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Executive Summary 

This report presents findings and offers key takeaways from the second phase of a two-year 

study of dual-credit education programs in Texas. Phase II extends and expands research 

conducted by the RAND Corporation during Phase I and provides more in-depth analysis of 

dual-credit education programs, specifically: (1) the impact of dual-credit education programs 

on college access and college completion; (2) patterns in student participation and course 

grades in dual-credit education and delivery of dual-credit education programs before and after 

2015 legislative efforts to expand access to dual-credit education; (3) factors contributing to 

racial disparities in dual-credit participation; (4) dual-credit advising practices; (5) similarities 

and differences in the academic rigor of dual-credit and college-credit only courses; and (6) the 

costs of delivering dual-credit education.  

Analyses conducted for this report focus primarily, though not exclusively, on άǘǊŀŘƛǘƛƻƴŀƭέ dual 

credit education programs delivered by community colleges. By άǘǊŀŘƛǘƛƻƴŀƭέ dual credit 

education programs, we mean academic dual credit courses that are delivered through regular 

high schools (i.e. not Early College High Schools (ECHS)) that offer dual credit courses.  The 

decision to focus on this type of model was based on evidence from Phase I showing that it was 

the predominant model to deliver dual credit education across the state. Moreover, a number 

of rigorous experimental studies of ECHS that include some Texas ECHS programs demonstrate 

the effectiveness of well-implemented ECHS programs for a wide range of students, including 

those who are traditionally underrepresented in postsecondary education.  A consequence of 

this focus is that Phase II lends less insight into the effectiveness and the implementation of 

ECHS, career and technical (CTE) dual credit education, and dual credit education delivered by 

four-year institutions.  We note throughout the report where analyses could not examine less 

common dual credit delivery models. 

This report is organized as follows:  

 Chapter 1 examines the impact of dual-credit education programs on student success and 

efficient degree completion prior to the passage of House Bill (HB) 505 (2015). It also 

examines changes in student participation and course grades and in the delivery of dual-

credit education programs before and after the passage of HB 505. Finally, this chapter 

examines the factors that contribute to racial and ethnic gaps in dual-credit education 

participation. All analysis draws on administrative records collected by the Texas Higher 

Education Coordinating Board (THECB) and the Texas Education Agency (TEA).  
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 Chapter 2 investigates how high school students are advised relative to dual-credit 

education and through dual-credit courses, as well as how dual-credit education partners 

work together to provide advising services based on interviews with high school guidance 

counselors and college advisors.  

 Chapter 3 explores whether there are systematic differences in content, instructional 

strategies, student assignments, and grading practices between dual-credit and college-

level courses by analyzing syllabi, assignments, graded student work products, and survey 

data from high school teachers and college faculty providing instruction in College Algebra 

(Math 1314/1414) and English Composition (Engl 1301). 

 Chapter 4 quantifies the costs of delivering dual-credit education; examines how these 

costs are shared among community colleges, school districts, and students and their 

families; and considers how the costs of delivering dual-credit education compare to state 

funding that school districts and community colleges receive for delivering dual-credit 

courses. The study also compares the costs of delivering dual-credit programs against the 

benefits that are reaped from them. The analysis employs the Ingredients Approach and 

draws on administrative records from THECB and TEA and interview data from secondary 

and postsecondary administrators. 

 Chapter 5 concludes with key findings from Phase II 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 Dual-Credit Education Programs on Student Outcomes 

 On average, participation in traditional dual-credit programs prior to the passage of HB 505 

modestly improved a range of student outcomes, including college enrollment and 

completion. 

ς This finding suggests that previous estimates of the impact of dual-credit programs on 

student outcomes, including the descriptive findings reported in Phase I, were probably 

too high because they were unable to fully account for all systematic differences (such 

as academic preparation, motivation, and other factors) in dual-credit participants and 

nonparticipants. 



 

Dual-Credit Education Programs in Texas: Phase II  

 

 

 AMERICAN INSTITUTES FOR RESEARCH | AIR.ORG 3 
 

 The effect of participating in traditional dual-credit programs prior to HB 505 on student 

outcomes was more positive for traditionally advantaged student groups (e.g., White 

students); the effect was negative in some cases for less advantaged groups (e.g., low-

income students).  

ς The negative results for free and reduced price lunch eligible students were 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.  In particular, we found that the impact of 

dual credit education for free and reduced price lunch eligible students with 8th grade 

standardized tests scores that were one standard deviation above the mean was 

positive for all postsecondary outcomes, while the impact for those with average 

standardized test scores was largely negative. 

Participation, Outcome, and Delivery Patterns Before and After Passage of HB 505 

 Overall, the percentage of students participating in dual-credit programs modestly increased 

after passage of HB 505. 

ς Growth in dual-credit participation after HB 505 was higher among ninth and 10th 

graders. Starting from a low base, the dual-credit participation rate more than doubled 

(from 1.0% to 2.1%) among ninth graders and increased by 60% (from 2.7% to 4.3%) 

among 10th graders.  

 The academic preparation of ninth- and 10th-grade dual-credit participants declined after 

the passage of HB 505, while dual-credit pass rates increased for those groups. This 

suggests that the academic rigor of dual-credit courses may have declined for ninth and 

10th graders since HB 505. 

Factors Contributing to Racial and Ethnic Gaps in Dual Credit Education Participation 

 Differences in observable student factors account for most, but not all, of the difference in 

dual-credit participation across race and ethnicity. 

ς For example, the black dual credit participation rate was 10.6%, while that of white 

students was 24.7%.  Our analysis indicated that if blacks had the same characteristics as 

the average white student, then their participation rate would be 22.7%, which is quite 

close to the 24.7% for white students.  We found similar patterns for Hispanic students.   
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 Differences in academic preparation, family income, and the type of high school that a 

student attended served as the most significant contributors to disparities in dual-credit 

participation by race and ethnicity. 

ς Differences in access to dual-credit programs, access to Advanced Placement and 

International Baccalaureate (AP / IB) coursework, and access to tuition and fee waivers 

explained little of the gap in dual-credit participation by race and ethnicity. 

Dual Credit Education Advising Practices 

 The extent to which high school counselors and college advisors actively encouraged 

students to participate in dual-credit education varied based on several factors, including 

state and district policies and school philosophies about which students could benefit from 

and succeed in dual-credit courses. 

 Most high school guidance counselors played the primary role in advising dual-credit 

students, with one quarter sharing this responsibility with college advisors. 

ς College advisors typically played a secondary role, serving as the key point of contact for 

high school counselors and sharing information about dual credit with prospective 

students and their families, except in special circumstances. 

 IƛƎƘ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ŀƴŘ ŜƳƻǘƛƻƴŀƭ readiness to participate in dual-credit 

education, the latitude given to students in dual-credit course selection, and the limited 

time advisors had to fulfill their dual-credit advising responsibilities were reported as major 

challenges to adequate advising. 

 To improve dual-credit advising, high school counselors and college advisors most 

commonly sought greater clarity on credit-transfer policies, dedicated and well-trained 

dual-credit staff, and early advising. 

The Academic Rigor of Dual-Credit Education Courses 

 In the limited sample of College Algebra (Math 1314/1414) and English Composition 

(English 1301) courses we examined, we identified more similarities than differences in 

dual-credit courses taught by high school teachers (HSDC), dual-credit courses taught by 

college faculty (DC), and college-credit only courses taught by college faculty (CC).   

ς No discernable differences existed in the content covered, the level of cognitive 

complexity demanded by student assignments, and the way in which instructors graded 

student work across HSDC, DC, and CC courses.   
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 The skills students were required to master varied slightly by instructor type. 

ς HSDC, DC, and CC instructors required students to master similar skills in ENGL 1301. 

ς Math 1314/1414 CC instructors required students to master general mathematics skills 

and more so than their HSDC and DC counterparts. 

 Instructors across HSDC, CC, and DC courses reported using different instructional strategies 

to teach students college-level material. 

ς HSDC and DC instructors were more likely to report using computers as instructional 

tools. 

ς CC instructors were more likely to report requiring students to work more on their own, 

summarizing and analyzing information from a variety of sources, and using whole-

group discussion.  

The Costs of Delivering Dual-Credit Education 

 In 2016ς17, we estimate that the overall cost of providing dual-credit instruction was $111 

per semester credit hour for each participating student, or $121.7 million statewide.   

ς The incremental revenue generated consisted primarily of funding based upon semester 

credit hours (SCHs) and averaged just $38 per SCH. 

 Tuition and fees arrangements varied widely across the state and had significant effects on 

the distribution of costs. 

 The strongest predictor of overall costs and how costs were distributed across stakeholders 

was the type of instructorτHSDC, DC, or CCτteaching the course. 

 Our estimates suggest that the costs of dual credit delivered through ECHSs was greater 

overall but was similar on a per-semester credit hour basis as traditional dual credit 

programs. 

 Overall, our estimates suggest that, on average, the benefits of dual-credit education far 

exceeded the costs. 

ς The short-term benefits (e.g., lower state expenditures for higher education) related to 

reduced time to degree were 1.18 times the cost of dual credit. In other words, each 

dollar invested in dual credit returned $1.18 from students spending less time in college 

and entering the workforce earlier. Long-term monetary benefits (e.g., tax revenues) 

associated with a greater number of college graduates were almost five times the 

estimated cost of dual credit. 
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Policy Recommendations 

In this draft report for public comment, we do not make recommendations to develop or 

reform current statutes or policies that govern the delivery of dual-credit education. We 

recognize that deciding how policy and practice should change based on our research is a 

nuanced and complicated process that requires input from stakeholders representing various 

perspectives and opinions. Although we have engaged stakeholders in this research on an 

informal basis (e.g., meetings with THECB leadership, a webinar for dual-credit administrators 

and faculty), we are using a public comment period to more formally gather feedback on this 

draft report and the presented findings. The feedback we receive will play a vital role in shaping 

how we ǘǊŀƴǎƭŀǘŜ ǘƘŜ ǎǘǳŘȅΩs findings into recommendations to reform policy and practice.  

Formal Feedback Process 

This draft report was released for public comment at the THECB Board Meeting on July 26, 

2018. The research team also will host a webinar for interested stakeholders in early August 

and will present detailed findings at the Texas Association of Community Colleges (TACC) 

annual conference in Corpus Christi, Texas, on August 2, 2018. The American Institutes for 

Research (AIR), which drafted this report, welcomes comments and 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 will host 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. The research team will then revise its recommendations based on 

feedback received and will present a final report at the October 25, 2018, THECB Board 

Meeting. 
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Introduction 

Increasing enrollment and graduation rates in higher education, particularly among historically 

underserved students, represents an enduring challenge among educators and policymakers. 

Although evidence shows that college has become more accessible to low-income students and 

students of color over time, the college enrollment rate for these students has not grown at a 

rate comparable to that of traditionally more advantaged students (Perna, 2006). This widening 

gap has led to an overwhelming consensus among policymakers, practitioners, and researchers 

that not enough improvement has been made relative to college enrollment among 

disadvantaged students (Perna, 2006). What is even more troubling is that the overall U.S. 

college enrollment rate has recently declined (National Student Clearinghouse Research Center, 

2017), and racial and ethnic disparities in college completion are widening (Pfeffer, 2018), 

despite efforts to make college more affordable and more responsive to student needs. While 

some states, like Texas, have managed to increase college enrollment and completion among 

students who are less likely to enroll in college (e.g., low-income students), the continuing 

increase in the number of poorer-resourced residents has highlighted a need to develop 

specific interventions to help future students pursue and finish higher education.  

Identifying and scaling what works to guide more traditionally underrepresented students to 

and through college has been problematic for policymakers. One theory of why interventions 

have failed to achieve expectations cites a lack of coherence between secondary and 

postsecondary education systems (Kirst & Venezia, 2004). Indeed, numerous scholars have 

identified the misalignment of academic standards, curricula, assessment, pedagogy, and 

expectations between high schools and colleges and universities as putting students at risk of 

failing to succeed in college (Carnevale & Desrochers, 2002; Goldrick-Rab, 2010; Harvey & 

Houseman, 2004). Low-income students and students of color are disproportionately affected 

because they have fewer resources to draw upon to address this disparity (Dounay, 2008).  

Dual-credit education is one alternative to business-as-usual practice that has the potential to 

integrate secondary and postsecondary sectors, widen college opportunities, and boost college 

completion as a result. Dual-credit education programs, which are jointly delivered by high 

schools and postsecondary education institutions, concomitantly award high school and college 

credit to high school students who enroll in college-level coursework (Bragg & Kim, 2005).  

While originally developed to provide academically challenging content to high-achieving 

students, dual-credit 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 2013, the U.S. Department of 

Education reported that four of five U.S. high schools offered at least one dual-credit course 

(Thomas, Marken, Gray, & Lewis, 2013), illustrating that access to this intervention has become 

widespread across U.S. secondary schools. Bailey, Hughes, and Karp (2002) contend that the 

strong link between rigorous academic coursework and success in higher education has served 

as an impetus for enrolling mid-range and lower achieving students in dual-credit coursework. 

About This Report 

This report presents findings and offers key takeaways from the second phase of a two year 

study on dual-credit education programs in Texas. Phase II extends research conducted by the 

RAND Corporation (RAND) in Phase I that, during the 86th Texas Legislature, Regular Session 

(2017), provided Texas policymakers and practitioners with an initial appraisal of the 

effectiveness and implementation of dual-credit education programs.  

Phase II conducts a more in-depth analysis of dual-credit education programs than Phase I, 

specifically investigating core issues at the heart of current debates about dual-credit education 

in Texas, a state that has rapidly scaled dual-credit education programs. This report builds on 

the Phase I study findings to provide Texas decision makers greater insight into questions about 

(1) the impact of dual-credit education programs on college access and college completion; (2) 

the quality of advising and the rigor of academic content, instructional strategies, and 

assessment practices; (3) the costs of delivering dual-credit education; (4) factors that 

contribute to racial disparities in dual-credit participation; and (5) changes in patterns of 

student participation in dual-credit education, the outcomes of dual-credit students, and the 

delivery of dual-credit coursework after the passage of legislative efforts to expand access to 

dual-credit education programs. The focus of this study is on άǘǊŀŘƛǘƛƻƴŀƭΥ academic dual credit 

education delivered by community colleges. Consequently, results from Phase II lend less 

insight into the effectiveness and the implementation of Early College High Schools (ECHS), 

career and technical dual credit education, and dual credit education delivered by four-year 

universities and colleges. Findings developed during Phases I and II of this study provide Texas 

policymakers and stakeholders a more informed understanding of dual-credit education and 

will offer an evidence-based roadmap to guide reform intended to improve the effectiveness 

and cost-efficiency of dual-credit programs after the public comment period. 

In the narrative that follows, we provide a brief overview of the dual-credit education 

landscape in Texas and describe ¢ŜȄŀǎΩ ŘŜŦƛƴƛǘƛƻƴ ƻŦ Řǳŀƭ-credit. We also identify the issues at 

the core of the current debate surrounding dual-credit education in the state. We then 
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summarize findings from Phase I research conducted by Miller and colleagues (2017) and 

describe the research conducted for Phase II. Chapters 2 through 4 present the findings from 

Phase II, and the report concludes with a synthesis of findings from both phases.  

Overview of Dual-Credit Education in Texas 

Since 2000, Texas has witnessed an unprecedented increase in the number of high school 

students enrolling in dual-credit education programs and in the number of public higher 

education institutions (HEIs) delivering dual-credit education in partnership with public high 

schools. Between 2000 and 2016, the count of high school students taking at least one dual-

credit course rose from approximately 18,524 to 204,286, an increase of more than 1,100%. 

During the same period, the number of HEIs delivering dual-credit education increased from 52 

to 108. At present, 79 community colleges (99%), 29 universities (59%), and 1,650 high 

schools (93%) provide dual-credit education in Texas. 

Two major factors explain why dual-credit education has scaled so quickly in Texas: 

¶ Since 1995, Texas has enacted legislation that has made it easier for students to 

participate in dual-credit courses and for HEIs to offer dual-credit education programs. 

The architects of these laws not only created explicit funding streams for the delivery of 

dual-credit courses but also required high schools to offer students the opportunity to 

take at least 12 hours of advanced coursework that may include dual-credit courses. In 

2015, the legislature took an additional step to broaden access by passing HB 505, a bill 

that prohibits THECB from limiting dual-credit participation exclusively to high school 

juniors and seniors and from limiting the number of dual-credit courses a student can 

take while enrolled in high school. Nevertheless, HEIs and school districts still can 

implement these restrictions if they wish to do so. Based on data from fiscal year 2017, 

roughly half (1,545) of institutional partnerships delivered dual-credit education to 

ninth- and 10th-grade students.1  

¶ Higher education institutions, particularly community colleges, have taken advantage of 

new laws expanding access to college-level coursework. Many institutions promote 

dual-credit education as a promising strategy to increase college access and completion 

rates. Advocates have drawn on existing research to successfully argue that dual-credit 

education addresses many barriers that prevent students from accessing and 

                                                      
1 It is important to note that this statistic does not reveal the amount of dual credit education delivered to ninth- and 10th-
grade students. For more information about dual-credit dosage, please refer to Technical Appendix A. 
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succeeding in college. They argue that dual-credit education exposes students to the 

academic and behavioral demands of college, offers an opportunity to align curricula 

and content standards across secondary and postsecondary education by increasing 

communication and collaboration between the two sectors, and saves students time 

and money relative to degree attainment (Bailey et al., 2002; Edwards & Hughes, 2011; 

Hoover & Vargas, 2016).  

Defining Dual-Credit Education in Texas 

THECB defines dual-credit education as άŀ ǇǊƻŎŜǎǎ ōȅ ǿƘƛŎƘ a high school student enrolls in a 

college course and receives simultaneous academic credit for the course from both the college 

and the high schoolέ (Texas Administrative Code [TAC], Title 19, Part I, Chapter 4, Subchapter D, 

Rule 4.83). This definition includes the different ways in which dual-credit education is 

implemented in practice. For example, we know from the Phase I study that HEIs delivered 

dual-credit education programs on high school and college campuses, using high school 

teachers and college faculty, and through face-to-face and online instruction, among other 

approaches. In Texas, institutions also administer dual-credit education programs in ECHS, 

which, according to the TEA, are secondary institutions that offer dual-credit courses that can 

lead to either an associate degree or at least 60 semester credit hours toward a baccalaureate 

degree for ninth-, 10th-, 11th-, and 12th-grade students at risk of dropping out of high school. 

To be considered enrolled in a dual-credit education program, dual-credit partners (i.e., the 

high school and the HEI) must confer both high school and college credit for performance in a 

dual-credit course. Partnerships that award either high school or college credit (but not both) 

for college-level coursework are not defined as dual-credit programs according to Texas law. 

Debates Around Dual-Credit Education in Texas  

Texas policymakers and practitioners have begun to express reservations about whether dual-

credit education can deliver on its promise to narrow gaps in college enrollment and 

completion. Chief among these concerns is the long-held assumption that dual-credit courses 

are not as academically rigorous as college-credit only courses. Some dispute the notion that 

dual-credit instructors can or will teach courses at a level of rigor equal to that of college-level 

courses, given that they face enormous pressure to graduate high school students in order to 

meet accountability mandates. 

In addition, some concerned stakeholders question whether all high school students are 

academically and emotionally prepared to meet the performance criteria of college-level 
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courses; and many have questioned how dual-credit partners select students to participate in 

dual-credit education programs, how they advise students regarding academic and career and 

technical dual-credit courses, and the extent to which high school students benefit 

academically from such educational programming. Because Texas does not have a uniform 

model to fully fund the implementation of dual-credit education programs, lawmakers also seek 

basic knowledge about who bears the costs of delivering dual-credit education and the extent 

to which stakeholders are being adequately compensated for their investment. 

Summary of Phase I Findings 

In July 2017, RAND published findings from Phase I of this study in an interim report on dual-

credit education programs in Texas. For that report, Miller and colleagues (2017) conducted 

descriptive quantitative and qualitative analyses examining four focal areas of dual-credit 

education of interest to dual-credit stakeholders. Those areas of focus included: (1) academic 

achievement and degree attainment of dual-credit students versus nondual-credit students, (2) 

participation of different student groups in dual-credit education programs, (3) instructional 

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

number of credits and semesters in which dual-ŎǊŜŘƛǘ ǎǘǳŘŜƴǘǎ ŜƴǊƻƭƭ ǘƻ ŜŀǊƴ ŀ ōŀŎƘŜƭƻǊΩǎ 

degree. Key findings from the ǎǘǳŘȅΩǎ Phase I research are summarized below.  

High school graduates who participated in dual-credit education programs outperformed 

students who did not. 

 Measures of performance included grades in dual-credit courses and follow-on college-

credit only courses, college remediation, enrollment, persistence, and completion. 

Instructional and advising practices used to deliver dual-credit education programs were not 

uniform and varied across community colleges. 

 Resource constraints, geographic proximity to high schools, and institutional latitude over 

academic matters contributed to differences in delivery approaches.  

Despite notable gains among historically underserved student groups, disparities in dual-credit 

education by race/ethnicity, income, gender, and academic background persisted over time. 

 Traditionally advantaged students (e.g., Whites, gifted, academically talented) stood a much 

greater chance of participating in dual-credit education than historically disadvantaged 

students (e.g., Black, Hispanic, economically disadvantaged). 
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Dual-credit ǎǘǳŘŜƴǘǎ ŘƛŘ ƴƻǘ ǇǊƻƎǊŜǎǎ ƳƻǊŜ ŜŦŦƛŎƛŜƴǘƭȅ ǘƻǿŀǊŘ ŀ ōŀŎƘŜƭƻǊΩǎ ŘŜƎǊŜŜ ǘƘŀƴ 

nondual-credit students. 

 High school graduates who participated in dual-credit education took about 142 credits, 

including credits earned in dual-ŎǊŜŘƛǘ ŜŘǳŎŀǘƛƻƴ ǇǊƻƎǊŀƳǎΣ ǘƻ ŎƻƳǇƭŜǘŜ ŀ ōŀŎƘŜƭƻǊΩǎ 

degree. That average was similar to the number of credits earned by high school graduates 

who did not enroll in dual-credit education. Nevertheless, dual-credit students generally 

graduated one semester sooner than did their nondual-credit peers. 

Overview of Phase II  

Objective of Phase II Research 

In April 2017, AIR was awarded funding to conduct Phase II of this research. The purpose of 

Phase II was to examine areas of dual-credit education that Phase I was unable to explore but 

that remained of interest to Texas state and local education decision makers. Unlike the fast 

turnaround (approximately six months) and relatively narrow research focus of the ǎǘǳŘȅΩǎ first 

phase, Phase II was conducted over the course of a year and included six specific study 

components: (1) a causal impact study, (2) a racial disparities study, (3) an HB 505 study, (4) an 

advising study, (5) an academic rigor study, and (6) a cost study. In its design, Phase II 

intentionally provided stakeholders a more in-depth understanding of how well dual-credit 

education programs were working, how they were delivered to students in practice, and who 

bore the costs of delivering dual-credit education. Decision makers will be able to link the 

overall effectiveness and cost of dual-credit education with specific features of how dual-credit 

programs are delivered by connecting the results of all six components. This, in turn, will 

facilitate the identification of areas in need of support or reform.  

Phase II Research Methods 

Phase II was a multicomponent study that employed the concurrent mixed-model design 

approach. This design allowed the research team to conduct parallel quantitative and 

qualitative studies that, together, will help decisionmakers understand the relationships 

between several aspects of dual-credit education, such as its effectiveness and the ways it is 

delivered to high school students. To answer research questions (RQs) from Phase II, AIR drew 

on a range of analytical techniques and data sources. In each of the subsequent chapters of this 

report and in the technical appendices, we detail the methods and data used to conduct each 

study component.  
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How Phase II Research Questions Addressed Current Knowledge Gaps 

Phase II was designed to answer six RQs designed to expand knowledge about dual-credit 

education in Texas beyond what was investigated in Phase I. Following, we list these RQs in the 

order in which they are presented in the report and briefly describe the knowledge gaps that 

motivated them, as well as the methods we used to answer them. 

RQ 1: To what extent did dual-credit education increase college enrollment, credential 

attainment, and efficient degree completion? 

Phase I found that, on average, dual-credit students outperformed students who did not 

participate in dual-credit education programs on a wide range of achievement measures. 

Generally, Texas high school students must meet various eligibility criteria to enroll in dual-credit 

education. Thus, students who participate in dual-credit education programs are likely different 

from those who do not. For example, Phase I discovered that dual-credit students were more 

likely to be identified as gifted, academically talented, and White than were nondual-credit 

students. Because Phase I did not account for differences between dual-credit and nondual-credit 

students, estimates measuring the effect of dual-credit education on student success captured 

not only the effect of dual-credit education but also the effect of individual characteristics that 

affect how well a student performs in school. Consequently, these measures do not describe the 

true impact of dual-credit education on college access and college completion.  

To assess the extent to which dual-credit educationτindependent of other factorsτaffected 

the chances of a given student achieving academic milestones and reaching them more 

efficiently, AIR employed a more rigorous research method; specifically, the instrumental 

variable approach embedded with a difference-in-different framework. Drawing on THECB and 

TEA administrative data across 16 student cohorts, AIR examined the extent to which 

improvements in high school and college degree attainment, college enrollment, and efficient 

degree completion over time occurred in precise relation to when a high school began offering 

dual-credit courses. AIR started with the cohort of students who were in their junior year of 

high school in 2000. As part of the analysis, AIR also examined the extent to which participation 

in dual-credit education had differential impacts on student outcomes for students with varied 

demographic and academic backgrounds (e.g., race/ethnicity, free or reduced-price lunch 

status, gifted and academically talented).  

Because insufficient time has passed to measure the effectiveness of dual-credit programs since 

the enactment of HB 505, results from this analysis apply specifically to dual-credit education 
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programs implemented before 2015.  Moreover, our econometric approach required us 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 studies that have included ECHS programs 

in Texas have documented the benefits of ECHS for a wide range of students, including those 

who are traditionally underrepresented in postsecondary education. 

RQ 2: How did high school counselors and college advisors select students for dual-credit 

education, advise them into enrolling in dual-credit courses, and coordinate advising 

services? 

Because Texas law does not prescribe how HEIs should advise dual-credit students, models of 

dual-credit advising vary considerably. Qualitative research conducted during Phase I found 

that some community colleges that delivered dual-credit education relied on high school 

counselors to advise dual-credit students, while other community colleges employed college 

advisors. Phase I also found that the degree to which college advisors interacted and engaged 

with dual-credit students and their families differed depending on resource constraints, 

geographic proximity to the high school, and the types of courses colleges offered dual-credit 

students.  

Based on Phase I research, it is difficult to discern the extent to which these different 

approaches adequately support dual-credit students as they navigate the complexities of 

college. To address this knowledge gap, AIR conducted in-depth, semi-structured interviews 

with high school guidance counselors and college advisors working with dual-credit students in 

dual-credit education partnerships that represented the full spectrum of models delivered 

across the state. These interviews collected information on a range of topics that accurately 

characterized ǇŀǊǘƴŜǊǎƘƛǇǎΩ advising approaches and solicited suggestions for how to improve 

advising processes. The interviews specifically addressed (1) the types of students who were 

targeted for dual-credit education; (2) the roles of high school guidance counselors and college 

advisors and how they worked together to coordinate advising activities; (3) the factors that 

high school counselors and college advisors considered when counseling students regarding 

specific dual-credit courses; (4) the challenges that dual-credit advisors or counselors 

encountered when counseling dual-credit students; and (5) suggestions from high school 

counselors and college advisors for improving dual-credit student advising.  

