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Chapter 1 

Introduction 
 

Dual-credit has been a method of obtaining college-level credit for high school 

students since its inception in the early 1970s.  Originating as a partnership between 

Syracuse University and public schools in Syracuse, New York, implementation of dual-

credit courses offered relief from the boredom of conventional senior-level courses (also 

called “senioritis”) for high-achieving senior students.  New York public schools with 

high drop-out rates teamed up with community colleges to create dual-credit programs a 

few years later, which came to be known as middle and early college high schools, to 

assist with this problem (Kim, Kerby, & Bragg, 2006).  Ideally, these programs offered 

students who may otherwise never complete any college coursework, let alone a high 

school diploma, the opportunity to finish high school with a high school diploma and as 

much as an associate’s degree.  The following decade brought about the publication of A 

Nation at Risk, which revealed America’s low-standing in educational attainment and 

widespread illiteracy when compared to other countries (NCEE, 1983; Rasch, 2006).  

Reform of secondary and postsecondary education has seen many forms over the years, 

and has continually looked for ways to improve student learning outcomes.   

College transition programs such as Advanced Placement (AP) and International 

Baccalaureate (IB) have been around for the same amount of time as dual-credit, if not 

longer (Allen, 2010).  Postsecondary administrators do not always have the resources to 

give more than one option on what type of transition program their school offers, so they 

attempt to offer what they believe will fit their students’ needs best (Klekotka, 2005).  

Students earn credit through AP and IB based on end-of-course exams.  The credit earned 
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is then subject to the discretion of the institution to which the student is applying (Weiss, 

2005).  Dual-credit, on the other hand, requires the student only to complete and pass the 

course to receive college credit through the offering institution.  Because of this, 

secondary education administrators, especially those from moderate- to lower-income 

communities, have continued to use and grow dual-credit programs over others due to 

this fact (Allen, 2010).  College administrators looked at dual-credit as a way to bridge 

the educational gap across the country and continues to grow today.  For instance, dual-

credit programs, in some form, exists in all 50 states (Kim, 2006).  Similarly, Texas alone 

has seen an increase by 100% in dual-credit participation within the last 15 years 

(THECB, n.d.-a).   

Today, dual-credit is more than just a way to keep students motivated in their 

final year of high school and decrease the number of drop outs. It is touted by secondary 

and post-secondary administrators, policymakers, and educators alike as an easy means to 

cut the time and costs to complete a college degree, provide more academic opportunities 

to small and/or rural school districts, and help students acclimate to college life (Karp et 

al., 2007).  Although there has been much speculation of the benefits of dual-credit 

programs, very little research has been conducted to validate these claims.  The research 

on dual-credit’s effect on academic performance is scarce.  Reviews of the literature in 

the early 2000s brought little quantitative evidence for the success of dual-credit 

programs. The majority of research was qualitative in nature and focused too heavily on 

student and parental opinions on academic successors and did not attempt to measure 

effects of program participation (Bailey & Karp, 2003; Lerner & Brand, 2006).  More 

recent scholarship has attempted to improve the quality of research and open more data 
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driven assessments of dual-credit’s academic success (Allen, 2010; Karp et al., 2007).  

As more and more attention is thrust upon this topic, academic success will consistently 

overshadow much of the dual-credit research.  However, college readiness and 

persistence is far more complex than academic skill alone.  Acclimation to college life, a 

believed benefit of dual-credit on college student success, may be as important if not 

more so than academic preparedness.   

 Social preparation for college is still under researched and not sufficiently 

addressed when talking about dual-credit.  Social preparedness, as it is defined in this 

research project, is how prepared a student is for the college environment based on their 

dual-credit experience.  The main questions to define social preparedness among dual-

credit students is how the dual-credit environment, as a whole, and the dual-credit 

professor prepared the student for the college environment post-high school.  Also, how 

did the dual-credit experience taught students to behave as a college student once they 

entered college post-high school.  Karp (2012) suggests dual-credit in the college 

classroom as more beneficial than dual-credit taught in the high school.  Quantitative 

evidence exists to support these claims for any student eligible to participate in dual-

credit courses (Karp et al., 2007).  Some educators and researchers believe a fine line 

exists between those able to handle the social mannerisms and expectations of the college 

classroom, and those who are not.  Anecdotal evidence suggests that students may not be 

sufficiently mature to behave in the college classroom (Zimmerman, 2012).  Researchers 

must weigh the potential benefits with the potential pitfalls of increased programming for 

dual-credit before substantial progress can be made.   
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 Much of the dual-credit research that exists does not address the various 

differences among the students who attend dual-credit courses.  What has been 

researched, to some extent, is the differences among ethnically diverse and varying 

socioeconomic status in dual-credit participation.  Because it offers high school students 

a glimpse into the real college experience, many school systems that cater to lower 

socioeconomic status students find dual-credit is a reasonable program to implement into 

their respective schools (Allen, 2010).  As such, programs throughout the country have 

grown in popularity.  What has been observed by researchers, however, is the lack of 

participation by the lower socioeconomic and ethnically diverse that dual-credit has 

promised.  Research in Florida dual-credit participation found low rates among ethnically 

diverse populations in their dual-credit programs and AP programs respectively (Speroni, 

2011a).  Among other factors, low participation is due to the overwhelming requirements 

needed to attend programs in certain states (Bailey & Karp, 2003).  The overwhelming 

majority of participants in dual-credit programs are White and from middle to higher 

socioeconomic backgrounds.  The reliability of research found that points towards dual-

credit’s effectiveness may be misconstrued by the number of students who are retaining 

into college not because of the dual-credit program itself, but because they are high 

achieving students who would likely attend with or without dual-credit completed on 

their transcripts (Zimmerman, 2012).  Researchers in New York state high school 

systems, which have very devoted dual-credit programs in economically disadvantaged 

locations, see the many external struggles students in these areas deal with on a daily 

basis beyond the classroom such as jobs, family, and transportation (Cochran & Burns, 
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2007).  Participation from disadvantaged students is compounded further, still, when you 

add the various struggles of first-generation college students.   

 The general research on dual-credit student outcomes does not leave much to be 

considered regarding first-generation college students (FGCS).  The majority of what is 

understood comes from the research completed on lower socioeconomic and non-White 

student populations because they include the majority of FGCS (Trevino & DeFreitas, 

2014).  FGCS, much like other non-White students, tend to come from lower 

socioeconomic backgrounds and may have a difficult time with retention in college for 

various reasons.  FGCS have the added disadvantage of their parents lacking the 

fundamental knowledge of how to assist their children with the college selection process.  

As such, many students are left to fend for themselves and can become discouraged or 

lost in the college process.  Participation in dual-credit programs would allow FGCS the 

opportunity to not only learn what it is like to be a college student, but how to interact 

with other college-going students, possibly encouraging students to attend and lead to 

better retention among this group.  FGCS have been shown to possess a very strong 

internal motivation that allows them to excel in areas of adversity both in and outside the 

classroom comparatively to their non-FGCS counterparts (Pelco et al., 2014).  The largest 

FGCS population to this day is Hispanic or Latino students (Hurtado et al., 2008).  Texas, 

the state with a minority majority Hispanic cannot overlook this group, especially due to 

the lack of diversity within the state’s dual-credit program by ethnicity (THECB, 2011).  

Further research within Texas could lead to a better understanding of FGCS and non-

FGCS and how they relate to dual-credit programs.  Understanding further differences, 
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especially between the variables associated with dual-credit programs cannot be 

overlooked.     

Purpose Statement and Research Questions 

 The purpose of this study is to examine differences among dual-credit variables 

and how they may or may not influence perceived social perception of college, as well as 

post-college plans. Differences are also evaluated among FGCS and non-FGCS.  This 

allows for a better understanding of how dual-credit influences students beyond the 

classroom by the courses taken, location of courses and other variables associated with 

dual-credit.   To further strengthen the findings from quantitative data collected from 

dual-credit participant surveys, an additional qualitative piece involving perceived social 

preparation from the view-point of parents of previously enrolled dual-credit students 

will be included.  The study was guided by the following research questions:  

1. How do the type and location of dual-credit courses influence perceived social 

preparation for college? 

2. How do the type and location of dual-credit courses influence immediate post-

college graduation plans? 

3. How do these effects differ for first-generation students? 

4. How do the parents of dual-credit students perceive their children’s social 

preparedness for college was influenced by the specific type of dual-credit 

courses taken?  

5. How do the parents of dual-credit students perceive their children’s social 

preparedness for college was influenced by the location of the dual-credit 

courses taken?  
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As more students look towards dual-credit as the stepping point into college, 

assessing the perceived social preparation of previously enrolled dual-credit participants 

is one step towards a better understanding for both administrators and the students 

themselves.  Gaining insight into the differences among these groups is important for the 

growth of dual-credit research.  It is not enough to offer dual-credit courses to more 

students because the majority of students before them had better college outcomes. 

Research must ask what the expected outcome for students is to be truly successful once 

they attend college.  It must first be established how the outcomes vary by the students 

attending and what differences may be attributed to the courses and or the students 

themselves.   

Theoretical Framework 

 Much of the dual-credit research has focused on student academic outcomes using 

some of the variables identified in the research questions above.  However, the social 

preparation for college has been widely disregarded.  Moreover, it may mean more to a 

student’s academic success and degree completion at a community college or 4-year 

university than expected (Karp, 2012).  Through theories based in role rehearsal and 

anticipatory socialization, administrators at both high schools and colleges that 

administer dual-credit courses can better tailor programming to suit the needs of their 

students.   

 High school students aspiring to college through dual-credit first make the 

transition through anticipatory socialization.  This process allows individuals to learn the 

various processes, behaviors and values of those in the role they wish to attain (Merton, 

1957).  The most common way anticipatory socialization happens is through observing 
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those already in the role or becoming familiar with those in the role who the individual 

knows on some level (Karp, 2012).  An example of this method is to allow dual-credit 

participants to intermingle with college-going students in combined classrooms.  High 

school students are able to pick up on social cues and mannerisms observed by their 

college-going peers.  Another method is allowing college professors to teach all dual-

credit courses.  Students do not have the social interaction with current college students 

as they would in an integrated classroom, but have the opportunity to learn what is 

expected of a college-going student academically.  Although observation is an important 

first step to realization for high school dual-credit students, they must practice the role to 

have a firm grasp on the concept of what it means to be a college student (Karp, 2012).   

Role rehearsal allows a person to first become familiar with how to present 

themselves in a situation with others of a similar role (Karp, 2012).  He or she can learn 

the proper behaviors associated with their role and once established, can integrate with 

others.  For college students, this is the process where you learn how to behave in a 

classroom with other students and a professor who is the authority figure.  For most 

college classrooms, there is a much higher standard set for students than in a high school 

classroom.  Some go so far as to say students are too coddled in their high school year, 

leaving them unprepared for what is expected of a college student (Zimmerman, 2012).  

Professors have more strict deadlines for assignments and are less likely to allow late 

work to count for credit than their high school counterparts.  Students are also expected to 

understand more difficult vernacular and must be prepared for every classroom 

discussion (Zimmerman, 2012).  There is, generally speaking, a higher degree of maturity 

presented by college students comparative to high school students.  Many college 
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students live independently from parents and have learned to be self-reliant, traits high 

school students wanting to go to college must also learn.  Learning the role of a college 

student through dual-credit courses that enable interactions with actual college students 

and professors allow high school students to understand more of the role they aspire to.  

These roles cannot be as readily replicated in a high school classroom with high school 

teachers.  Students who do not have the opportunity to practice these roles alongside 

college-going students will lack the social preparation needed for a successful college 

transition.  As such, students enter college with an unrealistic expectation of the college 

experience.  This can cause dissonance once the student realizes the experience they had 

was not comparable to an actual college classroom and can then become discouraged and 

less likely to matriculate (Karp, 2012).     

Anticipatory socialization can be easier for students who have a firmly established 

idea of college.  Students whose parents have completed college degrees have an 

understanding of what is expected of a college student and can impart that information to 

their children.  FGCS do not have such an opportunity because their parents have little or 

no experience with a college classroom.  What is known, is sometimes lost to concerns 

regarding financial limitations, a language barrier between parents and FGCS and the 

higher education counselors, often leading to an increased fear of failure on the part of 

the FGCS (Trevino & DeFreitas, 2014).  Other fears regarding fitting in to the campus 

culture, finding others with similar backgrounds can also resonate with hopeful FGCS 

(Quaye & Harper, 2014).  If FGCS lack the background to imagine a realistic expectation 

of a college student, then playing the role of a college student through role rehearsal 

would be the next best thing.  FGCS would be able to understand what it means to be a 
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college student and what is expected academically and socially once introduced to a 

college environment.   

Operational Definitions  

 The terms below either will be or have already been used in this study.  They will 

be defined for a concise understanding for readers not familiar with the terms themselves. 

 Advanced Placement (AP).  Courses administered in high school which offer 

college-level content and expectations (Allen, 2010).  Upon completion of the AP course, 

students may take the subsequent AP exam associated with the course to possibly receive 

college credit depending on both their scores and the criteria set forth by the accepting 

college or university (Allen, 2010).   

 Concurrent Enrollment.  Another name given to dual-credit in certain states, but 

also another way to address programs which offer college-level coursework in high 

school as a whole (Allen, 2010).  

Dual-credit.  A course offered by a high school in collaboration with either a 

community college or 4-year college or university, which leads to credit for both high 

school and college (Karp et al., 2007).  Because this study focuses on outcomes 

associated with the dual-credit courses upon completion and how they influence student 

outcomes, this is the generally excepted definition throughout. 

 Dual Enrollment.  Courses taken by students although in high school which 

equate to college credit once a student has passed the course (Allen, 2010).  A dual-credit 

course that is in progress and has yet to complete, or a more general term when referring 

to concurrently enrolled programs for high school students (Karp et al., 2007).  For 
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simplicity sake, dual-credit will be the more regularly used definition of course credit 

completed dually throughout the study.     

Early College High School.  Schools in which students earn both a high school 

diploma and two years of college credit (Allen, 2010).  In Texas, an ECHS is a 

designated school that provides outreach and student support and curricula for 

participants from grades nine through twelve and students may earn up to 60 semester 

credit hours towards an associate or baccalaureate degree (Texas Education Agency, 

2011).   

First-generation College Student.  For the purpose of this study, a first-

generation college student is defined as a college student whose parents and/or legal 

guardians have not completed a bachelor’s degree at a 4-year university (Pelco, Ball, & 

Lockeman, 2014).  Under this definition a student is still considered a first-generation 

college student if his or her parents or guardians completed some college, an associate’s 

degree, or certification program.  

High School Size.  For this study, high school size is in relation to the 1A-6A 

classification systems set by the University Interscholastic League, a Texas organization 

which classifies school size for academic, sports and other relevant events (Colston, 

2013).   

International Baccalaureate (IB).  A two-year course of study for high school 

juniors and seniors (Allen, 2010).  College credit is granted at the discretion of the 

admitting college, based on the student’s scores (Allen, 2010).   
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Location.  The physical location of the dual-credit course, either on the college 

campus, the high school campus, or through distance education (THECB, 2011).   

Socioeconomic Status. A commonly perceived social standing or class of an 

individual or group. It is often measured as a combination of education, income, and 

occupation (American Psychological Society, n.d.).   

Methods Overview 

 For the purpose of this study, a mixed-methods approach was used.  The 

quantitative piece was conducted using surveys with currently enrolled dual-credit 

students to address the first three research questions.  Surveys were presented to potential 

participants who fit the criteria of being a currently enrolled Texas Tech University 

undergraduate student with at least one completed dual-credit course in high school.  It is 

believed there is a difference among students’ perceived social preparation depending on 

the variables associated with the dual-credit courses themselves.  However, a direction 

for results are not hypothesized.   

 The data collection will come from online surveys collected through Qualtrics 

survey tool.  Undergraduate students were selected from a large, 4-year university in the 

southwestern United States.  Undergraduate students were selected specifically over 

graduate and other students at the target institution because of the increased likelihood of 

recalling their dual-credit experience and how it influences them as current undergraduate 

students.  Also, participants are required to answer a question regarding their post-college 

graduation plans to assess differences among dual-credit populations as well as first-

generation student populations.  A total of 18 surveys were received from qualifying 

participants.    
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 The qualitative piece of this study involved three one-on-one interviews with full-

time educators within a public school system, all of whom have children who participated 

in dual-credit courses.  Their insight into how dual-credit influenced their own children’s 

social preparedness for college offers a unique opportunity to provide feedback beyond 

what is traditionally been reviewed in qualitative dual-credit research.  

Assumptions and Limitations 

 It is assumed that all participants in the survey and interview are answering 

questions as accurate and to the best of their recollection.  All participants have been 

given the requirements to participate and are stating they qualify to participate by 

completing either the survey or the interview, respectively.  Limitations for the survey 

include how well a participant recalls his or her previous feelings of social preparedness 

by the high school dual-credit courses they attended, as well as any recollection of the 

class type and environment therein.  Interview limitations include the overall ability of 

participants to recall and interpret their children’s feelings of social preparedness for 

college by the dual-credit courses taken.   

Summary 

Dual-credit has been an influential program since its inception, helping many 

students get an early start on their college career by offering courses while they complete 

their final years of high school.  Dual-credit is considered to be an easy way to cut the 

amount of time to complete a degree, ease the costs of general college tuition, and 

provide greater academic improvements over non-dual-credit participants.  Although 

research has attempted to understand the academic differences among dual-credit and 

their non-dual-credit counterparts, there is still more to uncover.  Social preparation for 
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college and how a student transitions socially to college after dual-credit courses is hardly 

researched, yet is believed by some to be as important as the academic side, if not more.  

The current body of research does not take into consideration how dual-credit influences 

social preparedness among student populations.   

