped by Dr.
Marzano, arexpert in contentpedagogy andstudentassessment, evaluates the extent
which instructors teach in ways that meet college and career readiness standards. The 13
AYaiNHzOGAZ2YyFE AGNIGS3ASa AyOf dzZRSR Ay al NI y?2
in generalhigherorder thinking skill§see Text Box 3.1).
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Text Box 3.1MarzandQ &3 Strategies for Rigorous Instruction

InteractingWith New Content

w ldentifying Critical Content

w Previewing New Content

w Organizing Students to Interadtith Content

Practicing and Deepening New Content

w Helping Students Process Content

w Helping Students Elaborate on Content

Helping Students Record and Represent Knowledge
Managing Response Ratdbth Tiered Questioning Techniques
Reviewing Content

Helping StudentPractice Skills, Strategies, and Processes
Helping Students Examine Similarities and Differences
Helping Students Examine Their Reasoning

€ € € €& € € ¢

Helping Students Revise Knowledge
Cognitively Complex Tasks
w Helping Students Engage in Cognitively Complex Tasks

» Surveys of Enacted Curriculum in Mathematics and English Languageh&ds:
instruments were developed by the Council of Chief State School Officers and the Wisconsin
Center for Education Research taaexne the alignment between standards, curriculum,
instruction, and assessment. We drew on these surveys to identify rigorous instructional
practices specifically used mathematicsand English courses.

The instructor survey served as our primary sodareassessing thegor of the instructional
strategies used in HSDC, DC, and CC courses.

¢ Instructor Survey©One component of the survey asked instructors to report on the amount
2T GAYS (KS®@ RSRAOFGSR (2 dza Ay 3 moddelSandindS OA T A C
the Surveys of Enacted Curriculum in Mathematics and English Language Arts.

What we checked

¢ Do instructors use rigorous instructional strategies that engage students in general
higherorder thinking skills?
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¢ Do instructors use rigorous itractional strategies that engage students in general
higherorder thinking skills specific to mathematics and English instruction?

¢ To what extent are instructors using these instructional strategies in practice?

The Assessment of Student Learning and Barfance

Assessment of Student Learning

We drew on two primary frameworks to assess the level of student learning in HSDC, DC, and
CC courses:

Marzano Center Essentials for Achieving Rigor Madelddition to evaluating the rigor of
instructional strateges>  a I NJ | y @faiso bé 2dedbtd ekmte the cognitive

complexity of student assignmentBroadly, cognitive complexity accounts for practices

that will help student engage with content at higher levels of cognitive dem@afed.

specifically used tle model to examine the extent to which instructors asked students to
engage in cognitively complex tasks. Marzano defines cognitively complex tasks as tasks
that require students to (1) engage in decision making that draws on breadth of knowledge
and skils, (2) engage in problems solving within different contexts, (3) develop and test
hypotheses, and draw conclusions from these tests, and (4) solve dilemmagabesin

other words, these tasks require students to assess their knowledge and skillstjlaed

them to solve realvorld problems. An example of a cognitively complex task is

summarizing news articles about the summer melt phenomenon and designing an
experiment to test the effectiveness of an intervention intended to address this prablem
Wed 6 Qa 5SLIiKa 2F Yy2¢6t SRISoLahshY[ SRSYE 6N YV
examine the cognitive demand of student assessments (Webb, 2002). We define cognitive
demand as the degree of knowledge and level of thinking which students must demonstrate
to engage in a specific tagBategorized into four discrete levels, each level reflects a
different level of cognitive expectation, or depth of knowledge, required to adequately
respondto an assignmerft.ty f A1 S al NI IFy2Qa Y2RSf Jyfdcé&s 5hyY 7
on the depth of understanding that is required of the student, not the design of the actual
task (See Text Box 3.2.)
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Text Box 3.2. Levels of Depth Khowledge(\Webb, 2002)

Level 1: Recall and Reproduction

The lowest of all levels, tasks that fall under Levelduire students torecall facts operform rote
procedures and do not involve the transformation of knowledge. Students who respond to Leve
tasks knows the answer does not, i.e., does not have to figure it out. Example: Adding two
numbers.

Level 2: Skills and Concepts

At Level 2, a student must engage in some mental effort beyond what is needed to recall or
reproduce a factLevel 2 askstypically require studets to classify information into meaningful
categories, transform information, explain relationships among other tasks. Example: Explainin
to perform a particular task.

Level 3: ShorTerm Strategic Thinking

At Level 3students musengage in shorterm use of higheorder thinking skills. For example, task
that fall under Level 3 require students to evaluate aspects of a scenario, soheard@iproblems,
or make an argument for or against a particular position. Example: Developing a questidanaire
gather information.

Level 4: Extended Thinking

Level 4 tasks require students to exert the highest level of cognitive effothis level, sidents
demonstrate that they can summarize information from a varietgaircesjdentify information,
comeup with new solutions to problems where the outcome is unknown. Example: Designing a
experiment that tests a variety of hypothesis.