It is important to note that we designed the advising study to include a broad range of DC 

partnerships, including ECHS, DC delivered by two and four-year 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 academic DC courses 

delivered by two-year colleges, since such courses represent the vast majority of DC courses 

delivered in the state. 

RQ 3: How were dual-credit students taught and assessed relative to college-credit only 

students?  

Institutionss have considerable latitude over how they deliver dual-credit instruction. Phase I 

found that colleges employed a higher percentage of high school teachers to teach college 

courses that counted for dual-credit versus those courses counting for college credit only. 

Further, Phase I discovered that instructors who taught dual-credit courses were more likely to 

be adjunct professors and were less likely to hold doctoral degrees compared with instructors 

who taught college-credit only courses. 

How do these differences affect the quality of instruction that dual-credit students receive,  and 

to what extent is dual-credit instruction on par with college-credit only instruction in terms of 

academic rigor? To address these questions, we examined content, instructional strategies, 

student assignments, and graded student work across three course types: (1) dual-credit 

courses taught by HSDCs, (2) dual-credit courses taught by DCs, and (3) college-credit only 

courses taught by CCs. For this analysis, AIR focused on two common courses taken by dual-

credit students: College Algebra (Math 1314/1414) and English Composition (English 1301). 

Using a rubric vetted by content and curriculum experts, AIR assessed the extent to which there 

were systematic, discernible differences in the rigor and quality of dual-credit versus college-

credit only materials, including syllabi, student assignments, and graded work products (e.g., 

examinations, assignments, portfolios). In addition, AIR administered an instructional survey to 

participating teachers and faculty to collect information on the use of instructional practices 

across HSDC, DC, and CC courses. 

It is important to note that this component of the study focused only of dual-credt and college-

credit only courses delivered by community colleges, and does not distinguish between courses 

delivered through ECHS versus regular dual credit partnerships. 

RQ 4: What were the annual costs of delivering dual-credit education, and how were they 

distributed among stakeholders? Also, how did these costs compare to the benefits of dual-

credit education? 

A key limitation of the Phase I research was its inability (due to the defined parameters of its 

focus) to investigate costs related to the delivery of dual-credit education programs. In Texas, 
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both HEIs and school districts receive formula funding to deliver dual-credit education; but they 

also rely on other financial sources (e.g., students, families, communities) and employ different 

staffing structures to support the administration of those programs. Texas lawmakers lack 

evidence on whether state and local funding sources for HEIs are sufficient to account for the 

additional costs that HEIs incur through dual-credit ŜŘǳŎŀǘƛƻƴ ƻǊ ǿƘŜǘƘŜǊ ǘƘŜ ǎǘŀǘŜΩǎ 

investment in dual-credit education provides monetary returns that exceed associated costs.  

Phase II shed light on this particular issue by estimating the overall cost of delivering dual-credit 

education in the state. It did so by calculating how the cost of delivering dual-credit education 

was shared among a variety of stakeholders and by conducting an analysis that compared costs 

of delivering dual-credit education against the monetizable benefits derived from dual-credit 

programs. In carrying out this study, AIR relied on a mix of data sources, including THECB and 

TEA administrative records; dual-credit Memoranda of Understanding (MOUs); and interviews 

with HEI, school district, and high school administrators to uncover the visible and hidden costs 

of delivering dual-credit education.  

The cost study focused only on academic dual-credit courses delivered by community colleges, 

so the findings cannot 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 versus ECHSs.  While we purposefully included DC partnerships that deliver DC 

courses to rural high schools in our sample to make the cost estimates more reflective of the 

state as a whole, we are unable to provide separate cost estimates for DC delivered in urban 

versus rural settings. 

RQ 5: Which factors contributed to racial and ethnic disparities in dual-credit participation?  

Quantitative analyses conducted during Phase I showed that students of color (e.g., Black and 

Latino students) were less likely to participate in dual-credit courses compared to White 

students, despite the fact that students in that group experienced the largest gains in dual-

credit participation since 2000 among all student groups. These data raised an important 

question: Why are students of color participating in dual-credit programs at lower rates than 

White students? Phase II answered this question by drawing on TEA and THECB administrative 

records to examine the extent to which the following factors could explain these participation 

rates: 

 Differences in the preparation and demand for dual-credit education across demographic 

groups  
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 Access to dual-credit education and alternative forms of advanced coursework (e.g., 

Advanced Placement [AP], International Baccalaureate [IB]) across high schools  

 The influence of advising practices on dual-credit participation gaps  

The interviews conducted with high school guidance counselors and college advisors as part of 

the advising component of the study also were used to explore whether implicit bias or 

discrimination in advising practices might have contributed to these disparities.  

RQ 6: What were the patterns in dual-credit participation, success, and delivery before and 

after HB 505? 

Passed in 2015, HB 505 prohibited the state from limiting access to dual-credit education to 

juniors and seniors or from restricting the number of dual-credit semester credit hours high 

school students could take. Since then, lawmakers have expressed concern that the rules 

around who can participate in dual-credit education programs have become too lax, allowing 

students who are not academically or emotionally prepared to enroll in dual-credit education to 

do so. Although Phase I descriptively examined changes in dual-credit participation and 

delivery, as well as the outcomes of dual-credit students, it did so using data compiled only 

prior to fiscal year 2015. As such, Texas lawmakers had a minimal understanding of whether 

there were any changes in dual-credit participation, success, and delivery since passage of HB 

505. 

AIR filled this information gap by drawing on THECB and TEA administrative data to specifically 

examine the extent to which current dual-credit participation rates overall, by grade, and by 

various student characteristics (e.g., race/ethnicity, academic 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 hours with which a student matriculated to complete a four-year degree. 

The Role of THECB in Phase II Research 

AIR is strongly committed to connect research to improve education policy and practice. Our 

researchers and technical consultants work closely with state policymakers and local 

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

ƴŜŜŘǎΦ Lƴ ǇŀǊǘƴŜǊǎƘƛǇ ǿƛǘƘ ¢I9/.Σ !Lw ŘŜǘŜǊƳƛƴŜŘ ŘǳŀƭπŎǊŜŘƛǘ ŜŘǳŎŀǘƛƻƴ ǘƻ ōŜ ŀ ƳŀǘǘŜǊ ƻŦ 

interest, and THECB staff contributed their expertise to properly contextualize results and to 

ensure that the study could inform ǘƘŜ .ƻŀǊŘΩǎ legislative recommendations. In addition, THECB 
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staff facilitated access to administrative data collected by the Board and the TEA, supported AIR 

efforts to collect data, and collected MOUs from Texas dual-credit partnerships. To avoid 

compromising the objectivity and integrity of the research, however, THECB was not involved in 

designing the study, gathering primary data, or analyzing primary or secondary data. 

Roadmap of This Report 

This report is divided into five chapters. Chapter 1 presents research conducted to examine (1) 

the impact of dual-credit education programs on student outcomes and efficient degree 

completion, (2) the factors contributing to racial and ethnic disparities in dual-credit education 

participation, and (3) changes in dual-credit education occurring since passage of HB 505. 

Chapter 2 examines how students were advised relative to dual-credit education programs and 

how they were guided through dual-credit education coursework, as well as how HEIs and high 

schools worked together to deliver dual-credit advising. Chapter 3 examines how dual-credit 

students are taught and assessed relative to college-credit only students. Chapter 4 quantifies 

the costs of delivering dual-credit education, explains how these costs are shared among 

stakeholders, and describes the costs of delivering dual-credit education compared with its 

benefits. Chapter 5 concludes this report 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 dual-credit programs in 

Texas. We designed our quantitative analysis to address three of the primary RQs from the 

larger study. Specifically, we addressed the following questions: 

RQ 1 What factors contribute to racial / ethnic disparities in dual-credit participation? 

RQ 2 What changes in dual-credit participation, success, and delivery have occurred since the 

passage of HB 505? 

RQ 3 To what extent does dual-credit participation increase college enrollment, degree 

attainment, and efficient degree completion? 

Questions 1 and 2 are descriptive in nature, while question 3 requires the use of state-of-the-

art econometric methods to assess the causal impact of dual-credit participation on student 

outcomes.  

Background and Policy Context 

Dual-credit education has been held as a policy option that could improve college participation 

and completion and is expanding rapidly nationwide. Advocates of dual-credit programs argue 

that it can help students adjust to college expectations, provide academically challenging 

courses, help to align curriculum across high school and colleges, and may help lower costs to 

students and reduce overall time to earning a degree. Although public sentiment regarding 

dual-credit is positive, it is not without critics. Specific criticisms include concerns over the rigor 

of dual-credit courses relative to college-credit only courses, difficulties surrounding the 

transfer of dual-credit courses once students enroll after high school, as well as concerns that 

limited access and quality of dual-credit courses for disadvantaged students could exacerbate 

already large inequities in college enrollment and completion. 

A large and growing body of national research on the impact of dual-credit education sheds 

light on some of these issues, but significant gaps remain. Indeed, a recent Intervention Report 

from the U.S. Department of 9ŘǳŎŀǘƛƻƴΩǎ ²Ƙŀǘ ²ƻǊƪǎ /ƭŜŀǊƛƴƎƘƻǳǎŜ (WWC) concluded that the 

national research on dual-credit education has been largely positive but is lacking in many ways 

(U.S. Department of Education, 2017). The vast majority of the 35 studies of dual-credit 

considered by the WWC for the Intervention Report found that dual-credit education programs 

are related to positive student outcomes. However, most studies of general dual-credit 

education were descriptive in nature, with just three studies (An, 2013; Giani, Alexander, & 
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Reyes; 2014; Struhl & Vargas, 2012) employing quasi-experimental methods that met WWC 

ǎǘŀƴŘŀǊŘǎ άǿƛǘƘ ǊŜǎŜǊǾŀǘƛƻƴǎΦέ Although two experimental studies of ECHSs (Berger, Tuck-

Bicacki, Garet, Knudson, & Hoshen, 2014; Edmunds et al., 2015) ƳŜǘ ²²/ άǿithout 

ǊŜǎŜǊǾŀǘƛƻƴǎέ ŀƴŘ ŦƻǳƴŘ ǇƻǎƛǘƛǾŜ ƛƳǇŀŎǘǎ ƻƴ ƘƛƎƘ ǎŎƘƻƻƭ ŎƻƳǇƭŜǘƛƻƴ ŀƴŘ ŎƻƭƭŜƎŜ ŜƴǊƻƭƭƳŜƴǘΣ ƛǘ 

is unclear how those results translate to dual-credit education generallyτwhere models of 

advising and instruction are less prescribed. Moreover, nearly all studies of dual-credit 

education and ECHSs focused overwhelming on short-term outcomes like high school 

completion and college enrollment, so lawmakers know very little about the extent to which 

dual-credit programs improve college completion or the degree to 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 particular, it is one 

of the first studies to use methods designed to isolate the causal impact of general dual-credit 

programs at scale short- and long-term student outcome, and is one of the first to examine the 

impact of dual-credit participation on time and semester credit hours (SCH) to degree. 

Organization of Chapter 

We begin by describing the data we used to address each of the three RQs. Next, we describe the 

general approach to the descriptive analyses we used to address questions 1 and 2 and present 

results related 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 school and into any public college or university 

in Texas.2 For FY 2000ς17, we can use these files to capture individual-level information on 

student demographics and student participation in dual credit in high school, including the 

number of SCH earned in high school as dual-credit. During these years, we are also able to 

capture information on enrollment SCH earned and degree completion at any public or private 

college in Texas. For all college-level courses completed in 2012ς17, which include those 

                                                      
2 As described in the Appendix A, some analyses also track students into any private colleges in Texas, while others also track 
students into out-of-state colleges. We only have this data for some cohorts and outcomes, so not all analyses track students to 
these colleges. 
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delivered for dual-credit, we can also capture more detailed course-level information, including 

information about the course modality (face-to-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 

ECHS). We also draw on data from the National Student Clearinghouse, which allows us to 

capture enrollment and degree completion during Academic Year (AY) 2008-17.  

We use the files above to develop two analytic data files that we draw upon for various 

analyses. Our primary analytic data file that we use for questions 1 and 3 tracks the 2001ς16 

cohorts of juniors at Texas public high schools through high school and into Texas colleges and 

universities, capturing information on demographics, dual-credit participation, 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 observe dual-credit 

participation and success for all then-current Texas public high school students from 2012ς17.  

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 shares a campus with an ECHS is enrolled in dual-credit through the ECHS or 

through the traditional high school. As such, we treat all students on a campus with an ECHS as 

attending an ECHS. For questions 1-2, we omit students attending an ECHS from the analysis. 

For descriptive analyses in question 3 that examine the prevalence of ECHS relative to other 

forms of dual-credit, our estimates can be taken as an upper bound. 

We describe the individual administrative data files that we draw on and the approach we used 

to link them to develop our analytic 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 patterns in dual-credit 

participation, delivery and course taking in Texas over time, and we primarily rely on simple 

descriptive statistics presented in intuitive figures and tables to achieve this. However, where 

appropriate, we employ regression methods to make more nuanced comparisons. Throughout 

this section, unless otherwise noted, all reported differences in relevant variables are 

statistically significant at conventional levels (95%).  
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Racial Disparities 

Findings Related to Question 1: What Factors Contribute to Disparities in Dual-Credit 

Participation? 

In Phase I of the dual-credit study, RAND found disparities in dual-credit participation across 

ǊŀŎŜ κ ŜǘƘƴƛŎƛǘȅ ŀƴŘ ƛƴŎƻƳŜΦ CƛƎǳǊŜ мΦм ǘƘŀǘ Ŧƻƭƭƻǿǎ ƛǎ ǘŀƪŜƴ ŦǊƻƳ w!b5Ωǎ LƴǘŜǊƛƳ wŜǇƻǊǘ ŀƴŘ 

shows dual-credit participation rates by race/ethnicity for the 2001ς15 cohorts of Texas public 

high school graduates. The results demonstrated that Whites and Asians had higher 

participation rates than Blacks and Hispanics throughout the study period. Dual-credit 

participation rates of White high school graduates peaked at about 30% in 2011 and declined to 

26% in 2015. Dual-credit participation rates of Blacks peaked at about 13% in 2009 and declined 

to approximately 10% by 2015. Similarly, dual-credit participation rates of Hispanics peaked at 

about 20% in 2011 and declined to approximately 16% by 2015.  

Figure 1.1. Dual-Credit Participation Rates by Race/Ethnicity (2001ς15) 

 

Figure 1.2 reports the dual-credit participation rate by race/ethnicity for the 2001ς16 cohorts of 

Texas high school juniors using our updated data and confirms gaps in dual-credit participation 

by race/ethnicity. Specifically, while 24.7% of White Texas public high school juniors took a 

dual-credit course during their junior or senior year of high school, the corresponding figure for 

Blacks and Hispanics was 10.6% and 15.6%, respectively.  
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Figure 1.2. Dual-Credit Participation by Race/Ethnicity (Student Cohorts of Juniors Enrolled in 

Dual-Credit Education in 11th and / or 12th Grade: 2001ς16; n = 3,422,095) 

 

While Phase I documented the persistent disparities in dual-credit participation, 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 

dual-credit participation across race/ethnicity. Our analysis focuses on the following potential 

factors: (1) differences in dual-credit access across high schools in Texas, (2) differences in 

academic preparation, (3) differences in income, (4) differences in access to alternative forms 

of college-level coursework in high school, such as AP and IB courses, (5) differences in access 

to tuition and fee waivers for dual-credit students across high schools, and (6) differences in the 

types of high schools they attend. We also investigate in Chapter 2 whether dual-credit advising 

practices may contribute to disparities in dual-credit 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 Ordinary Least Squares (OLS) regression models predicting the 

probability of dual-ŎǊŜŘƛǘ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ŀǎ ŀ ŦǳƴŎǘƛƻƴ ƻŦ ŀ ǎǘǳŘŜƴǘΩǎ ǊŀŎŜκ ŜǘƘƴƛŎƛǘȅΣ ƘƻƭŘƛƴƎ ŜŀŎƘ 

factor considered constant. We then use the results of these regression models to replicate the 

analysis used 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 Dual-Credit Access Explains Very Little of the Gap in Dual-Credit 

Participation Across Race/Ethnicity 

One factor that could partially explain gaps in dual-credit participation across race/ethnicity is 

differential access to dual-credit courses. Our analysis shows that during the 2015ς16 academic 

year, 93% of high schools in Texas offered at least one dual-credit course3. Although the rate is 

high statewide, it is possible that underrepresented minorities are more concentrated in schools 

without dual-credit programs, which would contribute to the gap in dual-credit participation 

across race/ethnicity. To explore this hypothesis, the rightmost set of columns in Figure 1.3 shows 

the predicted difference in dual-credit participation across race and ethnic groups in Texas when 

holding differences in dual-credit access constant across race and ethnic groups. Here, we say a 

student has dual-credit access if, during his/her junior year, s/he attended a high school that 

offered at least one dual-credit course. The leftmost set of columns in Figure 1.3 show the raw 

unadjusted difference in dual-credit participation by race/ethnicity that are reported in Figure 

1.2. The fact that the adjusted and unadjusted dual-credit participation rates are nearly identical 

suggests that differences in dual-credit access across race/ethnicity explains very little of the 

observed gaps in dual-credit participation across those groups.  

                                                      
3 The majority of high schools that did not offer dual-credit courses were non-traditional schools such as alternative, charter, or 
disciplinary schools. 
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Figure 1.3. Dual-Credit Participation by Race/Ethnicity, Adjusting for Differences in Dual-

Credit Access (Student Cohorts of Juniors Enrolled in Dual-Credit Education in 11th and / or 

12th Grade: 2001ς16; n = 3,422,095) 

 

Differences in Academic Preparation Explain Some, But Not All, of the Gap in Dual-

Credit Participation Across Race/Ethnicity 

Another factor that could partially explain differences in dual-credit participation across 

race/ethnicity is differences in academic preparation. Dual-credit participation is limited to 

students who are academically prepared to take dual-credit courses, and eligible students with 

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 achievement test scores compared to 

Whites on average, this factor is likely to contribute to the observed differences in dual-credit 

participation across race/ethnicity. To examine this, the rightmost columns of Figure 1.4 shows 

the predicted difference in dual-credit participation across race and ethnic groups in Texas 

when holding differences in academic preparation constant across race and ethnic groups. We 

ǇǊƻȄȅ ŦƻǊ ŀŎŀŘŜƳƛŎ ǇǊŜǇŀǊŀǘƛƻƴ ƛƴ ŀ ǎǘǳŘŜƴǘΩǎ ƧǳƴƛƻǊ ȅŜŀǊ ōȅ ŎƻƴǘǊƻƭƭƛƴƎ ŦƻǊ ƘƛǎκƘŜǊ ǎŎƻǊŜ ƻƴ 

that state 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 suggest that differences 

in academic preparation across race/ethnicity contribute significantly to the observed gaps in 

dual-credit participation. For example, if Hispanic students had the same eighth grade 

mathematics and reading scores as the typical White student, then their dual-credit 

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 from 10.6% to 17.8%. The adjusted participation rates 

for underrepresented minorities are still below the dual-credit participation rate of 24.7% for 

White students, suggesting that differences in academic preparation do not fully explain the 

dual-credit participation gap. 

Figure 1.4. Dual-Credit Participation by Race/Ethnicity, Adjusting for Differences in Eighth-

Grade Achievement Test Scores (Student Cohorts of Juniors Enrolled in Dual-Credit Education 

in 11th and / or 12th Grade: 2001ς16; n = 3,422,095) 
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Differences in Income Explain Some, But Not All, of the Gap in Dual-Credit 

Participation Across Race/Ethnicity 

Another factor that could partially explain differences in dual-credit participation across 

race/ethnicity is differences in income. In many cases, dual-credit participants must contribute 

to tuition and fees or purchase books and other course materials for dual-credit courses. In 

other cases, students may need transportation to attend dual-credit courses on college 

campus. Because we know that underrepresented minorities tend to have lower income 

compared to Whites on average, this factor is likely to contribute to the observed differences in 

dual-credit participation across race/ethnicity. To explore this factor, Figure 1.5 shows the 

predicted difference in dual-credit participation across race and ethnic groups in Texas when 

holding differences in income (measured by free or reduced-price lunch eligibility) constant 

across race and ethnic groups at the mean value for White students. The results suggest that 

differences in income across race/ethnicity contribute significantly to the observed gaps in 

dual-credit participation. For example, if Hispanic students had the same rate of free or 

reduced-price lunch eligibility as the typical White student, then their dual-credit 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 dual-credit participation 

rate would increase from 10.6% to 13.2%. The adjusted participation rates for 

underrepresented minorities are still well below the dual-credit participation rate of 24.7% for 

White students, suggesting that differences in income do not fully explain the dual-credit 

participation gap. 
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Figure 1.5. Dual-Credit Participation by Race/Ethnicity, Adjusting for Differences in Free or 

Reduced-Price Lunch Eligibility (Student Cohorts of Juniors Enrolled in Dual-Credit Education 

in 11th and / or 12th Grade: 2001ς16; n = 3,422,095) 

 

Differences in 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 dual-credit participation across race/ethnicity 

is differential access to other forms of advanced coursework like AP and IB courses. When such 

courses are present, students may opt to take them in lieu of dual-credit courses. Not all high 

schools in Texas offer AP or IB courses to their students. Indeed, our analysis shows that during 

the 2015ς16 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 might explain part of the gap 

in dual-credit participation across race/ethnicity. The rightmost set of columns in Figure 1.6 

below shows the predicted difference in dual-credit participation across race and ethnic groups 

in Texas when holding differences in access to AP and IB courses constant across race and 

ethnic groups. As with previous figures, the leftmost set of columns replicates the baseline 

dual-credit participation rates from Figure 1.2. Here, we say a student has access to AP or IB 
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courses if, during his/her 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 dual-credit participation rates in the leftmost columns 

suggests that differences in access to AP and IB courses across race/ethnicity explains very little 

of the observed gaps in dual-credit participation across those groups.  

Figure 1.6. Dual-Credit Participation by Race/Ethnicity, Adjusting for Differences in Access to 

AP and IB Courses (Student Cohorts of Juniors Enrolled in Dual-Credit Education in 11th and / 

or 12th Grade: 2001ς16; n = 3,422,095) 

 

Differences in High Schools Attended by Students of Different Race/Ethnic Groups 

Explains Some, But Not All, of the Gap in Dual-Credit Participation 

Another factor that could explain some of the gap in dual-credit 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 dual-credit participation by better preparing students for dual-credit 

coursework, by more actively promoting dual-credit programs to students, or by exposing 

students to more peers with college aspirations. To explore this factor, Figure 1.7 shows the 
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predicted difference in dual-credit participation across race and ethnic groups in Texas when 

holding high school attendance patterns constant across race and ethnic groups at the mean 

value for White students.4 The results suggest that differences in high school factors across 

race/ethnicity contribute significantly to the observed gaps in dual-credit participation for Black 

students, but not much for Hispanic students. For example, if Black students attended the same 

high schools in equal rates as White students, then their dual-credit participation rate would 

increase from 10.6% to 13.7%. Although the results suggest that if Hispanic students attended 

the same high schools in equal rate as White students, then their dual-credit participation rate 

would decrease slightly from 15.6% to 14.6%, this difference is not statistically significant. In 

either case, the adjusted participation rates for underrepresented minorities are still well below 

the dual-credit participation rate of 24.7% for White students, suggesting that differences in 

where students go to high school do not fully explain the dual-credit participation gap. 

                                                      
4 To do so, we run an OLS model predicting dual 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 of the high 
school fixed effects, where the weight for a given 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. Dual-Credit Participation by Race/Ethnicity, Adjusting for Differences in Where 

Students Attended High School (Student Cohorts of Juniors Enrolled in Dual-Credit Education 

in 11th and / or 12th Grade: 2001ς16; n = 3,422,095) 

 

 Differences in Access to Tuition and Fee Waivers Across High Schools Within Texas 

Explains Very Little of the Gap in Dual-Credit Participation Across Race/Ethnicity 

Another factor that could explain some of the gap in dual-credit participation across 

race/ethnicity is access to tuition and fee waivers for dual-credit courses. As described later in 

Chapter 4, policies governing the charging of tuition and fees for dual-credit students varies 

considerably across dual-credit programs. Many community colleges do not charge tuition to 

any of their dual-credit students, some charge the same tuition for a dual-credit 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 equivalent college-credit only course. In some cases, community colleges 

offer tuition and fee waivers or discounted tuition to some dual-credit 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 underrepresented minorities, this could explain some of 

the gap in dual-credit participation across race/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 2016ς17 academic year at all community colleges in Texas. The data provide information on 

whether each community college provided a full or partial tuition and fee waiver to all or some 

of the students taking dual-credit courses at their institution. The rightmost set of columns in 

Figure 1.8 below shows the predicted difference in dual-credit 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 AY 2015ς16 junior students, 

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 a full or 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 columns, the 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 dual-credit participation by race/ethnicity. It is important to note that this does not mean 

that tuition and fees are not a barrier to dual-credit participation for underrepresented or low-

income students. In particular, our analysis only examines whether differences in access to 

tuition and fee waivers across race/ethnicity explain gaps in dual-credit participation; it does 

not examine whether tuition and fee waivers improve dual-credit participation rates overall or 

for underrepresented minorities or low income students. 
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Figure 1.8. Dual-Credit Participation by Race/Ethnicity, Adjusting for Differences in Dual-

Credit Tuition and Fee Waivers (Student Cohorts of Juniors Enrolled in Dual-Credit Education 

in 11th and / or 12th Grade: 2016; n = 311,383) 

 

Combined, the Six Observable Factors Considered Explain Most, But Not All, of Gap in 

Dual-Credit 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 in dual-credit 

participation across race/ethnicity. At the same time, differences in access to dual-credit 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 dual-credit participation. To do so, we ran a regression model predicting 

the probability of dual-credit participation as a function of a stuŘŜƴǘΩǎ ǊŀŎŜ/ethnicity, holding all 

of these observable factors considered constant, and 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.5 Figure 1.9 displays these results graphically and demonstrate that the factors 

we considered explain most, but not all, of the dual-credit participation gap. For example, if 

Hispanic students had the same value for all factors as the typical White student, then their 

dual-credit 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 their dual-credit 

participation rate would increase from 10.6% to 15.6%. The adjusted participation 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 dual-credit participation. Overall, 

this suggests that if underrepresented minorities 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. Dual-Credit Participation by Race/Ethnicity, Adjusting for Differences in All Factors 

Considered Previously (Student Cohorts of Juniors Enrolled in Dual-Credit Education in 11th 

and / or 12th Grade: 2001ς16; n = 3,422,095) 

 

                                                      
5 Note that to implement this approach for all cohorts, we could not include access to tuition and fee waivers in the model. This 
is because we had data on tuition and fee waivers only for the 2016-17 academic year. 
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One additional factor that could contribute to differences in dual-credit participation across 

race/ethnicity is differences in advising practices. If high school and college staff who advise 

students for dual-credit courses exhibit explicit or implicit biases that disadvantage 

underrepresented minorities, this could contribute to gaps in dual-credit participation. 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.  