Alongside keeping high-achieving students interested in high school during their 

senior year, it has also been touted as a way to lessen the number of dropouts in high 

school, especially for at-risk students.  The research on these at-risk populations, 

however, is scarce.  Much of the dual-credit research omits these students and the various 

differences they may have when compared to non-FGCS populations.  It is difficult, then, 

to say that dual-credit is an effective tool for all students who participate if there is little 

research to back up these claims.  Furthermore, current information regarding dual-credit 

students may leave out crucial differences between the many variables that go into dual-

credit courses.  Because no dual-credit program is entirely the same as another, it is 

difficult to say dual-credit is a one-size-fits-all for any student who attends.  There are 

key differences between the student population and the way the program is offered that 

may influence the way a student is prepared socially for the college experience once they 

reach college, post-high school.  Post-college plans is another variable not addressed in 

the dual-credit research but deserves mention.  One of the main goals of dual-credit is to 

accumulate credits to then complete a college degree faster than other non-dual-credit 

students.  Students may be driven to complete more credits to accomplish a goal they 

have set for themselves; dual-credit may play a role in the post-graduation plans students 

have once they complete their degree.   
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The purpose of this study was to understand how perceived social preparedness 

for college and post-college plans differed among the specific dual-credit courses taken 

and the location of the dual-credit courses.  States are making it easier for students to 

accumulate as many credits as they wish, with fewer limits on the number of courses 

taken.  Texas, as one example, in 2015 passed House Bill 505, a law allowing students to 

take as many dual-credit courses per semester as they wish, without limitation (THECB, 

n.d.-b).  High school administrators are working with colleges in various ways to ensure 

dual-credit continues to grow in hopes to benefit not only the students but the school with 

additional state-appropriated funding.  As programming continues to flourish and more 

students than ever are entering college with more credit accumulated through dual-credit, 

research must understand how these students acclimate to the college campus in hopes to 

better understand persistence and degree completion.  Also, as more students leave 

college with a bachelor’s degree at an earlier age, how does this influence their post-

college plans and what part does dual-credit play?  It is not enough to say dual-credit 

equates to better persistence and degree attainment simply because students have taken 

some form of dual-credit coursework.  Scholarship must elaborate on the various 

differences for both dual-credit programs and the students participating.  This study is 

important because it focuses on these differences in new ways never reviewed before in 

dual-credit research.  Social preparedness is evaluated in the surveys to identify 

differences among the way in which the dual-credit program is offered, and potential 

differences by FGCS status.  The surveys also hoped to identify how post-college plans 

may be influenced by the dual-credit courses taken.  The interviews offered a unique 

assessment of parents’ perception of social preparedness for their children after attending 
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dual-credit courses.  Dual-credit research must grow and develop along with 

programming changes to ensure future students understand how dual-credit can shape 

their academic career and beyond.  This study is a small, yet integral part of the research 

reform that will offer future scholarship a new method in which to study dual-credit.  
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Chapter 2 

Literature Review 
 

The following literature review begins with identifying what a dual-credit course 

is and how it differs from other dual-enrollment programs such as AP and IB.  The 

differences between these definitions and how states appropriate restrictions and 

legislation are also reviewed.  Next, the variables associated with the dual-credit courses 

will be introduced and those most pertinent to this study.  Moreover, the benefit of dual-

credit participation on social expectations in college is highlighted as a significant factor 

in student retention and academic success.  Although little research has underlined the 

significance of dual-credit program’s influence on college selection after high school, 

what is known is included and may be significant in future dual-credit research.  Finally, 

a review of first-generation college students and how their social and academic 

performance differs from non-FGCS is included.  Differences among FGCS and non-

FGCS with regards to associated dual-credit variables is also discussed.  

 It is important to note that although post-college plans and how it relates to dual-

credit participation is one of the research questions in this study, an extensive review of 

the literature found no information regarding the subject.  However, to better understand 

how dual-credit influences students beyond college, the question has been asked by this 

study.   

Defining Dual-Credit 

When reviewing the literature on concurrent enrollment and dual-credit, it is 

important to first definitively separate the various types and degrees of each.  Credit-
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based transition programs encompass all the various alternatives to traditional high 

school courses that include college-level work or potential completion of college-level 

work (Allen, 2010).  Programs such as AP, IB, and dual-enrollment (also called 

concurrent enrollment, depending on what state you are in) are categorized under this 

grouping (Bailey & Karp, 2003).  Dual-credit is the name given to courses finished 

through dual-enrollment once a student successfully completes the course (Bloom & 

Chambers, 2009).   The literature addresses the research on dual-enrollment as such 

based on what is being researched; that is, research observing currently enrolled students 

will refer to the courses as dual-enrollment (Bloom & Chambers, 2009; Karp et al., 2007; 

Speroni, 2011a).  Research which explicitly addresses the coursework itself, such as in 

the literature presented here, is referred to as dual-credit research. Krueger (2006) best 

defines dual-credit as coursework completed while in high school for college credit either 

in high school classrooms, on a college campus or through a distance education program.   

Compounding the issue of properly defining dual-credit, each state can administer 

its own separate rules for dual-credit participation; there are no federal restrictions or 

limitations on dual-enrollment policies.  As such, all but four states have created some 

type of dual-enrollment practices and policies (Education Commission, 2016).  Hoffman 

et al. (2008) created an extensive list capturing the state-by-state breakdown of dual- 

enrollment policies on access and purpose of programs, which, other than adding four 

states with dual-enrollment policies since then, has not changed.  Colleges and 

universities in states such as Florida require students to meet a variety of standards 

including a 3.0 grade point average (GPA) and passing the appropriate college placement 

exams for general education courses (Karp et al., 2007).  Traditionally, states such as 
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Florida and New York have had restrictions for dual-enrollment programs to only include 

those students who meet the highest of standards in their high school courses (Bailey & 

Karp, 2003).   However, a review of more recent literature has pointed to the push by 

states, including New York and Florida, as well as Texas and Illinois, whose dual-

enrollment programming has shifted to target underserved and underrepresented student 

populations specifically.  The objective is to bolster the likelihood of obtaining college 

credit while in high school, regardless of students’ academic standings (Hoffman et al., 

2008).  For the purpose of this research, Texas is the primary state examined for dual-

credit policy and procedure.     

Texas legislators took the first step to ensure dual-credit access for all high school 

students in 2006, when it was required that every school district offer at least 12 hours of 

dual-enrollment courses (Hoffman et al., 2008).  However, the Texas Higher Education 

Coordinating Board (THECB) explains the broad nature of the legislation, which states 

courses do not have to be offered as dual-credit, but can be in the form of AP, IB, or 

advanced technical courses (THECB, 2008). Hoffman et al. (2008) describes Texas’ 

dual-enrollment purpose, which is to ensure that every high school student is college 

ready upon graduation.  However, it is not stated how legislation is working towards this 

goal.  The legislation does state that dual-enrollment is open to students who meet the 

requirements to participate.  There are conditions that allow administrators in the high 

schools to override these requirements for students based on varying circumstances 

(Texas Education Agency, 2011).  This is the only evidence that suggests those other than 

qualified participants can take dual-credit courses.  Similarly, course restrictions set by 

the state only allow high school students to enroll in two dual-credit courses each 
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semester.  Early College High Schools (ECHS), designated schools that provide outreach 

and learning to those students most at risk of not completing high school and college 

credit, have been established throughout Texas and allow a work-around for both the 

dual-credit course restrictions and eligible student requirements (Texas Education 

Agency, 2011).  House Bill 505, added to Texas law in 2015, requires no limitations on 

the number of dual-credit courses a student may take per semester at high schools across 

the state (THECB, n.d.-b).  Universities are prepared to meet the growing demand for 

dual-credit programming through programs that show the various methods in which dual-

credit courses are offered. 

Two programs in Texas are currently building their dual-credit programs to meet 

the needs of students in their area.  Angelo State University in San Angelo, Texas, has 

established a dual-credit program with Frenship High School in Lubbock, Texas.  The 

goal of the partnership, like all dual-credit programs, is to offer college credit courses to 

underserved student populations, decrease the time it takes to complete a college degree 

and offer participants the chance at the college experience prior to completing high 

school (Navarette, 2016).  Because there are no demographic numbers and research on 

student outcomes as of yet, there is little to back up these claims made by high school and 

college administrators.  The lack of research into this program has not slowed 

enthusiastic participation rates.  Navarette cited the number of Frenship High School 

students taking at least one dual-credit course through Angelo State during the spring 

2016 semester at 1,088.  Because there is a significant distance between San Angelo and 

Lubbock, courses are taught on the Frenship campus by high school teachers meeting the 

qualifications to teach dual-credit. Nearby, Texas Tech University has established a 
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similar report with local Estacado High School to offer similar benefits in the form of an 

ECHS program between the two (Toth, 2015).  The predominant difference between the 

two arrangements is the type of professor implementing the courses.  Texas Tech is using 

its own professors to teach the courses, although all courses are taught on the high school 

campus.  These differences may seem trivial to the assured success and college 

preparation of dual-credit students; however, there is research to show these variables 

may be influential on student outcomes and college preparedness, especially in regards to 

the social environment of college.   

Variables Associated with Dual-Credit 

 It has been established that dual-credit provides more options for advanced 

coursework for low- to mid-level high schools than any other form of college-level 

coursework (Allen, 2010).   Dual-credit definition and implementation can be difficult to 

explain and catalog, especially with the varying programs types and state-by-state 

procedures.   Karp et al. (2005) did an extensive review of policies by state to identify 

key differences.  They found that all 50 states have developed dual-credit programs in 

some form or fashion. Moreover, 40 of those states have policies that directly address 

dual-credit (Allen, 2010).  Of those policies enacted by each state, those of particular 

interest to this project are the requirements to participate, location of dual-credit courses, 

and course content.   

 Participation in dual-credit courses has generally been only available to those high 

achieving students during their junior and senior years of high school (Hoffman et al., 

2008; Speroni, 2011a; Struhl & Vargas, 2012).  As stated previously, Texas and other 

states are trying to implement programs that offer students from historically 
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underrepresented populations chances to attend dual-credit courses in high school 

(Navarette, 2016; Toth, 2015).  Researchers have the difficult task of assessing the degree 

outside variables affect the differences between those who participate in dual-credit 

courses and those who do not (Speroni, 2011a).  There is a bevy of research which points 

to overall increased academic performance for dual-credit students.  When compared to 

college students who did not take dual-credit courses, research shows the potential 

benefits offered to dual-credit students such as increased overall college GPA (An, 2015) 

and first-year student GPA (Jones, 2014), better academic preparation for college 

(Hoffman, 2005), and lessening the time to a college degree (Adelman, 2004).  Similar 

findings exist for dual-credit first-generation students (An, 2013).  The issue becomes 

how to interpret outside variables that may be playing a role in student outcomes.   

The consensus of dual-credit research is that there is an increase in GPA and 

persistence of students who attend dual-credit courses over those who do not (Speroni, 

2011b; CCRC, 2012).  Jones (2014) also finds that among dual-credit and non-dual-credit 

participants attending community college after high school that those with dual-credit 

experience have higher overall GPA in their first year than those who do not.  Although 

significant findings between dual-credit and non-dual-credit participants are found in 

most contemporary research, there is some question about confounding characteristics 

that are difficult to rule out.  In two studies conducted on Florida dual-credit students, 

Speroni (2011a; 2011b) found that students who had taken dual-credit courses were more 

likely to persist towards a bachelor’s degree and had greater GPA than those who did not 

take dual-credit.  However, she notes it may be asking too much of dual-credit research to 

say with any certainty that dual-credit is the main cause for these changes in GPA and 
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persistence.  Because the students who normally are taking dual-credit courses are 

already better academically prepared than those who do not, there is a general sense of 

selection bias in most research.  Students who choose dual-credit are already more 

academically motivated and are more academically sound than others (Speroni, 2011a).  

This can easily attribute to why their GPA is higher than their non-dual-credit 

counterparts.  This could also explain their increased likelihood to continue towards a 

degree.  In other words, these students would be completing at higher rates and with 

higher GPAs whether they took dual-credit courses or not.   

Knowing the potential for selection bias, Speroni (2011a) also looked at 

differences within the dual-credit population and found that students GPA and 

persistence were greater if they had taken the specific dual-credit algebra course.  

Because Florida requires students to meet a certain high school GPA before they can take 

dual-credit courses and the potential benefit influence dual-credit has on students’ college 

outcomes, Speroni suggested in her findings that Florida open its dual-enrollment 

participation to include more students because of the believed benefits that were missed 

by students just below the participation cutoff.  Moreover, because Florida has one of the 

largest and most extensive statewide dual-credit programs (Allen, 2010), they are not 

immune to potential critiques within their established policies.    

Location of the dual-credit courses may not seem as significant a factor in student 

success.  State policymakers have not considered the logistics of program types and how 

they affect outcomes as of yet.  States such as Hawaii, Colorado, and Virginia require 

students attend dual-credit courses on the college campus.  Other states are not restrictive 

on where students take dual-credit courses so long as they are offered either on the high 
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school or the college campus (Karp et al., 2005).  Although more than a decade has 

passed since Karp et al.’s findings, no significant changes exist to their report.  Allen 

(2010) describes the various locations students may take their dual-credit courses: either 

on the high school campus taught by high school teachers who have at least a master’ 

degree with 18 hours in the subject they are teaching; on the college campus in either an 

all dual-credit classroom or mixed with the college’s general student population; or 

through a distance education program, where students take the course online.  The 

different variations of course location make it difficult to group all dual-credit students 

together and must be seriously considered when attempting to understand student 

learning outcomes.  As seen from examples of dual-credit programs in Texas, the 

location of the courses generally depends on what is best available to both the institution 

offering the courses and the high school itself (Navarette, 2016; Toth, 2015).  These 

differences have been researched, albeit not to a great extent, and location differences do 

arise.   

One of the first studies to extensively research location differences among dual-

credit students was Burns and Lewis (2000).  What made their study interesting was that 

they attempted to understand students’ perceived instructional benefit of the courses 

taken and what the actual outcomes were between location differences.  Moreover, the 

study describes the state of dual-credit at that time, which called for more accountability 

of dual-credit programming.  Burns and Lewis (2000) describe the tentative nature of 

growing dual-credit programs due to the lack of accountability administrators faced.  It 

was at the time an ever-growing concurrent enrollment program, offering a more flexible 

approach to both high school and college credits and how the courses are offered.  Their 
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study consisted of gathering perceived instructional benefit through one-on-one 

interviews with participants.  In these, students as a whole described the experience on 

the college campus as more valuable to their learning (Burns & Lewis, 2000).  Although 

the research is generally replicated with other students, this preliminary research into 

dual-credit location is not without its flaws.  The researchers included students with 

similar GPAs.  However, some of the interviews note that some students have more 

experience with dual-credit courses than others.  Since location can play a role in student 

success, number of hours, which is covered in this chapter, may affect students’ 

perceived college experience.  Other, more glaring, issues such as size of the participation 

pool for the study, are overshadowed by the lack of understanding for diversity in the 

study.   Socioeconomic status is not mentioned and can therefore be assumed was not 

taken into account for the students interviewed.  Contemporary research better 

understands these differences and may indeed play a serious role in understanding dual-

credit outcomes (An, 2013; An, 2015).  There has been a long-standing realization that 

dual-enrollment programs lack diversity and are comprised of predominately White 

students; therefore, saying that the findings are generalizable to all student populations 

would be incorrect.   

Cochran and Burns (2007) also took to understand location differences more 

seriously with an extensive review of the oldest and most influential of College Now 

programs implemented by the State University of New York (SUNY).   The review 

included the Kingsborough Community College especially because of its commitment to 

dual-credit student learning; it offers campuses dedicated to dual-credit students, in most 

cases apart from the high school.  Other significant considerations are what it added to 
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the literature that Burns and Lewis (2000) were unable to do before.  The research was 

done in an urban area where there was a larger presence of African American and Latino 

student populations than White students, which are the predominant dual-credit going 

population elsewhere in the country (Cochran & Burns, 2007).  Both students and 

teachers in the College Now program were interviewed, which offered a unique dynamic.  

Student participants in Cochran and Burns’ qualitative study felt they were gaining a 

better advantage over other students who were not able to attend the same program.    

More recent research has considered location an important factor in student 

success in dual-credit courses, the type and number of dual-credit courses offered must be 

similarly considered (Speroni, 2011a; Speroni, 2011b; Struhl & Vargas, 2012).  In one 

study, Speroni (2011a) found not only variations by participants, but significant outcomes 

for students who took a specific dual-credit course, college algebra, when compared to 

other students.  She also found students who took college algebra through dual-credit 

were more likely to enroll and graduate than their non-participant counterparts. Looking 

at dual-credit students in Florida, a state well known for its robust dual-credit programing 

and regulated system, was the basis of the study.  Because of Florida’s dual-credit policy, 

students are required to meet a minimum high school GPA of 3.0 before attending any 

dual-credit courses.  Besides the differences among college algebra students, the study 

found no other significant increases in students’ general likelihood to graduate high 

school, enroll in college or complete college (Speroni, 2011a).   

Struhl and Vargas (2012) researched Texas students in their senior year of high 

school through six years following to see dual-credit’s influence on completion rates in 

college.  Unlike other research that primarily looked at differences from high school to 
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the community college (Burns & Lewis, 2000; Cochran & Burns, 2007), Struhl and 

Vargas took a broader view of student participation after high school, by comparing the 

going-rates of dual-credit students into either a community college, four-year university 

or college, or a technical program.  In their study, Struhl and Vargas took notice of the 

impact of specific courses and their influence on students’ college enrollment following 

high school.  An English Language Arts (ELA) course taken as dual-credit increased 

likelihood of attending college after high school by 2.75 times (Struhl & Vargas, 2012).  