Adapted from:http://www.state.nj.us/educdion/AchieveNJ/resources/DOKWheel.pdfl
https://www.edutopia.org/blog/webbsdepth-knowledgeincreaserigor-geraldaungs

As mentioned previously, we analyzed data collected from student amsigis, course syllabi,
and instructor surveys to assess how instructors across HSDC, DC, and CC course types assessed
student learning, specifically the cognitive complexity of student assignments, and the level of

cognitive demand thathese assignmentdemanded of them.

AMERICAMNSTITUTHEHSOR RESEARCH | AIR.

112


http://www.state.nj.us/education/AchieveNJ/resources/DOKWheel.pdf
https://www.edutopia.org/blog/webbs-depth-knowledge-increase-rigor-gerald-aungs

DualCredit Education Programs in Texas: Phase Il

» Student Assignment#structors fromMath 1314/1414and English 1301 across HSDC, DC,
and CC course typasibmitted specific assignments used to evaluate student leariifey
chose specific assignments for English and chapter tests firematics due to the nature
of instruction and contentCollegelevel mathematics courses do not always collect specific
assignmentsbut all three types of courses do conduct chapter teg¥e choseone
assignmenthat would betaught earlier in the semésr, one from midsemester and one
from the end of the semesteFor each assignment we collected, we examined the extent
to which tasks within that assignmeatuld be considered cognitively complex and required
students to demonstratdigher levels oflepth of knowledge. See Appendices F and G for
the rubric used to assess the cognitive complexity of student assignments and the cognitive
expectations that these assignments demandechathematicsand English.

« Course SyllabWe identified what types of aggnments instructors gave students as
reported in course syllabi. For example, we examined whether instructors in HSDC, DC, and
CC courses assigned problem sets or gave quizzes to students enrtiatthih314/1414

» Instructor SurveyOne component of swey asked instructors to report on the types of
responses tasks within student assignments elicited. For example, the survey asked
instructors to report the percentage of course assignments that used multiple choice
responses versus those that requiredidénts to explain or justify a response.

What we checked
¢ Are assignments given to students cognitively complex?
¢ Do assignments require students to demonstrate higher levels of depth of knowledge?
¢ What kinds of assignments do instructors give students?vmat kinds of responses
do they elicit?

Assessment of Student Performance

The graded student work we collected from instructors represented nearly the full spectrum of
grades that could be awarded (i.e., grades A, B, C, and F [or D-gfraddel sample w&anot
available]). To assess the extent to which the instructors in our sample consistently awarded A,
B, C, and F (or D) grades to student work of the same level of cognitive development and
competence, we drew on the Novite-Expert Continuum, which waescribe in more detalil

later.
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« Noviceto-Expert ContinuunDeveloped by David Conley, an expert in college readiness, the
Noviceto-Expert ContinuumisasewnS @St &aoOFtS GKIFG aasSaasSa |
development and learner competence around siy kencepts:X) insight, (2) efficiency,

(3)idea generation, (4) concept formation, (5) integration, and (6) solution seeking (Conley,
2013). Instructors can use this continuum to assess the level at whidents demonstrate

competence &ng these sixancepts

For each graded student work categorized as an A or B, C, and F (or D) across the three course
types, we examined whether the student had exhibited competencies embodied within the

seven levels of the Novide-Expert Continuum. For example, wesassed whether student

work given an A demonstrated the ability to apply knowledge gained in the course to other
O2yiSEdlad Ly 2G0KSNJ 62NR&aX RAR (KS aiGdzRSyid RSY
OELISNI ¢ O6KAIKS&G f SO Sdgorized undekaSer@ig lgvél fsyidiaashadk ¢ 2
G2 SEKAOAG F YFe22NRGe 2F GNIXAdGaE OKEFNI OGSNRAaGA
the purposes of the stud.

9 As one of our external reviewers, Dr. Conley reviewed and approved our adaptation of the Novice to Expert Continuum for
this study.
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Table 36. Noviceto-Expert Continuum (Conley, 2013)

Levels Concepts

Emerging Exper | A Ability to apply kowledge in a variety of contexts

A Holistic understanding of subject matter rather than fractional understandin
subject matter

A Abstract thinking and strong ability to synthesize and integrate information

A Developedy / 2 y OS LJi&i If y RtkERESENJ

Accomplished A Ability to apply abstract thinking, ability to synthesize and integrate variety
Strategic Thinker sources and information
A /2YYFYR 27F aO02y Rithe iy wiken tb gpphgtheS R3 S
knowledge

A Developing holistic undstanding of subject matter rather than fractional
understanding of subject matter

A 5S8S@St2LIAYy3a a02yOBelwiydzl t (y26f SRISE

Strategic Thinker | A Able to apply insight, idea generation, concept formation and integrate
different subjects/topics

A Deep undersanding of subject matter

A Developingabstract thinking, analyticakills and ability to synthesize/integrat
information