HB 505 Study 

What Changes in Dual-Credit Participation, Success, and Delivery Have Occurred Since 

the Passage of HB 505? 

In 2015, the 84th Texas Legislature passed HB 505, which loosened prior restrictions on dual-

credit access in a number of ways. Specifically, HB 505 did the following: 

1. Removed limitations on the number of dual-credit courses a student may take during 

high school  

2. Removed limitations on the number of dual-credit courses a student may take each 

academic year 

3. Allowed ninth and 10th grade students to enroll in dual-credit coursework that is not 

delivered in an ECHS  

Phase I did not examine trends in dual-credit participation, success, and delivery since the 

passage of HB 505. In this section, we address that gap by using THECB and TEA data6 to 

descriptively examining changes in student participation and outcomes, as well as changes in 

how institutions are delivering dual-credit education to high school students.  

Note that data examining trends in student participation and outcomes, and in the delivery of 
dual-credit education prior to the passage of HB 505 include the 2012ς15 fiscal years; data 
examining these same trends after the passage of HB 505 include the 2016ς17 fiscal years. 

                                                      
6 As described 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 public high school students from 2012ς17. This allowed us to capture trends in dual 
credit participation by grade for the 2012ς17 academic years. 
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Changes in Dual-Credit Participation Since HB 505 

Overall Dual-Credit Participation Rate Held Relatively Steady Since HB 505 

Given that HB 505 loosened restrictions on dual-credit participation in a number of ways, we 

were interested in whether dual-ŎǊŜŘƛǘ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ƘŀŘ ƛƴŎǊŜŀǎŜŘ ǎƛƴŎŜ ǘƘŜ ōƛƭƭΩǎ ǇŀǎǎŀƎŜΦ 

Figure 1.10 shows trends in the overall dual-credit participation rate from 2012ς17 and 

demonstrates that dual-credit participation held relatively flat over that time frame. The 

participation rate among all ninth to 12th grade students was 7.47% prior to the passage of HB 

505 from 2012ς15, and increased slightly to 8.54% from 2016ς17.  

Figure 1.10. Dual-Credit Participation Rate Among All Texas Public High School Students 

(2012ς17; n = 8,580,735) 

 

Dual-Credit Participation Among Ninth and 10th Graders Increased Significantly But Is 

Still Low Overall 

Since HB 505 specifically loosened restrictions on dual-credit participation among ninth and 

10th graders, we also assessed trends in dual-credit participation rates by grade from 2012ς17. 
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These trends are presented in Figure 1.11 and demonstrate that dual-credit participation held 

relatively flat over that time frame for 11th and 12th graders, who make up the vast majority of 

dual-credit participants. Specifically, from 2012ς17, the participation rate among 11th graders 

hovered around 13% and around 16% for 12th graders. In contrast, while the participation rate 

among ninth and 10th 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% among ninth graders (from 4,479 to 

7,721 students annually) and increased by 60% from 2.7% to 4.3% among 10th graders (from 

8,445 to 19,192students annually).  

Figure 1.11. Dual-Credit Participation Among Texas Public High School Students by Grade 

(2012ς17; n = 8,580,735) 

 

Semester Credit Hours of Dual Credit Taken Among Dual-Credit Participants Increased 

Since HB 505 

HB 505 also loosened restrictions on the number of dual-credit courses a student could take 

each academic year and overall during high school, so we were interested in whether the 
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of HB 505. Figure 1.12 presents trends in the number of SCH of dual credit taken among dual-

credit participants by grade before and after HB 505. The results demonstrate that the number 

of SCH of dual credit taken by dual-credit participants increased among 10thς12th graders, but 

declined slightly among ninth graders after HB 505. Overall, the number of SCH of dual credits 

taken by dual-credit participants was highest among 11th and 12th 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 dual-credit participation rate was low among ninth and 10th graders, the 

number of SCH of dual-credit 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 Dual-Credit Participants by Grade (2012ς17; 

n = 673,151) 
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Changes in Dual-Credit Context Since HB 505 

Dual-Credit Course Offerings Similar Since HB 505 and Are Concentrated Within the 

Academic Core 

Table 1.1 presents the 10 most common dual-credit courses before and after the passage of HB 

505. The most common dual-credit 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 loosened restrictions 

around the number of dual-credit courses that students can take, postsecondary institutions 

and partner high schools may be nevertheless implementing advising policies that restrict the 

types of dual-credit courses that students can take. This finding is consistent with qualitative 

evidence on advising practices that is presented in Chapter 2. In 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. Most Common Dual-Credit Courses for All Students (2012ς17) 

Before HB 505 After HB 505 

Course Percent of all DC SCH  

represented by course 

Course Percent of all DC SCH  

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 1.42% GOVT 2306 1.73% 
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Dual-Credit Course Offerings Among Ninth and 10th Graders Are Rarely Within the 

Academic Core 

We also examined the most common dual-credit courses before and after HB 505 by grade. 

These results are presented in Table 1.2 and show little differences in common dual-credit 

courses over time across grades. However, more interestingly, Table 1.2 also demonstrates that 

while 11th and 12th graders mostly take courses within the academic core, ninth and 10th 

grade students take courses that help them build study skills or rarely require demonstrating 

college readiness, such as Learning Frameworks (Education 1300) and Art Appreciation (Art 

1301). The course-taking patterns observed here are consistent with qualitative findings from 

Chapter 2, which suggest that high school guidance counselors tend to usher younger students 

into dual-credit courses that do not require students to demonstrate college readiness to 

prepare them for more rigorous dual-credit courses they will encounter as juniors and seniors. 
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Table 1.2. Most Common Dual-Credit 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 HB 505 After HB 505 Before HB 505 After HB 505 

Course 

% 

DC 

SCH 

Course 

% 

DC 

SCH 

Course 

% 

DC 

SCH 

Course 

% 

DC 

SCH 

EDUC 1300 5.07% 
EDUC 

1300 
6.09% ENGL 1301 

11.65

% 
ENGL 1301 

10.99

% 

SPCH 1311 5.02% 
ARTS 

1301 
4.36% ENGL 1302 

10.99

% 
ENGL 1302 9.85% 

HIST 1302 4.40% 
SPCH 

1315 
4.28% HIST 1302 7.63% GOVT 2305 7.03% 

ARTS 1301 3.97% 
HIST 

1302 
3.96% HIST 1301 7.23% HIST 1302 6.90% 

SPCH 1315 3.35% 
SOCI 

1301 
3.63% GOVT 2305 6.16% HIST 1301 6.84% 

PSYC 2301 3.24% 
PSYC 

2301 
3.40% ECON 2301 4.65% ECON 2301 4.31% 

HIST 1301 2.97% 
SPAN 

1411 
3.33% 

MATH 

1314/1414 
3.69% 

MATH 

1314/1414 
3.72% 

COSC 1301 2.96% 
SPCH 

1311 
2.95% ENGL 2322 1.90% ENGL 2322 2.21% 

SPAN 1411 2.60% 
HIST 

1301 
2.75% PSYC 2301 1.75% PSYC 2301 1.87% 

MATH 

1314/1414 
2.51% 

COSC 

1301 
2.71% ENGL 2323 1.58% GOVT 2306 1.80% 

Characteristics of Dual-Credit Courses Changed Modestly Since HB 505 

We also examined trends in characteristics of dual-credit courses after the passage of HB 505. 

Figure 1.13 shows changes in key design features of dual-credit courses that we can capture in 

administrative records before and after the passage of HB 505. The results show that there has 
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been very little change in the characteristics of dual-credit courses since the passage of HB 505. 

Specifically, the percentage of dual-credit courses taught in a face-to-face format held relatively 

constant at a little more than 80%. The percentage of dual-credit courses taught on a college 

campus (as opposed to a high school campus) held constant at roughly 54%.  

Figure 1.13. Delivery of Dual-Credit Courses Among Dual-Credit Participants Before and After 

HB 505 (2012 ς17; n = 1,868,920) 

 

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%). However, the 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 dual-credit partnerships 

with high schools outside of their service area, we were interested in whether there was an 

increase in dual-credit courses delivered to students whose high school was not within the service 

area of the college. Figure 1.14 shows that the share of dual-credit courses delivered to 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 Dual-Credit Courses Among Dual-Credit Participants (2012ς17; 

n = 1,868,920) 

 

We also examined whether the characteristics of faculty teaching dual-credit courses changed 

since HB 505. Figure 1.15 demonstrates that the share of dual-credit courses taught by adjunct 

instructors increased from 60.1% to 64.2% since the passage of HB 505. The share of dual-credit 

courses taught by high school 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 Dual-Credit Courses at Two-Year Colleges (2012ς17; 

n = 1,268,365) 

 

Changes in Academic Preparation of Dual-Credit Participants 

Little Evidence That Overall Academic Preparation of Dual-Credit Participants 

Systematically Changed Since HB 505 

Given that HB 505 allowed 9th and 10th graders to enroll in dual-credit courses and prevented 

the state from limiting the number of dual-credit courses that students could enroll in, some 

stakeholders voiced concerns that this might lead to an increase in the number of 

underprepared students taking dual-credit courses in high school. To assess this concern, we 

analyzed trends in academic preparation of dual-credit 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 STAAR) in both reading and mathematics among dual-credit 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. Thus, a one-point 

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, dual-credit participants scored above the 
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average on eighth grade mathematics and reading standardized tests, which suggests that they 

are more academically prepared than the average eighth grade student. Examining changes 

after Texas loosened restrictions around dual-credit enrollment, our result show that, while the 

average eighth grade reading test scores of dual-credit participants marginally increased from 

0.57 to 0.62 standard deviations above the mean, the average TAKS and STAAR mathematics 

score also slightly decreased from 0.67 to 0.56 standard deviations above the mean. These 

results provide little evidence that the academic preparation of dual-credit participants 

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

Figure 1.16. Average Score on the Eighth-Grade Standardized State Assessment (TAKS and 

STAAR Examinations) Among Dual-Credit Participants (2012ς17; n = 620,716) 

 

Academic Preparation of Ninth and 10th Grade Dual-Credit Participants Has Declined 

Since HB 505 

HB 505 also prohibits the state from implementing rules that prevent ninth and 10th graders 

from enrolling in dual-credit education, so we investigated the extent to which the academic 

preparation of ninth and 10th graders has shifted given that younger students can now enroll in 

dual-credit coursework. Figure 1.17 breaks the data presented in Figure 1.16 out by grade. Akin 
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to results presented in Figure 1.16, results show that dual-credit participants across all grades 

ǎŎƻǊŜŘ ŀōƻǳǘ ƘŀƭŦ ŀ ǎǘŀƴŘŀǊŘ ŘŜǾƛŀǘƛƻƴ ŀōƻǾŜ ǘƘŜ ŀǾŜǊŀƎŜ ƻƴ ǘƘŜ ǎǘŀǘŜΩǎ ǎǘŀƴŘŀǊŘƛȊŜŘ ǘŜǎǘǎ ƛƴ 

eighth grade reading and mathematics, which shows that dual-credit students are academically 

superior students. However, results also show that the reading and mathematics test scores of 

ninth and 10th graders participating in dual-credit declined after the passage of HB 505. 

Notably, the typical ninth and 10th grade dual-credit student 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 and 10th 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 after HB 505, it is nevertheless important to note that students pre- 

and post-HB 505 scored significantly higher than the statewide average in both subjects. 

Figure 1.17. Average Score on the Eighth-Grade Standardized State Assessment (TAKS and 

STAAR Examinations) Among Dual-Credit Participants by Grade (2012ς17; n = 620,716)  
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Changes in Dual-Credit Course Performance 

Slightly Higher Grades in Dual-Credit Courses Since HB 505, Particularly for Ninth 

Graders 

Given the decline in mathematics and reading test scores of ninth and 10th grade dual-credit 

participants since the passage of HB 505, one might be concerned that these less prepared 

students would have lower success rates in their dual-credit courses. To assess these concerns, 

Figure 1.18 shows the share of dual-credit participants receiving an A in their dual-credit 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, about 40.2% of dual-credit course 

grades overall were As and that number increased to 42.5% after HB 505. Among ninth grade 

dual-credit 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 and 10th grade students have begun 

taking dual-credit 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 Dual-Credit Course Grades That Were As by Grade (2012ς17; 

n = 1,868,920)  
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Higher Grades in College Algebra (Math 1314/1414) and English Composition I (English 

1301) Since HB 505 

To further assess trends in dual-credit course grades since the passage of HB 505, we looked at 

the distribution of course grades in two common dual-credit courses: College Algebra (Math 

1314/1414) and English Composition I (English 1301). Figures 1.19 and 1.20 show the 

distribution of course grades in those subjects before and after the passage of HB 505. The 

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 course grades that were As in Math 

1314/1414 increased from 37.5% to 40.1% after HB 505, with grades that were Bs and lower 

correspondingly decreasing.  A Kolmogorov-Smirnov test of distribution equality confirmed that 

this upward shift in the dual-credit course grade distribution for both courses was statistically 

significant. The fact that HB 505 lessened restrictions around access to dual-credit 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. Distribution of Dual-Credit Course Grades in College Algebra (Math 1314/1414) 

(2012ς17; n = 87,853) 
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Figure 1.20. Distribution of Dual-Credit Course Grades in English Composition I (English 1301) 

(2012ς17; n = 192,174) 
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Although the findings from Phase I suggest that dual-credit education may usher in more 

success for students, they also demonstrated that students who took dual-credit courses were 

less likely than nonparticipants to be underrepresented minorities or eligible for free or 

reduced-price lunch and more likely to be considered gifted and talentedτall factors that are 

generally positively related to academic outcomes. Taken together, these results raise the 

question of whether dual-credit participants would have performed just as well even if they had 

not participated in dual-credit education programs because they enter dual-credit with above 

average academic skills. Based on the descriptive analysis conducted in Phase I, RAND could not 

determine the extent to which the benefits experienced by dual-credit participants were 

directly attributable to their participation in dual-credit education or to other factors such as 

their level of academic preparation or motivation to succeed.  

To isolate the impact of dual-credit education on student outcomes, we designed a quasi-

experimental approach that takes advantage of changes in the timing and the rate of students 

participating in dual-credit education programs across high schools in Texas. By employing this 

advanced approach, or what economists call an instrumental variable identification strategy, 

we are able to compare outcomes for similar students, the only difference being that one group 

of students had more access to and enrolled in dual-credit 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 for a number of student characteristics, including race/ethnicity, free or 

reduced-price 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 set of outcomes 

from Phase I, namely, college enrollment and completion, time-to-degree, and SCH-to-degree, 

and add new ones, namely, high school graduation, and completion of a workforce certificate. 

For this analysis, we examine outcomes for juniors enrolled in Texas 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 impact of traditional 

academic dual-credit courses that were delivered prior to HB 505. As such, we are unable to 

speak to the impact of ECHSs, dual-credit CTE, or the impact of dual credit since HB 505. 

Although ECHS is a large and growing form of dual-credit in Texas and nationally, our study 

design, which 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 dual-credit courses 

delivered by ECHSs. This is because, by design, all students within an ECHS take dual-credit 

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 dual-credit programs, so we do not see this as a major 
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limitation of our study. Similarly, although CTE dual-credit is promising, Phase I documented 

that it accounted for just 7% of all SCH of dual credit delivered in Texas from 2012ς15, so the 

overwhelming majority of dual-credit courses delivered in Texas are academic. Finally, because 

HB 505 was just passed in 2015, there is an insufficient number of junior cohorts that 

experienced dual-credit since HB 505 to observe postsecondary outcomes. Each of these topics 

is worthy of future research.  

Dual-Credit Participation Is Strongly Associated With Positive Student Outcomes 

In Phase I, w!b5Ωǎ ŀƴŀƭȅǎƛǎ ǿŀǎ ōŀǎŜŘ ƻƴ ŎƻƘƻǊǘǎ ƻŦ ¢ŜȄŀǎ ǇǳōƭƛŎ ƘƛƎƘ ǎŎƘƻƻƭ ƎǊŀŘǳŀǘŜǎΣ 

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 I, Table 1.3 presents data on 

the outcomes of Texas public high school juniors by dual-credit participation status. The results 

confirm those from Phase I and demonstrate that dual-credit participants had much better 

outcomes on average than did nonparticipants. In particular, while 80.3% of high school juniors 

who did not take dual-credit graduated from high school within two academic years, the 

corresponding figure for dual-credit participants was 94.5%. With respect to college enrollment, 

48.5% of nonparticipants enrolled in any postsecondary program three years after their junior 

year, whereas the corresponding figure for dual-credit participants was 79.4%. With respect to 

college completion, 21.6% of nonparticipants had completed any postsecondary credential 

within 10 years of their junior year of high school, whereas the corresponding figure for dual-

credit participants was 54.6%. 

Table 1.3. Mean Student Outcomes by Dual-Credit Participation (2001ς16) 

Outcome No Dual Credit Dual Credit Cohorts 

Graduate high school 80.3% 94.5% 2001ς16 

Enroll two-year 29.8% 31.9% 2001ς15 

Enroll four-year 20.3% 51.7% 2001ς15 

Enroll four- or two-year 48.5% 79.4% 2001ς15 

Complete two-year 14.3% 26.3% 2001ς13 

Complete four-year 19.7% 51.4% 2001ς08 

Complete two- or four-year 21.6% 54.6% 2001ς08 
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Positive Association Between Dual-Credit 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 that dual-credit participation directly improves 

student outcomes. After all, we know that dual-credit students are more academically prepared 

than nondual-credit students, so we would expect them to have better outcomes even if they 

had never enrolled in dual-credit education. To improve the analysis presented previously, we 

directly compare outcomes for dual-credit and nondual-credit students who are similar across a 

range of dimensions. We accomplish this by running simple Ordinary Least Squares (OLS) 

regreǎǎƛƻƴ ƳƻŘŜƭǎ ǘƘŀǘ ŎƻƴǘǊƻƭ ŘƛǊŜŎǘƭȅ ŦƻǊ ŀ ǎǘǳŘŜƴǘΩǎ ƭŜǾŜƭ ƻŦ ŀŎŀŘŜƳƛŎ ǇǊŜǇŀǊŀǘƛƻƴΣ 

race/ethnicity, and gender, among other dimensions. Although these models match students 

on what economists call observable characteristics, or factors that can be easily documented 

with quantitative data, they do not include other dimensions students may differ on, including 

motivation, self-efficacy, or desire to go to college. To account for these dimensions in our 

analysis, we employed our Instrumental Variable (IV) model that is described in detail in 

Appendix A.  

Figure 1.21 presents results estimating the impact of dual-credit participation on high school 

degree completion. The first set of columns shows the raw, unadjusted high school completion 

rate for dual-credit participants 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 reduced-price 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 dual-credit 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, self-efficacy, and desire to go to college, and can be interpreted as the 

causal impact of dual-credit 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 dual credit produce biased estimates of the impact of dual-credit education 

programs. In column 1, we see that the high school completion rate among dual-credit 

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 reduced-price lunch eligibility 

and prior academic preparation, the estimate of the impact of dual-credit education on student 

decreases, suggesting that observable characteristics account for some, but not all, of the 
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difference in high school completion rates among dual-credit participants and nonparticipants. 

Specifically, although the adjusted high school completion rate among dual-credit participants 

was 90.5%, the corresponding rate among nonparticipants 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 of dual-credit participation on 

high school 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 dual-credit participation 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 dual-credit participants was 

83.8%, the corresponding rate among nonparticipants 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 dual-credit participation increases high school completion. 

Figure 1.21. Causal Impact of Dual-Credit Participation on High School Completion (Student 

Cohorts of Juniors Enrolled in Dual-Credit Education in 11th and / or 12th Grade: 2001ς16; n = 

3,411,286) 
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Modest Positive Impact of Dual-Credit Participation on College Enrollment  

Figure 1.22 replicates Figure 1.21 using college enrollment as the outcome. Results suggest that 

most, but not all, of the difference in college enrollment rates among dual-credit participants 

and nonparticipants is driven by self-selection into dual-credit programs or, in other words, the 

characteristics of students who enroll in dual-credit programs. The raw unadjusted difference in 

college enrollment rates, presented in the leftmost columns, show that dual-credit participants 

were 30.9 percentage points more likely to enroll in a two- or four-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 

dual-credit education into the model, this difference drops to just 2.4 percentage points. 

Although this represents a large and meaningful increase in college enrollment that is 

attributable to dual-credit 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. 

Figure 1.22. Causal Impact of Dual-Credit Participation on College Enrollment (Student 

Cohorts of Juniors Enrolled in Dual-Credit Education in 11th and / or 12th Grade: 2001ς15; n = 

3,223,430)  
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Impact of Dual-Credit Participation on College Enrollment Driven by Enrollment at 

Two-Year Colleges 

We wanted to assess the extent to which the increase in college enrollment attributable to 

dual-credit participation channels through two- versus four-year colleges, so we ran our favored 

IV model separately for enrollment in a two-year college and enrollment in a four-year 

university. Results from both models are presented in Figure 1.23 below. The leftmost set of 

columns shows the predicted enrollment rate at two-year colleges for dual-credit participants 

and nonparticipants. The rightmost set of columns replicates the analysis for four-year 

universities. Results demonstrate that participation in dual-credit education increased the 

probability of enrolling at a two-year college by 1.6 percentage points, but we do not find a 

statistically significant impact on enrollment at four-year colleges. This suggests that the 

increase in college enrollment attributable to dual-credit participation primarily channels 

through two-year colleges. 

Figure 1.23. Causal Impact of Dual-Credit Participation on Two- Versus Four-Year College 

Enrollment (Student Cohorts of Juniors Enrolled in Dual-Credit Education in 11th and / or 12th 

Grade: 2001ς15; n = 3,223,430)  
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Modest Positive Impact of Dual-Credit 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 four- or two-year degree or any certificate program at a 

ǇǳōƭƛŎ ƻǊ ǇǊƛǾŀǘŜ ƴƻƴǇǊƻŦƛǘ ŎƻƭƭŜƎŜ ƛƴ ¢ŜȄŀǎ ǿƛǘƘƛƴ мл ȅŜŀǊǎ ƻŦ ŀ ǎǘǳŘŜƴǘΩǎ ƧǳƴƛƻǊ ȅŜŀǊ ƻŦ ƘƛƎƘ 

school. We use a 10-year follow-up window to ensure sufficient time for nondual-credit 

participants to catch up with participants and also because many students who start at two-

year colleges take upward of eight years to complete a four-year 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 dual-credit participants and nonparticipants is driven by 

selection. The raw unadjusted difference in college completion rates, presented in the leftmost 

columns, show that dual-credit participants were 33.0 percentage points more likely to 

complete a college credential within 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 

meaningful increase in college completion rates that is attributable to dual-credit 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 Impact of Dual-Credit Participation on College Completion (Student 

Cohorts of Juniors Enrolled in Dual-Credit Education in 11th and / or 12th Grade: 2001ς08; n = 

1,542,629)  
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year degree by a more modest 0.3 percentage points. This suggests that the increase in college 

completion attributable to dual-credit participation primarily channels through two-year 

colleges, but dual-credit participation does modestly increase the probability of completing a 

four-year degree. 

Figure 1.25. Causal Impact of Dual-Credit Participation on Two- Versus Four-Year College 

Completion (Student Cohorts of Juniors Enrolled in Dual-Credit Education in 11th and / or 

12th Grade: 2001ς13; n = 2,754,765) 
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completed their degrees with an average 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 SCH-to-degree, it is 

important to note that SCH-to-degree among both dual-credit participants and nonparticipants 

is quite high and well above the 120 SCH required under most four-year degree plans.  

Figure 1.26. Causal Impact of Dual-Credit Participation on SCH-to-Degree (Student Cohorts of 

Juniors Enrolled in Dual-Credit Education in 11th and / or 12th Grade Who Graduated From a 

Four-Year College: 2001ς08; n = 384,658) 
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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 Dual-Credit Participation on Time-to-Degree (Student Cohorts of 

Juniors Enrolled in Dual-Credit Education in 11th and / or 12th Grade Who Graduated From a 

Four-Year College: 2001ς08; n = 375,715)  

 

Larger Impact of Dual-Credit Participation on Two-Year College Enrollment but No 

Impact on Degree Completion for Underrepresented Minorities  
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say with a reasonable degree of certainty that there is an effect of dual-credit participation on 

the outcome. The results suggest that dual-credit participation modestly increased enrollment 

at four-year colleges for White students (by 2.0 percentage points), but significantly increases 

enrollment at two-year colleges for Black (by 4.7 percentage points) and Hispanic (by 4.3 

percentage points) students. We do not find a statistically significant effect of dual-credit 

participation on two-year college enrollment among White students or on four-year college 

enrollment among underrepresented minorities.  

The results for college completion suggest that dual-credit participation significantly increases 

completion by 2.7 percentage points among White students, with the increase channeling 

through both two- and four-year colleges. We do not find an increase in college completion at 

two- or four-year colleges among Black and Hispanic students.  

Figure 1.28. Causal Impact of Dual-Credit Participation on Key Outcomes by Race/Ethnicity 

(Student Cohorts of Juniors Enrolled in Dual-Credit Education in 11th and / or 12th Grade: 

2001ς08; n = 1,542,068) 
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Negative Impact of Dual-Credit Participation on Low Income Students That Is Largely 

Due to Lower Academic Preparation Among Low Income Students 

To assess the extent to which the impact of dual-ŎǊŜŘƛǘ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ǾŀǊƛŜŘ ōȅ ǘƘŜ ǎǘǳŘŜƴǘΩǎ 

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 section shows 

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

for free or reduced-price lunch, while the leftmost section show results for students who are 

eligible for free or reduced-price lunch. The results suggest that the effect of dual-credit 

ǇŀǊǘƛŎƛǇŀǘƛƻƴ ǾŀǊƛŜǎ ŎƻƴǎƛŘŜǊŀōƭȅ ōȅ ǘƘŜ ǎǘǳŘŜƴǘΩǎ ŜŎƻƴƻƳƛŎ ǎǘŀǘǳǎΣ ǿƛǘƘ ƭŀǊƎŜ ǇƻǎƛǘƛǾŜ ŜŦŦŜŎǘǎ 

among those who are ineligible and large negative effects for most outcomes among those who 

are eligible. For example, we find that dual-credit participation increased college enrollment by 

5.5 percentage points and college completion by 4.5 percentage points for students who are 

ineligible for free or reduced-price lunch. Conversely, participating in dual-credit education 

significantly decreases college enrollment by 3.2 percentage points and significantly decreases 

college completion by 6.7 percentage points for free or reduced-price lunch eligible students. It 

is worth noting that our estimate for the effect of taking a dual-credit course on completing a 

two-year degree or certificate or transferring upward to a four-year college within three years 

for free or reduced-price lunch eligible students is 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 Appendix A.  The 

results from this analysis suggest that the negative results for free and reduced price lunch 

eligible students were likely due to the fact that free and reduced price lunch eligible students 

were more likely than ineligible participants to have lower eighth grade standardized test 

scores that hindered their success in dual credit education courses.  In particular, we find that 

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 test scores did not.   