Though other courses were likely to increase college-going rates of students, this was by 

far the largest difference.  A change in college enrollment were also seen amongst 

students taking a vocational course, language course (such as a foreign language, 

however, none is specifically designated in the study), and physical education.  Beyond 

just these significant findings, it is important to note that the differences were found 

among similar student populations.  Dual-credit participants were matched with non-

participants that matched closely to their academic and demographic backgrounds.  One 

note made by researchers was the overall low number of diverse student populations.  

The ethnic background of participants was predominately White, a common occurrence 

among dual-credit participants (Karp et al., 2007), especially in Texas (Struhl & Vargas, 

2012).  Although significant increases for dual-credit participants are noteworthy, the 

disparity between non-White dual-credit participants must always be considered for 

researchers and administrators hoping to further access of this growing concurrent 

enrollment program.  The research on variables attributing to differences among dual-

credit students generally account for differences among GPA, course completion, and 

demographics.  However, because a disparity among factors such as socioeconomic and 
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first-generation status still exists in even the most comprehensive literature, it is difficult 

to say for certain dual-credit programs will help any and all students.   

The Social College Experience 

 A great deal of dual-credit literature investigates of the academic benefits for 

students, especially how their coursework equates to college completion of courses after 

high school and eventually towards a degree.  However, seeing dual-credit as a model 

and even predictor (CCRC, 2012) of academic success may be relying too much on the 

concurrent enrollment program itself.   Research has shown that participation in dual-

credit programs have boosted first-year college GPA, persistence towards a degree, and 

high school completion (An, 2013; Karp et al., 2007).  The reality is that the majority of 

high-achieving students, such as those attending Florida’s dual-credit programs, with a 

minimum 3.0 GPA requirement to participate (Speroni, 2011a; 2011b), may already be 

proficient, if not at least cognizant of what’s required of an academically qualified 

college student (Karp, 2012).  Karp, who has been a part of many extensive reviews of 

college success initiatives (Karp et al., 2005; Karp et al., 2007; Bailey & Karp, 2003) 

alludes to the idea that students’ academic capabilities are not the only attributing factor 

to college persistence and degree completion.  Once in college, students must learn to 

navigate the sometimes confusing procedures, processes and what it means to be a 

college student (Karp, 2012).  Other factors such as understanding one’s role as a college 

student (Turner, 1990) and creating social relationships with fellow college students is 

not as commonly reviewed in dual-credit studies, but should be considered on par with 

other factors of dual-credit success. 
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 Dual-enrollment programs offer a unique opportunity that other concurrent 

enrollment programs do not.  It allows students to practice their role as college student 

before they leave high school (Karp, 2012).  Regardless of where the courses are offered, 

students are aware of the courses’ impact on their future, and research has shown that 

students view these courses as more valuable to their education than general high school 

courses (Cochran & Burns, 2007).  Even though the majority of their time is spent in high 

school, dual-credit students are learning the importance of the college student role 

through exposure to college-level coursework, and, in some instances, the college 

environment, which is influential on student outcomes after high school (Karp, 2012).  

Research on the effect transitioning from high school to college has been around longer 

than dual-credit programming.  Merton (1957) describes the transition from high school 

to college as an example of anticipatory socialization, which helps individuals learn the 

general behaviors, attitudes and values of those who inhabit the role in which they aspire.  

Research on role theory, an expansion upon Merton’s previous work, defines role 

changes as they develop (Turner, 1990).  For example, Turner describes the change in 

role for the student (in this sense learning to be a college student) must come with change 

in their environment and in those with whom they interact.  It can be concluded that 

students who are locked into dual-credit courses on the high school campus taught by 

high school teachers who meet the requirements to teach dual-credit courses may not 

assist students with truly learning the role of college student.  Students who are allowed 

to attend dual-credit courses on the college campus, and even within courses with other 

college students, allows for a more seamless transition into college life both academically 

and socially (Karp, 2012).  Moreover, Karp suggests that rehearsing the role of college 
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student allows less time acclimating to college once they arrive and may curve low 

persistence among both high and low academically motivated students.  

Bailey and Karp (2003) reference the need for research to seriously consider non-

academic reasons for student success.  Just the location of dual-credit courses, being 

either on a college campus on in the high school, can affect student completion rates.  

However, their extensive research into the subject found that dual-credit singleton 

programs, an intensive dual-credit experience course offered to high achieving students, 

does little to consider the social preparation for college.  Instead academic rigor takes 

precedence.  As seen with role theory and the use of role rehearsal, this can be a 

counterproductive method of preparing students for the college experience (Turner, 1990; 

Karp, 2012).     

The relationship between dual-credit professor and student is scrutinized by 

researchers and those with first-hand experience.  It is difficult for researchers to narrow-

down the differences of student support while attending college-level courses in high 

school.  For example, students do not understand the differences in teaching methodology 

from high school teachers to college professors (An, 2015; Karp, 2012).  Therefore, 

students, who have had more of a nurturing experience with high school teachers, will be 

thrust into a college classroom that requires them to be self-reliant, pacing themselves 

throughout most of the course with little to no coddling of professors (An, 2015; 

Zimmerman, 2012).  This is a harsh reality that some students, regardless of how well 

prepared academically, have a difficult time with once they reach college (Burns & 

Lewis, 2000; Karp, 2012).  The other side is the teacher’s experience with a classroom of 

underprepared dual-credit students.   
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Zimmerman (2012), an English and history professor for a dual-credit program in 

Hofuf, Saudi Arabia, speaks to the difficult nature of teaching underprepared students.  

Like much of the empirical research, Zimmerman has certain students that excel in his 

classes.  These students likely will continue to succeed in their future college endeavors 

with or without the dual-credit experience.  Other students, however, have a difficult time 

in his courses, which are taught on a college campus, because they do not have the 

familiarity with their surroundings, lack a mature behavior during class times, and do not 

take the time and effort to be prepared for each class (Zimmerman, 2012).  Zimmerman 

attempts to shake the foundation of long-believed benefits and strengths of dual-credit 

programs.  Even though some programs require a 3.0 GPA to attend dual-credit courses, 

overinflated GPAs and perceived college-readiness make students feel they are more 

socially and academically prepared than they really are (Zimmerman, 2012).  Many dual-

credit programs should be reclassified; but, because colleges do not discern dual-credit 

courses from other college coursework completed, dual-credit should not be considered a 

transition to college life, but the real thing.  Because much of what Zimmerman 

references is anecdotal and often one-sided, it is difficult to consider his words as true 

unbiased critiques.  Furthermore, no empirically researched papers could be found to 

back up Zimmerman’s claims.  However, because dual-credit research as a whole is 

limited, it is difficult to dismiss those who have experience in the field and want to 

explore the possible discrepancies that may exist.  

Dual-Credit First-Generation Students  

 Dual-credit research, as a whole, points to overall expedited degree completion 

and grade point average for students who participate (Karp et al., 2007; Allen, 2010; 
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CCRC, 2012).  However, the majority of dual-credit research tend to lump all students 

into one group and does not show the breakdown of different group characteristics such 

as ethnic background and family education history.  First-generation college students 

(FGCS), a group often overlooked even in research addressing underserved populations, 

are rapidly increasing in numbers entering colleges and universities, yet have a very high 

risk of dropping out (Pelco, Ball, & Lockeman, 2014).  FGCS face many of the same 

challenges minority and low-socioeconomic status face, as well as an unrealistic or no 

expectation of college which may lead to a successful college transition.  Dual-credit 

could improve these numbers in the future and allow college access to this population of 

students who may otherwise not consider college a possibility.  When considering first-

generation college students (FGCS), it is important to understand what constitutes an 

FGCS.  The definition is difficult, as many exist and even those who meet certain FGCS 

status do not always know it, so they do not identify themselves as such (Trevino & 

DeFreitas, 2014).  Some research identifies FGCS, albeit only contextually, as those 

whose parents have no college experience (Terenzini et al., 1996).  The majority of 

research, however, only address FGCS by name and gives no specifying characteristics 

(Hoffman, 2005; Hoffman et al., 2008; Hurtado et al., 2008).  The easiest to describe and 

most common method of identifying FGCSs is Pelco et al.’s (2014) definition, that is, a 

student whose parents may have some college credit experience, but neither have 

completed a full bachelor’s degree.  This will be the agreed definition of FGCS moving 

forward when referring to this population.  

In Texas, the largest population of 15 to 19 year-olds are Hispanic, making up 45 

percent of this total population with White making up 37 percent (THECB, 2011).  The 
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reverse, however, is true among dual-credit participants; THECB also found White 

students account for 46 percent of dual-credit enrollment, while Hispanic only make up 

37 percent.  Other ethnic groups are even less accounted for in dual-credit programs in 

Texas, with African Americans contributing only 6 percent of the dual-credit population, 

less than half the overall 15 to 19 year-old African American population in the state at 13 

percent.  Although the numbers are low, they have steadily increased over the last ten 

years, and are projected to increase in the future (THECB, 2011).  Nonetheless, there is a 

long-standing difference first-generation majorities such as Hispanics and Latinos and 

their White peers. A large majority of which reside in Texas, based on population 

demographics (THECB, 2011).  Because Hispanic and Latinos make up the majority of 

the FGCS population and are the most rapidly growing college-going population in the 

United States (Hurtado et al., 2008), they will be used to extrapolate further the 

differences among FGCS and non-FGCS populations.    

 Because there is a limited amount of research on FGCSs, conclusions about their 

participation in dual-credit can be drawn from low socioeconomic students.  Hoffman et 

al. (2008) includes minority, low socioeconomic and FGCS status all together when 

addressing the equity differences among dual-credit participation across the United 

States.  Allen (2010) notes in a meta-analysis of contemporary dual-credit research that 

future scholarship should differentiate between first-generation, minority, and 

socioeconomic status instead of comparing all three together as one.  White students, who 

are more likely to participate in dual-credit programs and make up a large majority of the 

mid- to high-socioeconomic status in the United States (An, 2015), are far more likely to 

complete a college degree than their lower socioeconomic status counterparts (Hoffman 
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et al., 2008).  FGCSs represent a great number of Hispanic and Latino students attending 

high school (Trevino & DeFreitas, 2014).  This group is already underrepresented in 

dual-credit programs (An, 2015).  Similarities abound, FGCSs generally meet similar 

struggles of other underserved populations, especially in regards to college selection, 

academic, and social preparation for college. 

 Differences between FGCS and non-FGCS means there is generally a lack of 

knowledge about the college selection and attendance of FGCS students due to the 

limited amount of knowledge and understanding on the part of FGCS parents (Trevino & 

DeFreitas, 2014).  An (2013; 2015) has extensively researched differences among dual-

credit participants by socioeconomic status.  Parents from low-socioeconomic status are 

less involved with their students’ preparation for college.  Parents from higher 

socioeconomic status were more involved in the college selection and decision process 

than those from low-socioeconomic backgrounds (An, 2013).  An (2015) found students 

with college educated parents were more likely to attend higher selective, more 

prestigious institutions.  Similarly, academic differences vary by parental education.  He 

also found these same students had increased first-year college GPAs as well as higher 

college entrance exam test scores.  Students from low-socioeconomic backgrounds were 

also more likely to need remedial courses when entering college (An, 2013).  Although 

FGCS’ parents may not have as much knowledge about the college selection, admission, 

and attendance procedures required to assist their children, research exists that shows 

parents of FGCS have high expectations for their children (Gandara & Contreras, 2009).  

Latino parents were not able to properly help their children throughout high school and 

into college due to the social and cultural gaps between the parents and the school.  
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Moreover, case studies conducted by Trevino (2004) show Mexican families expected 

their children to not only graduate high school but also obtain a college degree.  

 Social preparedness, because of its often underappreciated effect on college 

completion and going-rates of students (Karp, 2012), should also be mentioned with 

regards to FGCS.  Because FGCSs are not prepared academically and their parents have 

little knowledge of the processes entering college, these students may not have an 

accurate perception of college life (An, 2015).  Research has shown differences between 

what motivates FGCS and their peers.  Trevino and DeFreitas (2014) note Hispanic 

students who meet first-generation status are more likely to persist when facing adversity 

at the college campus than their peers.  Despite financial barriers and a lack of knowledge 

about the college experience, FGCS show strong resilience to complete their degree 

(Cavazos et al., 2010; Trevino & DeFreitas, 2014).  These studies were primarily done 

using FGCS information for Latino college students, which may leave some additional 

parameters for other ethnicities as well.  However, a similar two-year longitudinal study 

of first-generation students found significant differences in resilience, openness to 

diversity and ability to overcome obstacles than non-first-generation students across 

several ethnicities (Pascarella et al., 2003).  Whereas these studies found positive 

persistence among FGCS, there is still a concern that many researchers have for this 

group and others from low-socioeconomic backgrounds (Pelco et al., 2014; An, 2015).  It 

cannot be denied that these students face more challenges than their peers both inside and 

outside the classroom.  As more dual-credit programs look to increase participation 

among underrepresented populations, it is imperative to fully understand the various 
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challenges these groups face that has not otherwise been understood in previous dual-

credit research.   

Dual-credit and other dual-enrollment programs have various ways of being 

addressed in the research, which makes it difficult to discern one definition from another.  

For this study, Krueger’s (2006) definition of dual-credit as college coursework 

completed while in high school will be used.  The location and specific courses 

associated with dual-credit have been reviewed in previous literature on the subject, but 

more research is needed to fully understand how the many variables associated with dual-

credit impact student social preparation.  Furthermore, social preparation for college is 

believed to be impacted by dual-credit participation through role rehearsals (Karp, 2012), 

but the absence of empirical evidence keeps the current scholarship on the subject 

speculative.  The following chapter explains the methodology used in this study.  

Through the mixed-methods research conducted, the current study hopes to address some 

of the limitations of previous dual-credit research, while building upon what is currently 

known about dual-credit populations.   
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Chapter 3 

Methodology 

 This study used a mixed method approach, combining quantitative survey data 

and qualitative personal interviews to examine how factors related to high school and 

specific dual credit courses influence the number and type of dual credit courses taken by 

current undergraduate students.  The research sought to understand how the variables 

described above influence students’ perceived effects on college selection and social 

preparation prior to college.  Little is known about the influence all these factors have 

between students from varying backgrounds.  Furthermore, the majority of students are 

not making the choice to participate in dual-credit programs alone.  Parents tend to have 

as much a stake in their students’ high school outcomes as the students themselves 

(Lukes, 2014).  The first three questions address the survey conducted for this study.  The 

final two were used as a basis for personal interviews with parents of dual-credit 

participants.  Quantitative research on dual-credit participation has exclusively used 

previously collected data sets to find generalizable differences among dual-credit 

populations (Karp et al., 2007; Allen, 2010).  Limiting factors did exist as to who could 

participate in both the survey and interview portions, respectively.  To alleviate the 

potential for low participation and therefore low reliability of the survey data, the 

researcher included a qualitative piece to the research project.  A review of previous 

research found little information about the parents’ point-of-view on the topic of dual-

credit.   This study intends to open a dialogue from a parent’s perspective about the 

changes they saw in their students after participating in dual-credit for future research. 

The study was guided by the following research questions: 
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1. How do the type and location of dual-credit courses influence perceived social 

preparation for college? 

2. How do the type and location of dual credit courses influence immediate post-

college graduation plans? 

3. How do these effects differ for first-generation students? 

4. How do the parents of dual-credit students perceive their children’s social 

preparedness for college was influenced by the specific type of dual-credit 

courses taken?  

5. How do the parents of dual-credit students perceive their children’s social 

preparedness for college was influenced by the location of the dual-credit 

courses taken?  

Research Design  

 To answer the questions associated with students’ perceived outcomes, an 

explanatory sequential mixed methods design was used.  This involved creating a survey 

(Appendix D) to collect data regarding the first three research questions, then using 

findings from the surveys to create questions (Appendix G) with which to further probe 

the perceived social preparedness of parents of former dual-credit participants.  This 

approach helps to better explain the survey results, and provide a more cohesive 

interpretation of the findings (Creswell, 2014).  To understand the independent variables 

for questions one, two and three, parameters were set for size of high school and location 

control.  To allow for a discernable size relation for high schools in Texas, they are 

classified within one of six types based on population size (Colston, 2013):  

N Class 6A: 2,100 students and above 
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N Class 5A: 1,060-2,099 

N Class 4A: 465-1,059 

N Class 3A: 220-464 

N Class 2A: 105-219 

N Class 1A: 104.9 and below 

To ensure a more accurate account of high school student population, participants were 

asked to identify the number of students in their respective graduating class (see 

Appendix D).  Students were also asked how many grade levels were within the high 

school.  Some high schools, especially larger institutions, separate various grades from 

the high school and other campuses.  An example of this is Garza Independence High 

School, a campus which only consists of junior and senior year high school students 

(AISD, n.d.).  Calculations of class size were run by multiplying the highest student 

number in the graduating class (e.g. a student selecting “0-25” would be considered “25”) 

by the number of grades within the high school as indicated by their answer (e.g. two, 

three, or four grades) (Appendix D).   

 Location is described as the location where the dual-credit courses are taken.  

Researchers identify three key locations students attend dual-credit courses (Allen, 2010).  

The same three were used for this study: on the college campus, on the high school 

campus, or distance education (i.e. online).   

 Research has pointed to difference among students attending one dual-credit 

course over another (Struhl & Vargas, 2012; Speroni, 2011a). As such, the researcher 

hopes to gauge the influence particular courses have (if any) on social preparation for 

college and post-graduation plans.  Conversely, how the type of course may be 
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influenced by size and location control of said dual-credit courses.  To measure this, the 

type and number of dual-credit course will be identified through “yes” or “no” questions 

regarding specific dual-credit courses taken (e.g. English, communications, etc.) 