A 5S@St2LIAY3 O02YYl yR 27T thédwheny wheritdapplyl
the knowledge

Emerging Strategid A Developing ability to jgply insight, idea generation, concept formation and
Thinker integrate different subjects/topics

A Able to analyze information and discern patterns in information due to
familiarity with subject
A/J2YYFYR 2F GLINRQSRHaWI f (y26f SR3ISE
Accomplished A Connecing subject matter to big ideas, aware of complexity of subject
Novice A Developing contextual knowledge
A Meets basic expectations and guidelines
A Ability to interpret and apply information
A 5SY2yaiNFidSa aRSOf I NI tithe@vBSat RS & ONMX LJ
Novice Thinker A Quperficial understanding of subject area, concept formation, solution seeki
skills
A Developing ability to interpret and discern rules and guidelines regarding b
standards

Emerging Novice | A Limited background in subject area, minimal contextual undering of
subject
A Developingability to meet basic standards and requirements
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What we checked

¢ To what extent does student demonstrate characteristics/competencies identified
within each level?

Data Analysis

AIR researchers identified the similaritiedagtifferences in content and skill expectations,
instructional and assessment practices, and student performance across courses through a
systematic analysis of the datieourAlR researchers reviewed 22 sets of survey data, 19 syllabi,
52 assignments, ant4 student work sample®f the purposes of the studylhe researchers
were trained to use the online protocols, using sample syllabi, assignpamstudent work
samplesThe researchers conducted an initial analysis of the samples and then camieeioget

to discuss and calibrate findingResearchers then examined the uploaded data; two
researchers focused on the English syllabi, assignmamdsstudent work sampleand two
researchers concentrated on theathematics syllabi, assignmengnd studentwork samples.
Two researchers examined each syllabus separately and later compared their responses and
categorizations to reconcile any differences and produce one agreed upon representation of
what was included in each syllabus. This then allowed f@saline comparison of academic
expectationsamongcourses in the different modalitieEach assignment was reviewed by a
single reviewer. After reviewing all assignments, the researchers who examined the English
assignments met to ensure they had been gssimilar definitions of terms and were
categorizing items similarly; likewise for the researchers workingnathematicsassignments.

The process for reviewing the 53 mathaticsand 71 English student work samples was similar
to the assignment review poess. Each student work example was reviewed once by a single
reviewer, and after examining all examples, researchers working in the same subject areas
conferred to discuss any differences in approach or rating.

In April 2018, researchers came togetheaifullday, faceto-face meeting to analyze all of the

data collected. Researchers were guided through a collaborative analytic process that focused on
understanding the data and data sources, identifying individual findings from each set of sources,
and ceveloping main findings based off of recurring patterns and common themes (Maxwell,
2013; Merriam, 1998). Each reviewer veasigned to focus on a specific course type and

reviewed each data set from that perspective. Researchers identified individugbaiata from

the data and posted them under the key themes for this part of the study; what is taught

(content and skills expectations), how its taught (instructional strategies, assignments and
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assessments), and student performantaey then worked in #&ms to organize the data points
into main findings for each content area. These main findings are the basis for this report.

Limitations

The analysis presented in this chapter is exploratory in naucereflects a relatively small
sample of duatredit and collegecredit only courses and course instructors in Texas. In
addition, our analysis is not based on any observations of instruction or any measure of quality
of instruction. The intent of the study is to provide initial insight itite content expetations,

the instructionalstrategiesandhow instructors assessed student learning and performance
across different delivery types of dualeditand entrylevel college courseglthoughthis
studyislimited in its ability to make definitive conclusi®about the similarities and differences

in rigor acrossluatcreditand collegdevelcourses, it provides a model methodology that

could beapplied in future studies with larger numbers of participants. This would allow
researchers to draw stronger conslions about the rigor of content covered instructional
approaches. In addition to a largeale study, the methodology here could be used by a small
group of instructors to ensure standardization of course content, expectations for the cognitive
complexity and cognitive demand of assignments, and that students are being graded similarly
for demonstrating similar levels of content mastery.

Findings
English 130t English Composition
Content

All course typedocused onessay/composition development, idea del@ment, stages of the
writing process, thesis statements, andformative, analytical and persuasive modes of
writing. All syllabi reviewed across course types explicitly stated each of thpgeareas
would be covered in the coursén addition, thenstructor survey data indicated that
instructors in all three course types spesithilar amounts ofime oneachof these core topics.

CC instructors had lower expectations around how to write a thesis statement and construct
paragraphs compared to HSDChBC coursesCC had fewerequirements for developing of
thesis statementgnd paragraph construction, while almost all the HSDCR@Gdsyllabi

reviewed included explicit guidelinésr both. For example, a syllabus collected from a CC
includedthe follovk y 3 adF G6SYSyd NBII NRKMehdy rietbridd t 2 LIYSy i 2°
purposes and methods of organization appropriate to topic, thesis, and audienad®@ Si KI R y 2
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