Finally, it is also important to reiterate that our causal impact analysis does not include dual-

credit courses delivered by ECHS.  Thus, the negative findings for free and reduced price lunch 

eligible students with average eighth grade standardized test scores speak only 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 traditionally underrepresented students. 

Figure 1.29. Causal Impact of Dual-Credit Participation on Key Outcomes by Free or Reduced-

Price Lunch Eligibility (Student Cohorts of Juniors Enrolled in Dual-Credit Education in 11th 

and / or 12th Grade: 2001ς08; n = 1,542,068) 

 

Larger Impact of Dual-Credit Participation on Four-Year College Enrollment and 

Degree Completion Among Better Academically Prepared Students 

We also wanted to assess whether the impact of dual-credit participation varied by academic 

preparation, so we ran our IV model, interacting the main effect with a studentΩs normed score 

on the eighth grade TAKS and STAAR exam in mathematics and reading. The results are 

presented in Figure 1.30 and Figure 1.31. The left panel shows our estimates for the key 

outcomes for a student scoring at the statewide average on the TAKS or STAAR mathematics 

and reading standardized test, and the right panel shows results for a student with statewide  

mathematics and reading scores one standard deviation above the mean. The results indicate 

that students with better academic preparation benefit more from participating in dual credit. 

For example, we find that dual-credit participation increases college enrollment and completion 
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by 5.8 and 5.3 percentage points, respectively for students with standardized reading scores 

that were one standard deviation above the mean. While we find no evidence of an effect of 

dual-credit participation on college enrollment among students with mean standardized 

reading scores, we find a significant 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 dual-

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 that dual-credit 

participation increases high school completion rates among students with standardized reading 

scores that are one standard deviation above the mean. 

Figure 1.30. Causal Impact of Dual-Credit Participation on Key Outcomes by Eighth-Grade 

Reading TAKS and STAAR Scores (Student Cohorts of Juniors Enrolled in Dual-Credit Education 

in 11th and / or 12th Grade: 2001ς08; n = 1,542,068) 
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Figure 1.31. Causal Impact of Dual-Credit Participation on Key Outcomes by Eighth-Grade 

Mathematics TAKS and STAAR Scores (Student Cohorts of Juniors Enrolled in Dual-Credit 

Education in 11th and / or 12th Grade: 2001ς08; n = 1,542,068) 

 

 
 

Limitations 

First, it is important to reiterate that the analyses used to address questions1-2 are descriptive 

in nature, and we cannot make any causal claims based on the results. In particular, our analysis 

of patterns in dual-credit participation, success, and delivery before and after the passage of HB 

505 was descriptive in nature. Importantly, there may be other factors aside from HB 505 that 

drove the changes reported.   

Second, although our causal impact study provides strong evidence on the impact of dual-credit 

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 academic dual-credit 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 study design, which 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 dual-credit courses delivered by ECHSs. This is because, by 

design, all students within an ECHS take dual-credit courses. However, 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 dual-credit programs, so we 

do not see this as a major limitation of our study. Similarly, while CTE dual credit is a promising 

and growing intervention, Phase I documented that it accounted for just 7% of all SCH of dual 

credit delivered in Texas from 2012ς15, so the overwhelming majority of dual-credit 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 results into the 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 underlying the causal 

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 of other students 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, the ǎƘŀǊŜ ƻŦ ƻǘƘŜǊ ǎǘǳŘŜƴǘǎ ƛƴ ŀ ǎǘǳŘŜƴǘΩǎ ƧǳƴƛƻǊ ŎƻƘƻǊǘ ǿƘƻ ǇŀǊǘƛŎƛǇŀǘŜ 

ƛƴ Řǳŀƭ ŎǊŜŘƛǘ ŘƻŜǎ ƴƻǘ ƛƴŘŜǇŜƴŘŜƴǘƭȅ ƛƴŦƭǳŜƴŎŜ ǘƘŜ ǎǘǳŘŜƴǘΩǎ ŀŎŀŘŜƳƛŎ ƻǳǘŎƻƳŜǎΦ ! ǇǊƛƳŀǊȅ 

concern relates to peer effects. If the dual-ŎǊŜŘƛǘ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ǊŀǘŜ ƻŦ ƻƴŜΩǎ ǇŜŜǊǎ ƛǎ Ǉƻǎƛǘƛvely 

related to the academic preparation of those peers and having more academically prepared 

ǇŜŜǊǎ ƛƴŎǊŜŀǎŜǎ ŀ ǎǘǳŘŜƴǘΩǎ ŀŎŀŘŜƳƛŎ ƻǳǘŎƻƳŜǎΣ ǘƘŜƴ ǘƘŜ Řǳŀƭ-ŎǊŜŘƛǘ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ǊŀǘŜ ƻŦ ƻƴŜΩǎ 

ƧǳƴƛƻǊ ŎƻƘƻǊǘ ǿƻǳƭŘ ƘŀǾŜ ŀ ǇƻǎƛǘƛǾŜ ƛƳǇŀŎǘ ƻƴ ǘƘŜ ǎǘǳŘŜƴǘΩǎ ŀŎŀŘŜƳic outcomes. To address 

this concern, we ran models that used the dual-credit 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 influence on 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 the students 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 likely to switch from a nonparticipant to a dual-credit 
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participant because they moved from a school with a larger share of dual-credit participants to 

one with a smaller share. 

Summary, Limitations, and Conclusions 

In this chapter, we used quantitative analyses to assess three primary RQs: 

RQ 1 What factors contribute to disparities in dual-credit participation? 

RQ 2 What changes in dual-credit participation, success, and delivery have occurred since the 

passage of HB 505? 

RQ 3 To what extent does dual-credit participation increase college enrollment, degree 

attainment, and efficient degree completion? 

Racial Disparities Analysis 

Differences in academic preparation, income, and high school attendance patterns serve as 

major contributors to racial and ethnic disparities in dual-credit participation. Our descriptive 

analyses showed that the dual-credit participation rate of White students was 24.7%, while the 

corresponding rate for Blacks (Hispanics) was 10.6% (15.6%)τa gap 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 dual-credit participation would decrease 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 waivers for dual-credit students also contributed to gaps 

in dual-credit participation; however, we found little evidence that that these factors made any 

difference in narrowing these disparities. 

HB 505 Analysis 

Increase in dual-credit participation and SCH since HB 505, primarily for ninth and 10th 

graders. Our descriptive analysis showed that dual-credit participation among all ninth through 

12th grade students was 7.5% prior to the passage of HB 505 from 2012ς15, and increased to 

8.5% from 2016ς17. This represents a 13% increase in the dual-credit participation rate over a 

6 year period. The rate of growth of dual-credit participation was particularly strong for ninth 

and 10th graders. Ninth graders increased their dual-credit participation rate from 1.0% before 
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HB 505 to 2.1% after, an increase of 110%. Tenth graders increased their dual-credit 

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 dual-credit participant, leading to a continued increase 

in the number of SCH of dual-credit delivered statewide from 2012ς17. 

Suggestive evidence that standards in dual-credit courses for ninth and 10th graders may 

have declined since HB 505. While ninth and 10th grade dual-credit participation remains low 

relative to participation of 11th and 12th graders, our descriptive analysis showed that dual-

credit participation rates of ninth and 10th graders increased significantly in percentage terms 

after the passage of HB 505. We examined whether there were concomitant changes in 

academic preparation and dual-credit course pass rates among ninth and 10th-grade dual-

credit participants. The results demonstrated that academic preparation among ninth and 10th 

grade dual-credit participants declined over this period, while dual-credit course pass rates 

increased for those groups. These patterns were not evident among 11th- and 12th-grade dual-

credit participants. Taken together, these results are concerning and suggest that standards in 

dual-credit courses for ninth and 10th graders may have declined since HB 505.  

Causal Impact Analysis 

Dual-Credit participation improves a range of student outcomes on average, but the causal 

effect of dual-credit participation is much more modest than what has been reported in past 

descriptive studies, including the Phase I Interim Report. Past studies have documented that 

dual-credit participants have better outcomes than nonparticipants. For example, in Phase I, 

RAND found that, after accounting for some observable characteristics, dual-credit participants 

had college enrollment (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 for causal inference to address selection into dual-credit 

participation. The results indicated that most, but not all, of the observed difference in student 

outcomes is due to differences in characteristics of dual-credit participants and nonparticipants. 

After accounting for selection, dual-credit participation had the following effects:  

Increased college enrollment by 2.4 percentage points primarily through an increase in 

enrollment at two-year 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 SCH-to-degree by 4.2 but decreased time-to-degree by 0.1 years or 1.2 

months. 

The effect of dual-credit participation on student outcomes is more positive for White 

students, higher income students, and students with higher levels of academic preparation; 

the effect is negative in some cases for less advantaged groups. Our analysis indicated that 

dual-credit participation increased enrollment and completion primarily at four-year colleges 

for White students. For Black and Hispanic students, dual-credit participation increased 

enrollment at two-year colleges 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 average, the impact of dual-credit participation for students who were eligible for free or 

reduced-price lunch was negative for most outcomes. However, further analyses suggest that 

these patterns were 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 the Effect of CTE Dual Credit Relative to Academic Dual 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 dual-credit courses are academic, 

the effect is mostly driven by participation in academic dual-credit courses. Beginning in 2012, 

THECB began collecting course-level information that allows us to identify CTE vs. academic dual-

credit courses. We are working to adapt our IV model to identify the short-term effect of CTE 

versus academic dual credit using the 2012ς16 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 dual-credit education before and after HB 505. We recently gained access 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 extent to which average scores on the TSIA have changed since HB 505 

and the extent to which students entered into dual-credit education through other means.  
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Chapter 2. Dual-Credit Advising Practices and Models 

As states, districts, and education institutions look for ways to improve the effectiveness of 

dual-ŎǊŜŘƛǘ ŜŘǳŎŀǘƛƻƴ ǘƻ ōƻƻǎǘ ǎǘǳŘŜƴǘǎΩ ŎƻƭƭŜƎŜ ŀŎŎŜǎǎ ŀƴŘ ŎƻƳǇƭŜǘƛƻƴΣ the dual-credit advising 

process is an important consideration. College advisors and high school counselors may serve as 

the primary source of information about dual-credit education for students and families as they 

navigate the complexities of determining the best path forward to postsecondary attainment 

and career success. The 2015 passage of HB 505 in Texas, which significantly lowered 

restrictions on institutions delivering dual-credit courses, has heightened the potentially 

important role of advisors and counselors in reducing the number of excess semester credit 

hours dual-credit students obtain and ensuring course credits earned through dual-credit 

transfer toward the requirements of a particular major or certificate. Indeed, a 2012 study of 

dual-credit and high school advising on student persistence in college suggests there are two 

critical components to advising. These include: strong advisor support and finding the balance 

between supporting students and giving students the tools to problem solve and advocate for 

themselves during the advising process (Raia-Taylor, 2012).  

In this chapter, we present the findings from a set of qualitative interviews we conducted with 

a sample of high school counselors and college advisors involved in dual-credit student advising. 

We conducted these interviews with the goals of better understanding advising within the 

current environment of dual-credit education in Texas, and offering practical, evidence-based 

suggestions on how to improve dual-credit advising processes and practices.  

Background and Policy Context 

The wide variation in dual-credit education approaches across the state of Texas has resulted in 

a vast array of dual-credit education contexts that affect the advising process, including the 

types of students counselors and advisors target and encourage to pursue dual-credit education 

and how they guide student course taking. The various contexts are shaped by the different 

district policies, dual-credit 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, financial supports for dual-credit education, school philosophies, and 

student demographics. Dual-credit administrators interviewed as part of Phase I of this study, 

for example, reported differences in student advising across programs stemming from factors 

such as distance from the partner college, whether the high school was an ECHS, and to 

resource availability (Miller et al., 2017). The wide array of approaches that are used to deliver dual-

credit coursework and advise students into the various course options raises questions 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 

dual-credit programs. Indeed, although college advisors and high school counselors carry out their 

responsibilities within the requirements and guidelines of their particular dual-credit 

partnership agreement, the manner with which these individuals interpret local dual-credit 

policies and implement their practices will inevitably depend on their familiarity with the dual-

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

courses or a certain number of courses, and also contain a degree of subjectivity that can affect 

student participation, persistence, and outcomes.  

This component of our Phase II study aims to deepen understanding about the dual-credit 

advising process and seek to build on the results of Phase I, which raised some important issues 

and questions. The Phase I study reported that, according to dual-credit administrators 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 prominent advising role. For some 

dual-credit administrators, this was a concern because they perceived the high school 

counselors as having limited knowledge about the rigor and transferability of college-level 

courses. In addition, concerns were raised among dual-credit administrators about high school 

students taking dual-credit courses when they had not yet selected a major and the emotional 

and academic preparation of high school students succeed in college-level coursework (Miller 

et al., 2017). Specifically, this component of the study was designed to examine the following 

RQs: 

RQ 1 How are high school students advised into dual-credit education programs and courses? 

RQ 2 How might different advising practices or models contribute to disparities in dual-credit 

education participation? 

RQ 3 What are some promising approaches to improve dual-credit advising to reduce the 

average number of semester credit hours students who took dual-credit in high school 

ultimately earn toward a college degree? 

Framed by the theories of policy sociology (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 advising of dual-credit students are influenced 

by macro- and micro-level system pressures; resource constraints; governance structures; and 

ŀŘǾƛǎƻǊǎΩ ŀƴŘ ŎƻǳƴǎŜƭƻǊǎΩ ǇǊƛƻǊ ƪƴƻǿƭŜŘƎŜΣ ōŜƭƛŜŦǎΣ ŀƴŘ ǇŜǊǎǇŜŎǘƛǾŜǎ ŀōƻǳǘ dual-credit 

education. The interviews were also used to explore the extent to which these factors may 

influence student access to and participation in dual-credit education.  
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The findings presented in this chapter contribute to a stronger understanding of dual-credit 

advising policies and practices in Texas to help identify where improvements in advising can be 

made to help reduce excess semester credit hours, ensure credit transfer to degree, and 

promote equitable student access to dual-credit education opportunities. 

Data Collection and Analysis 

Data Sources and Collection Activities 

The research team conducted semistructured telephone interviews with college advisors and 

high school counselors across the state of Texas who were involved in dual-credit student 

advising. Prior to each scheduled interview, the respondents completed an online 

questionnaire, which gathered basic contextual information about their advising roles, the 

students they served and their dual-credit partnership. (See Appendix B for the preinterview 

questionnaire and interview protocols.) We used these data to tailor and streamline the 

interview protocol and ask probing questions regarding their practices and the factors that 

affected how they carried out their responsibilities.  

The interviews took place between November 2017 and February 2018. The interview protocols 

collected Řŀǘŀ ƻƴ ƘƛƎƘ ǎŎƘƻƻƭ ŎƻǳƴǎŜƭƻǊǎΩ ŀƴŘ ŎƻƭƭŜƎŜ ŀŘǾƛǎƻǊǎΩ respective roles and 

responsibilities in the dual-credit advising process, the factors they considered in advising 

students into dual-credit education and into specific dual-credit courses, how they shared 

information with students and families, and how they coordinated advising-related activities 

with their dual-credit partners. In addition, the interviews asked college advisors and high 

school counselors to describe the challenges they experienced in advising dual-credit students 

and identify the supports they believed would help them overcome these challenges. The 

interviews were audio recorded and transcribed to ensure accuracy and completeness of data.  

Sample 

The research team selected a purposeful sample of 52 IHEs and 50 high schools with dual-credit 

partnerships to ensure the sample captured the variation of dual-credit delivery models 

represented in the state. The criteria for selection included the following: 

 Type of IHE partner (two-year versus four-year institution) 

 Size of the dual-credit education programsτoperationalized as the number of partnering 

districts and schools and the number of dual-credit SCHs delivered, wherein the number of 
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SCHs is defined as the number of contact hours per week delivered for a given course over a 

semester 

 Type of dual-credit education delivered (academic versus CTE) 

 Approach to delivering dual-credit courses (ECHS designation) 

 Geographic region in the state 

 Location of partnering high school (rural versus urban) 

 Demographic characteristics of student population served (including socioeconomic status 

of students and percentage students of color) 

Our final interview sample included counselors and advisors from 50 high schools and 52 IHEs. 

The characteristics of the final sample are provided in Appendix C. 

Analytic Procedures 

The analytic team developed a codebook and coded the transcribed interview data using NVivo 

11 Plus, a qualitative data analysis software. The 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); (2) we used 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 of codes were structured so that analysts could apply more than one 

code to the same interview passage as applicable and to facilitate within and cross-case 

analyses. Throughout the analytic process, the team engaged in regular communications 

throughout the coding process to ensure consistent 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. 

¢ƘŜ ǘŜŀƳΩǎ ŀǇǇǊƻŀŎƘ ǘƻ ŀƴŀƭȅǎis was purposefully integrated, leveraging the data from both the 

set of college advisor interviews and the set of high school counselor interviews to enhance our 

understanding of dual-credit advising as a whole and to detect patterns among colleges and 

high schools with different characteristics. Specifically, we undertook iterative thematic coding 

of each major topic and interview question to surface recurring patterns and common themes 

(Maxwell, 2013; Merriam, 1998) across all college advisor and high school counselor 

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 was used to conduct subgroup analyses to explore 

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 partner, with 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 I 

study (Miller et al., 2017) and other scholarly literature suggesting that the types of students 

targeted for dual-credit education, the factors that are considered when counseling students 

into dual-credit education programs and courses, and the challenges and supports needed to 

improve dual-credit student advising may be affected 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 population of dual-credit partnerships, 

and the large number of college advisors and high school counselors involved in dual-credit 

student advising. The data obtained through these interviews also are limited to the recall and 

perceptions of the individual respondents at the time of the interview. Thus, the full range of 

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 around key findings that address the three primary 

RQs. We first report on the students targeted for dual-credit education, then the roles and 

responsibilities of high school counselors and college advisors in the advising process and the 

extent to which and how advising activities were coordinated between partners. We next 

discuss the dual-credit course selection process, including how students were counseled into 

specific dual-credit courses and the latitude students are afforded in the selection process. The 

chapter 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 dual-credit course transfer to a specific major and postsecondary degree, and 

ensuring greater equity in dual-credit participation and outcomes for dual-credit students.  
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Findings 

Students Targeted for Dual-Credit Education 

The extent to which high school counselors and college advisors actively targeted 

students for dual-credit education varied based on district policies and school 

philosophies about which students could benefit from and succeed in dual-credit 

courses.  

All respondents indicated that they targeted students for dual-credit programs based on district 

policies for dual credit 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 encouraged certain types of students to apply. For example, about 

three-quarters of the respondents reported that their partnerships encouraged all students to 

participate in dual-credit education while close to one quarter reported partnerships that were 

more selective, targeting only those students who were excelling in their high school classes 

and demonstrating high levels of emotional maturity.  

²ƛǘƘ ǊŜǎǇŜŎǘ ǘƻ ŎƻǳƴǎŜƭƻǊΩǎ ŀƴŘ ŀŘǾƛǎƻǊΩǎ ŘƛǊŜŎǘ ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ ǎŜƭŜŎǘƛƴƎ ǎǘǳŘŜƴǘǎ ŦƻǊ Řǳŀƭ-

credit, nearly half of the respondents reported that they monitored student participation and 

their eligibility for dual-ŎǊŜŘƛǘ ǇǊƻƎǊŀƳǎ ōǳǘ ǿŜǊŜ ƴƻǘ ǘŜŎƘƴƛŎŀƭƭȅ ƛƴǾƻƭǾŜŘ ƛƴ άǎŜƭŜŎǘƛƴƎέ 

students. Rather, students self-selected into dual credit if they were interested and met the test 

score requirements on the TSIA or additional 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 

!/¢ ƻǊ {!¢ ŜȄŜƳǇǘƛƻƴΦ ²Ŝ ŘƻƴΩǘ ǘŜƭƭ ǿƘƻ Ŏŀƴ ŀƴŘ ǿƘƻ ŎŀƴΩǘΦ ²Ŝ ǿƛƭƭ ƳŀƪŜ the 

ǇǊŜǎŜƴǘŀǘƛƻƴ ǘƻ ŀƴ ŜƴǘƛǊŜ ŎƭŀǎǎǊƻƻƳ ŀƴŘ ǘƘŜƴ ǘƘŜ ƻƴƭȅ ǘƘƛƴƎ ǘƘŀǘ ǿŜ ǎŀȅ ƛǎΣ ά¸ŜǎΣ ȅƻǳ Ŏŀƴ 

ǘŀƪŜ ƛǘ ōŀǎŜŘ ƻƴ ȅƻǳǊ ŀŎŀŘŜƳƛŎ ¢{L ǘŜǎǘέ ƻǊ άbƻΣ ȅƻǳ ŎŀƴΩǘ ōŜŎŀǳǎŜ ȅƻǳΩǊŜ ƴƻǘ ǉǳŀƭƛŦƛŜŘΦέ  

This finding is consistent with other studies of dual-credit student advising showing that 

students were not specifically selected for dual-credit programs, but primarily sought out dual-

credit courses on their own initiative, with the college readiness placement test serving as the 

gatekeeper to participation (Osumi, 2010; Piontek, Kannapel, & Stewart, 2016). This finding is 

also consistent with a study of one Texas high school that reported more than 70% of Southeast 

Texas high school dual-credit students named themselves as their greatest influence in deciding 

to take a dual-credit class. Just 5% of students said their high school counselor had the greatest 

influence on their decision to enroll in a dual-credit course (Ozmun, 2013). 
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The other half of the high school counselors indicated that they played a larger role in selecting 

students into dual-credit programs but still described their roles as fairly minor. For example, 

Ƴƻǎǘ ƻŦ ǘƘŜǎŜ ǊŜǎǇƻƴŘŜƴǘǎ ǎŀƛŘ ǘƘŜƛǊ ǎŎƘƻƻƭǎ ƳŀƛƴǘŀƛƴŜŘ ŀƴ άŀƴ ƻǇŜƴ-ŘƻƻǊ ǇƻƭƛŎȅέ ōǳǘ ǘƘŀǘ 

they were required to sign off and officially approve students for participation after reviewing 

evidence of their readiness for dual credit. This occurred most often in districts that had 

additional criteria to restrict access to dual credit beyond the basic eligibility standards 

established by the state.7 Frequently in these cases, student behavior, discipline, attendance 

records, or past performance in dual-credit courses (if applicable) were considered. 

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

proxy for ensuring students were academically prepared and mature enough for the dual-credit 

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

information sessions and reported that the districts designed their dual-credit course offerings 

accordingly. For example, they started sharing information about dual-ŎǊŜŘƛǘ ŘǳǊƛƴƎ ǎǘǳŘŜƴǘǎΩ 

sophomore year and offered courses that aligned with the typical course sequences for juniors 

and seniors.  

As mentioned, close to one-quarter of the respondents described their dual-credit programs as 

more selective in their approach student selection. Among these sites, academic performance 

and student discipline, responsibility, time management, and emotional maturity were 

emphasized during dual-credit information 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 for dual-credit as an 

ƛƴŘƛǊŜŎǘ ǿŀȅ ƻŦ άŜƴŎƻǳǊŀƎƛƴƎέ ŎŜǊǘŀƛƴ ǎǘǳŘŜƴǘǎ ǘƻ ŀǇǇƭȅΦ !ǎ ƻƴŜ ŀŘǾƛǎƻǊ ǊŜǇƻǊǘŜŘΣ άWe try to be 

very frank with ώǘƘŜ ǎǘǳŘŜƴǘǎϐ ǳǇŦǊƻƴǘ ŀƴŘΧΦ we try to make sure the parents have information 

as well to understand that dual credit may not be the perfect choice for every studentΧthey 

need to be able to operate on their own in a self-motivated way especially in the online 

courses.έ The high school counselors in more selective dual-credit settings echoed this 

sentiment and reported having candid conversations with parents and students about their 

dual-credit 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 the TSIA or other 
alternative tests, but they do mandate students to exhibit some level of academic proficiency in reading, writing, or 
mathematics. Some of the tests used to assess readiness for dual credit courses are ones that high school students can take 
before they reach the 11th or 12th grade and include the PSAT, PLAN, and the STAAR EOC in Algebra I and English II, courses 
typically offered in the first two years of high school (Miller et al., 2017). 
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L ǿƻǳƭŘƴΩǘ ǎŀȅΣ άŀŘǾƛǎŜŘ ŀƎŀƛƴǎǘ ƛǘΣέ ōǳǘ ǿŜ ƘŀǾŜ ƭƻƴƎ ǘŀƭƪǎ ǿƛǘƘ ǘƘŜƳ ŀƴŘ ǘƘŜƛǊ ǇŀǊŜƴts, 

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

ǎǳōƧŜŎǘ ǘƘŀǘ ǘƘŜȅΩǊŜ ǿŀƴǘƛƴƎ ǘƻ ǘŀƪŜ ǘƘŜ ŎƻǳǊǎŜ ƛƴΧΦ L ǘŜƭƭ ǘƘŜƳΣ L ǎŀȅΣ ά5ǳŀƭ-credit can be 

Řƻǳōƭȅ ƎƻƻŘ ƻǊ Řƻǳōƭȅ ōŀŘΦέ L ǎŀȅΣ άLŦ ȅƻǳ ŘƻƴΩǘ Ǉŀǎǎ ƛǘΣ ǘƘŜƴ ȅƻǳ ŘƻƴΩǘ ƎŜǘ credit in high 

ǎŎƘƻƻƭ ŀƴŘ ȅƻǳ ŀƭǎƻ ŘƻƴΩǘ ƎŜǘ ŎǊŜŘƛǘ ƛƴ ŎƻƭƭŜƎŜΣ ŀƴŘ ȅƻǳ ƘŀǾŜ ŀƴ C ƻƴ ǘƘŜ ǘǊŀƴǎŎǊƛǇǘΦ 

Another explained,  

All students have an opportunity to say, άHey, this is the program that I think I might be 

interested in.έ However, what we might market as a good candidate for dual credit is a 

student who has an overall B average or higher in their high school courses. Χ They 

ƳǳǎǘΩǾŜ ǇŀǎǎŜŘ ŀƭƭ ǘƘŜƛǊ ǎǘŀǘŜ ŜȄŀƳ ǊŜǉǳƛǊŜƳŜƴǘǎ ƻǊ ǘƘŜƛǊ 9h/ǎΣ ŜŀǊƴŜŘ ŀƭƭ ǘƘŜƛǊ ŎǊŜŘƛǘΧ. 