(Appendix D).  Although Texas has no specific courses recommended for students to take 

through dual-credit programs, THECB suggests taking courses that lead to the fastest 

completion of a college degree (THECB, 2011).  Some institutions provide guidelines for 

students interested in taking courses prior to their time at a 4-year university. These areas 

of study include courses regarded as required by any degree at the institution regardless 

of major, more generally called core curriculum (Texas Tech University, n.d.).  The 

courses for the survey used in this study were drawn directly from similar courses 

identified on the core curriculum website.  Participants are also offered a place to include 

any course not identified in the survey.  There is one selection marked “other” for 

students to name a course or description that had not been identified in the study.   

 Questions regarding social preparation for college used a Likert scale, measuring 

participants’ perceived preparation for the college experience.  Three questions 

specifically asked how well dual-credit courses prepared them for interactions with 

college professors and their fellow classmates once in college, and their expected 

behavior in the college classroom.  The Likert scale measured from “0, not at all” to “10 

– Extremely well” for said questions (see Appendix D).  Using an odd number, the Likert 

scale did not require participants to necessarily lean one direction over another; instead, it 

offered students a neutral selection, “5,” which indicates no significant difference one 

way or the other (Jackson, 2009).   To understand other potential differences among 

participants’ perceived social preparation for college, another question followed the 



Texas Tech University, Aaron Chavarria, December 2016 
 

41 

Likert scale questions, asking students to identify an outside confidant that best prepared 

them for college.  This allowed students to confirm dual-credit courses influence on their 

perceived social preparation for college or identify another resource that may have better 

prepared them (e.g. high school courses, friends/family currently enrolled in college) (see 

Appendix D).  Status differences, such as first-generation college students, may look to 

social figures outside the classroom for guidance into college (Hurtado et al., 2008).  As 

such, participation in dual-credit courses may not be the only factor contributing to their 

perceived social preparation for college.   

 College selection after high school has some ties to concurrent enrollment 

programs (Burns & Lewis, 2000; Cochran & Burns, 2007), but not a significant amount 

is known about dual-credit’s influence on college selection following high school.  The 

survey contained a question asking what participants’ had done following high school 

graduation, either enrolling in a 2-year or 4-year college or university or another option 

outside higher education.  Differences are evaluated and described in detail in the 

following chapters.  

 The final question involving differences among first-generation college students 

and other students is interpreted by a “yes” or “no” question following a description of 

first-generation student status (Pelco et al., 2014).  Differences are evaluated and 

described in detail in the following chapters.  

 Descriptive and inferential statistics were used to report differences among the 

current research variables.  Descriptive statistics used will consist of means, standard 

deviations, and standard error.  The inferential statistics will be measured using two-

tailed hypothesis testing, which predicts differences among the groups tested, except the 
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differences one way or another is not known (Jackson, 2009).  For example, differences 

among first-generation and non-first-generation college students among each of the 

research questions is expected, but to what end the differences relate are not yet known.  

Two-tailed t tests were used to describe differences among the various research 

questions.  

 The interviews with parents of dual-credit participants will allow a unique 

opportunity to either strengthen or call to question some of the significant findings from 

the survey t tests.  The interviews will occur in person, face-to-face, in a private location 

between the participant and the researcher.  The responses to questions by participants 

will be written by the researcher and the interviews will be recorded, if participants agree 

to do so.  The interview questions (Appendix G) looked to find common themes 

regarding social preparation for college, location and types of dual-credit courses the 

interviewee’s children completed.  The interview data were analyzed by coding the 

emerging themes associated with social preparedness and any relation to the dual-credit 

course location (i.e. high school, college, or online), as well as social preparedness and 

the relation to any specific dual-credit course taken.  Because this is an attempt to 

understand the social preparedness of dual-credit students through a unique perspective, 

there must be a level of unassumingness for any themes that are brought forth by 

participants outside the scope of the research questions.  Therefore, any additional 

comments made by participants regarding social preparedness were coded as 

“miscellaneous” until all interviews were completed.   

All three participants’ children had taken their dual-credit courses at the high 

school campus with high school teachers, so no identifiable location differences were 
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established.  Participants did identify some specific course differences that were 

attributed to both social preparedness, especially with reference to their children’s 

emotional learning state of mind prior to the transition to college.  This information was 

initially coded under miscellaneous until further review could identify several instances 

of this phenomenon which prompted a new theme of social and emotional learning, 

which will be described in Chapter 4.   

When considering how dual-credit shaped their children’s social preparedness, the 

specific words “introvert” and “extrovert” were brought up by participants.  These 

instances were coded under the scope of “personality types” once the researcher had 

finished reviewing the interviews and this new theme was added to the results found in 

Chapter 4.  This study is unique in its attempt to understand how parents of former dual-

credit participants perceived their children were prepared socially for college through the 

dual-credit experience.  

Population  

The population for the quantitative piece of this study were randomly sampled 

students currently enrolled at a large, public 4-year institution in the southwest United 

States.  To ensure a broad variety of participants, both full-time and part-time students 

were welcomed to participate, and no indication of either is specified in the research 

survey. Students were asked to identify their current classification as of this semester (i.e. 

freshmen, sophomore, junior, or senior).  The current undergraduate student population is 

approximately 30,000 as of the previous academic year.  Numbers by first-generation 

college student status are not given and no discernable data exists for current students 

who have taken dual-credit courses.  Because the survey is available through the 
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university’s announcement system, any current undergraduate student is eligible to 

participate in the survey.  This includes students enrolled on the main campus, on one of 

the many satellite campuses, as well as distance education students.   

 There were a total of 18 participants who completed the survey.  Table 3.1 

provides the descriptive data provided by survey participants.  The survey asked 

questions to identify information regarding each participant’s classification, the number 

of dual-credit courses, based on answers given for each course marked either “yes” or 

“no”, and location and type of classroom in which the dual-credit courses took place.  

These questions were used to ensure there were some difference in the research 

participation pool.   

The low participant rate was not entirely surprising, as participant recruitment was 

limited due to restrictions by the Human Research Protection Program (HRPP) 

requirements.  It was not known how many of the potential population would participate, 

and because much of the research previously conducted on dual-credit participation was 

conducted among already existing data sets, low participation rates was a possibility.  

From the surveys conducted, several traits existed across all the participants that were not 

intended.  Survey responses indicated that all students attended a public high school and 

all entered a 4-year university immediately following high school.   
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Table 3.1 Participant Demographics 

__________Total Participants,_N=18___________  _   

Classification Total Population Percentage  

Freshmen  2 11.11% 

Sophomore  7 38.89% 

Junior  3 16.67% 

Senior  6 33.33%   

 Total DC Courses  Taken Participation  

 1-2     8 

 3-5      7 

 6-9      3    

 

        DC Course   Location Participation  

 On College   Campus 5 

 On High School  Campus 13   

 

 Student Classroom Population   Participation  

                Combination HS and  College 6 

                HS DC Students   Only 12   

 

 The population for the qualitative section will come from interviews conducted 

among parents of dual-credit participants.  The interview participants were selected 

among full-time teachers in either primary or secondary education who had at least one 

child who attended dual-credit courses in high school.  Although primary education 

teachers do not have students currently enrolled in dual-credit and other concurrent 

enrollment programs, those selected to interview work at elementary schools certified as 

No Excuses University campuses.  To meet this designation, faculty, staff, and 
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administrators must be committed to aligning their standards, intervention programs, and 

assessments with college for all their students in mind (No Excuses University, n.d.).   

Interviewed participants who teach in secondary education have the benefit of 

understanding how high school students act in high school social situations between their 

fellow classmates who are in dual-credit courses.  The interviews with parents of former 

dual-credit participants included 3 female educators in either primary or secondary 

education.  Ideally, the researcher wanted to include an equal number of male and female 

interviewees; however, to keep in accordance with HRPP protocol, the interview process 

was limited to only professional acquaintances of the researcher.  Along with being 

female, it is important to note that all three parent participants’ children had attended 

dual-credit programs on the high school campus, taught by high school teachers certified 

to teach dual-credit.  

Positionality  

The researcher has ties to both admissions and retention of college students 

through his professional career with both incoming and current student populations.  He 

has had personal conversations with prospective and current students who have expressed 

both elation and frustration with the dual-credit process in the state of Texas and 

elsewhere in the United States.  His interest in the topic comes from both anecdotal 

evidence and reviews of prospective students who have accumulated many dual-credit 

hours without meeting the admissions standards set by the receiving institution.   

Instrumentation 

 Survey data was conducted using Qualtrics survey tool.  An original survey was 

created and implemented to gather data and answer the research questions (Appendix D).  
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Participants were primarily asked multiple choice questions to understand their unique 

dual-credit experience and how it influenced their social preparation for college.  Other 

variables were assessed by questions regarding high school class size, type of high 

school, and location of dual-credit courses.  Personal questions regarding classification at 

Texas Tech, first-generation college student status, and immediate post-graduation plans 

were also documented.  Participants were asked to include the courses they had taken 

through dual-credit to better understand differences among certain courses, if any, exists 

for perceived social preparation, immediate post-high school plans, and immediate post-

college graduation plans.  A Likert scale was used, from 0-10 to assess the preparation 

level each participant felt the dual-credit experience prepared them for college courses, 

peers, and professors.  

 Qualitative information was gathered using questions regarding parents’ 

perceived social preparation for college, college selection, and post-college graduation 

plans for their children who participated in dual-credit courses (see Appendix G).  The 

questions elicited information regarding the changes parents saw in their students during 

and after dual-credit participation in hopes that common themes would be found among 

similar participants.    

Data Collection Procedures  

 Approval was requested from the Texas Tech University’s Human Research 

Protection Program (HRPP) prior to data collection (Texas Tech University, 2014).  An 

expedited approval was submitted by the primary and co-primary researchers.  Because 

no identifiable data was being collected from participants, the expedited review was the 

quickest and most appropriate approval method.  There was no directly identifiable 
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information that could link any participant’s information to any other at the target 

institution.  Students who met the requirements to participate were given the option to 

stop the survey at any point during the process if they felt they did not want their 

information recorded.  Exiting meant simply closing the web browser containing the 

survey.  No partially completed surveys were counted and the data was promptly deleted 

from the Qualtrics data sets.  No beyond normal risks were assessed by HRPP for the 

study.  Once approval was granted, data collection began.   

 An announcement using the institution’s announcement program was submitted 

and approved for distribution to all students at the university (Appendix A).  The request 

asked for participants who met the requirements to participate, current undergraduate 

students who had taken at least one dual-credit course in high school, to link to the 

survey.  The first link in the survey brought participants to a brief description of the 

research study; here students would read the reasoning for their participation and a 

concise description of what they were required to do (see first portion of Appendix D).  

In order to ensure a robust participant pool, staff at the target institution who oversee 

part-time student employees and advisors at the target institution who have face-to-face 

interaction with current students were sent requests, either by email or in person, to 

consider giving the study information to their students (Appendix C).  To meet HRPP 

protocol, the request to participate (Appendix B) must be given in person to the student; 

no forwarded email requests from advisors or staff were allowed.  As such, printed 

request to participate forms were brought to the offices of staff and advisors who agreed 

to hand them to their students.  The paper request to participate gave the link for students 

to access the survey (Appendix D).  A reminder email was sent one week following the 
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initial email to advisors and staff overseeing current students requesting they print and 

hand out the research documents from the previous email (Appendix E).  An attachment 

to the printable form to hand out to potential participants was the same form as Appendix 

B.      

 Potential interviewees were selected from professional contacts of the researcher.  

A request to participate in the interview was sent to the professional contacts who met the 

requirements of having at least one child who had completed dual-credit programs while 

in high school (Appendix F).  The email provided a brief description of the study, and an 

attached information sheet (Appendix H) was also included with the email request.  It 

provided additional information regarding the study, how answers would be used and 

transcribed, and how participants’ anonymity would be maintained.  Once potential 

participants read the email and attached form, and agreed to be interviewed, a meeting 

time and location were set.  To ensure a private, one-on-one conversation with the 

participant, an enclosed location with a door was requested by the researcher.  To begin 

the interview, participants were asked if they consented to being recorded.  Once consent 

was given, the recording was started and the interview questions were asked (Appendix 

G).   

 The first question hoped to elicit a dialogue about dual-enrollment in general and 

gauge how much the participant understood how the different types of dual-enrollment 

programs have changed from when they were in school to the time their child was in high 

school.  It was important to start here to get participants thinking about the dual-credit 

experience and how it differed from other dual-enrollment programs.  
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 The next two questions involve the location of the dual-credit courses and how 

the interviewee believed the location influenced dual-credit completion.  Research has 

shown significant differences among course completion and better academic rates once 

students are in college for those who took their dual-credit courses on a college campus 

instead of the high school campus (CCRC, 2012; Karp et al., 2005).  The researcher 

hoped to expand upon these findings to see if the interviewee expressed similar opinions 

and how the high school addressed (or did not address) any differences among dual-credit 

location.  The fourth and fifth questions followed along the same lines of Karp (2012) 

who found the location did significantly influence student’s social preparation and 

expectations in college.    

 The sixth, seventh, and eighth questions asked participants about any specific 

courses their student had taken, depending upon the recommendations of the school, the 

interviewee themselves, or other family members.  Specific dual-credit courses have been 

linked to college completion rates (Struhl & Vargas, 2012).  The researcher wanted to 

know what courses (if any) the children of interviewed participants were taking over 

others and who may be influencing these choices.  Also, what were the reasons given as 

to why these courses would be more beneficial over another.   

 The final two questions asked how the interviewee believed dual-credit was 

influential in motivating his/her child to take the courses and in what ways did the dual-

credit courses influence their post-college graduation plans.  Dual-credit courses are 

intended to fast-track a student to college completion (Speroni, 2011b); however, it has 

never been reviewed after the fact if the student felt they truly were helped by the 

experience of dual-credit or if it may have hindered them in some way.  Moreover, the 
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experience of their parent and how they believe the dual-credit courses influenced their 

child’s future has never been documented.   

After completion of the interview, the researcher thanked the participants for their 

participation and offered a final copy of the findings once complete.  The transcripts of 

the interview were carefully censored to remove any affiliated names regarding both 

participant and their children, as well as any relation to the high school or college they 

attended and any affiliated information with the school in which the interviewee is a 

representative.  

Data Analysis 

Analyses were done using descriptive statistics of mean, standard deviations, and 

standard error. These were conducted among participation rates of first-generation and 

non-first-generation student populations, participation in a specific dual-credit course or 

no participation in said course, and location of dual-credit courses either on high school 

campus or on college campus (Table 3.1).  Because the total participation rate was low, 

the specific dual-credit course used to determine significance was the most often taken 

dual-credit course answered by the 18 participants, English dual-credit.  The course was 

taken by 12 of the 18 survey participants.   Inferential statistics were evaluated using two-

tailed t tests for social preparation among variables associated with the research 

questions, as well as both FGCS and non-FGCS students.  Significance was also 

determined using t tests among social preparation questions from the survey which based 

participants’ perceived social preparedness for college using a Likert Scale from 0-10.  

Social preparation was rated against location of dual-credit courses (either on high school 

or college campus), the specific dual-credit English course, and FGCS and non-FGCS.   
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 Significance is determined by the alpha level, or the level by which statistical 

significance can be likely concluded and the findings were unlikely to have occurred by 

chance (Jackson, 2009).  For this study, the statistical significance was measured at a p 

value of .05 or below.  Any findings from t tests at a p value of .05 or below can be 

concluded as chance only 5 times or less out of 100 and are thus significant (Jackson, 

2009).  

Reliability and Validity  

 Reliability is the consistency of a measurement tool (Jackson, 2009).  The survey 

and interview questions have strong reliability because they elicit the participants to 

recollect past events involving their own dual-credit participation (through the survey) 

and ask thought-provoking questions to elicit a response about their child’s dual-credit 

participation (through the interview).  As long as the responses are truthful and the 

participant is able to recollect the situations from his or her memory, the answers should 

always be generally the same.  Because survey participants are still in college at the time 

of their participation, it is generally believed they would be able to recollect their past 

experiences in dual-credit courses accurately.  Parents participating in the interview may 

not be able to give as accurate accounts of their child’s participation in dual-credit 

depending on how long they have been out of the dual-credit courses.  The questions 

asked, however, will gauge the level of recollection the participant has for their 

experience. 
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Chapter 4 

Results 
 

The purpose of this mixed methods study was to understand perceived social 

preparation for college and post-college plans from the viewpoint of both previously 

enrolled dual-credit students and parents of previously enrolled dual-credit students.  The 

following chapter chronicles the findings of both the quantitative survey data collected 

from the 18 survey participants’ answers to questions regarding their dual-credit 

experience, and the common themes among participants’ answers to interview questions 

regarding their children’s dual-credit experience.  Results for significance were based on 

two-tailed t tests run assuming unequal variances.  The research questions in this portion 

of the study address the most prevalent dual-credit course, English; and the location of 

the dual-credit courses, as described by either on the college or on the high school 

campus and if the courses were taken in classrooms with only dual-credit students or 

combined with other college-going students.  Additionally, differences among FGCS and 

non-FGCS were evaluated.  Although results from individual t tests did find some 

significant differences in the quantitative section that follows, it is important to note these 

differences should be taken cautiously.  The low participant rate in the survey makes it 

difficult to take away any definitive differences between groups.  Nonetheless, many of 

the findings in this study have not been researched before, thus a review of the findings 

must be taken in order to further understand social preparedness and post-college plans 

among dual-credit participants.  It is the hope of this study to contribute to the topics 

regarding dual-credit that is not being researched currently.  
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For the qualitative piece of this study, interviews were conducted with three 

parents of previously enrolled dual-credit students, all of whom are full-time educators.  

Pseudonyms for the three interview participants were provided by the interviewee or 

assigned if a name was not chosen by the participant.  The three participants were Leona, 

Gale, and Tammy.  Similarly to the quantitative piece, the interviews related to research 

questions involving parents’ perceived social benefit for their students based on the types 

of courses he/she completed, the perceived influence dual-credit courses have on post-

college graduation plans, and the location of the courses and its relation to social 

preparation for college.  From the interviews, several themes about parents’ perceptions 

of their students became apparent: a lack of social/emotional readiness for college, the 

influence of personality types on social preparedness, and college plans based around 

completed dual-credit courses. 