LŦ ǘƘŜȅΩǊŜ ŀƭǊŜŀŘȅ ǎǘǊǳƎƎƭƛƴƎ ŀǘ ŀ ƘƛƎƘ ǎŎƘƻƻƭ ƭŜǾŜƭΣ ǿŜ ŘƻƴΩǘ ǿŀƴǘ ǘƻ Ǉǳǘ ŀƴȅǘƘƛƴƎ ƻƴ 

ǘƘŜƳ ǘƘŀǘΩǎ ƎƻƛƴƎ ǘƻ ŎǊŜŀǘŜ ƳƻǊŜ ƻŦ ŀ ǎǘǊŜǎǎ ƻǊ ƳƻǊŜ ƻŦ ŀ ŎƘŀƭƭŜƴƎŜ ƻǊ ǎƻƳŜǘƘƛƴƎ ǘƘŀǘΩǎ 

ƎƻƛƴƎ ǘƻ ǎǘŀƴŘ ƛƴ ǘƘŜ ǿŀȅ ƻŦ ǘƘŜƳ ƳŜŜǘƛƴƎ ǘƘƻǎŜ ǊŜǉǳƛǊŜƳŜƴǘǎ ǘƘŀǘ ǘƘŜȅ ƴŜŜŘΧΦ We do 

let them know that they have to have good 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 academic discipline during interviews, these more selective 

ǇŀǊǘƴŜǊǎƘƛǇǎ ƳƻǊŜ ŘƛǊŜŎǘƭȅ ŜƴŎƻǳǊŀƎŜŘ ƻǊ ŘƛǎŎƻǳǊŀƎŜŘ ǎǘǳŘŜƴǘǎ ōŀǎŜŘ ƻƴ ŀ ǎǘǳŘŜƴǘΩǎ ƘƛƎƘ 

school rank, performance in high school courses (e.g., GPA), attendance and behavior, and 

input from teachers. As one high school counselor stated,  

²ŜΩǾŜ Ǝƻǘ ƎǊƻǳǇǎ ƻŦ ǎǘǳŘŜƴǘǎ ǿƘƻ ŀǊŜ ƴƻǘ ŀŎŀŘŜƳƛŎŀƭƭȅ ǎǳŎŎŜǎǎŦǳƭΧǿŜ ŘƻƴΩǘ ǿŀƴǘ ǘƘŜƳ 

taking dual-ŎǊŜŘƛǘ ŎƭŀǎǎŜǎ ƛŦ ǘƘŜȅΩǊŜ ƎƻƛƴƎ ǘƻ ŜƴŘ ǳǇ ŦŀƛƭƛƴƎ ƻǊ ŘǊƻǇǇƛƴƎ ƻǊ ƎŜǘǘƛƴƎ ŀ ² ƻƴ 

ǘƘŜƛǊ ǘǊŀƴǎŎǊƛǇǘ ƻǊ ŜǾŜƴ ƎŜǘǘƛƴƎ ŀ 5Φ ²Ŝ ŘƻƴΩǘ ǿant them to do it just to do it. We want 

ǘƻ ƳŀƪŜ ǎǳǊŜ ǘƘŜȅ Ŏŀƴ ōŜ ǎǳŎŎŜǎǎŦǳƭ ŀƴŘ ǘƘŜƴ ƛǘΩǎ ƎƻƛƴƎ ǘƻ Ǉŀȅ ƻŦŦ ƛƴ ǘƘŜ ŜƴŘΦ  

In most cases, these schools targeted and encouraged the same students for dual credit as for 

AP and IB programs, leaving it up to the student 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 they perceived 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 schools, particularly those serving disadvantaged populations, had a clear focus 

on access and encouraging all students to participate in dual-credit education.  

The ECHS schools that, by design, target all their students (Grades 9ς12) for dual-credit 

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

schools in the sample. Many of these schools served first-generation or low-income students, 

ŀƴŘ ŎƻǳƴǎŜƭƻǊǎ ŜƳǇƘŀǎƛȊŜŘ ǘƘŜƛǊ ǎŎƘƻƻƭΩǎ ŎƻƳƳƛǘƳŜƴǘ ǘƻ ŘŜǾŜƭƻǇƛƴƎ ǎǘǳŘŜƴǘǎΩ ŀǿŀǊŜƴŜǎǎ ƻŦ 

the postsecondary options available to them and to fostering a college-going culture. As one 

high school counselor reported, ά²Ŝ ǘǊȅ ǘƻ ŜƴŎƻǳǊŀƎŜ ƻǳǊ ƪƛŘǎ ǘƻ ǊŜŀŎƘ ǘƘŜƛǊ ƘƛƎƘŜǎǘ ǇƻǘŜƴǘƛŀƭ 

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 dual-credit classes and we differentiate between those 

clasǎŜǎ ŀƴŘ Ƙƻǿ ƛǘΩƭƭ ōŜƴŜŦƛǘ ǘƘŜƳ ŀƴŘ Ƙƻǿ ƛǘ ǿƻƴΩǘΦέ Similarly, another stated, άWe really 

[encourage] our dual-credit programs, so that the students who may be all their lives at home 

ƘŀǾŜ ōŜŜƴ ǘƻƭŘΣ Ψ¸ƻǳΩǊŜ ƴƻǘ ƎƻƛƴƎ ǘƻ ŎƻƭƭŜƎŜΦ L ŘƛŘƴΩǘ Ǝƻ ǘƻ ŎƻƭƭŜƎŜΦ We dƻƴΩǘ ƴŜŜŘ ǘƻ Ǝƻ ǘƻ 

ŎƻƭƭŜƎŜΣΩΧ we really try to open those doors and ώƘŜƭǇ ǎǘǳŘŜƴǘǎϐ ǊŜŀƭƛȊŜ ǘƘŀǘΣ ΨI can go to college. 

L ŀƳ ǎƳŀǊǘ ŜƴƻǳƎƘΦΩέ As a final example, one high school counselor described how the only 

students they really went out of their way to encourage into dual-credit programs were the 

students on free and reduced-ǇǊƛŎŜ ƭǳƴŎƘ ōŜŎŀǳǎŜ ǘƘŜǎŜ ǿŜǊŜ ǘƘŜ ǎǘǳŘŜƴǘǎ ǘƘŀǘ ƻŦǘŜƴ ǿŜǊŜƴΩǘ 

as aware of the dual-credit opportunity as other students and/or as likely to perceive dual-

credit as an option even if ǘƘŜȅ ǿŜǊŜ ǎǘǊƻƴƎ ŎŀƴŘƛŘŀǘŜǎΦ {ƘŜ ǎǘŀǘŜŘΣ άLŦ ǘƘŜȅΩǊŜ ŦǊŜŜκǊŜŘǳŎŜŘ 

lunch, we do try to focus on our dual-credit student that is qualified one way or the other. [If] 

ǘƘŜȅΩǊŜ ƛƴ ǘƘŜ ǘƻǇ н҈Σ ǿŜ ǊŜŀƭƭȅ ǎŜŜƪ ǘƘƻǎŜ ƪƛŘǎ ƻǳǘ ǘƘŀǘ ŀǊŜ ƳŜŜǘƛƴƎ ŦǊŜŜκǊŜŘǳŎŜŘ ƭǳƴŎƘΣ ǘry to 

encourage them to use fee waivers for ACT and take advantage of those opportunities.έ 

Similarly, a few high school counselors indicated that, based on their prior observations and 

experiences in advising students, they believed all students have the potential to succeed in 

dual-credit courses. One explained, 

my five years as a dual-credit 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. I found that any type of these students can be successful in a college 

class pending having the desire and the motivation to do soΧΦ LΩǾŜ ŀƭǎƻ ǎŜŜƴ ǎǘǳŘŜƴǘǎ 

who with their 3.5 GPA and have been in pre-A.P. classes all their lives who are right 

now dropping their college course because they were not successful. 

The counselor from another high school shared this sentiment noting that students were not 

directly advised against dual-credit education because of the unpredictability of what types of 
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students would be successful: ά²e have some students who are very immature or sheltered, 

ŀƴŘ L ƘŀǾŜ ǘƘƻǳƎƘǘ ǘƘŜȅΩǊŜ ǇǊƻōŀōƭȅ ƴƻǘ ƎƻƛƴƎ ǘƻ Řƻ ǿŜƭƭΣ ōǳǘ ǘƘŜƴ ǘƘŜȅ ǊŜŀƭƭȅ ǎŜŜƳ ǘƻ ŜƴƧƻȅ ǘƘŜ 

challenge or the different atmosphere, different teachers.έ 

Rural schools, the schools with CTE dual-credit 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. One high school counselor indicated, for 

example, that she believed dual-credit welding and art classes could challenge students to meet 

the expectations of a college course and develop important skill sets that could benefit 

ǎǘǳŘŜƴǘǎ ƛƴ ǘƘŜƛǊ ŦǳǘǳǊŜ ŜƴŘŜŀǾƻǊǎ ǿƘƛƭŜ ǇǊƻǾƛŘƛƴƎ ǎǘǳŘŜƴǘǎ ǿƛǘƘ ƻǇǇƻǊǘǳƴƛǘƛŜǎ ǘƻ άŜȄǇǊŜǎǎ 

themselves in a little bit of a different wayΦέ ¢Ƙƛǎ ŎƻǳƴǎŜƭƻǊ ǿŜƴǘ ƻƴ ǘƻ ŜȄǇƭŀƛƴΣ ά²Ŝ ǘƘƛƴƪ ŀƭƭ 

kids are capable of that type of rigor and that type of level of thinking, even those that might 

ǘŀƪŜ ŀ ƭƛǘǘƭŜ ƭƻƴƎŜǊ ǘƻ ƎŜǘ ǘƘŜǊŜΦέ 

Despite the variation in the extent to which certain types of students were actively targeted or 

encouraged to pursue dual-credit education opportunities, we found no evidence to suggest 

that implicit biases or discrimination in advising practices was leading to disparities in dual-

credit student participation. District policies and school philosophies appeared to have the 

largest effect on which students were targeted and selected for dual-credit education. 

Cost and extracurricular activities were most frequently reported barriers to student 

participation in dual credit. 

High school counselors and college advisors most commonly reported that the TSI, as the 

primary gatekeeper to dual-credit education, was the only major barrier to student 

participation in dual-credit programs. For the students to which dual-credit programs were 

targeted, however, most did not perceive significant barriers to access. Respondents attributed 

ǘƘŜ ƭŀŎƪ ƻŦ ōŀǊǊƛŜǊǎ ǘƻ ǘƘŜ ǎŎƘƻƻƭΩǎ ƻǇŜƴ-door policy to dual-credit education, which allowed all 

interested students to apply; financial supports for students such 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 dual-credit classes. One respondent described how a local foundation helped 

ensure equitable access to dual-credit: 

We have an extremely generous community and foundation that offer an ample amount 

ƻŦ ǎŎƘƻƭŀǊǎƘƛǇ ƻǇǇƻǊǘǳƴƛǘƛŜǎ ǘƻ ƻǳǊ ǎǘǳŘŜƴǘǎ ƻŦ ŀƭƭ ōŀŎƪƎǊƻǳƴŘǎΧǎƻ ǘƘŜȅ ŜƴŎƻǳǊŀƎe 
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ŜǾŜǊȅ ǎǘǳŘŜƴǘ ǘƘŀǘΩǎ ƛƴǘŜǊŜǎǘŜŘ ƛƴ Řǳŀƭ-credit to fill out college scholarship applications 

and then of course any student on a [free or reduced-price] lunch, that particular grant 

will cover six hours or the typical two courses that they would enroll in here at [the] high 

school and so a lot of that credit is free to those kiddos. I 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 were not able to participate in dual-credit education. The costs associated with taking 

dual-credit classes was mentioned most frequently, particularly by advisors and counselors 

serving rural communities where many of the students were economically disadvantaged. One 

ƘƛƎƘ ǎŎƘƻƻƭ ŎƻǳƴǎŜƭƻǊ ǊŜƳŀǊƪŜŘΣ άThe other problem is our district does not pay students or 

Ǉŀȅ ŦƻǊ ǎǘǳŘŜƴǘǎΩ Řǳŀƭ-credit classes like a lot of them do around here. I believe that we have a 

lot of students that could take dual-credit and benefit from it, but they are unable to afford it.έ  

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 students were involved. High school counselors described the 

difficulty some students had in fitting dual-credit courses into their daily schedules, with one 

ŎƻǳƴǎŜƭƻǊ ŜȄǇƭŀƛƴƛƴƎΣ ά¢hose kids are also your NHS [National Honor Society] kids, your kids 

that are involved in our National Technical Honor Society that are in band or cheer and now 

ǘƘŜȅΩǊŜ ŀŘŘƛƴƎ ƻƴŜ ƳƻǊŜ ǘƘƛƴƎ ǘƻ ǘƘŜƛǊ ǇƭŀǘŜΣ ǿƘƛŎƘ ƛƴ ǘǳǊƴ ŀŦŦŜŎǘǎ ǘƘŜƛǊ ƎǊŀŘŜǎΣ ǿƘƛŎƘ ƛƴ ǘǳǊƴ ς 

ƛǘΩǎ ŀ ŎȅŎƭŜΦέ hƴŜ ǎŎƘƻƻƭ ƘŀŘ ǘŀƪŜƴ ŀŎǘƛƻƴ ǘƻ ƘŜƭǇ ǊŜƳŜŘȅ ǘƘƛǎ ǘȅǇŜ ƻŦ ōŀǊǊƛer by establishing 

class periods during which students could work on their dual-credit coursework. According to 

the high school counselor, in past years the students had to complete their online dual-credit 

courses on their own time, but the new class periods 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 active advising 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 social-emotional supports into which counselors could direct 

struggling students. The traditional high school counselors more frequently described advising 

students struggling in their dual-credit courses about the supports and services available to 

them through the college, although one traditional high school had started a middle school 

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

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

that they counseled students into if they needed support with their dual-credit courses:  
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²ŜΩǾŜ ŀŎǘǳŀƭƭȅ ǎǘŀǊǘŜŘ ǎƻƳŜǘƘƛƴƎ ǘƘƛǎ ǎǇǊƛƴƎΣ ƪƛƴŘ ƻŦ ŀ ƳŜƴǘƻǊƛƴƎ ǇǊƻƎǊŀƳ ǿƛǘƘ ǎƻƳŜ ƻŦ 

our weaker students that are not maybe making the grades that they should be and 

ǘƘŜȅΩǊŜ ǎǘǊǳƎƎƭƛƴƎ ƛƴ ǎƻƳŜ ŎƭŀǎǎŜǎ ŀƴŘκƻǊ ǘƘŜȅΩǊŜ ƴŜw to dual-ŎǊŜŘƛǘ ŀƴŘ ǘƘŜȅΩǊŜ ǘŀƪƛƴƎ 

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.  

Roles of High School Counselors and College Advisors 

The majority of high school guidance counselors played the primary role in advising 

dual-credit students, with one quarter sharing this responsibility with college advisors.  

Overall, high school counselors played a vital role in coordinating dual-credit student 

registration, course scheduling, activities to build dual-credit awareness, and student 

participation. They were the central point of contact for enrolling students and served as the 

main liaison between the high school and the college with respect to dual-credit education. In 

addition, with few exceptions, high school counselors served as the primary advisors for dual-

credit students, both with respect to selecting or determining student eligibility for dual-credit 

education and working with students to select dual-credit courses.  

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

to identify the students for dual-credit participation per the partnership 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 dual-credit college application 

requirements. As one high school counseloǊ ƛƴŘƛŎŀǘŜŘΣ ά²Ŝ ǇǊŜǘǘȅ ƳǳŎƘ Řƻ ǘƘŜ ŀŘǾƛǎƛƴƎΦ hǳǊ 

ŎƻƭƭŜƎŜ ŀŘǾƛǎƻǊǎ ŀǊŜ ǘƘŜǊŜ ǘƻ ŀƴǎǿŜǊ ŀƴȅ ǉǳŜǎǘƛƻƴǎ ǘƘŀǘ ǿŜ Ƴŀȅ ƘŀǾŜΧΦ ¢ƘŜȅ ǘȅǇƛŎŀƭƭȅ ŘƻƴΩǘ ƳŜŜǘ 

ǿƛǘƘ ǘƘŜ ǎǘǳŘŜƴǘǎ ŦŀŎŜ ǘƻ ŦŀŎŜΦ ²ŜΩǊŜ ǘƘŀǘ ƳƛŘ ǇŜǊǎƻƴΦέ {ƛƳƛƭŀǊƭȅΣ ŀ ŎƻƭƭŜƎŜ ŀŘǾƛǎƻǊ ǊŜǇƻǊǘŜŘΣ άWe 

rely very mǳŎƘ ƻƴ ǘƘŜ ǎŎƘƻƻƭ ŎƻǳƴǎŜƭƻǊ ǘƻ ǎŀȅΣ Ψ¸ŜǎΣ ǘƘŜ ǎǘǳŘŜƴǘ Ŏŀƴ ōŜ ǎǳŎŎŜǎǎŦǳƭ ƛƴ ǘƘƛǎ ŎƻǳǊǎŜΣΩ 

ōŜŎŀǳǎŜ ǘƘŜȅ ƪƴƻǿ ǘƘƻǎŜ ƪƛŘǎ ƳǳŎƘ ōŜǘǘŜǊ ǘƘŀƴ ǿŜ ŘƻΦ LǘΩǎ ǘƘŜ ǿŀȅ ǘƘŀǘ ǿŜ ƻǇŜǊŀǘŜΦ LŦ ǘƘŜ ǎŎƘƻƻƭ 

ǎŀȅǎΣ Ψ¸ŜǎΦ ²Ŝ ŦŜŜƭ ƭƛƪŜ ǘƘŜȅΩǊŜ ƳŀǘǳǊŜ ŀƴŘ ǘƘŜȅ Ŏŀƴ ƘŀƴŘƭŜ ƛǘΦ ¢ƘŜȅΩǊe self-motivated. They can do 

ǘƘƛǎΣΩ ǘƘŜƴ ǿŜ Ǝƻ ŀƘŜŀŘ ŀƴŘ Ǉǳǘ ǘƘŜƳ ƛƴΦέ  

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 to: assess the 

academic and emotional readiness of their high school students for college-level coursework, 

while still promoting equitable access to dual credit; and the have understanding of 

postsecondary degree programs and requirements to help ensure students are streamlining 
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their postsecondary pathways and not taking on excess credit. Moreover, high school 

counselors are typically tasked with serving large numbers of students and not just dual-credit 

students. As will be discussed later in this chapter, high school counselors frequently reported 

struggling to find balance their dual-credit advising responsibilities with their other 

responsibilities, resulting in less one-on-one advising time with dual-credit students. College 

advisors typically played a secondary role, serving as the key point of contact for high school 

counselors and sharing information about dual-credit with prospective students and their 

families, except in special circumstances. 

College advisors were most frequently involved in delivering in-person dual-credit education 

information sessions to prospective students and their families, usually annually or biannually. 

They presented on the key features of the dual-credit program, student eligibility, course 

offerings, the registration process and 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 dual-credit courses and traditional high school 

courses. For example, one advisor reported,  

I go heavy on the idea of their schedules with college-level 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 kind of thing. Χ 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 students, they were 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 were άŀŎŎŜƭŜǊŀǘŜŘΣέ pursuing CTE dual-credit programs, or if they were 

freshmen or sophomores.  

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

ƻŦ άŀŎŎŜƭŜǊŀǘŜŘ ǎǘǳŘŜƴǘǎέ ƻǊ ŀŘǾƛǎƛƴƎ ƻǳǘǎƛŘŜ ƻŦ ǘƘŜ ŎƻǊŜΣ /¢9 dual-credit programs, freshmen 

and sophomores, and poor performance. ²ƘŜƴ ŀ ǎǘǳŘŜƴǘ ǿŀǎ άŀŎŎŜƭŜǊŀǘŜŘΣέ ƻǊ ƻƴ ǘǊŀŎƪ ǘƻ 

ŜŀǊƴ ŀƴ ŀǎǎƻŎƛŀǘŜΩǎ ŘŜƎǊŜŜ ŀǘ ǘƘŜ ǎŀƳŜ ǘƛƳŜ ŀǎ ǘƘŜƛǊ ƘƛƎƘ ǎŎƘƻƻƭ diploma, college advisors 

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 requirements. Similarly, 
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some college advisors noted that they were not 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 participate in an advising session 

with a college advisor.  

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

advising process for students pursuing the academic dual-credit program because the courses 

were limited to the academic core, but much more engaged in the CTE dual-credit advising 

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

ƘƛƎƘ ǎŎƘƻƻƭ ŎƻǳƴǎŜƭƻǊ άgains their interest in the field, but I advise on what the next courses to 

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

ǇǊƻƎǊŀƳΣ ƛǘΩǎ ƳƻǊŜ ǎǇŜŎƛŀƭƛȊŜŘΧ L ǿƻǊƪ ǿƛǘƘ ƘŜǊ ŀƴŘ ǘƘŜ ǎǘǳŘŜƴǘǎ ƛƴŘƛǾƛŘǳŀƭƭȅ ǘƻ ǎŀȅΣ Ψ¢ƘŜǎŜ ŀǊŜ 

ǘƘŜ ŎƻǳǊǎŜǎ ȅƻǳ ƴŜŜŘ ƘŜǊŜΣ ŀƴŘ ǘƘƛǎ ƛǎ ǿƘŀǘ ȅƻǳΩƭƭ ŀŎŎƻƳǇƭƛǎƘ ǿƛǘƘ ǘƘŀǘ ƛƴ ǘƘƛǎ ŎŜǊǘƛŦƛŎŀǘƛƻƴΦΩέ 

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

students stating, 

LǘΩǎ ǊŜŀƭƭȅ ƻƴƭȅ ǘƘŜ ǿƻǊƪŦƻǊŎŜ ǎǘǳŘŜƴǘǎ ǘƘŀǘ ǿŜ ƘŜƭǇΣ ŀƴŘ ōȅ ǘƘŀǘ L Ƨǳǎǘ Řƻ ǎƻƳŜ ǇǊƻōƛƴƎ 

questions. I ask them what ǘƘŜƛǊ ŎŀǊŜŜǊ Ǝƻŀƭǎ ŀǊŜΣ L ŀǎƪ ǘƘŜƳ ǿƘȅ ǘƘŜȅΩǊŜ ǘƘƛƴƪƛƴƎ ǘƘŀǘ 

dual-credit is 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 interested in talking about 

dual-credit. 

Others mentioned that they only became involved in the selection of students if they were 

freshmen or sophomores, largely to help ensure the students were academically and socially 

prepared to meet the demands and expectations of college-level course work. As one of these 

advisors explained: 

For [ninth and] 10th graders who are trying to enter dual-ŎǊŜŘƛǘΧΦ ²Ŝ Řƻ ƘŀǾŜ ŀ ǇǊƻŎŜǎǎ 

in place where I do individual assessment of their attendance records or discipline 

records, their TSI scores, their high school transcripts, letters of recommendation to let 

ǘƘŜƳ ƛƴǘƻ ǘƘŜ ǇǊƻƎǊŀƳΦ WǳƴƛƻǊǎ ŀƴŘ ǎŜƴƛƻǊǎΣ ǘƘŜȅΩǊŜ Ƨǳǎǘ ƳŜŜǘƛƴƎ ǘƘŜ ƎŜƴŜǊŀƭ ŀŘƳƛǎǎƛƻƴ 

requirements for the college and they come in, but for our freshmen and sophomores, 

there is a more hands-on direct advising experience. 

College advisors also described becoming more directly involved in the advising process when 

students were not performing well in their classes or there were concerns about attendance, 

although their involvement remained primarily with the high school counselor. In these cases, 

college advisor reported the concerns to the high school counselor who then took the lead on 
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ƛƴǘŜǊǾŜƴƛƴƎ ǿƛǘƘ ǘƘŜ ǎǘǳŘŜƴǘΦ hƴŜ ƘƛƎƘ ǎŎƘƻƻƭ ŎƻǳƴǎŜƭƻǊ ǊŜǇƻǊǘŜŘΣ άώ¢ƘŜ ŎƻƭƭŜƎŜ ŀŘǾƛǎƻǊǎϐ ǘŜƭƭ 

us if a student is not doing very well in class. 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 

ǘƘŀǘΣ ƛŦ ǘƘŜȅΩǊŜ ƴƻǘ ŘƻƛƴƎ ǿŜƭƭΦέ  

About one quarter of the college advisors and high school counselors described 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 communications to make decisions about 

Ƙƻǿ ǘƻ ƎǳƛŘŜ ǎǘǳŘŜƴǘǎΩ Řǳŀƭ-credit course selections. One of the high school counselors 

ŘŜǎŎǊƛōƛƴƎ ǘƘŜ ŀŘǾƛǎƛƴƎ ǇǊƻŎŜǎǎ ŀǎ άǎƘŀǊŜŘέ ǎǘŀǘŜŘΣ  

ώ/ƻƭƭŜƎŜ ŀŘǾƛǎƻǊǎϐ ƳŜŜǘ ǿƛǘƘ ǳǎ ǘǿƛŎŜ ŀ ȅŜŀǊΧL [first] meet with kids and advise them 

ōŀǎŜŘ ƻƴ ǿƘŀǘ ǇŀǘƘǿŀȅ ǘƘŀǘ ǘƘŜȅΩǊŜ ƻƴ [and] what class they should take. Then [the 

students] meet with a [college] advisor as well, and the [advisors] will either agree with 

ƳŜ ƻǊ ǘƘŜȅΩŘ ǊŜŎƻƳƳŜƴŘ ǘƘŜƳ ǘŀƪƛƴƎ ǎƻƳŜǘƘƛƴƎ ŜƭǎŜ ōŀǎŜŘ ƻƴ ǿhere they want to go 

ǘƻ ǎŎƘƻƻƭΧand what they want to study.  

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 school 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 involvement. 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 officesτone at the college and one in the high school. This arrangement led to the 

college advisor and high school counselor working in tandem to counsel students into dual-

credit and dual-ŎǊŜŘƛǘ ŎƻǳǊǎŜǎΦ ¢ƘŜ ƘƛƎƘ ǎŎƘƻƻƭ ŎƻǳƴǎŜƭƻǊ ǿŜƴǘ ƻƴ ǘƻ ŜȄǇƭŀƛƴΣ άώǎƘŜϐ ŀƴŘ L ǿƻǊƪ 

ǾŜǊȅ ŎƭƻǎŜƭȅΧǎƘŜ ŀǎǎƛǎǘǎ ƛƴ ŀƭƭ ƻŦ ǘƘŜ ŀŘǾƛǎƛƴƎ ǎƻ ώǎƘŜϐ ŀƴŘ L will meet with [students] together so 

ǘƘŜȅ ƘŜŀǊ ǘƘŜ ǎŀƳŜ ǘƘƛƴƎ ŦǊƻƳ ōƻǘƘ ƻŦ ǳǎΦέ {ƛƳƛƭŀǊƭȅΣ ŀƴƻǘƘŜǊ ǇŀǊǘƴŜǊǎƘƛǇ ƘŀŘ ŜǎǘŀōƭƛǎƘŜŘ ŀƴ 

advising structure where the college advisors had a dedicated high school counselor contact for 

CTE dual-credit and one for academic dual-ŎǊŜŘƛǘΦ ¢ƘŜ /¢9 ŎƻǳƴǎŜƭƻǊΩǎ ƻŦŦƛŎŜ ǿŀǎ ƻƴ ǘƘŜ ŎƻƭƭŜƎŜ 

ŎŀƳǇǳǎΣ ǿƘƛŎƘ άƻŦŦŜǊǎ ŀ ƭƻǘ ƻŦ ŎƻƴǾŜƴƛŜƴŎŜΣέ ŀŎŎƻǊŘƛƴƎ ǘƻ ǘƘŜ ŎƻƭƭŜƎŜ ŀŘǾƛǎƻǊΤ ŀƴŘ ƻƴ ǘƘŜ 

academic side, the college advisor reported having face-to-face meetings with the high school 

counselor 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 maintained an open-door 

policy with dual-credit students. High school counselors referred students to the college 

ŀŘǾƛǎƻǊǎ ƛŦ ǘƘŜǊŜ ǿŜǊŜ ŀƴȅ ǉǳŜǎǘƛƻƴǎ ƻǊ ǇŀǊŜƴǘ ŎƻƴŎŜǊƴǎ ǊŜƭŀǘŜŘ ǘƻ ŀ ǎǘǳŘŜƴǘΩǎ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ƛƴ 

dual-credit programs. 

This more infrequent shared approach to advising dual-credit 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, high school counselors and college advisors described close working 

relationships, most commonly to coordinate school visits and dual-credit information 

sessions, registering students, and course scheduling.  

All of the high school counselors and college advisors in the study described coordinating dual-

ŎǊŜŘƛǘ ŀŎǘƛǾƛǘƛŜǎ ǿƛǘƘ ǘƘŜƛǊ ǇŀǊǘƴŜǊǎΦ ¢ƘŜȅ ǇǊƛƳŀǊƛƭȅ ŎƻƻǊŘƛƴŀǘŜŘ ŜŦŦƻǊǘǎ ǊŜƭŀǘŜŘ ǘƻ ǎǘǳŘŜƴǘǎΩ 

application materials, registration, course scheduling, and transcripts and grades. They also 

reported coordinating joint dual-credit 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 

ƳŀǘŜǊƛŀƭǎ ǘƻ ƘŜƭǇ ŎƻǳƴǎŜƭ ǎǘǳŘŜƴǘǎ ƛƴǘƻ ŎŜǊǘŀƛƴ ŎƻǳǊǎŜǎ ƻǊ ǘƻ ƘŜƭǇ ƳƻƴƛǘƻǊ ŀƴŘ ǘǊŀŎƪ ǎǘǳŘŜƴǘǎΩ 

progress toward meeting tƘŜƛǊ ƘƛƎƘ ǎŎƘƻƻƭ ƎǊŀŘǳŀǘƛƻƴ ǊŜǉǳƛǊŜƳŜƴǘǎ ƻǊ ŀƴ ŀǎǎƻŎƛŀǘŜΩǎ ŘŜƎǊŜŜΦ 

For example, high school counselors typically developed a course crosswalk to share with 

advisors so they could see how the dual-credit courses mapped to high school graduation 

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

ŀŎŀŘŜƳƛŎ ŎŀǘŀƭƻƎ άǎƻ ǘƘŀǘ ǘƘŜȅΩǊŜ ŦŀƳƛƭƛŀǊ ǿƛǘƘ ŀƴȅ ŎƘŀƴƎŜǎ ƛƴ ƻǳǊ ŘŜƎǊŜŜ ǊŜǉǳƛǊŜƳŜƴǘǎ ŀƴŘ 

they can also look at course descriptions to determine if they can crosswalk certain classes. We 

also sometimes provide them with the ǎȅƭƭŀōǳǎ ŦƻǊ ŘƛŦŦŜǊŜƴǘ ŎƻǳǊǎŜǎ ƛŦ ǘƘŜȅΩǊŜ ƴŜŜŘƛƴƎ ǘƻ 

compare student learning outcomes again to determine ƛŦ ǘƘŜȅ Ŏŀƴ ŎǊƻǎǎǿŀƭƪ ŎƭŀǎǎŜǎΦέ  

In a few cases, advisors and counselors worked more closely together to decide which classes 

would be offered as dual-credit 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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the dual-ŎǊŜŘƛǘ ŎƻǳǊǎŜ ƎǳƛŘŜōƻƻƪ ŀƴŘ ŀ άŎƘƻƛŎŜ ǎƘŜŜǘέ ŦƻǊ ǎǘǳŘŜƴǘǎ ǘƘŀǘ ǿƻǳƭŘ ƻǳǘƭƛƴŜ ǘƘŜ 

classes available for the fall semester. 

Nearly all advisors and counselors reported being in regular, if not constant, e-mail or phone 

communication as advising questions, concerns, or other issues arose. They described open 

lines of communication to check in on how students were doing in dual-credit courses, ask 

questions about credit-transfer or course credit toward degree, relay questions from parents, 

provide updates on new initiatives or policies, or to share scholarship and financial support 

opportunities for dual-credit students. Some partners held more formal check-in meetings 

throughout the year to review procedures and troubleshoot any concerns. One college advisor 

reported holding counselor meetings with the high school every fall and spring semester 

ǿƘŜǊŜ ǿŜΩƭƭ Ǝƻ ƻǾŜǊ ŀƭƭ ƻŦ ǘƘŜ ƎŜƴŜǊŀƭ ƘƻǳǎŜƪŜŜǇƛƴƎ ƛǘŜƳǎΣ ŀƴȅ ŎƻƴŎŜǊƴǎ ǘƘŀǘ ŀǊŜ ŎƻƳƛƴƎ 

up. We do this in group sessions and then I am out visiting face-to-face, at least a few 

times a semester, to talk to 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 and e-mail, sometimes on a daily basis. 

Another counselor described visiting the high school at least two or three times a semester to 

have direct contact with the dual-credit 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. 

/ƭƻǎŜ ǇǊƻȄƛƳƛǘȅ ǘƻ ƻƴŜΩǎ ǇŀǊǘƴŜǊ ǿŀǎ ǇŜǊŎŜƛǾŜŘ ŀǎ ŦƻǎǘŜǊƛƴƎ effective coordination.  

!ƭǘƘƻǳƎƘ ōŜƛƴƎ ŦŀǊ ŀǿŀȅ ŦǊƻƳ ƻƴŜΩǎ ǇŀǊǘƴŜǊ ǿŀǎ ƴƻǘ ǊŜǇƻǊǘŜŘ ŀǎ ŀ ƳŀƧƻǊ ōŀǊǊƛŜǊ ǘƻ ŎƻƻǊŘƛƴŀǘƛƻƴΣ 

the college advisors and high school counselors that were in close proximity to one another 

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

ŀŘǾƛǎƻǊ ǎǘŀǘŜŘΣ ά/ƻƴǾŜǊǎŀǘƛƻƴǎ ŀƴŘ Ŝ-Ƴŀƛƭǎ ŀǊŜ ƎǊŜŀǘΣ ōǳǘ ǿƘŜƴ ȅƻǳΩǊŜ ŀōƭŜ ǘƻ ǎit down with 

ǎƻƳŜōƻŘȅ ŀƴŘ Ƨǳǎǘ ŘŜŜǇŜƴ ǿƘŀǘΩǎ ŀƭǊŜŀŘȅ ǘƘŜǊŜΣ ǘƘŜǊŜΩǎ ōŜƴŜŦƛǘǎ ǘƻ ǘƘŀǘΦέ aŀƴȅ ƻǘƘŜǊǎ ǘŀƭƪŜŘ 

ŀōƻǳǘ Ƙƻǿ ǾŀƭǳŀōƭŜ ƛǘ ǿŀǎ ŦƻǊ ǘƘŜ ǇŀǊǘƴŜǊǎ ǘƻ ōŜ άŀ ŦŀƳƛƭƛŀǊ ŦŀŎŜέ ŀƳƻƴƎ ǎǘǳŘŜƴǘǎ ŀƴŘ ŦƻǊ ōƻǘƘ 

sides to have a firsthand knowledge of their respective campus cultures, students, staff, and 

procedures. The opportunity for students to visit and spend time on the college campus was also 

ǎŜŜƴ ŀǎ ƘŜƭǇƛƴƎ ŜŀǎŜ ǎǘǳŘŜƴǘǎΩ ǘǊŀƴǎƛǘƛƻƴ ƛƴǘƻ Řǳŀƭ ŎǊŜŘƛǘΣ ƛƴŎƭǳŘƛƴƎ ǘƘŜƛǊ ŀōƛƭƛǘȅ ǘƻ ŀŘŀǇǘ ǘƻ ǘƘŜ 

college environment and raise their comfort level with being on a college campus.  
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Course-Taking Considerations 

{ǘǳŘŜƴǘǎΩ ǇƻǎǘǎŜŎƻƴŘŀǊȅ Ǉƭŀƴǎ and likelihood of credit transfer were most commonly 

considered in advising students into dual-credit courses; high school counselors also 

ŦǊŜǉǳŜƴǘƭȅ ǊŜǇƻǊǘŜŘ ŎƻƴǎƛŘŜǊƛƴƎ ǎǘǳŘŜƴǘǎΩ ƎǊŀŘŜ ƭŜǾŜƭ ŀƴŘ ƘƛƎƘ ǎŎƘƻƻƭ ƎǊŀŘǳŀǘƛƻƴ 

requirements. 

Postsecondary plans and credit transfer. Regardless of the extent of their involvement in 

advising students, nearly all of the counselors and advisors emphasized the importance of 

ǎǘǳŘŜƴǘǎΩ ǇƻǎǘǎŜŎƻƴŘŀǊȅ ǇƭŀƴǎΣ ƛƴŎƭǳŘƛƴƎ ǘƘŜƛǊ ǇƭŀƴƴŜŘ ƳŀƧƻǊ ƻǊ ŘŜǎƛǊŜŘ /¢9-degree certificate 

and where they were interested in attending college in guiding dual-credit course taking 

decisions. Respondents described how having this information allowed them to better counsel 

students into taking courses that would transfer to a specific degree plan, whether they would 

ōŜ ǎŜŜƪƛƴƎ ŀƴ ŀǎǎƻŎƛŀǘŜΩǎ ŘŜƎǊŜŜ ƻǊ ŀ ŦƻǳǊ-year degree. Many high school counselors and 

advisors expressed concern that if students were undecided in their major or uncertain about 

their post-high 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; however, for the most part students were strongly counseled to conduct their 

own research on credit transfer. For example, as one counselor described:  

²Ŝ ŘƻƴΩǘ ǎǇŜŎƛŦƛŎŀƭƭȅ ǊŜǾƛŜǿ ώŎǊŜŘƛǘ ǘǊŀƴǎŦŜǊϐ ƻǳǊǎŜƭǾŜǎΦ LǘΩǎ ƛƴŘƛŎŀǘŜŘ ǘƘŀǘ ǘƘŜ ǎǘǳŘŜƴǘǎ 

need a little bit of legwork to go along with that. We talk about certain courses and how 

they transfer. As an example, political science, health, those can transfer to different 

ƛƴǎǘƛǘǳǘƛƻƴǎ ǿƛǘƘƛƴ ǘƘŜ ǎǘŀǘŜ ƻŦ ¢ŜȄŀǎΦ ²Ŝ ǘŀƭƪ ŀōƻǳǘ ǘƘŜ ŎƻƳƳƻƴ ŎƻǊŜΩǎ ƴǳƳōŜǊƛƴƎ 

system to look 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 advisors taking 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 advisors, however, took a more active role in confirming credit-transfer 

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 directly off ŎƻƭƭŜƎŜ ǿŜōǎƛǘŜǎ ŦƻǊ ǎǘǳŘŜƴǘǎ ǘƻ άmake sure that any class 

ǘƘŀǘ ǘƘŜȅΩǊŜ ƛƴǘŜǊŜǎǘŜŘ ƛƴ ƛǎ ǎƻƳŜǘƘƛƴƎ ǘƘŀǘ ǿƛƭƭ ōŜΣ ƻƴŜΣ ōŜ ǇŀǊǘ ƻŦ ǘƘeir degree plan and two, 

be somethinƎ ǘƘŀǘΩǎ ŎƻƳƳƻƴƭȅ ǘǊŀƴǎŦŜǊŀōƭŜΦέ hƴŜ ƘƛƎƘ ǎŎƘƻƻƭ ǳǎŜŘ a specific program called 

Naviance8 with students. The program offers an online career interest survey and, according to 

ǘƘŜ ƘƛƎƘ ǎŎƘƻƻƭ ŎƻǳƴǎŜƭƻǊΣ άǘƘey match that career interest to a college major at a particular 

university, and this program automatically pulls up a degree plan, courses that they would need 

to takŜ ǘƻ ƎǊŀŘǳŀǘŜ ǿƛǘƘ ǘƘŀǘ ŘŜƎǊŜŜΧΦ We can match their dual-ŎǊŜŘƛǘ ǘƻ ǘƘƻǎŜ ŎƻǳǊǎŜǎΦέ !ǘ ǘƘŜ 

same time, thiǎ ŎƻǳƴǎŜƭƻǊ ǎǘƛƭƭ ŜƳǇƘŀǎƛȊŜŘΣ άLΩƳ ǾŜǊȅ ŎŀǊŜŦǳƭ ǘƻ ǘŜƭƭ ǘƘŜƳ ǘƘŀǘ ǳƴǘƛƭ ǘƘŜȅ ƳŜŜǘ 

with their college advisor at that freshmen orientation, ȅƻǳ ǊŜŀƭƭȅ ŘƻƴΩǘ ƪƴƻǿ ŜȄŀŎǘƭȅ ǿƘŀǘ ƛǎ 

ƎƻƛƴƎ ǘƻ ōŜ ŀŎŎŜǇǘŜŘ ŀƴŘ ǿƘŀǘΩǎ ƴƻǘΦέ 

High school graduation requirements. High school counselors also frequently reported 

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

students into dual-credit courses. They indicated that a critical part of their role was ensuring 

that students were enrolling in dual-credit courses that were crosswalked to high school 

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

ŎƻǳƴǎŜƭƻǊ ŜȄǇƭŀƛƴŜŘΣ άLf the student is a sophomore, for example, U.S. history is part of the 10th 

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

take at the high school level for the equivalent dual-credit class.έ {ƻƳŜ ŎƻƭƭŜƎŜ ŀŘǾƛǎƻǊǎ ŀƭǎƻ 

reported considering high school graduation requirements, but largely relied on the high school 

ŎƻǳƴǎŜƭƻǊǎ ǘƻ ƳƻƴƛǘƻǊ ǎǘǳŘŜƴǘǎΩ ǇǊƻƎǊŜǎǎ ƛƴ ǎŀǘƛǎŦȅƛƴƎ ǘƘƻǎŜ ǊŜǉǳƛǊŜƳŜƴǘǎΦ  

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

dual credit in addition to academic dual credit, described a higher 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 them iƴǘƻ ŎƻǳǊǎŜǎ ǘƘŀǘ ƳŀǇǇŜŘ ǘƻ ŜŀǊƴƛƴƎ ŀƴ ŀǎǎƻŎƛŀǘŜΩǎ 

degree or a certificate in a certain field. As one counselor put it, ά²Ŝ ŘƻƴΩǘ ƳŀƴŘŀǘŜ Ƨǳǎǘ ŀ 

menu of classes, complete menu for everyone. We individualize it. So students sign up for 

classes then they have a three-to-four-ǿŜŜƪ ǿƘŜǊŜ ǿŜΩǊŜ ŀŎǘǳŀƭƭȅ ƳŀƪƛƴƎ Ŏƭŀǎǎ ƻǇǘƛƻƴ ŎƘŀƴƎŜǎ, 

and we discuss with them if they have questions about why they should choose dual-credit over 

ŀ ǊŜƎǳƭŀǊ !t Ŏƭŀǎǎ ƻǊ ǾƛŎŜ ǾŜǊǎŀΦέ  

                                                      
8 https://www.naviance.com/ 

https://www.naviance.com/
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Grade level. Counselors and advisors frequently indicaǘŜŘ ǘƘŀǘ ǎǘǳŘŜƴǘǎΩ ƎǊŀŘŜ ƭŜǾŜƭ ŜƛǘƘŜǊ 

dictated or strongly informed which courses they guided students into. In many cases, grade 

ǿŀǎ ǳǎŜŘ ŀǎ ŀ ǎƻǊǘ ƻŦ ǇǊƻȄȅ ŦƻǊ ŘŜǘŜǊƳƛƴƛƴƎ ǎǘǳŘŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ǊŜŀŘƛƴŜǎǎ ŦƻǊ ŎŜǊǘŀƛƴ ŎƻǳǊǎŜǎΣ 

their maturity or preparation for the rigors and expectations of particular dual-credit courses. 

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

allowed to participate in dual-credit 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 

ninth and 10th ƎǊŀŘŜǊǎ ōŜŎŀǳǎŜ ǘƘŜȅ ǿŜǊŜ ƛƴ ǎƘŜƭǘŜǊŜŘ ŎƭŀǎǎŜǎ άǘƘŀǘ ŀǊŜ ōŀǎƛŎŀƭƭȅ ǇƛŎƪŜŘ ŦƻǊ 

ǘƘŜƳΦέ hǘƘŜǊǎ ƴƻǘŜŘ ǘƘŀǘ freshmen pursuing dual-credit education were automatically placed 

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

structure and expectations of dual credit.  

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

how grade level was uǎŜŘ ǘƻ ǇƭŀŎŜ ǎǘǳŘŜƴǘǎ ƛƴǘƻ ŎƻǳǊǎŜǎ ǘƘŀǘ ǘƘŜȅ ōŜƭƛŜǾŜŘ ǿƻǳƭŘ άŜŀǎŜέ ǘƘŜƛǊ 

transition into dual-credit education or against specific courses that may be available for them 

ǘƻ ǘŀƪŜΦ !ǎ ƻƴŜ ǊŜǎǇƻƴŘŜƴǘ ǎǘŀǘŜŘΣ άI would never let a freshman take an economics course or a 

ǇǎȅŎƘƻƭƻƎȅ ŎƻǳǊǎŜΦ L ǇǊƻōŀōƭȅ ǿƻǳƭŘƴΩǘ ŜǾŜƴ ƭŜǘ ŀ ǎƻǇƘƻƳƻǊŜ ǘŀƪŜ ŀ ǇǎȅŎƘƻƭƻƎȅ ŎƻǳǊǎŜ Ƨǳǎǘ 

because of the demand, and the rigor, and just the content of the subject.έ Another counselor 

ǎǘŀǘŜŘΣ άWe want to make sure that we get the students in the correct courses and if they can 

handle the course load along with being a high school student and whatever else activities 

ǘƘŜȅΩǊŜ ŜƴǊƻƭƭŜŘ ƛƴΦ We generally give them the eŀǎƛŜǊ ŎƭŀǎǎŜǎ ŀǘ ŦƛǊǎǘ ǎŜƳŜǎǘŜǊΧand see how 

they do with it. That way, we can always [recover] their creŘƛǘ ƛŦ ǎƻƳŜǘƘƛƴƎ ǿŜǊŜ ǘƻ ƘŀǇǇŜƴΦέ 

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 learning environments 

One counselor working with CTE dual-credit students also indicated new CTE dual-credit 

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

an overview of the four CTE dual-credit programs available to students. 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 other fields, such as air conditioning and electrical and 

machine maintenance. Another counselor reported counseling younger students into the 

ƎŜƴŜǊŀƭ ŎƻǊŜ ŎƭŀǎǎŜǎ ōŜŎŀǳǎŜ άǘƘŜȅ ŀǊŜƴΩǘ ǊŜŀŘȅ ǘƻ ŘŜŎƭŀǊŜ ŀ ƳŀƧƻǊέ ŀƴŘ ǘƻ ǎǘŀǊǘ ƳŀǇǇƛƴƎ ǘƘŜƛǊ 

dual-credit courses to a specific degree track. 
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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 

ŘŜǎŎǊƛōŜŘΣ άƎǊŀŘŜ ƭŜǾŜƭ plays a big role, not so much with their first 6 to 12 hours. Because a lot 

ƻŦ ǎǘǳŘŜƴǘǎΣ ǘƘŜȅΩǊŜ ƎƻƛƴƎ ǘƻ ǘŀƪŜ ǘƘŜ ŦƛǊǎǘ ǘǿƻ history and the first two English, which is pretty 

ƳǳŎƘ ōŀǎƛŎ ŦƻǊ ŜǾŜǊȅōƻŘȅΧ.ǳǘ ƻƴŎŜ ǿŜ ƎŜǘ Ǉŀǎǘ ф ǘƻ мн ƘƻǳǊǎΣ ŀƎŀƛƴ ǘƘŜƴ ǿŜΩǊŜ ƎƻƛƴƎ ǘƻ ǎǘŀǊǘ 

being a little more careful because we may do government, [but] not do Texas government [if] 

ǘƘŜȅΩǊŜ ƎƻƛƴƎ ƻǳǘ ƻŦ ǎǘŀǘŜΦέ hǘƘŜǊǎ ƴƻǘŜŘ ǘƘŀǘ ǘƘŜȅ ŀŘǾƛǎŜŘ ƧǳƴƛƻǊǎ ŀƴŘ ǎŜƴƛƻǊǎ ŘƛŦŦŜǊŜƴǘƭȅ ǘƘŀƴ 

younger students because of the greater number of courses available to juniors and seniors 

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

less frequently considered factors were ǎǘǳŘŜƴǘǎΩ academic performance in prior dual-credit 

courses and course load and extracurricular activities. 

{ǘǳŘŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ǇŜǊŦƻǊƳŀƴŎŜ ƛƴ ǇǊŜǾƛƻǳǎ Řǳŀƭ-credit courses was raised as a key 

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 allow dual-credit students 

to take certain classes or continue in dual-credit programs if they were performing poorly. For 

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

if they did not make a C or higher in one of the discipline-specific 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 graduation. Similarly, a college 

advisor ŦƻǊ ŀƴƻǘƘŜǊ ǇŀǊǘƴŜǊǎƘƛǇ ǊŜǇƻǊǘŜŘ ǘƘŀǘΣ ŦƻǊ ǎǘǊǳƎƎƭƛƴƎ ǎǘǳŘŜƴǘǎΣ ά²e might have a 

conversation with them about maybe transitioning to more of a general studies track where 

ǘƘŜȅ ǿƻǳƭŘ ǎǘƛƭƭ ŎƻƳǇƭŜǘŜ ǘƘŜ ŀǎǎƻŎƛŀǘŜΩǎ ŘŜƎǊŜŜ ŀƴŘ ǘƘŜ ŎƻǊŜ ŎǳǊǊƛŎǳƭǳƳ, but maybe not 

necessarily that life science or mathematics major with us.έ 

hǘƘŜǊǎ ǊŜǇƻǊǘŜŘ ǘƘŀǘ ǘƘŜȅ ǊŜǾƛŜǿŜŘ ǎǘǳŘŜƴǘǎΩ ǇŜǊŦƻǊƳŀƴŎŜ ƛƴ Řǳŀƭ-credit classes to determine 

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 high school campus.  
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Advising Challenges  

High school counselors and college advisors described challenges related to high 

ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ŀƴŘ ŜƳƻǘƛƻƴŀƭ ǊŜŀŘiness for dual-credit education, the 

latitude given to students in dual-credit course selection, and 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 into dual-credit education or into specific dual-credit courses, 

ŘŜǎŎǊƛōƛƴƎ ǎƻƳŜ ŀǎ ǊŜƭŀǘƛǾŜƭȅ ƳƛƴƻǊ ŀƴŘ ƻǘƘŜǊǎ ŀǎ ƳƻǊŜ ǇǊƻōƭŜƳŀǘƛŎΦ !ŘŘǊŜǎǎƛƴƎ ǎǘǳŘŜƴǘǎΩ 

academic and emotional readiness for dual-credit education was the most frequently shared 

challenge, particularly among high school counselors. Approximately half of the high school 

counselors and about one third of the college advisors reported this challenge, but experienced 

it in different ways. Some, for example, experienced this type of challenge primarily during the 

registration process. Counselors and advisors described having to constantly remind students 

and parents to complete and submit their dual-credit paperwork in time and attributed this 

challenge with parents and students failing to understand the more rigid structure and 

requirements of 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 responsibility off of the students and puts it back on me. I think the 

students lose thoseτǘƘŜȅ ƭƻǎŜ ǘƘŀǘ ŜȄǇŜǊƛŜƴŎŜ ƻŦ ǘƘŜƛǊ ŎƻƭƭŜƎŜ ōŜŎŀǳǎŜ ƛǘΩǎ ǎǘƛƭƭ ŀƭƭ ōŜƛƴƎ 

done for them just like we do for high schoolΧǘƘŜȅΩǊŜ ƳƛǎǎƛƴƎ ƻǳǘ ƻƴ ǘƘŀǘ ŎƻƭƭŜƎŜ 

experience of you have a deadline, you have to get in there and choose your class, and 

ƎŜǘ ȅƻǳǊǎŜƭŦ ǊŜƎƛǎǘŜǊŜŘ ŦƻǊ ƛǘΦέ 

Many others reported that it was difficult to effectively communicate to parents and students 

the importance of emotional maturity and the ability of students to responsibly 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 the results of the previous Phase I study of dual-credit education 

in Texas (Miller et al., 2017), which also highlighted some concerns among community college 

respondents about the undue pressures placed on students to enroll in dual credit even if it 

might not be for the best for the student, especially for students who may need time to further 

develop their sense of responsibility and maturity (Miller et al., 2017).  
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According to counselors and advisors, feeding into this challenge was the various factors that 

push students into dual-credit education even if it is not the best fit. These factors included 

parental pressure, the weighting of dual-credit courses with respect to class rank and GPA, and 

ǎǘǳŘŜƴǘǎΩ ŦŜŜƭƛƴƎ ŎƻƳǇŜƭƭŜŘ ōŜŎŀǳǎŜ ǘƘŜƛǊ ǇŜŜǊǎ ǿŜǊŜ ŜƴǊƻƭƭƛƴƎΦ hƴŜ ŎƻƭƭŜƎŜ ŀŘǾƛǎor noted, for 

ŜȄŀƳǇƭŜΣ άǎǘǳŘŜƴǘǎ ƎŜǘ Ǉƻƛƴǘǎ ǘƻǿŀǊŘ ǘƘŜƛǊ Ŏƭŀǎǎ ǊŀƴƪƛƴƎ ƻǊ ǘƘŜȅΩǊŜ ŘƛǎǘƛƴƎǳƛǎƘŜŘ ōŜƛƴƎ ǘƻǿŀǊŘǎ 

valedictorian, salutatorian by taking these dual-credit classes. The more they have, I guess the 

ōŜǘǘŜǊ ǘƘŜ Ǉƻƛƴǘǎ ŀǊŜ ŀƴŘ ǎƻ ǘƘŜȅΩǊŜ ŎƻƴŎŜǊƴŜŘ ǿƛth being top in their class.έ A high school 

counselor also reported, 

I think that students and their parents are really very interested in dual ŎǊŜŘƛǘΦ LǘΩǎ ōŜŜƴ 

sold to them as a cost-ŜŦŦŜŎǘƛǾŜ ƳŜŀǎǳǊŜ ǘƻ ƘŜƭǇ ǘƘŜƳ Ǉŀȅ ŦƻǊ ǘƘŜƛǊ ŎƻƭƭŜƎŜΣ ōǳǘ L ŘƻƴΩǘ 

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, that as found in the Phase I study, the majority of the 

ǊŜǎǇƻƴŘŜƴǘǎ ƛƴ ǘƘƛǎ ǎǘǳŘȅ ŘƛŘ ƴƻǘ ŜȄǇƭƛŎƛǘƭȅ ƳŜƴǘƛƻƴ ǎǘǳŘŜƴǘǎΩ ǳƴŘŜǊǇǊŜǇŀǊŜŘƴŜǎǎ ƻǊ ƛƳƳŀǘǳǊƛǘȅ 

as a challenge, suggesting that most high school counselors and college advisors believe that 

the majority of high school students participating in dual-credit programs are meeting college-

level course expectations. 