The results are organized by the research questions each was hoping to answer.  

The first two questions sought to understand how the type and location of the dual-credit 

course influenced social preparation for college and post-college plans, respectively.  

Then, the aforementioned variables were evaluated for any differences among 

participants who identified as either non-FGCS or FGCS status. The final two questions 

asked parents of former dual-credit participants how they felt the experience shaped their 

children’s social preparedness by the specific courses taken.  Differences by location 

were also reviewed.  There were several themes that were realized when reviewing the 

interview transcriptions that were ultimately included, as well.     
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Location and Course Type and Social Preparation 

 The first research question looked to determine if there was a statistically 

significant difference between the type and location of dual-credit courses and how these 

variables influenced social preparedness for college.  Specific courses have been shown 

to make differences in the academic achievements of former dual-credit students 

(Speroni, 2011a; Struhl & Vargas, 2012).  The current study applied the same idea to 

social preparation for college, in hopes to uncover significant differences among 

individual courses completed through dual-credit.  As such, questions were included to 

indicate specific courses participants took through dual-credit.  Dual-credit English was 

the course most frequently reported by participants in the study.  It was used, therefore, as 

the basis for specific course analyses to answer several of the research questions 

throughout the study.  Social preparedness was measured using questions 10-12 of the 

survey (Appendix D).  Question 10 asked participants to report how well their dual-credit 

instructors prepared them for college professors; question 11 asked participants to report 

how their dual-credit courses prepared them to behave in a college classroom; and 

question 12 asked participants how well their dual-credit courses prepared them to 

behave around other college students in a college classroom.  Scores of 0 would indicate 

no perceived social preparation or social gains on the part of the student who took dual-

credit courses, while a score of 10 would indicate an extremely strong perceived social 

preparation.  Tables 4.1 and 4.2 show how social preparedness differed among several 

factors associated with the research questions: this included those who took and did not 

take dual-credit English; the location of the course, either on the college or the high 
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school campus; and the classroom environment, which was either a combined classroom 

with college-going students or in a classroom with only other dual-credit students.   

Table 4.1 Social Preparation for College by Course 

Individual DC Course 

                   English DC           Non-English DC   2-tailed p value 

Social Preparation Question            Mean Value         Mean Value    

Did your dual-credit instructors  

prepare you to behave 

in a college classroom? 6.63                         5.40           .219 

 

Did your dual-credit experience 

teach you to behave 

in a college classroom?  7.17   4.83   .102 

 

Did your dual-credit 

experience teach you to 

behave around other 

college students?  6.25   3.17   .005*  

 

Although there are no significant findings for the first two social preparation 

questions, question 12, regarding college classroom behavior, shows a significant 

difference between those who took dual-credit English and those who did not.  There 

may be a lack of significant findings among the surveyed population due to the effect 

dual-credit has on adequately preparing students for the social factors of college.  

Therefore, the surveyed population, all of whom were former dual-credit students, may 

have similar feelings of social preparedness from the time they took their dual-credit 

courses to their actual college courses.  Indeed, because dual-credit is supposed to be 

considered a college level course and not a college preparation course (Zimmerman, 

2012), the research may not uncover any significant social preparedness differences 

among the dual-credit populations.  It is important to note, too, that of the 18 survey 

participants, 12 had taken English dual-credit while the other 6 had not. A large 



Texas Tech University, Aaron Chavarria, December 2016 
 

57 

difference between these two populations may also play a slight factor in changes to 

overall significant outcomes by social preparation.  Because research based social 

preparation for college and the dual-credit courses completed is nonexistent to the 

knowledge of the researcher, it is believed the field of dual-credit research could benefit 

from additional review of the specific courses and how they influence social acclimation 

on the part of students.  

There is a more robust field of research on the location of dual-credit courses and 

how it influences student academic outcomes, which shows significant increases in grade 

point average and persistence in college for dual-credit students attending courses on the 

college campus (Speroni, 2011a; 2011b).  Social preparedness for college has not been 

researched to hardly any extent, yet is seen by some researchers to be as important as 

academic outcomes (Allen, 2010; Karp, 2012).  This research looked at perceived social 

preparation and its relation to the location of the dual-credit courses.  Questions 11 and 

12 of the survey, which asked participants to indicate how well their dual-credit courses 

taught them to behave in a college classroom and around other college students, 

respectively, saw significant findings between locations.  Indeed, students who indicated 

they took their dual-credit courses on the college campus scored significantly higher than 

those who took their dual-credit courses at the high school campus for these two 

questions (Table 4.2).  Question 10, which asked participants how well their dual-credit 

experience prepared them for college professors, was .001 from being significant, as well.  

It has been concluded by many researchers the added benefit students have taking their 

dual-credit courses on the college campus, both academically (Cochran & Barns, 2007; 

Speroni, 2011a; 2011b) and socially (Karp, 2012).   
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Table 4.2 shows clear differences among the mean values for students’ perceived 

preparation for college comparatively to the mean value for students who attended their 

dual-credit courses at the high school campus.  The greatest mean difference was on the 

question regarding how well the dual-credit experience taught students to behave around 

other college students.  Although you could conclude this is obvious due to the question 

asking about the participants’ behavior around other college students, it’s important to 

note that dual-credit courses, as stated previously, are supposed to be on par with the 

rigor and experience of a college class (Zimmerman, 2012).  Difference can be 

contributed to the attitude of the dual-credit student.  They still think of themselves in the 

role of high school student and still view their classmates as other high school students.  

They have not transitioned enough into the role of college student through their dual-

credit classes, even though the dual-credit experience, regardless of the location, should 

be doing just that (Allen, 2010).  

Table 4.2 Social Preparation by Location and Classroom Population 

   College Campus      HS Campus      2-tailed p value 

Social Preparation Question               Mean Value   Mean Value    

Did your dual-credit instructors  

prepare you how to behave 

in a college classroom?                                    7.60   5.31  .051 

Did your dual-credit experience 

teach you to behave 

in a college classroom?     9.00    5.38  .000* 

Did your dual-credit 

experience teach you to 

behave around other 

college students?  9.20         3.69  .000* 
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                      DC and College           DC Only       2-tailed p value  

Social Preparation Question               Mean Value               Mean Value    

Did your dual-credit instructors  

prepare you to behave 

in a college classroom?  7.17                     5.33  .098 

Did your dual-credit experience 

teach you to behave 

in a college classroom? 8.33 5.42   .019* 

Did your dual-credit 

experience teach you to 

behave around other 

college students? 8.50  3.58  .000*  

*p < .05, significant findings        

 

 The final variable looks at location and the classroom population differences 

among dual-credit courses taken.  Survey participants were able to select whether they 

took their dual-credit courses in a classroom that combined college-going students and 

dual-credit students, or dual-credit students only.  Part of the overall experience of 

college is interacting with other college students (Karp, 2012).  The research outcomes 

showed significant differences between the mean values of social preparation behavior in 

the college classroom and around other college students.  There were no previous studies 

to the researcher’s knowledge that addressed social preparation based on the dual-credit 

classroom environment.  Although the findings are not reliable based on the low 

participation numbers in the research, significant differences indicate the need for future 

research to acknowledge classroom environment as a potential indicator of social 

preparedness for college.  Every dual-credit program is different; the findings from the 

surveys indicate that those who took their dual-credit on the college campus did not 
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necessarily mean they took their courses with a combined classroom of dual-credit and 

college students.   

Location and Course Type and Post-College Plans 

 To understand the influence of dual-credit beyond the classroom experience, this 

study looked at how dual-credit course location and type of course influenced post-

college plans.  To do this, the survey included three specific answer choices for students 

to select for immediate post-college plans: graduate school, work/career find, and not 

sure.  For calculation of significance, a value of 1-3 was given to each of these answers, 

respectively.  Because dual-credit allows students to get an early start on their college 

coursework, special attention was paid to the number of “not sure” answers given.  The 

surveyed responses indicate only two of the former dual-credit participants selected this 

answer.  Table 4.3 shows post-college plan answers mean values in relation to the three 

variables dual-credit course type, location of dual-credit course and the student 

environment of the dual-credit course.  There was a significant difference among the 

dual-credit English participants and the non-English participants for post-college plans.  

The significant differences may be attributed to the two “not sure” participants, who also 

had taken dual-credit English.  Due to the lack of participants overall, it is unclear if this 

difference among post-college plans is empirically sound or truly apparent.   
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Table 4.3 Post-College Plans 

       English DC      Non-English DC     2 tailed p value 

 Mean Value         Mean Value    

Post-College Plans  1.83                    1.17        .011* 

(Total) 

 

Post-College Plans 

(Grad School & Work/Career)  1.60                    1.17       .086                  

 

Post-College Plans 

(Grad School & Not Sure)  1.67                   1.00  .087   

 

 DC and College            DC Only         2 tailed p value 

 

 Mean Value            Mean Value      

 
Post-College Plans  1.67  1.58 .834 

(Total)          

 

 

________________________      College Campus         HS Campus      2 tailed p value 

   Mean Value            Mean Value      

 
Post-College Plans 1.80                           1.54                       .553 

(Total)          

*p < .05, significant findings        

 

 To ensure any between answer differences, the current research instrument 

attempted to evaluate differences among the three answer types selected; grad school and 

work/career, grad school and not sure, and work/career and not sure.  Although it was 

possible to split these findings up for differences among grad school and work/career and 

grad school and not sure (Table 4.3), there was not enough survey data to do testing 

between work/career and not sure answers.  The between answer evaluations did not 

yield significant results for post-college plans.  Because the post-college plan totals for 

dual-credit student environment and location did not have significant results, it was 
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concluded there would be no significant difference among between answer evaluations.  

Therefore, Table 4.3 only shows the total post-college plan means for these variables.  

Future research, with a more robust pool of participants, may bring substantial results to 

the question of post-college plans as it relates to dual-credit participation.  It is necessary 

for administrators of dual-credit programming to step back and view the differences their 

dual-credit programs impact the future plans their participants have once they complete 

their college degree to assess their significance in the lives of their students.      

First-generation College Students 

Similar to the other research conducted in the sections above, FGCS and non-

FGCS student populations were evaluated for differences regarding social preparation 

and post-college plans.  Overall, the FGCS and non-FGCS populations were fairly equal; 

8 FGCS and 10 non-FGCS students completed the survey.  It is important to note, that 

with such a low participation turnout for the current study, all of the following 

information is purely speculative.  No definitive findings can be taken away from results 

where significance was found using the two-tailed t test measurement of significance.  

Significant differences between FGCS and non-FGCS found in this study would prompt 

future research to replicate the study using a much larger sample size.  A greater sample 

size would allow more profound statements to be made on behalf of findings if they 

remained consistent with the current study.   
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Table 4.4 First-Generation College Student (FGCS) Status Differences 

 

                 FGCS                     Non-FGCS         2 tailed p value 

Social Preparation Question  Mean Value  Mean Value    

Did your dual-credit instructors  

prepare you to behave 

in a college classroom?  6.63   5.40  .239 

Did your dual-credit experience 

teach you to behave 

in a college classroom?  7.63   5.40 .097 

Did your dual-credit 

experience teach you to 

behave around other 

college students? 6.63 4.10 .066   

Mean values for the three social preparation questions were evaluated for significance 

between the two groups and there were no significant findings among the two (Table 

4.4).  Table 4.4 does show that the means overall for FGCS showed a consistently higher 

mean value across the three social preparation questions, when compared to the non-

FGCS students.  Since there is a lack of participants in the current study, it is hard to 

come to any conclusions with confidence.  The difference is interesting and does provoke 

future studies to see if there is any merit to differences among social preparation for 

FGCS and non-FGCS.  Next, both the FGCS and non-FGCS groups were taken 

individually and evaluated for the three variables associated with this study.   

 Table 4.5 shows the FGCS group further divided into those who took English 

dual-credit and those who did not.  Mean value scores were not significantly different for 

the first social preparation question; however, question 11 and 12 both showed significant 

t test findings between these two groups.  FGCS students who took English dual-credit 

had significantly higher perceived social preparation for college than their non-English 

dual-credit counterparts.  It is important to note, however, that the overall mean values 
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for the social preparation questions were lower for non-FGCS than their FGCS 

counterparts.  No concrete solutions can be derived from the findings in these two results, 

but you can say that, for social preparation at least, there are differences among FGCS 

and non-FGCS that warrants future research to delve deeper into these specialized 

groups.  

Table 4.5 FGCS by Variable 

   English DC         Non-English DC      2 tailed p value 

Social Preparation Question   Mean Value             Mean Value     

Did your dual-credit instructors  

prepare you to behave 

in a college classroom? 6.83  6.00  .573 

 

Did your dual-credit experience 

teach you to behave 

in a college classroom? 8.33    5.50  .026* 

Did your dual-credit 

experience teach you to 

behave around other 

college students? 7.33 4.50 .039* ____ 

              College Campus         HS Campus       2 tailed p value  

Social Preparation Question          Mean Value              Mean Value    

Did your dual-credit instructors  

prepare you to behave 

in a college classroom?  7.33  6.20 .493 

Did your dual-credit experience 

teach you to behave 

in a college classroom?  9.00  6.80 .099 

Did your dual-credit 

experience teach you to 

behave around other 

college students? 9.33    5.00 .009*  
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    DC and College            DC Only           2 tailed p value 

Social Preparation Question       Mean Value               Mean Value    

Did your dual-credit instructors  

prepare you to behave 

in a college classroom? 6.75  6.50 .853 

Did your dual-credit experience 

teach you to behave 

in a college classroom?  8.00 6.50 .287 

Did your dual-credit 

experience teach you to 

behave around other 

college students? 8.25 5.00 .060  

*p < .05, significant findings          

Table 4.6 shows the findings among non-FGCS variables associated with dual-

credit course and location.  FGCS only students, as seen in Table 4.5 above, saw a 

significant difference among the mean values of social preparation question 12.  Non-

FGCS participants had significant differences among question 11 and 12.  The mean 

values for students who took dual-credit at the college campus were similar among the 

FGCS and non-FGCS populations.  There were greater differences among the dual-credit 

high school campus students; non-FGCS students had lower mean values for each of the 

social preparation questions than their FGCS counterparts.  This is what led to significant 

findings for question 11 for non-FGCS participants and a greater significant finding for 

question 12.  It is important to note, however, that there were only two participants who 

took their dual-credit courses at the college campus compared to the eight participants 

who took their courses at the high school.   
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Table 4.6 Non-FGCS by Variable 

 

                English DC           Non-English DC   2 tailed p value 

Social Preparation Question           Mean Value             Mean Value     

Did your dual-credit instructors  

prepare you to behave 

in a college classroom?  5.83    4.75  .478 

Did your dual-credit experience 

teach you to behave 

in a college classroom?  6.00   4.50   .500 

 

Did your dual-credit 

experience teach you to 

behave around other 

college students?  5.17   2.50    .132   

_________________                      College Campus     HS Campus       2 tailed p value 

 Social Preparation Question             Mean Value            Mean Value    

Did your dual-credit instructors  

prepare you to behave 

in a college classroom? 8.00     4.75   .089 

 

Did your dual-credit experience 

teach you to behave 

in a college classroom?  9.00     4.75  .001* 

 

Did your dual-credit 

experience teach you to 

behave around other 

college students?  9.00   2.88                  .000*   

                 DC and College        DC Only           2 tailed p value 

Social Preparation Question             Mean Value            Mean Value   ____ 

Did your dual-credit instructors  

prepare you to behave 

in a college classroom? 

 8.00 4.75 .089 

Did your dual-credit experience 

teach you to behave 

in a college classroom? 

 9.00  4.50  .004* 

Did your dual-credit 

experience teach you to 

behave around other 

college students?  9.00    2.88  .000*_____ 
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 For the dual-credit student environment, both groups were evaluated among the 

social preparation questions.  Mean scores were very similar among the FGCS population 

resulting in no significant findings.  Surprisingly, differences among the non-FGCS were 

significant for questions 11 and 12.  Students who took their dual-credit courses 

combined with college-going students scored much higher on their perceived social 

preparation than the dual-credit students taking classes with other dual-credit students 

only.  This was also much higher among the non-FGCS than the FGCS.  It must be noted, 

much like the dual-credit location question, these differences may be skewed by the total 

participation among non-FGCS.  There were only two participants who were non-FGCS 

and had also taken dual-credit courses in combined classrooms.  The other eight were in 

dual-credit courses with other dual-credit students only.  This indicates that, at least for 

the target institution for this study, more non-FGCS students are taking dual-credit 

courses on the high school campus with only dual-credit participants.  Karp (2012) states 

that dual-credit is an important time for high school students to try out the role of college 

student.  If more dual-credit courses are offered only on the high school campus with 

only dual-credit students, there must be more attention brought to making those students 

feel they are indeed in a college classroom and not in just another high school course.   

 Post-college plans were evaluated among FGCS and non-FGCS students.  Only 

the total participation group was evaluated, and there was little difference among the two 

groups.  Therefore, no between answer evaluations were conducted for either population.   

Qualitative Interviews with Dual-Credit Parents 

 Research on dual-credit students’ transition to college is limited.  Social 

preparation research is even more scarce with most recent work into the field is based on 
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existing data and does not include new studies to strengthen claims (Karp, 2012).  Even 

with a larger participant pool for the survey research completed, it is not enough to say 

with any certainty that these findings can hold much weight on their own.  Previous 

college transition research has pointed to parental support, especially for minority and at-

risk students, as a greater indicator for college persistence and degree completion 

(DeRoma et al., 2005; Zhang & Smith, 2011).  Zhang and Smith (2011) found mothers of 

students transitioning to college to be the most helpful resource for their children in the 

transition process.  It has also been shown that parents’ educational accomplishments are 

a good predictor of their children’s education.  Moreover, the majority of college-going 

students cite their parents as the greatest deciding factor in the college decision process, 

and are most influential in students’ education and career pathways (Turley, 2006).  

Parents of previously enrolled dual-credit participants could provide.  The current study 

looked to combine the social preparation for college of dual-credit students’ from their 

own experiences through the survey and by interviews with parents of dual-credit 

participants.  This view of the dual-credit student from both perspectives offers a unique 

research experience that has not been done before. 

The three interviewees selected are full-time educators, Leona, Gale, and Tammy.  

These names are pseudonyms either picked by the participants or assigned if the 

participant did not select a name for themselves.  Through the interview process, several 

items became apparent.  Leona and Tammy both have only one child who has completed 

dual-credit courses, both of whom are attending college currently at a 4-year institution.  

Gale had two children who attended dual-credit courses, and both have completed 

bachelor’s degrees.   
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 The interviews were conducted with emphasis on answers pertaining to the 

parent’s children’s perceived social preparedness based on the specific courses taken and 

any differences by the location of the dual-credit courses.  There were additional 

comments made by each participant that was coded as “miscellaneous information” if it 

did not directly pertain to the research questions or was not identified as pertaining to the 

research question at the time.  These miscellaneous items were then reviewed following 

the interviews and three themes emerged; these themes include: a lack of 

social/emotional readiness for college, the influence of personality types on social 

preparedness, and college plans based around completed dual-credit courses.  

Type of dual-credit courses taken. 

 The interview participants could not recall any specific courses that differed in 

preparing their children for the college social environment.  When asked why their 

children took specific courses over another, Gale and Tammy both stated their children 

took the dual-credit courses the college-prep counselor had suggested.  Both did not 

believe any course made a significant enough impact on their children’s social 

preparedness outcomes, or could not recall anything significant from any one course.  

Leona did state she had assisted her son with selecting the dual-credit courses in which he 

participated.  She felt English was an important course for her son to attend and believed 

he would learn more from dual-credit English than the conventional high school English 

course.   Since English was the only dual-credit courses he attended, it cannot be said 

how other courses may have influenced his social preparedness for college.   

 Dual-credit course location differences. 
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 All three parents coincidentally identified that their children had taken their dual-

credit courses at the high school campus with high school teachers.  The intention of this 

study was to identify social preparedness differences by those parents whose children 

took their dual-credit at the high school and those who took their courses at the college 

campus.  Because there is no difference by location between any of the participants’ 

children in this study, this question cannot be answered.  Although the interviews did not 

provide any information to answer the research questions asked in this study, there were 

several interesting themes that were identified.  Through additional thoughts and 

comments, the interview participants provided a rich amount of information that provided 

a new paradigm in which to review the dual-credit experience.  

Social/emotional readiness for college. 

 The transition to college is a difficult time for any student.  DeRoma et al. (2005) 

concluded one of the greatest stressors for college students over high school students is 

the increased amount of freedom students are allowed while in college.  College students 

must set study schedules, completion of coursework on time, and prepare for each class, 

that is not required of a high school student (DeRoma et al., 2005).  Dymnicki, Sambolt, 

and Kidron (2013) refer to this as self-management.  Dual-credit courses allow students 

to receive the difficulty of college coursework with the combined home structure students 

have become familiar with while in high school.  They also allow for an ease of transition 

to the college setting, and provide a frame of reference which students can build upon 

their role as a college student (Karp, 2012).  This then builds into relationship skills, 

which allow students to establish healthy relationships with classmates, professors, 

counselors and leads to responsible academic and social decision making skills 
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(Dymnicki et al., 2013).  With these thoughts in mind, each participant was asked about 

the types of dual-credit courses their children took.  The general question provided asked 

parents to talk about the specific courses students took through dual-credit, and what was 

learned went into greater detail about each parent’s experience.   

Leona’s son took three dual-credit English courses.  She had encouraged him to 

take English because she wanted him to develop “those specific skills” prior to college 

(personal interview, 2016).  Although the high school counselor had suggested her son, 

who had excelled in his previous high school math courses, take dual-credit math, Leona 

did not suggest to her son to take that class.  “…thinking back, if I could do it again, I 

would have him do the math as well [as English], but I didn’t want him to be pushed too 

hard, because life was going to push him hard enough” (Leona personal interview, 2016).  

Leona went into further detail regarding this comment: 

 “I would say…take it slow and take only one or two classes at a time.  

[Dual-credit students] are going into college as sophomores [based on 

credit] and that’s scary….you need more mental development before 

you’re ready to go into the workforce.  There has to be 

development….mentally, physically and emotionally, and I don’t think 

[administrators] realize that.”  

 

Leona has some valid fears for her son that may not have been adequately covered by the 

high school.  Social and emotional research is something fairly overlooked in dual-

enrollment programming or not a viewed as a concern (Allen, 2011).  Similarly, the 

emotional and social learning model for student development has only been implemented 

across five states and is a relatively new idea in college transition research (Dymnicki et 

al., 2013).  Furthermore, this model does not begin to address the social and emotional 

differences among newly graduated high school students who are then entering college to 
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take courses alongside college sophomores and juniors who have a greater understanding 

of the social norms of college.   

Gale and Tammy had similar concerns but for different reasons.  Gale whose 

oldest daughter took enough dual-credit courses to be classified a junior upon entering 

college, felt an immediate draw-back to so many courses.  Initially, she was excited about 

the prospect of so many courses completed while still in high school.  There was a 

significant financial incentive for taking so many courses through dual-credit. “It was 

very nice to have the cost covered in high school, which was much less than once she got 

to the university” (Gale personal interview, 2016).  Gale puts it that her daughter, due to 

the number of dual-credit courses completed, was “shoved…into making life decisions 

too early.”  It was a realization that neither Gale nor her oldest daughter had considered 

until she reached college.  She finished a degree in a field she was not entirely satisfied 

with, according to Gale, and has since moved away from that field in her current job.  

Gale heeded the experience and suggested to her younger daughter not to take as many 

dual-credit courses as her daughter.  Gale brings up an interesting idea that has not been 

adequately addressed in dual-credit research.  In fact, Speroni’s (2011b) research 

mentions fast-tracking towards a degree as having no real effect on overall college degree 

completion, but does not speak to any negative effects on participants.  It has been 

implied, therefore, in much of the research that, if anything, students either have positive 

gains in degree completion and college persistence or there is no difference between 

dual-credit participants and non-dual-credit participants.  Gale believes her daughter was 

unprepared for the decision making process required of a college-going student with 

credits to equal a college junior.  This led to a breakdown in the decision-making process 
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that must be firmly established for proper social and emotional building once in the new 

college setting, for which she was not adequately prepared (Dymnicki et al., 2013).  

Following the same idea, self-awareness, another key component of social and emotional 

learning, has been shown to shape long-term goal and career paths.  If Gale’s oldest 

daughter was not able to become more self-aware the following semesters in college, this 

may have led to a feeling of distress about her life goals she had only realized once she 

transitioned away from home to college following high school.  If anything it was enough 

for Gale to forgo the cost benefits when the time came for her second daughter to attend 

dual-credit courses and decided to instead encourage her to take fewer dual-credit 

courses. 

 Tammy, whose son is currently in his first year of college, does not have as much 

of a concern for the social preparedness for college based on the dual-credit courses.  The 

main goal she saw in her son was to “get to college quicker and become an adult quicker, 

because…everyone wants to do that” (Tammy personal interview, 2016).  She 

encouraged her son to take as many courses as he could for the same financial reasons as 

Gale. Tammy did make one note about the difference between dual-credit courses and 

college-level classes for her son.  “He definitely wanted to do some courses online, but 

the counselor told me it’s very much like the college life…you don’t turn in your work 

and that’s it, there’s no turning it in late like…in high school” (Tammy personal 

interview, 2016). Tammy also mentioned that because her son took the courses with a 

high school teacher qualified to teach dual-credit on the high school campus, there was a 

not as much pressure to turn items in on required dates as he faces now in college.  

Although she did attribute this to every teacher and professor having different teaching 
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styles.  Nonetheless, Tammy, like the other interviewees, had concerns about how 

accurately the dual-credit courses prepared their students for the rigors and life-decisions 

college coursework and completion put on their children.   

The influence of personality traits. 

 Personality types was not a question directed in this study, but was a consistent 

detail brought up by two interviewees, Leona and Gale.  Each participant was asked 

about the location and specific dual-credit course type and how if they believe it played a 

factor in their children’s social preparedness for college.  Because all participants’ 

children took dual-credit through the high school, the researcher asked if they believed 

the dual-credit experience would have changed depending on where the courses had been 

taken.  Leona and Gale both believe the experience through dual-credit was at least 

similar to the academic rigor of a college class.  Leona noted that she remembers the 

dual-credit courses being much more difficult than anything her son had taken in high 

school: “He did get discouraged after his first dual-credit courses because his previous 

English courses did not prepare him to write at a higher level which was required of the 

dual-credit courses.” What was interesting was comments made by both Leona and Gale 

after asked this question.  Each thinking about other variables that played a role in their 

children’s preparation for college both spoke about their children’s personality types.  

Leona stated that her son benefited from the dual-credit experience because of his 

personality: “[My son] is such an introvert…he’s able to communicate well with others, 

but the level of research required really challenged him and made him more extroverted.”  

Gale had similar thoughts about both of her children when asked about the dual-credit 

experience.  Her oldest daughter, who had taken enough classes to be considered a junior 
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in college, had a difficult time adjusting to college: “Socially, [my oldest daughter] 

struggled when she got into her actual college classes.  My youngest did not have that 

issue…although she is more of a social butterfly.”  Gale described her daughter’s 

personalities as “night and day” differences from one another.  Although the influence of 

personality traits was not a question asked to participants, it is an important area in higher 

education research.  Cattell (1965) first hypothesized personality traits was only second 

to intelligence for predicting academic achievement in college-going students.  

Contemporary research has addressed the issue as well and found personality traits, when 

controlling for intelligence factors, predicted academic achievement for students in 

college (Poropat, 2009).  Students with high levels of the personality trait 

conscientiousness, a trait associated with greater self-determination and self-discipline, 

have shown to have higher college academic achievements when compared to other 

personality traits (Kappe & van der Flier, 2012).  Gale’s oldest daughter, who was more 

self-determined in her dual-credit courses and completed high school with enough credits 

to be a college junior, appears to demonstrate the conscientiousness trait.  However, this 

may not equate to greater social preparation and interaction, as research other research 

into college satisfaction show that students with greater extraversion personalities have a 

greater sense of college satisfaction and adapt better to the college student role 

(Lounsbury et al., 2005).  The differences in personalities attribute to Gale’s oldest 

daughter being able to excel in college academics, yet having trouble adjusting socially 

because of her lack of extraversion.  Conversely, Gale reported that her youngest 

daughter, who is primarily extraverted, had an easier social transition to college.   
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Post-college plans. 

 Both Leona and Tammy’s children are still in college, so the question regarding 

their post-college plans are speculative.  However, when asked how dual-credit 

influenced their post-college plans, both did not believe dual-credit influenced them 

much.  Leona’s son is expected to join a business program once he completes college, 

and while she attributes dual-credit as a way of expediting his degree, she did not see it as 

a driving factor towards his future career plans.  Tammy had a similar answer.  Her son 

wants to go into ministry, which was a plan of his for many years.  Although she says the 

dual-credit experience offered him a fast-track to a college degree, it “did not have much 

influence based on the dual-credit courses he’s taken.”   

 Gale noted when asked directly that the dual-credit courses themselves did not 

influence either of her children in their future careers.  However, when asked in a 

different question regarding the courses her children took through dual-credit, she did 

mention career plan changes due to dual-credit.  “She [oldest daughter] chose an area to 

graduate in that’s not serving her as well as it should…her career required her to spend 3 

years in Los Angeles to get started…”  In another answer, Gale noted the dual-credit 

experience had “shoved” her daughter into making life decisions too early (Gale personal 

interview, 2016).  Additionally, her immediate post-graduation plans were influenced by 

her major, which was inherently influenced by the dual-credit courses she had taken.  

Suffice to say, while Gale does not believe the dual-credit courses directly influenced her 

children’s career paths, it did require her to settle into a career path before Gale believes 

she was ready.  She did not have the same experience with her younger daughter, who 

took fewer dual-credit courses, whose post-college career was more influenced by a 
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future career program through her high school (Gale personal interview, 2016).  Through 

a process called self-awareness, Dymnicki et al. (2013) links one’s interests, values, and 

strengths with long-term aspirations and career trajectories.  It is possible that the link 

between her oldest daughter’s intended major of choice and how it would influence her 

future was not readily established or her daughter had not put in the needed effort to 

create those links.  Unfortunately, the research into this connection is only readily 

available for college academic success and not future happiness with a chosen career 

path.  Dymnicki et al. (2013) only equates self-awareness to the willingness to succeed in 

an academic setting.  Gale’s oldest daughter, according to Gale, did succeed in her 

courses set forth; it was only the end result where she felt overwhelmed with her choice.   

 Evidence based on the quantitative section of this study point to higher social 

preparedness among dual-credit students who took their dual-credit courses at the college 

campus with college-going students in the classroom, compared to those who took their 

courses at the high school with only other dual-credit students.  This lack of social 

preparedness for college is echoed in the qualitative interviews with parents of dual-credit 

participants.  All three participants had doubts about the social and emotional readiness 

for college their children faced.  It is no coincidence, then, that these feelings seem to be 

consistent among the three participants because their children all took dual-credit courses 

at the high school with high school dual-credit participants exclusively.  In the survey 

portion of the study, it was found that the majority of participants, nearly two-thirds, had 

taken their dual-credit courses at the high school campus.  Post-college plans did not 

seem to be influenced by dual-credit participation among FGCS status and location of 

dual-credit courses in the quantitative study.  Interviewed participants did not seem to 
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believe their children’s dual-credit experience affected their post-college plans either, 

although all participants’ children were non-FGCS due to their parents completing 

college with a degree and all taking their dual-credit at the high school campus only.   

 Although the current study did not change the way dual-credit will be viewed, it 

opens a dialogue for discussion about potential changes to how dual-credit is evaluated.  

By including pieces not generally researched, such as FGCS status and its relation to 

dual-credit participant, and pieces not researched at all, such as parents of previously 

enrolled dual-credit participants, it allows a new way of looking at the areas dual-credit 

does well and where some find concern.  Because avenues taken by this research had not 

been done previously, there are shortcomings and ways the research could have been 

handled.  Chapter 5 will provide recommendations for future research initiatives, and 

discusses conclusions made based on the results from this chapter as well as provide 

possible meanings for what has been found.  
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Chapter 5 

Discussion 
 

The purpose of this study was to use a mixed methods study involving 

quantitative surveys to understand how dual-credit location (on high school or college 

campus) and course type (most commonly taken dual-credit course by study participants, 

English dual-credit) influenced students’ behavior within the college classroom and with 

other college students, referred to as social preparedness throughout this study.  Location 

and course type were also evaluated as to how they influenced post-college plans, and 

were then evaluated to see if there were differences among the FGCS status social 

preparedness and post-college plans.  To do so, surveys were conducted among 

previously enrolled dual-credit participants, and, for a more in-depth look by those who 

know the students best, interviews with parents of previously enrolled dual-credit 

participants were taken.  This chapter builds upon the results from Chapter 4, including 

the survey data findings and the common themes found from the interviews conducted.  

First, the theoretical framework for this study is revisited, and its relation to the research 

questions is analyzed among the findings.  Several findings were consistent with previous 

research presented in the literature review regarding social preparedness for college by 

dual-credit participants dependent on individual courses completed and the location of 

the dual-credit instruction.  Findings regarding FGCS and non-FGCS status are reviewed 

in relation to the literature presented in chapter 2.   Through the interview process, 

several themes emerged that had not been previously discussed and deserve further 

analysis in this section, including social and emotional learning and personality traits 
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influence on college transition for dual-credit students.  Finally, recommendations for 

future research are given to further develop this line of scholarship.    

Theoretical Framework: Revisited 

 The theoretical framework guiding this study was role rehearsal and anticipatory 

socialization. Anticipatory socialization allows an individual to see how a role is 

presented and learn behaviors associated with the role and how they should act around 

others in similar roles (Ebaugh, 1988; Karp, 2012).  Role rehearsal is the act of practicing 

what one has learned about a role to then participate within the parameters of the role and 

learn social norms associated with the role along the way (Karp, 2012).  The questions 

involving social preparedness were directly influenced by these theories to understand 

how students perceived the dual-credit experience prepared them for college professors, 

the college classroom, and interactions with other college-going students.  Given these 

parameters, it can be said, then, that the greatest practice for dual-credit students to learn 

and practice the role of college student prior to attending college would be to take dual-

credit courses among college-going students in a college classroom, taught by a college 

professor.  Many dual-credit programs, however, have the courses taught on the high 

school campus and allow qualified high school teachers to teach the dual-credit course.  

This is believed to be a simulation of the college experience and would therefore enable 

students to learn and practice their college-going roles while still in high school.  The 

interviews with parents of previously enrolled dual-credit students showed that all parents 

had some perceived worry about their children’s social preparedness for college.  They 

believe their children were not sufficiently prepared by the dual-credit courses for the 

social and emotional stressors to be college-going students.  Tammy even noted that she 
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believed her son was not prepared to handle professors he would encounter in college 

based solely on his dual-credit experience.  It is possible that their feelings about the 

dual-credit experience may be related to the campus location and dual-credit classroom in 

which their children took the courses.  All three interviewees identified that their children 

took their dual-credit at the high school campus with a high school teacher.   