Nearly one quarter of both high school counselors and college advisors indicated that the sheer 

number of dual-credit courses available to their students to choose from challenged their 

abilities to guide students into efficient course-taking pathways. These counselors and advisors 

were working under partnerships that placed few limits on dual-credit course offerings and the 

number of courses students were allowed to take. These respondents suggested that this 

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

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

instances where high schools wanted to offer more elective-ǘȅǇŜ ŎƭŀǎǎŜǎ ǎǳŎƘ ŀǎ άtwo or three 

classes in mathematics or 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 so they offer 

them.έ hƴŜ ŎƻƭƭŜƎŜ ŀŘǾƛǎƻǊ ƴƻǘŜŘ ŀǎ ŀƴƻǘƘŜǊ ŜȄŀƳǇƭŜΣ  

ώ¢ƘŜ ƘƛƎƘ ǎŎƘƻƻƭϐ ƘŀŘ ŀ ƘŀƴŘŦǳƭ ƻŦ ǎǘǳŘŜƴǘǎ ǿƘƻ ŦƛƴƛǎƘŜŘ ǘƘŜƛǊ ŀǎǎƻŎƛŀǘŜΩǎ ŘŜƎǊŜŜ ŀǘ ǘƘŜ 

same time they graduate from high school, and when you look at their degree plan and 

the course selections tƘŀǘ ǘƘŜȅΩǾŜ ǘŀƪŜƴΣ ǘƘŜƛǊ ŜƭŜŎǘƛǾŜǎ ŀǊŜ ŀƭƭ ƻǾŜǊ ǘƘŜ ǇƭŀŎŜΦ LǘΩǎ ŀƴ ŀǊǘ 

ŀǇǇǊŜŎƛŀǘƛƻƴΣ ƛǘΩǎ ŀ ƳǳǎƛŎ ŀǇǇǊŜŎƛŀǘƛƻƴΣ ƛǘΩǎ ŀ ǘƘŜŀǘǊŜ ŎƭŀǎǎΦ ¢ƘŜȅ ŘƻƴΩǘ Ŧƛǘ ǿƛǘƘƛƴ a one-

degree plan that a four-year 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 

ǘƘŜȅΩǊŜ ƎƻƛƴƎ ǘƻ ǘǊŀƴǎŦŜǊ ǘƻΣ ǘƘŜƛǊ ŦƻǳǊ-year institution is going to utilize some of those 

ŎǊŜŘƛǘǎΣ ōǳǘ ǘƘŜȅΩǊŜ ƴƻǘ ƎƻƛƴƎ ǘƻ ōŜ ŀōƭŜ ǘƻ ǳǘƛƭƛȊŜ ŀƭƭ ƻŦ ǘƘƻǎŜ ŎǊŜŘƛǘǎΦ 

The third 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. Respondents 

cited various reasons for these time constraints, but frequently reported that the logistics of 

registering dual-credit students, monitoring and tracking student progress, and coordinating 

activities with their dual-credit partners were very time consuming. In some cases, counselors 

or advisors did not just focus on dual-credit students, so they had to balance their dual-credit 

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

serving large numbers of students and in schools where the dual-credit student population had 

grown in recent years. !ǎ ƻƴŜ ƘƛƎƘ ǎŎƘƻƻƭ ŎƻǳƴǎŜƭƻǊ ǊŜǇƻǊǘŜŘΣ ά²ŜΩǾŜ ƎǊƻǿƴ ŦǊƻƳ ǎŜǾŜƴ Řǳŀƭ-

credit graduates to 90 last year. We forecast to go over 100 this year. I think as we grow, the 

resources ǘƘŀǘ ŀǊŜ ŀǾŀƛƭŀōƭŜ ƴƻǿΣ ǿŜ Ƴŀȅ ƴŜŜŘ ǘƻ ŎƘŀƴƎŜ ōŜŎŀǳǎŜ ǿŜΩǊŜ ƴƻǘ ŀŘǾƛǎƛƴƎ нл 

students in dual ŎǊŜŘƛǘ ŀƴȅƳƻǊŜΦ ²ŜΩǊŜ ŀŘǾƛǎƛƴƎ ƻǾŜǊ рлл ƻǊ ŎƭƻǎŜ ǘƻ ƛǘΦέ Other counselors 

serving large numbers of students frequently indicated that it was nt possible to meet 

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

although they perceived that students could benefit from more independent counseling 

sessions. This issue of time has been raised in previous research on dual-credit education and 

similarly found that high school counselors perceived the work of managing dual-credit 

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

finding instructors, monitoring financial aid opportunities, and tracking grades, as a full-time 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 scheduling and 

coordinating dual-ŎǊŜŘƛǘ ŎƻǳǊǎŜǎ ǿƛǘƘ ƘƛƎƘ ǎŎƘƻƻƭǎΩ ŎŀƭŜƴŘŀǊǎ ǿŀǎ ƻƴŜΦ ¢Ƙƛǎ ǊŜǇƻǊǘŜŘ ŎƘŀƭƭŜƴƎŜ 

is consistent with the Phase I study finding that community college dual-credit coordinators 

encountered challenges related to the differences in the way colleges 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 was rural.  
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Suggestions to Improve Student Advising 

According to respondents, greater clarity on credit-transfer policies, early advising, 

more college-advisor involvement, and robust training could improve student 

advising. 

Greater clarity on credit transfer policies. Nearly half of the high school counselors and about 

one quarter of the college advisors sought more guidance and clarity on credit-transfer policies. 

Although these respondents reported having sources they could turn to for this information, 

primarily college websites and the Texas course numbering 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 to navigate and sometimes 

not up to date. Others noted that while many of the dual-credit courses often transferred, they 

transferred only as electives and not to specific degree tracks, so more degree-specific 

crossover documents are needed. One high school counselor, for example, stated,  

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

ŎǳǊǊƛŎǳƭǳƳΣ άIŜǊŜ ŀǊŜ ǘƘŜ ŎƻǳǊǎŜǎ ȅƻǳΩǊŜ ƎƻƛƴƎ ǘƻ ǘŀƪŜΦ LŦ ȅƻǳΩǊŜ ƎƻƛƴƎ ǘƻ ƳŀƧƻǊ ƛƴ 

aǊŎƘƛǘŜŎǘǳǊŜΣ ƘŜǊŜΩǎ ŀ ǇƭŀƴΦ IŜǊŜΩǎ ȅƻǳǊ ŎƻǳǊǎŜ ŘŜǎŎǊƛǇǘƛƻƴǎ ŀƴŘ ȅƻǳǊ ǇƭŀƴǎΦέ L ǿŀƴǘ ǘƻ ōŜ 

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 wanting 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 number of four-year universities were on-site to share information. Each 

university had its own station that students could visit and receive credit-transfer guide sheets 

for specific majors. A few college advisors also suggested that policies that required better 

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 advising. Approximately one quarter of high school counselors and college advisors each 

suggested a need to start advising students earlier about dual-credit education and dual-credit 

pathways into college. They indicated that students and their families would benefit from an 

introduction to dual-credit education options as early as sixth to eighth grade, depending on 

when students became eligible for dual-credit 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 strategic decisions about dual-credit education, including 

decisions about whether and when to pursue dual-credit education, and whether to take dual-

ŎǊŜŘƛǘ ƻǊ !t ŎƻǳǊǎŜǎΣ ŘŜǇŜƴŘƛƴƎ ƻƴ ǘƘŜ ǎǘǳŘŜƴǘΩǎ ƳŀǘǳǊƛǘȅ ƭŜǾŜƭΣ ŀŎŀŘŜƳƛŎ ǊŜŎƻǊŘΣ ŀƴŘ 

postsecondary plans. This need to build career exploration into early advising practices was 

particularly emphasized among respondents. Although counselors and advisors noted that they 

ŘƛŘ ƴƻǘ ǿŀƴǘ ǘƻ άǇƛƎŜƻƴ-ƘƻƭŜέ ǎǘǳŘŜƴǘǎ ƛƴǘƻ ŀ ǇŀǊǘƛŎǳƭŀǊ ƳŀƧƻǊ ƻǊ ŘŜƎǊŜŜ ǇŀǘƘΣ ǘƘŜȅ ƛƴŘƛŎŀǘŜŘ ƛǘ 

was ƛƳǇƻǊǘŀƴǘ ǘƻ άŎŀǇǘǳǊŜ ǘƘŜƳ ŜŀǊƭƛŜǊΧand talk to them more about career and what their 

Ǝƻŀƭǎ ŀǊŜ ŀŦǘŜǊ ƘƛƎƘ ǎŎƘƻƻƭΦέ !ǎ ƻƴŜ ŎƻƭƭŜƎŜ ŀŘǾƛǎƻǊ ǘƘŀǘ ǿŀǎ ǎǳǇǇƻǊǘƛƴƎ ŀƴ ƛƴƛǘƛŀǘƛǾŜ ǘƻ ǇǊƻƳƻǘŜ 

earlier advising stated, 

²ŜΩǊŜ ƴƻǘ ǘǊȅƛƴƎ ǘƻ ƳƻǾŜ ǘƘŜ ŦǊŜǎƘƳŀƴ ŀƴŘ ǎƻǇƘƻmore year of college in to the senior 

high schoolτǿŜΩǊŜ ƴƻǘ ǘǊȅƛƴƎ ǘƻ ǎƘƛŦǘ ŎƻƭƭŜƎŜ Řƻǿƴ ŀ ƎǊŀŘŜΣ ƛŦ ȅƻǳ ǿƛƭƭΣ ōǳǘ ǿƘŀǘ ǿŜ ŀǊŜ 

trying to do is get the appropriate information to students earlier so that they can make 

more important decisions about the high school plan and what courses that they 

couldτshould take for dual-ŎǊŜŘƛǘ ƛŦ ǘƘŀǘΩǎ ǿƘŀǘ ǘƘŜȅ ǿŀƴǘ ǘƻ ŘƻΦ 

hƴŜ ƘƛƎƘ ǎŎƘƻƻƭ ŎƻǳƴǎŜƭƻǊ ŘŜǎŎǊƛōŜŘ ŀ ǇƻǘŜƴǘƛŀƭƭȅ ǇǊƻƳƛǎƛƴƎ ŀǇǇǊƻŀŎƘ ǘƻ ǎǳǇǇƻǊǘƛƴƎ ǎǘǳŘŜƴǘǎΩ 

dual-credit decision making. The school required students to participate in a mentorship 

program at the end of their junior year and one at the beginning of their senior yeŀǊΣ άǎo they 

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

are interested in looking into. So, they get some practicŀƭ ŜȄǇŜǊƛŜƴŎŜ Ƨǳǎǘ ǘƻ ƘŜƭǇ ǘƘŜƳΦέ  

More college advisor involvement. Many respondents indicated an interest in having college 

ŀŘǾƛǎƻǊǎ Ǉƭŀȅ ŀ ƳƻǊŜ ŘƛǊŜŎǘ ǊƻƭŜ ƛƴ ǘƘŜ ŀŘǾƛǎƛƴƎ ǇǊƻŎŜǎǎΣ ŜƛǘƘŜǊ ǘƻ Ŧƛƭƭ ƎŀǇǎ ƛƴ ǘƘŜ ŎƻǳƴǎŜƭƻǊǎΩ 

knowledge about what courses would map to a specific degree or certificate or to bring the 

college-level presence and perspective to the conversation. One counselor described the value 

ƻŦ ƘŀǾƛƴƎ ŀ ŎƻƭƭŜƎŜ ŀŘǾƛǎƻǊ ǎǇŜŀƪ ŘƛǊŜŎǘƭȅ ǘƻ ǎǘǳŘŜƴǘǎ ǎŀȅƛƴƎΣ άώ¢ƘŜ ǎǘǳŘŜƴǘǎϐ Ƙear us tell them 

the same thing over and over, year after year, but when another outside person comes in and 

ǎƛǘǎ ǿƛǘƘ ǘƘŜƳ ŦǊƻƳ ǘƘŜ ǳƴƛǾŜǊǎƛǘȅΣ ƛǘΩǎ ǾŜǊȅ ŜȅŜ-ƻǇŜƴƛƴƎ ŦƻǊ ǘƘŜ ǎǘǳŘŜƴǘǎΦέ {ƛƳƛƭŀǊƭȅΣ ƻǘƘŜǊ 

respondents further indicated that having a college pǊŜǎŜƴŎŜ ƘŜƭǇǎ άǇǳǘ ŀ ŦŀŎŜ ǘƻ ǘƘŜ 

ǳƴƛǾŜǊǎƛǘȅΣέ ƎƛǾŜǎ ƳƻǊŜ ǿŜƛƎƘǘ ǘƻ ǘƘŜ ƎǳƛŘŀƴŎŜ ǎǘǳŘŜƴǘǎ ǊŜŎŜƛǾŜ ŀƴŘ ŀƭƭƻǿǎ ŦƻǊ ƳƻǊŜ ǎǘǊŀǘŜƎƛŎ 

and informed dual-credit advising. As one high school counselor noted when asked about 

ǎǳƎƎŜǎǘƛƻƴǎ ŦƻǊ ƛƳǇǊƻǾƛƴƎ ŀŘǾƛǎƛƴƎΥ άI would like to see more involvement from the college 

actually coming to our high school campus and sitting down with students and working with 

ǎǘǳŘŜƴǘǎ ƛƴŘŜǇŜƴŘŜƴǘƭȅΧLΩǾŜ ŀƭǿŀȅǎ ŦŜƭǘ ƭƛƪŜ ǘƘŀǘ ǊƻƭŜ ŀƴŘ ǘƘŀǘ ǊŜǎǇƻƴǎƛōƛƭƛǘȅ ǎƘƻǳƭŘ ōŜ ŎƻƳƛƴƎ 

more from the community college.έ  
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The college advisors shared this sentiment, indicating that dual-credit 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 potential or admitted dual-credit 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 and ǎǘŀǘŜŘΣ ά¢ƘŜȅΩǊŜ ǎƻ ƻǾŜǊǿƘŜƭƳŜŘ Ƨǳǎǘ ǘǊȅƛƴƎ ǘƻ Řƻ ǘƘŜ ƘƛƎƘ ǎŎƘƻƻƭ 

portion, and adding [dual-credit] ƛǎ ǇǊŜǘǘȅ ōǳǊŘŜƴǎƻƳŜΦ ²ŜΩǊŜ ǊŜŀƭƭȅ ƘƻǇƛƴƎ ǘƻ ǇǊƻǾƛŘŜ ǎƻƳŜ 

ŜȄǘǊŀ ǎǳǇǇƻǊǘ ǿƛǘƘ ƻǳǊ ŀŘǾƛǎƻǊǎ ǎƻ ǘƘŀǘ ǘƘŀǘ ǿŜƛƎƘǘ ƛǎƴΩǘ ŎƻƳǇƭŜǘŜƭȅ ƻƴ ǘƘŜƳΦέ {ƛƳƛƭŀǊƭȅΣ ǘƘŜ 

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 

ƛƳǇǊƻǾŜ ǘƘŜƛǊ ǇƻǎǘǎŜŎƻƴŘŀǊȅ ǇŀǘƘǿŀȅǎ ŀƴŘ ǎǳŎŎŜǎǎΦ {ƘŜ ƴƻǘŜŘΣ άThe whole point of this new 

position is to become much more intentional in our pre-advising, our working with the student 

as they make those decisions, and then the post-advising, to make sure that we get them to 

ǘƘŀǘ ƴŜȄǘ ǎǘŜǇ ƛƴ ƘƛƎƘŜǊ ŜŘΣ ǿƘŜǘƘŜǊ ƛǘΩǎ Ŏommunity collŜƎŜ ƻǊ ǳƴƛǾŜǊǎƛǘȅΦέ  

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 partnerships where in-person, 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 excess credit and extra time to degree. Similarly, a college advisor 

suggested using ITV to conduct an orientation session for newly admitted dual-credit students, 

Ƨǳǎǘ ƭƛƪŜ ǿŜ Řƻ ƻǳǊ ǊŜƎǳƭŀǊ ŦǊŜǎƘƳŀƴ ŎƻƳƛƴƎ ƛƴΦ L ǘƘƛƴƪ ǘƘŀǘΩǎ ǇǊƻōŀōƭȅ ǎƻƳŜǘƘƛƴƎ ǘƘŀǘΩǎ 

been lackiƴƎ ǿƛǘƘ ŀƭƭ ƻǳǊ ǇŀǊǘƴŜǊǎΧ. These are actually full-fledged accepted South 

Plains College students, and they need that orientation. They need to know how we do 

ŜǾŜǊȅǘƘƛƴƎ ƛƴ ƻǳǊ ŘŜǇŀǊǘƳŜƴǘǎΣ ŀƴŘ ǿƘŀǘΩǎ ŜȄǇŜŎǘŜŘ ƻŦ ǘƘŜƳ ŀǎ ŎƻƭƭŜƎŜ ǎǘǳŘŜƴǘǎΣ ŀƴŘ 

Ƙƻǿ ȅƻǳΩǊŜ ǎǳccessful on an online class.  

Another college advisor also emphasized that more formal orientation sessions for new dual-

credit students would be a benefit, especially to stress with students that college advisors are 

available to them on the college campus and 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 students because students had such limited time on the college 

campus outside of attending their classes. 

Robust Training. Overall, 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 answers they needed related to student participation in dual 

credit. However, some 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. Frequently in these instances, multiple people were involved in the process on 

ōƻǘƘ ǎƛŘŜǎΦ hƴŜ ŎƻƭƭŜƎŜ ŀŘǾƛǎƻǊ ǊŀƛǎƛƴƎ ǘƘƛǎ ŎƘŀƭƭŜƴƎŜ ŜȄǇƭŀƛƴŜŘΣ ά¢ƘŜǊŜΩǎ Ƨǳǎǘ ǎƻ Ƴŀƴȅ ǇŜƻǇƭŜ 

involved that sometimes thingsτƻƴŜ ǇŜǊǎƻƴ ǘƘƛƴƪǎ ƻƴŜ ǇŜǊǎƻƴΩǎ ƘŀƴŘƭƛƴƎ ǎƻƳŜǘƘƛƴƎ ŀƴd one 

ǇŜǊǎƻƴ ǘƘƛƴƪǎ ƛǘΩǎ ǎƻƳŜōƻŘȅ ŜƭǎŜΦέ {ƛƳƛƭŀǊƭȅΣ ƻǘƘŜǊ ŀŘǾƛǎƻǊǎ ǘŀƭƪŜŘ ŀōƻǳǘ Ƙƻǿ ƳƻǊŜ ǊƻƭŜ ŎƭŀǊƛǘȅ 

ǿƻǳƭŘ ƘŜƭǇ ǎǘǊŜŀƳƭƛƴŜ ǘƘŜ ŎƻƻǊŘƛƴŀǘƛƻƴ ƻŦ ŀŎǘƛǾƛǘƛŜǎ ŀƴŘ ŀƭǎƻ ōŜǘǘŜǊ ǎǳǇǇƻǊǘ ǎǘǳŘŜƴǘǎΩ ƴŜŜŘǎ ōȅ 

helping establish a shared understanding between partners about the purpose of dual-credit 

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

strategic dual-credit path early on. 

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

how to advise dual-credit students and close to one quarter of the high school counselors and 

nearly one third of the college advisors indicated that having well-trained, dedicated dual-credit 

advisors would improve student advising. The lack of training was particularly 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 dual-credit education and the partnership or to get used to new role 

ŜȄǇŜŎǘŀǘƛƻƴǎΦ !ǎ ƻƴŜ ŎƻƭƭŜƎŜ ŀŘǾƛǎƻǊ ŜȄǇƭŀƛƴŜŘΣ ά9ǾŜǊȅ ȅŜŀǊΣ ƛǘΩǎ ŀ Ŧǳƭƭ ƴŜǿ ǎǘŀŦŦΧƛŦ ȅƻǳ Ŏŀƴ 

ƛƳŀƎƛƴŜ ǘƘŜ ŎƻƳǇƭŜȄƛǘƛŜǎ ƻŦ ǘǊȅƛƴƎ ǘƻ ƭŜŀǊƴ ŀ ƘƛƎƘ ǎŎƘƻƻƭ ŎƻǳƴǎŜƭƛƴƎ ƧƻōΣ ŜǎǇŜŎƛŀƭƭȅ ƛŦ ȅƻǳΩǊŜ 

coming from an elementary or something, different background and the complexities of that, and 

ǘƘŜƴ ǿŜ ƎƻΣ ΨhƘΣ ōȅ ǘƘŜ ǿŀȅΣ ȅƻǳ ƭŜŀǊƴ ŜǾŜǊȅǘƘƛƴƎ ŀōƻǳǘ ŎƻƭƭŜƎŜΣ Řǳŀƭ ŎǊŜŘƛǘΦΩέ {ƛƳƛƭŀǊƭȅΣ ŀƴƻǘƘŜǊ 

college dealing with recent turnover in high school counseling staff indicated the challenges of 

ǿƻǊƪƛƴƎ ǿƛǘƘ ŀ ƴŜǿ ǘŜŀƳΣ ǎǘŀǘƛƴƎΣ ά! ƭƻǘ ƻŦ ǘƘŜ ƛƴŦƻǊƳŀǘƛƻƴ ƛǎ Ƨǳǎǘ ŀǎǎǳƳŜŘ ǘƘŀǘ ŜǾŜǊȅōƻŘȅ ƪƴƻǿǎ 

it, but we have people coming from all different places and different backgrounds, and I do think 

refreshers on that information would be ǾŜǊȅ Ƨǳǎǘ ƘŜƭǇŦǳƭΦέ 

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 of their 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.  

aƻǎǘΣ ƘƻǿŜǾŜǊΣ ŘŜǎŎǊƛōŜŘ ƳƻǊŜ ƛƴŦƻǊƳŀƭ άǘǊŀƛƴƛƴƎέ ŜƴǾƛǊƻƴƳents, such as meetings with their 

college partner to learn about new updates or changes in policies and college procedures 

related to the dual-credit partnership. For example, one college advisor met with the CTE 
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education director at the partner high school and her group of counselors annually to speak to 

them about the courses that were going to be available for dual credit, and the requirements 

there would be for the students to be able to enter the dual-credit CTE programs. 

On the college side, advisors rarely 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 dual-credit education policy or practice. One college advisor found these 

trainings, coupled with the follow-ǳǇ ǘǊŀƛƴƛƴƎǎ ŀƴŘ ƳŜŜǘƛƴƎǎ ŎƻƴŘǳŎǘŜŘ ōȅ ƘŜǊ ƛƴǎǘƛǘǳǘƛƻƴΩǎ 

ŀŘƳƛƴƛǎǘǊŀǘƻǊǎ ŀǎ ǾŜǊȅ ǾŀƭǳŀōƭŜΦ {ƘŜ ǎǘŀǘŜŘ ǘƘŀǘ ŀǎ ŀ ǊŜǎǳƭǘ ƻŦ ǘƘŜǎŜ ǘǊŀƛƴƛƴƎǎΣ άL ŦŜŜƭ ƭƛƪŜ ǿŜΩǊŜ 

ƎƛǾŜƴ ŀ ƭƻǘ ƻŦ ǘƻƻƭǎ ŀƴŘ ǎǳǇǇƻǊǘ ǎƻ ǘƘŀǘ ǿŜΩǊŜ ƪƴƻǿƭŜŘƎŜŀōƭŜ ƛƴ ŀŘǾƛǎƛƴƎΦέ 

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 dual-credit advisors and counselors to adequately serve 

dual-credit students, particularly because of the rapid expansion of dual-credit education in the 

ǎǘŀǘŜΦ !ǎ ƻƴŜ ƘƛƎƘ ǎŎƘƻƻƭ ŎƻǳƴǎŜƭƻǊ ǎǘŀǘŜŘΣ άDual credit is becoming the norm clearly in our 

ŜƴǾƛǊƻƴƳŜƴǘ ƘŜǊŜΦ LǘΩǎ ǎǇǊŜŀŘƛƴg like wildfire. There are so many counselors out there that are 

so unequipped in being able to handle this.έ  

Coupled with having committed dual-credit staff, several of the respondents emphasized the 

importance of more robust training for counselors and advisors. A few respondents indicated 

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

student candidate for dual-ŎǊŜŘƛǘΤ ǎǇŜŎƛŦƛŎŀƭƭȅΣ ŀǎ ƻƴŜ ŎƻƭƭŜƎŜ ŀŘǾƛǎƻǊ ǎǳƎƎŜǎǘŜŘ άhaving some 

more strategic guidelines on what ƛǎ ƻǊ ǿƘŀǘ ƛǎƴΩǘ ǘƘŜ ŀǇǇǊƻǇǊƛŀǘŜ ǘȅǇŜ ƻŦ ǎǘǳŘŜƴǘ ǘƻ ǎǘart into 

ǘƘƻǎŜ ŎƻƭƭŜƎŜ ŎƻǳǊǎŜǎΦέ.έ  

Conclusions 

In this chapter, we examined dual-credit student advising processes and procedures, as 

reported by 50 high school counselors and 52 college advisors working in a variety of dual-

credit education partnerships and contexts. Following, we summarize our key findings in each 

of the topic areas we examined: 

Students targeted for dual-credit education. All respondents indicated that they targeted 

students for dual-credit programs based on district policies for dual-credit 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 encouraged certain 

types of students to apply. For example, some schools strongly encouraged all students to 
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participate in dual-credit education, while others were more selective, targeting only those 

students who were excelling in their high school classes and demonstrating high levels of 

emotional maturity. Schools serving disadvantaged populations, had a clear focus on access and 

encouraging all students to participate in dual-credit education.  

Roles of high school counselors and college advisors. The majority of high school guidance 

counselors played the primary role in advising dual-credit students, with one quarter 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 about 

dual credit with prospective students and their families. They became more involved, however, 

ƛƴ ǎǇŜŎƛŀƭ ŎƛǊŎǳƳǎǘŀƴŎŜǎΣ ƛƴŎƭǳŘƛƴƎ ƛƴ ǘƘŜ ŎŀǎŜ ƻŦ άŀŎŎŜƭŜǊŀǘŜŘ ǎǘǳŘŜƴǘǎέ ƻǊ ŀŘǾƛǎƛƴƎ ƻǳǘǎƛŘŜ ƻŦ 

the core, CTE dual-credit programs, freshmen and sophomores, and poor performance. 