The other questions guided by the theoretical framework included specific dual-

credit course completion and its effect on social preparedness; differences among 

location and specific dual-credit course on post-college plans; differences among all these 

factors and FGCS status; and how parents of previously enrolled dual-credit participants 

believe location and type of course influenced social preparedness.  The survey results for 

this study, when evaluated for how dual-credit location and classroom environment 

influenced social preparedness for college, consistently found higher social preparedness 

scores for students who attended dual-credit courses on the college campus with other 

college students in the classroom.  Results when accounting for FGCS status found 

similar trends within dual-credit course location.  Social preparedness was consistently 

higher among dual-credit participants who took their courses at the college campus 

among college-going students, especially among non-FGCS.   

Findings Related to the Research Questions 

 The following section provides an overview of the implications found from the 

results of this study and includes recommendations for future research based on the 

research questions.  First, social preparedness and its affiliation with the location and type 

of dual-credit course are examined.  Then, these two variables are evaluated for how they 

influenced post-college plans and what this may mean for future dual-credit research.  
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Location and type of course are then evaluated for how they influenced social 

preparedness and post-college plans depending on FGCS status.  Finally, the questions 

regarding the location and type of dual-credit course are evaluated from the interviews 

with the former dual-credit parents. What they mean and how these questions may better 

suite this study will be discussed. 

Social preparedness and dual-credit variables.  

Social preparedness, as evaluated by the survey questions regarding preparation 

for college professors (question 10), preparation for behavior in a college classroom 

(question 11), and preparation for behavior around other college students (question 12), 

indicated higher overall scores on these questions for students who took dual-credit 

courses at the college campus (Table 4.1).  This is consistent with role rehearsal and 

anticipatory socialization research, which points to overall improvement of social 

preparation for students able to watch and participate in a role (Karp, 2007; 2012).  

Students who took their dual-credit at the high school campus did not feel as though they 

had as much of an opportunity to practice the college student role, and therefore did not 

feel as socially prepared for the college environment in terms of professor, classroom and 

other college-going student interactions.  This reinforces other previous research which 

found the dual-credit experience at the college campus provided a transitional ease that 

other students may find difficult (Cochran & Barns, 2007; Speroni, 2011b).  Without ever 

attending courses on the college campus prior to enrollment post-high school, students 

with accumulated credit hours may feel out of place among peers.   

The type of course did influence social preparedness among participants in 

several instances.  Those who had taken the English class did tend to have higher social 
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preparedness than those who did not.  These differences may be due to the rigorous 

course offered to students and its similarity to the actual college course taken at the 

college campus.  This is consistent with findings from on specific course taken and how it 

influenced college-going persistence (Struh & Vargas, 2012).  Because English dual-

credit did seem to have a difference over participants’ social preparedness, it would be 

important for future research to focus in on this specific course and how it influenced 

students over other courses.  Future research could also see what differences may exists 

between the type of English dual-credit taken; that is, was the course taken a general 

English course or was it a more advanced literature course.   

Specific dual-credit courses completed did not have a significant relationship with 

social preparation for college in this study.  There was little research to be found that 

related to individual dual-credit course completion among college-going students.  Struhl 

and Vargas (2012) found college enrollment differences among English dual-credit 

students, and Speroni (2011a) found students who completed algebra dual-credit were 

more likely to graduate high school than those who did not take the specific algebra 

course.  The current study used the most commonly taken dual-credit course by survey 

participants, English dual-credit, to assess differences among those who took this course 

and those who did not and their social preparation scores.  Significant differences only 

existed for the question regarding behavior around other college students (question 12, 

see Table 4.1).  It is difficult to say what this means for dual-credit research as of now, 

but future research can develop more in-depth questions to understand how this specific 

course, or other general education or humanities courses, may influence a student’s 

perceived social preparation among other college students.   
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Future research projects may consider delving into the subject of interactions 

between dual-credit and college-going students in the same classrooms.  This would 

allow researchers to understand how an integrated classroom benefits dual-credit students 

and how the interaction influences college-going students in any way.  Conversely, the 

question regarding students’ perceived preparation for college professors based on their 

dual-credit experience consistently showed no significance among any of the independent 

variables.  It is possible that students who attended dual-credit courses on the high school 

campus did not understand how to answer the question regarding their instructors 

preparing them for the college classroom.  Therefore, they generally marked an answer 

towards the middle, meaning no difference one direction or the other.  Future research 

could include an additional variable regarding who taught the dual-credit course, a 

college professor or qualified high school teacher.  It is not enough to just have location 

of the dual-credit course as an only variable for accurately preparing students for the 

college social experience.  Universities are already using their own professors to teach 

dual-credit courses on the high school campus (Toth, 2015).  Although students seem to 

have a greater social preparation for college based on taking the dual-credit courses at the 

college campus over the high school, there may be differences amongst dual-credit 

participants who have been taught by a college professor at the high school campus, 

instead of a qualified high school teacher.   

Post-college plans. 

There were no significant findings by location type for post-college plans among 

survey participants.  There were, however, differences among the students who attended 

English dual-credit and those who did not.  This was due the two students who selected 
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they were “not sure” of their future plans also indicated they had taken the most common 

dual-credit course, English.  Students may have selected this option because students who 

are attending the most common dual-credit courses may not have a strategic goal in mind 

when taking said courses; instead, they are simply taking dual-credit in order to go 

beyond the normal high school classes, or are being encouraged to do so by family or 

their high school counselor.   

Future research could look to expand upon the unsure answer type by requiring 

students to elaborate on this answer.  A potential link may then be made to students 

simply taking dual-credit courses that are most popular or recommended while remaining 

unsure of what their plans may be in college and beyond.  Furthermore, the current study 

only assessed intended post-college plans from students who are currently in college.  It 

would be more reliable to have the question asked retrospectively to college graduates 

with previous dual-credit courses completed.  Having them recall how the dual-credit 

experience influenced them, if at all, once they graduated college may yield more 

interesting results than what was found in the current study.  The question is also difficult 

to quantify.  The current study left an answer of “not sure” for students to select.  

However, it cannot be implied what their reasons for selecting this answer may be.  There 

are too many variables not addressed as to why students may have chosen this answer.  It 

would be beneficial to address the post-college plans question from this study in an open 

interview with participants.  This allows for a better understanding of unsure answers to 

post-college plans, and opens a conversation with participants to explain their intended 

goals once they reached college graduation.   

FGCS status and future research.  
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Social preparedness differences by FGCS status alone did not reveal any 

significant differences.  It is difficult to say with any certainty that this can be generalized 

to all students, however, as this study only had dual-credit students who attended public 

high schools and immediately attended 4-year universities following high school.  When 

separated by FGCS status, there were significant increases in social preparedness among 

dual-credit students who attended dual-credit English and those who attended their dual-

credit at the college campus, respectively.  Moreover, these differences were not always 

the same; FGCS who attended dual-credit English were significantly more socially 

prepared among two of the three questions asked when compared to non-FGCS who did 

not show any significant differences among specific course taken.  Future studies could 

look to interview FGCS and non-FGCS to see how their perceived their social 

preparedness differed and in what ways location and course type played a role.   

 Post-college plans did not differ among FGCS status populations.  Future studies 

may attempt to understand post-college plans through direct interviews with former dual-

credit students to see how their intended plans may have been influenced by dual-credit 

courses.  Student differences could then be reviewed depending upon their status as either 

FGCS or non-FGCS.  One crucial idea that would be important in these interviews would 

be exploring why students may say they are “not sure” of their post-college plans.  It 

would be interesting to assess why students who may not have a clear goal after college 

would want to expedite the process through dual-credit.  These answers could help to 

understand the mindset of dual-credit students and potentially access how dual-credit 

programs are being presented to students, especially those unsure of their future goals.       

Parents’ views on dual-credit course type. 
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The previous dual-credit research has primarily focused on academic grade point 

average and retention in college and whether or not students had attended dual-credit 

courses.  Although some research suggested social preparedness for college was 

positively influenced by dual-credit, no empirical studies on the subject were found.  The 

purpose of this study was to understand how dual-credit variables influenced social 

preparation for college.  Furthermore, students are shown to rely heavily on parental 

support when transitioning to college.  The parent’s perspective on how dual-credit 

influenced their children’s social preparedness for college was included to further 

conclude results found from the surveys conducted with previously enrolled dual-credit 

students.  Because parent’s perspective and social preparedness differences were not 

researched previously, there is room for further improvement upon this study that must be 

addressed.   

Not much was said by any of the interview participants in regards to the specific 

dual-credit courses taken and the differences any one course had on social preparedness 

for college.  When asked, Gale and Tammy, whom both had children who took various 

dual-credit courses, did not believe that any one course over another prepared their 

children for the social college environment.  Leona did note that she had encouraged her 

son only to take dual-credit English, as she believed it would potentially assist him 

academically with his future college courses.  However, these thoughts were made before 

he had ever taken any dual-credit courses, and since Leona did not have any experience 

with her children taking dual-credit prior to her son, this was only based on her own 

beliefs.  It may be beneficial for future research on parents of dual-credit students, to 

understand why they recommended one dual-credit course over another.  Leona’s beliefs 
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were very strong in favor of her son attempting dual-credit English, and although she did 

not believe it had indirectly influenced his social preparedness, she had strong feelings 

that it would influence his academic preparedness.  Future studies could play upon this 

idea, and look to understand how parents’ perceived academic preparedness influenced 

the type of dual-credit courses their children completed.   Research shows that parents are 

extremely influential on their children’s transition from high school to college, and dual-

credit, although not normally identified as such, is an important part of this transition, 

nonetheless. 

Parents’ perception of dual-credit by location. 

The focus of this question was to gauge parents’ perceived social preparedness for 

their children dependent upon the location of the dual-credit course location.  That is, the 

answers to questions regarding social preparedness of parents of dual-credit participants 

at the high school location would be compared to the answers from parents whose 

children had attended courses at the college campus.  Through the interview process, no 

parent’s children had taken any dual-credit at the college campus, therefore making it 

impossible for this question to be answered.  Because the survey findings indicated a 

significant increase in social preparedness among dual-credit students at the college 

campus, this question was pertinent and should be reviewed further.  Because it was more 

difficult finding parents to interview in regards to the location differences question, it 

may be more beneficial for future research to interview the students themselves in 

regards to this question.  Although still smaller in turnout, the survey did find several 

dual-credit students who had attended courses at the college campus.  If the interviews 
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could produce one parent or former dual-credit participant who attended dual-credit at the 

college campus, this question could potentially be answered.  

Findings beyond Research Questions 

The interviews with parents of previously enrolled dual-credit students was 

included to provide greater depth to the study, as well as provide additional information 

about dual-credit students that may not necessarily be obtained by asking the student 

directly.  The parents selected were also currently employed, full-time educators, a choice 

not just for convenience, but for the added insight they may have offered on the subject 

of social preparation for college.  They did provide several insights that the research had 

not considered, but are relevant to the current study and warrant greater discussion here.   

Social and emotional readiness and college transition. 

All three interviewees indicated in one way or another that their children were not 

adequately prepared for the rigors of college classes: Leona believed that dual-credit 

courses are not sufficient in preparing high school students for the emotional and social 

changes they would face once in college (Leona personal interview, 2016); Gale’s oldest 

daughter had a difficult time with the life decisions she was required to make due to the 

large number of accumulated dual-credit hours (Gale personal interview, 2016); and 

Tammy believed her son was not sufficiently ready for differences between high school 

and college home work requirements and deadlines (Tammy personal interview, 2016).  

Social and emotional learning (SEL) models for student development has only been 

recently researched with successful college transition programs.  These made up five core 

competencies: self-awareness, self-management, social awareness, relationship skills, and 

responsible decision making (Dymnicki et al., 2013).  A few of these have already been 
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evaluated in Chapter 4 based on information from the interviewees about their children’s 

experience with dual-credit courses and beyond.  The common theme among the 

competencies, however, is the ability to effectively establish and maintain positive 

relationships with others, as well as understand one’s role in relation to others (Durlak et 

al., 2011).  These items relating to learned social interactions could also be related to role 

rehearsal (Karp, 2012).  Once a student understands what is expected of the social 

environment, they can then work on the SEL competencies to not only strengthen their 

relationship with others, but understand themselves, as well.  Even though the research by 

Dymnicki et al. (2013) relates to college transition, it does not reference dual-credit.  

Moreover, the research into SEL implementation suggests that greater understanding of 

the five competencies assists retention and graduation rates for at-risk students.  FGCS 

populations are some of the most likely to be at-risk for not graduating high school let 

alone college (Pelco et al., 2014), so SEL models may be particularly effective for this 

population.   

 Personality traits.  

The role personality traits played in dual-credit students’ social preparation for 

college was another question not addressed in the current study, but was a recurring 

theme found in the interviews.  When asked about how the dual-credit courses prepared 

their children socially for college, Leona said her son had to learn to be less introverted 

when he started dual-credit because of the amount of research and collaboration required 

of the course (Leona personal interview, 2016).  When talking about her two daughters, 

Gale said they were complete opposites of the other; her youngest, who was more social 

(an extrovert) had an easier transition to college, while her oldest, more introverted, had a 
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difficult time adjusting to college life, even though she excelled in school (Gale personal 

interview, 2016).  The idea of two introverts having a more difficult time adjusting 

socially to college and the extrovert excelling socially could not be ignored.  It begs the 

question: is there a relation between personality types and the transition to college?  No 

dual-credit research found for the current study addressed the topic of personality traits.  

A review of personality trait research brings up a number of parallels between college 

transition and personality type differences.  Cattell (1965) first hypothesized personality 

traits are only second to intelligence for predicting academic achievement in college-

going students.  A test was later created to analyze source traits through a personality 

questionnaire, which was believed to be most influential on personality trait identification 

(Cattell, Cattell, & Cattell, 1993).  Contemporary research has addressed the issue as well 

and found personality traits, when controlling for intelligence factors, predicted academic 

achievement for college students (Poropat, 2009).  In his research, Poropat (2009) found 

that those high conscientiousness, associated with self-determination and self-discipline, 

correlated to better academic performance in college.  Other research has pointed to 

increased retention of college students who rate higher on measures of tough-mindedness 

and self-control, both part of the conscientiousness trait (Munt & Merydith, 2012).   

Research speculates that more traditional predictors of students’ college success 

used today such as high school grade point average may not be as reliable as once 

thought.  Grade point average is one of the most frequently used variables for student 

academic success in research (Kuncel et al., 2005).  However, reliability is an issue due 

to grad inflation, which tends to provide a higher grade dependent on the high school’s 

grading system (Poropat, 2009).  Robbins et al. (2004) found that high school students 
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who ranked low in certain conscientiousness traits such as time management and self-

monitoring of behaviors had grade point averages on par with the study’s control group.  

The study also showed that students were not deemed at-risk by any other traditional 

methods of predicting success such as college entrance exam scores.  These findings are 

similar to the experience of this study’s interview with Gale and her oldest daughter’s 

perceived college experience.  Although she showed to be a high-achieving student in 

high school and college in relation to her grades, she may have not been as adequately 

prepared for some of personality trait factors needed to adjust to the campus experience.  

Furthermore, it is difficult to say only certain criteria pertain to student academic and 

social success.  Poropat (2009) noted that intelligence, socioeconomic status, and 

personality all related to socially valued behaviors and affect performance in both work 

and academic settings.   

Dual-credit and its influence on the college transition does not present itself in the 

current personality trait research.  However, as personality trait research has shown, there 

is not only one way to look at the college transition process.  Academic success cannot be 

viewed solely from the grade point average, either dual-credit or high school, to ensure 

students’ success into college.  Additional factors such as personality traits and social and 

emotional learning tools should be used to better understand how students learn and adapt 

to their college environment.   

Limitations of the Current Study: A Retrospective 

 Limitations for this study have already been addressed in previous chapters.  The 

greatest of which is the lack of participants in the survey portion of this study, making it 

difficult to take the significant findings from t tests run as reliable.  Having a limited 
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number of participants made it difficult to compare students by FGCS, dual-credit 

location, and other research questions asked.  This was addressed prior to the study by 

including the interview section to further strengthen the survey findings.  The following 

limitations were recognized as the study progressed towards completion.  They are 

addressed here to recognize their potential influence on findings both in the quantitative 

and qualitative studies conducted.  

The population surveyed all stated they had attended public high schools and had 

gone directly to a 4-year university after graduating highs school.  Therefore, the findings 

may not be generalizable to all former dual-credit students.  Having to rely on students’ 

memories of their dual-credit experience is difficult because it is not known how long ago 

those courses were taken.  Surveyed students may not have an accurate memory of the 

events and may be over- or under-valuing the effect of the dual-credit experience on 

social preparation.   

Although interviews with parents of dual-credit students did offer insight into the 

students’ perceived social preparation for college that had not been identified by the 

research questions, it is difficult to say how well this accurately reflects the beliefs of 

their children.  Because it was not asked how long ago any of their children attended 

dual-credit courses, the interviewees’ memories may not be entirely reliable.  

Furthermore, all three parents interviewed were female and their children had taken dual-

credit courses at the high school taught by high school teachers.  It is difficult to say how 

generalizable there answers may be to the entire interview population based on the 

established requirements for the interview process (i.e. full-time educators, parents of 

previously enrolled dual-credit students).   
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Conclusion 

Success cannot be concluded through the narrow pathways that define dual-credit 

research today.  There are too many variables associated with both the implementation of 

dual-credit programs and the types of students attending the programs that are not 

attributed in the existing dual-credit literature.  Furthermore, there is limited research on 

the influence dual-credit has on preparing students for the social aspects of college, and 

to what end their dual-credit experience may take them beyond college.  This study 

looked to expand dual-credit research by asking questions never before asked to 

previously enrolled students.  Variables associated with the dual-credit courses were 

evaluated among perceived social preparation for college.  These differences were then 

evaluated amongst FGCS status in hopes to better understand the FGCS population, 

which is underrepresented in dual-credit research.  It is not enough to say that any student 

who participates in a dual-credit program will have an easier transition into college.  It is 

important to understand how FGCS students may differ among the general population of 

dual-credit participants.  

The question regarding post-college plans in this study was unable to find any 

definite differences among the survey participants.  Nonetheless, as more students are 

fast-tracking towards a college degree, the question must be asked to what end dual-credit 

provides.  Without a clear goal in mind, there may be no need to push students to 

complete high school with more and more dual-credit courses.  This study hoped to open 

a dialogue with this thought in mind, and looks to future contributions by other 

scholarship to fill the gaps.   
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The interviews with parents of previously enrolled dual-credit participants offered 

a unique and never before used demographic.  Their perspective offered a new insight 

into the dual-credit forum, and allowed the research to follow an unexplored connection 

to personality traits and social and emotional learning.  Understanding personality traits 

in relation to dual-credit and the social aspects of college transition will be beneficial to 

future college retention and student success initiatives.   

Although the small number of participants and other limitations not foreseen prior 

to the beginning of this study make it difficult to draw conclusions for significance, the 

research provides a fresh take on the topic and opens a dialogue for future research to 

expand upon what has been started here.  As more students attend courses and complete 

high school with more credit thanks to dual-credit, the research cannot simply rely on 

what is known and become stagnant.  It is the responsibility of research to assess what 

student populations are truly benefiting from dual-credit courses and how to improve 

programming for all dual-credit students.   
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Appendix A  

REQUEST FOR PARTICIPANTS 
 

Former Dual Credit Participants Needed!  

Participants needed in survey study on dual credit. Participants must be currently enrolled  

undergraduate students and completed at least one dual credit course (considered any 

course taken while in high school that involved completion of college credit through a 

community college or 4-year university). Help school administrators understand dual 

credit’s role in social preparation and college choice for future dual credit participants.   

Participation requires a one-time response to a 14-question online survey, approximately 

10 minutes.  

Click the link here to reach the survey. Please open the file named "Description of 

research study" to read a brief description of the research study and its intended purposes. 

Then, if you are willing and meet the requirements to participate, complete the survey.  

If you have any questions, please contact Aaron Chavarria, Co-Primary Investigator, at 

aaron.chavarria@ttu.edu 

This study has been approved by the Human Research Protection Program at Texas Tech 

University 

https://educttu.az1.qualtrics.com/SE/?SID=SV_6hFeCdOYeiuI3aJ 
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Appendix B  

PAPER REQUESTS TO PARTICIPANTS 

 
My name is Aaron Chavarria and I am a graduate student at Texas Tech University in the 

Higher Education Program.  As part of my thesis, I am conducting a study to better 

understand how completing dual credit opportunities in high school influences college 

choice and perceived social preparation for college.  This study aims 

to help school administrators understand dual credit’s role in social preparation and 

college choice for future dual credit participants.    

 

I am looking for current undergraduate students who have completed at least one dual 

credit course while in high school.  Dual credit is considered any course taken while in 

high school that involved completion of college credit through a community college or 4-

year university.  This is regardless of where the course was taken, either on the college 

campus, high school campus, or online. This does not include Advanced Placement (AP) 

or International Baccalaureate (IB) courses.  

 

Please type the following anonymous link into your URL box to access the survey 

online https://educttu.az1.qualtrics.com/SE/?SID=SV_6hFeCdOYeiuI3aJ  

 

A description of the research study will be given at the beginning of the survey. Then, if 

you are willing and meet the requirements to participate, you will be asked to complete 

a 14-question survey.  This should take approximately 10 minutes to complete.   

 

If you have questions about this research, please contact Aaron Chavarria 

at aaron.chavarria@ttu.edu or the study supervisor, Dr. Andrew Koricich, 

at andrew.koricich@ttu.edu.  Your questions will be answered within 24 hours and your 

emails immediately deleted to provide an additional level of anonymity.    

Thank you so much for your assistance.   
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Appendix C  

 REQUEST TO ADVISORS & STAFF 
 

Dear Advisors or Staff,   

  

My name is Aaron Chavarria and I’m working on my Master’s thesis this semester at 

Texas Tech in Higher Education Administration. I am looking to understand how high 

school experiences and characteristics of dual credit courses influence the number and 

type of dual credit courses taken, post-high school college choice, and students’ 

perceived social preparation for college.  For this project, I need to recruit current 

students who have completed at least one dual credit course while in high school.  There 

is no directly identifiable information asked of participants and IRB approval has been 

granted for this project. If you feel comfortable giving this information to your current 

students, please print the attached page (Request to Participate) for your students to 

review. It gives a brief summary of participants needed and how to reach the survey 

online. It is against IRB regulations to forward this email to prospective participants, so 

please ONLY print the attached form and give to students in person. Please disregard this 

email if you would not wish your students to participate. My goal is to have as many 

participants as possible and your help is greatly appreciated. Thank you again for your 

assistance. 

Sincerely,  

Aaron Chavarria, M.Ed. Candidate 

Higher Education Administration 

College of Education 

Texas Tech University 
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Appendix D  

INFORMATION SHEET & SURVEY 
 

Project Title: Understanding How Dual Credit Course Participation Shapes Students’ 

College Choice and Perceived Social Preparation for College.  

What is the research project about? 

The purpose of this research is to understand how high school experiences and 

characteristics of dual credit courses taken influence the number and type of dual credit 

courses taken, post-high school college choice, and students’ perceived social preparation 

for college.  Also, how do these influences vary by first-generation student status?   

If I choose to participate? 

This study asks participants to complete a 14-question web-based survey, which should 

take approximately 10 minutes to complete. Your role as participant is to answer the 

questions pertaining to your high school’s information, status as either first-generation 

student or not, and post-college graduation plans. Several questions require you to 

recollect information regarding dual credit courses taken, and how said courses 

influenced your social preparation for college.   

Will I be able to end my participation in the study once started?  

Yes, you may stop participation at any time. Your participation in this study is voluntary.  

You may end your participation in the study at any time should you feel uncomfortable 

and/or want to quit by personal choice.  

How much of my identity will be revealed?  

The survey does not ask you for personal identifying information, making your responses 

anonymous.  All results of this study will be reported as group summaries.   

What are the unforeseeable risks and discomforts associated with participating in 

this study? 

No unforeseeable risks or discomforts are associated with participation in this study.  

What are the benefits to participating in and of this study? 

The benefits to participants and others will be to expand the body of academic research 

on dual credit students currently attending a 4-year university.  It will better help 

researchers understand how first-generation dual credit students differ in perceived social 

preparation for college and their post-high school college choice in comparison to other 

dual credit students.   

How will the information I provide be used? 
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Participants’ responses will be used to understand specific dual credit variables effects on 

social preparation and post-high school college choice for both first-generation students 

and their peers. Data will be used in the completion of a master’s thesis.  

Who must I contact if I have questions about this study? 

Any questions regarding this study should be addressed to Aaron Chavarria by email 

aaron.chavarria@ttu.edu or by phone at 806.834.2565, or Dr. Andrew Koricich, study 

supervisor, by email at Andrew.koricich@ttu.edu.  

You may contact the Texas Tech University Human Research Protection Program Office 

for further information at (806)742-2064 or by email at hrpp@ttu.edu 

Survey 

When answering the questions below, keep in mind that dual credit is considered any 

course taken while in high school that involved completion of college credit through a 

community college or 4-year university.  This is regardless of where the course was 

taken, either on the college campus, high school campus, or online. This does not include 

Advanced Placement (AP) or International Baccalaureate (IB) courses.  

1) What is your current (as of this semester) classification at Texas Tech? 

a. Freshmen 

b. Sophomore 

c. Junior 

d. Senior 

2) What type of high school did you attend? 

a. Public 

b. Private 

c. Not sure 

3) Immediately following high school, I: 

a. Enrolled at a 2-year community college 

b. Enrolled at a 4-year university/college 

c. Took time off from education (ex: worked, traveled, pursued other interests) 

4) As best as you can recall, were your dual credit courses: 

a. Taken in a class that combined dual credit students and college students? 

b. Taken in a class with only dual credit students 

c. Not sure 

d. I did not take any dual credit courses 

A first-generation college student is defined as a student whose parent(s)/legal 

guardian(s) have not completed a bachelor’s degree at a 4-year university. Students 

whose parent(s)/guardian(s) have completed some college, an associates degree, or 

certification program still qualify as a first-generation college student.  
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5) Are you a first-generation college student? 

a. Yes 

b. No 

6) Approximately how many students were in your high school graduating class?  

a. 0-25 

b. 26-55 

c. 56-200 

d. 201-499 

e. 500+ 

7) How many grades were in your high school?  

a. 2 (Junior – Senior) 

b. 3 (Sophomore – Senior) 

c. 4 (Freshmen – Senior)  

  

8)  What dual credit course(s) did you take (mark all that apply): 

a. English b. 

Communications 

(ex: Speech) 

c. Math d. Biology e. Chemistry 

f. Physics g. Creative art                               

(ex: music, art, or 

theater) 

h. History i. 

Psychology 

j. Sociology 

k. 

Economics 

l. Foreign 

Language                          

(ex. Spanish, 

French, etc.) 

m. Political 

Science 

(Government) 

n. Work 

Force/ 

Trade 

Program 

o. Other 

(please 

specify) 

______ 

 

9) Where were your dual credit courses taken? 

a. On a college campus 

b. On a high school campus 

c. Online 

 

Rate each of the following questions using the scale below from 1 to 10 (1 “being not at 

all” and 10 being “Extremely well”)   

10) How well did your dual credit instructors prepare you for the professors you 

encountered in college? 

1 Not at all 2 3 4 5 6 7 8 9 10 Extremely Well 

 

11) How well did your dual credit experience teach you how to behave in a college 

classroom? 
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1 Not at all 2 3 4 5 6 7 8 9 10 Extremely Well 

 

12) How well did your dual credit experience teach you to behave around other 

college students? 

1 Not at all 2 3 4 5 6 7 8 9 10 Extremely Well 

 

13) Who/What best prepared you for the social aspects of college courses prior to 

college(ex: classroom etiquette, conversing with fellow students and professors) 

a. High school courses b. Dual credit courses  c. Friends/family currently or 

previously enrolled in college  d. Other ______ 

 

14) After you attain your bachelor’s degree, what are your immediate post-graduation 

plans? 

a. Graduate school 

b. Work/career search 

c. Not sure 
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Appendix E  

 FOLLOW UP EMAIL TO ADVISORS & STAFF 
 

Dear Advisors or Staff Members,  

On XX/XX/XX, a request to forward a survey for my thesis project was sent to you. An 

email is directly following this one, as a reminder to prospective participants to complete 

the survey sent one week ago. If you feel comfortable having your students complete the 

survey, please forward the following email. It is a reminder to complete the survey if they 

have not already done so. If not, please disregard this email and I thank you for your 

time.   

 

Sincerely,  

Aaron Chavarria, M.Ed. Candidate 

Higher Education Administration 

Texas Tech University 

College of Education 
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Appendix F 

 EMAIL REQUEST TO PARTICIPANTS 
 

My name is Aaron Chavarria and I am a graduate student at Texas Tech University in the 

Higher Education Program.  As part of my thesis, I am conducting a study to better 

understand how completing dual credit opportunities in high school influences college 

choice and perceived social preparation for college.  This study aims to help school 

administrators understand dual credit’s role in social preparation and college choice for 

future dual credit participants.   

I am looking for parents of currently or previously enrolled students who completed at 

least one dual credit course while in high school.  Dual credit is considered any course 

taken while in high school that involved completion of college credit through a 

community college or 4-year university.  This is regardless of where the course was 

taken, either on the college campus, high school campus, or online. This does not include 

Advanced Placement (AP) or International Baccalaureate (IB) courses. 

I have attached a description of the project to this email. If you are willing to participate, 

please contact me directly to set up a time to meet privately and complete the interview, 

at your convenience. Thank you so much for your assistance.  Your participation will 

further our understanding in higher education. 

If you have questions about this research, please contact Aaron Chavarria at 

aaron.chavarria@ttu.edu or the study supervisor, Dr. Andrew Koricich, at 

andrew.koricich@ttu.edu. 
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Appendix G  

 INTERVIEW QUESTIONS 
 

1. What changes did you notice in dual-enrollment programs (e.g. dual-credit, AP, 

IB, etc.) since you were in high school?  

2. Where were your student’s dual-credit courses taken?  

3. Did the school mention how taking courses at this location would influence a 

student’s social preparedness for college? 

4. Do you think the location of the dual-credit course influenced your student’s 

social preparedness for college?  

5. Do you notice (or did you notice) any social benefit from taking dual-credit 

courses now that your student is (or while your student was) in college?  

6. Were there any particular dual-credit courses the school recommended your 

student take?  

a. If so, which classes and what was their reasoning? 

b. Did your student take their recommendation? 

7. Were there any courses you recommended your student to take through dual-

credit? 

a. If so, which classes and what was your reasoning? 

b. Did your student take their recommendation? 

8. Were there any courses other family members recommended your student to take? 

a. If so, which classes and what was their reasoning? 

b. Did your student take their recommendation? 

9. What was your student’s motivation to enroll in dual-credit courses? 
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10. Has your student graduated college with a bachelor’s degree? 

a. If so, what are they currently doing (e.g. working, graduate school, etc.) 

b. If not, what are their intended post-graduation plans? 

c. How much do you believe dual-credit influenced their post-college 

graduation plans?  
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Appendix H  

 INFORMATION SHEET (INTERVIEW) 
 

Project Title: Understanding How Dual Credit Course Participation Shapes Students’ 

College Choice and Perceived Social Preparation for College.  

What is the research project about? 

The purpose of this research is to understand how high school experiences and 

characteristics of dual credit courses taken influence the number and type of dual credit 

courses taken, post-high school college choice, and students’ perceived social preparation 

for college.  Also, how do these influences vary by first-generation student status?   

If I choose to participate? 

This study involves a one-time, one-on-one private interview with the researcher.  

Participation should take approximately 30 minutes to complete. Your role as participant 

is to answer the questions pertaining to your child’s dual-credit experience and his/her 

college experience thereafter. Several questions require you to recollect information 

regarding dual credit courses taken, and how said courses influenced your child’s social 

preparation for college from your view-point.   

How will my information be transcribed? 

Your answers to questions will be transcribed by hand by the researcher.  A recording 

device will also be used for added verification of answers given, however, it is up to you, 

the interviewee, to decide if you would like to be recorded or not. You will be asked prior 

to the interview if you consent to being recorded and you can also ask to not be recorded 

at any time during the interview process.  

Will I be able to end my participation in the study once started?  

Yes, you may stop participation at any time. Your participation in this study is voluntary.  

You may end your participation in the study at any time should you feel uncomfortable 

and/or want to quit by personal choice.  

How much of my identity will be revealed?  

A pseudonym will be provided by the researcher or you may provide your own 

pseudonym if you so choose.  Any identifiable information about you, your children, 

his/her schools attended, or your place of employment will be removed from the 

transcription of this interview for complete anonymity.  

What are the unforeseeable risks and discomforts associated with participating in 

this study? 

No unforeseeable risks or discomforts are associated with participation in this study.  
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What are the benefits to participating in and of this study? 

The benefits to participants and others will be to expand the body of academic research 

on dual credit students currently attending a 4-year university.  It will better help 

researchers understand how first-generation dual credit students differ in perceived social 

preparation for college and their post-high school college choice in comparison to other 

dual credit students.   

How will the information I provide be used? 

Participants’ responses will be used to understand specific dual credit variables effects on 

social preparation and post-high school college choice for both first-generation students 

and their peers. Data will be used in the completion of a master’s thesis. 

Who must I contact if I have questions about this study? 

Any questions regarding this study should be addressed to Aaron Chavarria by email 

aaron.chavarria@ttu.edu or by phone at 806.834.2565, or Dr. Andrew Koricich, study 

supervisor, by email at Andrew.koricich@ttu.edu.  

You may contact the Texas Tech University Human Research Protection Program Office 

for further information at (806)742-2064 or by email at hrpp@ttu.edu 
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Appendix I  

HUMAN RESEARCH APPROVAL FORM 

 
 

Mar 16, 2016 9:44 AM CDT  

 

Andrew Koricich  

Educational Psychology Leaders  

 

Re: IRB2016-298 Understanding How Dual-Credit Course Participation Shapes Students’ Perceived 

Social Preparation for College and Post-College Plans 

 

Findings:  Approved.  

 

Dear Dr. Andrew Koricich:  

 

A Texas Tech University IRB reviewer has approved the proposal referenced above. The approval is 

effective from  Mar 16, 2016 within the exempt category of:   

Number Category 2. Research involving the use of educational tests (cognitive, diagnostic, aptitude, 

achievement), survey procedures, interview procedures or observation of public behavior, unless: (i) 

information obtained is recorded in such a manner that human subjects can be identified, directly or 

through identifiers linked to the subjects; and (ii) any disclosure of the human subjects' responses 

outside the research could reasonably place the subjects at risk of criminal or civil liability or be 

damaging to the subjects' financial standing, employability, or reputation.  

 

Exempt research is not subject to annual review by the IRB.  Any change to your protocol requires a 

Modification Submission for review and approval prior to implementation.  

 

Your study may be selected for a Post-Approval Review (PAR). A PAR investigator may contact you to 

observe your data collection procedures, including the consent process. You will be notified if your 

study has been chosen for a PAR.  

 

Should a subject be harmed or a deviation occur from either the approved protocol or federal 

regulations (45 CFR 46), please complete an Incident Submission form.  

 

Once your research is completed, please use a Closure Submission to terminate this protocol.  

 

Sincerely,  

 
Kelly C. Cukrowicz, Ph.D.  

Chair, Texas Tech University Institutional Review Board  

Associate Professor, Department of Psychological Sciences  
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357 Administration Building, Box 41075  

Lubbock, Texas 79409-1075  

T 806.742.2064 F 806.742.3947  

www.hrpp.ttu.edu 

 