Coordination of advising activities. Overall, high school counselors and college advisors 

described close working relationships, most commonly to coordinate school visits and dual-

credit information sessions, registering students, and course scheduling. They coordinated 

ŜŦŦƻǊǘǎ ǊŜƭŀǘŜŘ ǘƻ ǎǘǳŘŜƴǘǎΩ ŀǇǇƭƛŎŀǘƛƻƴ ƳŀǘŜǊƛŀƭǎΣ ǊŜƎƛǎǘǊŀǘƛƻƴΣ ŎƻǳǊǎŜ ǎŎƘŜŘǳƭƛƴƎΣ ŀƴŘ 

transcripts and grades. Many counselors and advisors reported that they worked with each 

other to develop materials, such as degree maps and course crosswalks, to help counsel 

ǎǘǳŘŜƴǘǎ ƛƴǘƻ ŎŜǊǘŀƛƴ ŎƻǳǊǎŜǎ ƻǊ ǘƻ ƘŜƭǇ ƳƻƴƛǘƻǊ ŀƴŘ ǘǊŀŎƪ ǎǘǳŘŜƴǘǎΩ ǇǊƻƎǊŜǎǎ ǘƻǿŀǊŘ ƳŜŜǘƛƴƎ 

their high school graduation requirŜƳŜƴǘǎ ƻǊ ŀƴ ŀǎǎƻŎƛŀǘŜΩǎ ŘŜƎǊŜŜΦ 

Course-taking considerations. High school counselors and college advisors most commonly 

ǊŜǇƻǊǘŜŘ ŎƻƴǎƛŘŜǊƛƴƎ ǎǘǳŘŜƴǘǎΩ ǇƻǎǘǎŜŎƻƴŘŀǊȅ Ǉƭŀƴǎ ŀƴŘ ƭƛƪŜƭƛƘƻƻŘ ƻŦ ŎǊŜŘƛǘ ǘǊŀƴǎŦŜǊ ǿƘŜƴ 

advising students into dual-credit courses. In addition, counselors and advisors frequently 

ƛƴŘƛŎŀǘŜŘ ǳǎƛƴƎ ƎǊŀŘŜ ƭŜǾŜƭ ŀǎ ŀƴ ƛƴŘƛŎŀǘƻǊ ƻŦ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴŜǎǎ ŦƻǊ ŎŜǊǘŀƛƴ ŎƻǳǊǎŜǎΦ IƛƎƘ ǎŎƘƻƻƭ 

counselors also commonly reported guiding students into dual-credit courses that crosswalked to 

ƘƛƎƘ ǎŎƘƻƻƭ ŘŜƎǊŜŜ ǊŜǉǳƛǊŜƳŜƴǘǎ ƻǊ ǎǘǳŘŜƴǘǎΩ ǎŜƭŜŎǘŜd high school endorsement areas. 

Advising challenges. High school counselors and college advisors expressed challenges related 

ǘƻ ƘƛƎƘ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘǎΩ ŀŎŀŘŜƳƛŎ ŀƴŘ ŜƳƻǘƛƻƴŀƭ ǊŜŀŘƛƴŜǎǎ ŦƻǊ dual-credit education, the 

latitude given to students in dual-credit course selection, and the limited time they had to fulfill 

all of their dual-credit advising responsibilities.  

Suggestions to improve advising. High school counselors and college advisors suggested that 

greater clarity on credit-transfer policies and course alignment, starting the advising process 

earlier, more involvement from the college partner, and greater clarity in advising roles and 

having well-trained and dedicated dual-credit staff could improve student advising. 
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Chapter 3. The Academic Rigor of Dual-Credit Courses 

Academic rigor is the focus of many debates around the quality of dual-credit courses (Baker, 

Burnett, & Ferguson, 2015). The concept of academic rigor is consistently brought up in dual-

credit discussions, yet there is no consensus on how 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 

dual-credit students have access to similar expectations and instructional methods.  

Phase I of the study uncovered systematic differences in instructor characteristics across dual-

credit and college-credit only courses, which highlighted the need to determine the extent to 

which dual-credit students are held to the same academic standards as students in college-

credit only courses (Miller et al., 2017). In response to this need, we designed a study to assess 

whether there are systematic differences in course content, assessment methods and 

standards, and teaching approaches between dual-credit and college-credit only courses. For 

this study we answered three questions:  

RQ 1 What are the similarities and differences in the content and skills being offered in dual-

credit courses and college-credit only courses? 

What are the similarities and difference in the instructional practices being used in dual-credit 

courses and college-credit only courses? 

What are the similarities and differences in how instructors of dual-credit courses and college-

credit only courses assess student learning and student performance? 

Given the large number of dual-credit programs and breadth of dual-credit courses being 

delivered in Texas, we decided to focus our efforts on two of the most common DC courses: 

English Composition I (English 1314) and College Algebra (Math 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 entry-level college course taught by college faculty (CC),  

As a dual-credit course taught on a college campus (DC), and 

As a dual-credit course taught by a credentialed instructor on a high school campus (HSDC). 

The findings presented in this chapter contribute to a stronger understanding of the 

commonalities and differences in academic rigor between college-level courses and across the 

primary dual-credit course delivery contexts and settings presently being used in Texas (DC and 
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HSDC). These findings can help policymakers identify where improvements in ensuring 

consistency in course rigor can be made to promote the long-term success of all dual-credit 

students in postsecondary pathways. 

Organization of This Chapter 

The remainder of this chapter is structured as follows: We begin by describing each of the four 

dimensions along 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 assess courses. Finally, we 

report our findings on the similarities and differences in the four dimensions above across 

course settings for English 1301, and Math 1314/1414, respectively.  

Research Design  

In this section, we describe how we conducted this study. Specifically, 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 of Academic Rigor  

There is no consensus on how to measure the academic rigor of a college-level course. Thus, it 

was necessary to develop a proxy to evaluate the extent to which dual-credit students are 

consistently receiving college-level instruction. To inform our work, we consulted the literature 

on academic rigor in mathematics and English language arts and identified four course 

dimensions that, together, serve as a reflection or gauge of academic rigor:  

RQ 1 ContentτThe topics or domains of knowledge taught in a course 

Demonstration of skillsτThe content specific skills students are asked to perform 

Instructional strategiesτThe techniques or methods teachers use to help students reach their 

learning objectives 

Assessment of student learning and performance τ The strategies instructors use to determine 

student understanding of the content and the demonstration of knowledge. 

  



 

Dual-Credit Education Programs in Texas: Phase II  

 

 

 AMERICAN INSTITUTES FOR RESEARCH | AIR.ORG 103 
 

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 does not include course 

materials such as textbooks and other assigned readings).  

Instructor Sample 

With support of THECB, we identified a point of contact from an initial sample of 15 community 

colleges and 10 four-year institutions in order to identify HSDC, DC, and CC instructors who 

taught Math 1314/1414 and English 1301 in the 2017 fall semester. These contacts, who were 

department chairs, deans, provosts, and chief academic officers, then chose high school and 

college-level instructors who fit our selection criteria. After obtaining contact information, we 

sent out an e-mail to each selected 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 four instructors from English 1301 and Math 1314/1414 across our three course types, so 

a total of 24 faculty members. 

In total, we secured 22 individuals from 17 HEIs, which included one four-year institution and 

sixteen community colleges across Texas. Table 3.1. provides the number of instructors who 

participated by the type of course they taught.   

Table 3.1. Total Amount of Participants for Each Course Type 

Course Type English 1301 Mathematics 1314/1414 

College-Credit Only Course Taught by 

College Faculty (CC) 
4 3 

Dual-Credit Course Taught by College 

Faculty (DC) 
4 4 

Dual-Credit Course Taught by a High 

School Teacher (HSDC) 
3 4 

Data Sources 

From each instructor, we attempted to collect: (1) the course syllabus, (2) a set of detailed 

assignments given to students at three different times points of the academic year, and (3) 

graded student work, which represented the full spectrum of grades (e.g., A, B, C, and F [or D if 

F not available]) that responded to the assignments that we collected. We also developed and 
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administered a faculty survey to capture information about instructional practices, the types of 

assessments used to assess student learning, and content covered in the course.  

Following, we describe the data collected from each source and why we considered 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 instructor survey data, provide a holistic view of the 

level of academic rigor and commonality of rigor across the course delivery settings of interest. 

 Course Syllabi: Course syllabi contain information about the topics the instructor teaches in 

the course and the skills 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 all course types have opportunities to engage with similar content and skill 

expectations. 

 Student Assignments: We 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. We asked instructors to upload one 

assignment/assessment on specific commonly taught topics in English and mathematics. 

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 exam. We chose these topics from the 

initial review of syllabi, choosing one taught earlier in the semester, one from mid semester, 

and one from the end of the semester.  

 Graded Student Work: We analyzed graded student work samples to compare how 

ƛƴǎǘǊǳŎǘƻǊǎ ƎǊŀŘŜŘ ǎǘǳŘŜƴǘǎΩ ƭŜǾŜƭ ƻŦ ƳŀǎǘŜǊȅ ǿƛǘƘƛƴ ŀƴŘ ŀŎǊƻǎǎ ŎƻǳǊǎŜ ǘȅǇŜǎΦ ²Ŝ ŀǎƪŜŘ 

ƛƴǎǘǊǳŎǘƻǊǎ ǘƻ ǎǳōƳƛǘ ŀƴ ά!έ ƻǊ ά.έ ǎŀƳǇƭŜ ƻŦ ǎǘǳŘŜƴǘ ǿƻǊƪΣ ŀ ά/έ ŀƴŘ ŀƴ άCέ όƻǊ ά5έ ƛŦ ǘƘŜȅ 

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 grading in similar ways. These data allowed us to compare the similarities 

and differences in the grading of student performance across course types in Mathematics 

1314 and English 1301.  

 Instructor Survey: We administered a survey to collect information about the amount of 

time instructors across all three course types dedicated toward using specific instructional 

strategies, teaching common content topics, and employing different assessment methods. 
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We also used data collected from the instructor survey to check whether 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. 

Table 3.2. Instructor Materials Collected for Study 

COURSE SYLLABUS ASSIGNMENTS STUDENT WORK SAMPLES 

Final course syllabus 

that satisfies the 

requirements of 

Texas HB 2504 

English 

ω Synthesis essay 

ω Persuasive essay 

ω Final exam 

Mathematics 

ω Chapter test on polynomials and 

rational functions  

ω Chapter test on exponential and 

logarithmic functions 

ω Final exam 

For each academic assessment, 

student work samples were 

submitted: 

ω First sample: Scored an A or B 

ω Second sample: Scored a C 

ω Third sample: Scored an F (or D if 

you do not have a sample scoring 

an F) 

Once we recruited instructors from all three course types, we sent them an e-mail with 

information about the types of data we sought to collect. Specifically, we asked each recruited 

instructor to complete a survey and upload syllabi, student assignments, and graded student 

work samples to an online data collection system. Table 3.3 shows the number of materials 

collected from instructors from each course type. 

Table 3.3. Data Collected From Participants 

English 1301τEnglish Composition 

 Survey Course Syllabus 
Student 

Assignments 

Graded Student 

Work 

CC 4 4 6 18 

DC 4 4 13 32 

HSDC 3 3 9 21 

Overall Totals 11 11 28 71 
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Math 1314/1414τCollege Algebra 

 Survey Course Syllabus 
Student 

Assignments 

Graded Student 

Work 

CC 3 3 9 16 

DC 4 2 6 17 

HSDC 4 3 12 36 

Overall Totals 11 8 24 53 

Note. Three Math 1314/1414 participants (two DC and one HSDC) took only 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, instructional strategies, and assessment of student learning and performance), we 

developed a protocol, adapted from 5ŀǾƛŘ /ƻƴƭŜȅΩǎ ǿƻǊƪ ƛƴ Getting Ready for College, Careers 

and the Common Core (2014), the Learning Sciences Marzano Center list of 13 Essential Strategies 

for Rigor, and Part A of the Surveys of Enacted Curriculum in Mathematics and English Language 

Arts, which was reviewed by three external experts (Conley, 2013; Marzano & Toth, 2014; The 

Wisconsin Center for Education Research 2012a; 2012b ). We 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 course data we 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 1301 and Math 1314/1414 

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 college-level Math 1314/1414 and English 1301 

based on two data sources:  
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 College Algebra and English Composition Syllabi: We reviewed a sample of 20 course syllabi 

from Math 1314/1414 and English 1301 courses that were available online to identify 

common topics taught in these courses along with the skills that students were required to 

demonstrate to receive credit for the course.  

 The Lower-Division Academic Course Guide Manual (ACGM): According to the THECB, the ACGM 

is the official list of approved courses for general academic transfer to public universities offered 

for state funding by public 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. Mathematics and English Content Areas 

Mathematics 1314                                                  English 1301 

Polynomials Text analysis 

Rational functions Source analysis 

Radical functions Research Skills 

Exponential functions Essay/composition development 

Logarithmic functions Idea development 

Systems of equations using matrices Audience, purpose, occasion 

Graphing Stages of writing process 

ω invention  

ω researching  

ω drafting 

Nonlinear inequities Thesis statements 

Sequences and series Paragraph construction  

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 audience 

Number systems 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 audience 

 Revision strategies (individual and collaborative) 

 

Table 3.5. Mathematics and 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, audience, tone, style, and writing 

strategy when in written works  

To assess the rigor of the academic content and skills required of students taught across three 

course types, we examined survey data and course syllabi from participating instructors.  

 Collected Syllabi: We reviewed 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 3.5.  
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 Instructor Survey: One component of the survey asked the participating HSDC, DC, and CC 

instructors to report the amount of time they dedicated to teaching the specific topics 

identified as common across Math 1314/1414 courses as well as English 1301 courses. 

Unlike course syllabi, survey data allowed us to determine across 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 skills (by dedicating percent of time to 

the topic or skill over the course of the semester).  

What we checked 

ς Do instructors cover content topics common across the baseline sample of course syllabus? 

ς To what extent are common content topics being taught by instructors? 

Instructional Strategies 

To evaluate the rigor of instructional strategies used by instructors across HSDC, DC, and CC 

courses, we drew on two frameworks:  

 Marzano Center Essentials for Achieving Rigor Model: This model, developed by Dr. 

Marzano, an expert in content, pedagogy, and student assessment, evaluates the extent to 

which instructors teach in ways that meet college and career readiness standards. The 13 

ƛƴǎǘǊǳŎǘƛƻƴŀƭ ǎǘǊŀǘŜƎƛŜǎ ƛƴŎƭǳŘŜŘ ƛƴ aŀǊȊŀƴƻΩǎ ƳƻŘŜƭ ǊŜǇǊŜǎŜƴǘ ǘƘƻǎŜ ǘƘŀǘ ŜƴƎŀƎŜ ǎǘǳŘŜƴǘǎ 

in general higher-order thinking skills (see Text Box 3.1). 
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Text Box 3.1. MarzanoΩǎ 13 Strategies for Rigorous Instruction 

 

 Surveys of Enacted Curriculum in Mathematics and English Language Arts: These 

instruments were developed by the Council of Chief State School Officers and the Wisconsin 

Center for Education Research to examine the alignment between standards, curriculum, 

instruction, and assessment. We drew on these surveys to identify rigorous instructional 

practices specifically used in mathematics and English courses.  

The instructor survey served as our primary source for assessing the rigor 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 

ƻŦ ǘƛƳŜ ǘƘŜȅ ŘŜŘƛŎŀǘŜŘ ǘƻ ǳǎƛƴƎ ǘƘŜ ǎǇŜŎƛŦƛŎ ǎǘǊŀǘŜƎƛŜǎ ƛƴŎƭǳŘŜŘ ƛƴ aŀǊȊŀƴƻΩs model, and in 

the Surveys of Enacted Curriculum in Mathematics and English Language Arts.  

What we checked 

ς Do instructors use rigorous instructional strategies that engage students in general 

higher-order thinking skills? 

Interacting With New Content 

ω Identifying Critical Content  

ω Previewing New Content  

ω Organizing Students to Interact With Content  

Practicing and Deepening New Content 

ω Helping Students Process Content  

ω Helping Students Elaborate on Content  

ω Helping Students Record and Represent Knowledge  

ω Managing Response Rates With Tiered Questioning Techniques  

ω Reviewing Content  

ω Helping Students Practice Skills, Strategies, and Processes  

ω Helping Students Examine Similarities and Differences  

ω Helping Students Examine Their Reasoning  

ω Helping Students Revise Knowledge  

Cognitively Complex Tasks 

ω Helping Students Engage in Cognitively Complex Tasks 
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ς  Do instructors use rigorous instructional strategies that engage students in general 

higher-order thinking skills specific to mathematics and English instruction? 

ς To what extent are instructors using these instructional strategies in practice? 

The Assessment of Student Learning and Performance 

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 Model: In addition to evaluating the rigor of 

instructional strategiesΣ aŀǊȊŀƴƻΩǎ ƳƻŘŜƭ can also be used to evaluate the cognitive 

complexity of student assignments. Broadly, cognitive complexity accounts for practices 

that will help student engage with content at higher levels of cognitive demand. We 

specifically used this 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 skills, (2) engage in problems solving within different contexts, (3) develop and test 

hypotheses, and draw conclusions from these tests, and (4) solve dilemmas or puzzles. In 

other words, these tasks require students to assess their knowledge and skills, and utilize 

them to solve real-world 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 problem.  

 WeōōΩǎ 5ŜǇǘƘǎ ƻŦ YƴƻǿƭŜŘƎŜ ό5hYύ [ŜǾŜƭǎ CǊŀƳŜǿƻǊƪΥ ²ŜōōΩǎ 5hY ŦǊŀƳŜǿƻǊƪ ƛǎ ǳǎŜŘ ǘƻ 

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 task. Categorized into four discrete levels, each level reflects a 

different level of cognitive expectation, or depth of knowledge, required to adequately 

respond to an assignment. ¦ƴƭƛƪŜ aŀǊȊŀƴƻΩǎ ƳƻŘŜƭΣ ǘƘŜ 5hY ŦǊŀƳŜǿƻǊƪ ǎǇŜŎƛŦƛŎŀƭly focuses 

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 of Knowledge (Webb, 2002) 

As mentioned previously, we analyzed data collected from student assignments, 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 that these assignments demanded of them. 

Level 1: Recall and Reproduction 

The lowest of all levels, tasks that fall under Level 1 require students to recall facts or perform rote 

procedures and do not involve the transformation of knowledge. Students who respond to Level 1 

tasks knows the answer or 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 fact. Level 2 tasks typically require students to classify information into meaningful 

categories, transform information, explain relationships among other tasks. Example: Explaining how 

to perform a particular task. 

Level 3: Short-Term Strategic Thinking 

At Level 3, students must engage in short-term use of higher-order thinking skills. For example, tasks 

that fall under Level 3 require students to evaluate aspects of a scenario, solve real-world problems, 

or make an argument for or against a particular position. Example: Developing a questionnaire to 

gather information. 

Level 4: Extended Thinking 

Level 4 tasks require students to exert the highest level of cognitive effort. At this level, students 

demonstrate that they can summarize information from a variety of sources, identify information, 

come up with new solutions to problems where the outcome is unknown. Example: Designing an 

experiment that tests a variety of hypothesis. 

Adapted from: http://www.state.nj.us/education/AchieveNJ/resources/DOKWheel.pdf and 

https://www.edutopia.org/blog/webbs-depth-knowledge-increase-rigor-gerald-aungs 

http://www.state.nj.us/education/AchieveNJ/resources/DOKWheel.pdf
https://www.edutopia.org/blog/webbs-depth-knowledge-increase-rigor-gerald-aungs
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 Student Assignments: Instructors from Math 1314/1414 and English 1301 across HSDC, DC, 

and CC course types submitted specific assignments used to evaluate student learning. We 

chose specific assignments for English and chapter tests for mathematics due to the nature 

of instruction and content. College-level mathematics courses do not always collect specific 

assignments, but all three types of courses do conduct chapter tests. We chose one 

assignment that would be taught earlier in the semester, one from midsemester and one 

from the end of the semester. For each assignment we collected, we examined the extent 

to which tasks within that assignment could be considered cognitively complex and required 

students to demonstrate higher levels of depth 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 demanded in mathematics and English.  

 Course Syllabi: We identified what types of assignments 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 enrolled in Math 1314/1414. 

 Instructor Survey: One component of survey 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 required students to explain or justify a response. 

What we checked 

ς Are assignments given to students cognitively complex? 

ς Do assignments require students to demonstrate higher levels of depth of knowledge? 

ς What kinds of assignments do instructors give students? And what 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 if an F-graded sample was not 

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 Novice-to-Expert Continuum, which we describe in more detail 

later. 
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 Novice-to-Expert Continuum: Developed by David Conley, an expert in college readiness, the 

Novice-to-Expert Continuum is a seven-ƭŜǾŜƭ ǎŎŀƭŜ ǘƘŀǘ ŀǎǎŜǎǎŜǎ ŀ ǎǘǳŘŜƴǘΩǎ ŎƻƎƴƛǘƛǾŜ 

development and learner competence around six key concepts: (1) 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 which students demonstrate 

competence along these six concepts. 

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 Novice-to-Expert Continuum. For example, we assessed whether student 

work given an A demonstrated the ability to apply knowledge gained in the course to other 

ŎƻƴǘŜȄǘǎΦ Lƴ ƻǘƘŜǊ ǿƻǊŘǎΣ ŘƛŘ ǘƘŜ ǎǘǳŘŜƴǘ ŘŜƳƻƴǎǘǊŀǘŜ ŀ ǘǊŀƛǘ ŎƘŀǊŀŎǘŜǊƛǎǘƛŎ ƻŦ ŀƴ ά9ƳŜǊƎƛƴƎ 

9ȄǇŜǊǘέ όƘƛƎƘŜǎǘ ƭŜǾŜƭ ƻŦ ǘƘŜ ŎƻƴǘƛƴǳǳƳύΚ ¢ƻ ōŜ Ŏŀtegorized under a certain level, students had 

ǘƻ ŜȄƘƛōƛǘ ŀ ƳŀƧƻǊƛǘȅ ƻŦ ǘǊŀƛǘǎ ŎƘŀǊŀŎǘŜǊƛǎǘƛŎ ƻŦ ǘƘŀǘ ƭŜǾŜƭΦ ²Ŝ ŀŘŀǇǘŜŘ /ƻƴƭŜȅΩǎ ŎƻƴǘƛƴǳǳƳ ŦƻǊ 

the purposes of the study.9 

                                                      
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 3.6. Novice-to-Expert Continuum (Conley, 2013) 

Levels  Concepts 

Emerging Expert Ä Ability to apply knowledge in a variety of contexts 
Ä Holistic understanding of subject matter rather than fractional understanding of 

subject matter  
Ä Abstract thinking and strong ability to synthesize and integrate information  
Ä Developed ά/ƻƴŎŜǇǘǳŀƭ ǳƴŘŜǊǎǘŀƴŘƛƴƎέτthe why  

Accomplished 
Strategic Thinker 

Ä Ability to apply abstract thinking, ability to synthesize and integrate variety of 
sources and information  

Ä /ƻƳƳŀƴŘ ƻŦ άŎƻƴŘƛǘƛƻƴŀƭ ƪƴƻǿƭŜŘƎŜέτthe whenτwhen to apply the 
knowledge 

Ä Developing holistic understanding of subject matter rather than fractional 
understanding of subject matter  

Ä 5ŜǾŜƭƻǇƛƴƎ άŎƻƴŎŜǇǘǳŀƭ ƪƴƻǿƭŜŘƎŜέτthe why  

Strategic Thinker Ä Able to apply insight, idea generation, concept formation and integrate 
different subjects/topics  

Ä Deep understanding of subject matter 
Ä Developing abstract thinking, analytical skills and ability to synthesize/integrate 

information 
Ä 5ŜǾŜƭƻǇƛƴƎ ŎƻƳƳŀƴŘ ƻŦ άŎƻƴŘƛǘƛƻƴŀƭ ƪƴƻǿƭŜŘƎŜέτthe whenτwhen to apply 

the knowledge  

Emerging Strategic 
Thinker 

Ä Developing ability to apply insight, idea generation, concept formation and 
integrate different subjects/topics  

Ä Able to analyze information and discern patterns in information due to 
familiarity with subject 

Ä /ƻƳƳŀƴŘ ƻŦ άǇǊƻŎŜŘǳǊŀƭ ƪƴƻǿƭŜŘƎŜέτthe how 

Accomplished 
Novice 

Ä Connecting subject matter to big ideas, aware of complexity of subject 
Ä Developing contextual knowledge  
Ä Meets basic expectations and guidelines  
Ä Ability to interpret and apply information 
Ä 5ŜƳƻƴǎǘǊŀǘŜǎ άŘŜŎƭŀǊŀǘƛǾŜκŘŜǎŎǊƛǇǘƛǾŜ ƪƴƻǿƭŜŘƎŜέτthe what 

Novice Thinker Ä Superficial understanding of subject area, concept formation, solution seeking 
skills 

Ä Developing ability to interpret and discern rules and guidelines regarding basic 
standards  

Emerging Novice Ä Limited background in subject area, minimal contextual understanding of 
subject  

Ä Developing ability to meet basic standards and requirements  
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What we checked 

ς To what extent does student demonstrate characteristics/competencies identified 

within each level? 

Data Analysis 

AIR researchers identified the similarities and differences in content and skill expectations, 

instructional and assessment practices, and student performance across courses through a 

systematic analysis of the data. Four AIR researchers reviewed 22 sets of survey data, 19 syllabi, 

52 assignments, and 124 student work samples for the purposes of the study. The researchers 

were trained to use the online protocols, using sample syllabi, assignments, and student work 

samples. The researchers conducted an initial analysis of the samples and then came together 

to discuss and calibrate findings. Researchers then examined the uploaded data; two 

researchers focused on the English syllabi, assignments, and student work samples, and two 

researchers concentrated on the mathematics syllabi, assignments, and student work 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 for a baseline comparison of academic 

expectations among courses in the different modalities. Each assignment was reviewed by a 

single reviewer. After reviewing all assignments, the researchers who examined the English 

assignments met to ensure they had been using similar definitions of terms and were 

categorizing items similarly; likewise for the researchers working on mathematics assignments. 

The process for reviewing the 53 mathematics and 71 English student work samples was similar 

to the assignment review process. 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 together in a full-day, face-to-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 developing main findings based off of recurring patterns and common themes (Maxwell, 

2013; Merriam, 1998). Each reviewer was assigned to focus on a specific course type and 

reviewed each data set from that perspective. Researchers identified individual data points 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 performance. They then worked in teams 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 nature and reflects a relatively small 

sample of dual-credit and college-credit 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 into the content expectations, 

the instructional strategies, and how instructors assessed student learning and performance 

across different delivery types of dual-credit and entry-level college courses. Although this 

study is limited in its ability to make definitive conclusions about the similarities and differences 

in rigor across dual-credit and college-level courses, it provides a model methodology that 

could be applied in future studies with larger numbers of participants. This would allow 

researchers to draw stronger conclusions about the rigor of content covered instructional 

approaches. In addition to a large-scale 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 1301τEnglish Composition 

Content 

All course types focused on essay/composition development, idea development, stages of the 

writing process, thesis statements, and informative, analytical, and persuasive modes of 

writing. All syllabi reviewed across course types explicitly stated each of these topic areas 

would be covered in the course. In addition, the instructor survey data indicated that 

instructors in all three course types spend similar amounts of time on each of these core topics. 

CC instructors had lower expectations around how to write a thesis statement and construct 

paragraphs compared to HSDC and DC courses. CC had fewer requirements for developing of 

thesis statements and paragraph construction, while almost all the HSDC and DC syllabi 

reviewed included explicit guidelines for both. For example, a syllabus collected from a CC 

included the followƛƴƎ ǎǘŀǘŜƳŜƴǘ ǊŜƎŀǊŘƛƴƎ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ǘƘŜǎƛǎΥ άidentify rhetorical 

purposes and methods of organization appropriate to topic, thesis, and audienceέ ȅŜǘ ƘŀŘ ƴƻ 








































































































































































































































































































