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ABSTRACT 
The purpose of this study was to explore English faculty experiences and perceptions of 

the practice of pairing developmental Integrated Reading and Writing (INRW) and 

college-level English (ENGL 1301).  Course pairing is defined as a course design in 

which a developmental and college-level course are taken concurrently in one semester 

rather than in a two-semester sequence.  The study specifically explored faculty 

perceptions of the effectiveness, benefits and challenges, and institutional support of the 

pairing of developmental INRW and ENGL 1301.   

A collective case study, also known as multiple case study, was utilized in this study.  

This approach uses several cases to allow the researcher to understand the phenomenon 

in a broader context.  The conceptual framework for this study is based on the TSI, which 

is a set of legislation and polices designed to improve the success of underprepared 

students through initiatives such as acceleration, best practices from research-based 

models, and course pairing.  This study is framed by research finding that accelerated 

developmental education sequences lead to greater success, while traditional, multi-level 

sequences of developmental education may result in higher attrition.  The study is also 

framed by research on student ability and motivation, specifically that academic 

behaviors, work habits, disposition, and situational factors can affect student success.   

This study sought to investigate faculty perceptions of the pairing of Integrated Reading 

and Writing (INRW) and English 1301.  The participants for this study were 10 English 

faculty members at a South Texas community college.  The research site was a large 

South Texas community college located along the border of the United States and 

Mexico with a Fall 2016 enrollment of approximately 9,176 students, 96.8% of which are 
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Hispanic, 1.1% White, and 1.22% international students as per the study institution’s 

Research and Planning documents.  Demographics at this institute indicated that 54.73% 

Fall 2016 cohort of 1,796 first-time in college (FTIC) students were required to enroll in 

developmental courses in at least one subject area such as reading, writing, or 

mathematics.  Data collection included semi-structured interviews, observations, field 

notes, and reflective journals.  The constant-comparative method through axial coding 

was utilized.  Credibility, transferability, dependability and confirmability were used to 

assure the trustworthiness of the study. 

The study found that faculty perceived benefits in the model (e.g., time and student 

impacts) and challenges (e.g., language issues and behavioral issues).  The analyses of 

the data reveled that faculty perceived students are underprepared for paired courses.  

Findings further revealed that faculty perceived paired courses can present challenges for 

faculty, particularly when it is taught in a team teach structure.  Despite challenges, the 

findings indicate that faculty perceived paired courses can be beneficial to students, 

especially in terms of time saved by students taking fewer developmental courses.  

Participants overwhelmingly found the pairing of INRW and ENGL 1301 to be beneficial 

to students in the use of time.  Participants discussed how the days of longer classes per 

week rather than the traditional two or three shorter classes allowed for deeper, more 

consistent learning.  Participants also noted how this extended time together helped to 

create a “community” which reaped academic benefits as well.   

The study further found that participants perceived that advisement and curriculum 

development were two of the most important roles of faculty who teach paired courses.  

In terms of advising, participants perceived that the co-enrollment model is often difficult 
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for students, advisors, and even some faculty advisors to understand.  Participants also 

perceived that their role included advising students on the specific challenges in taking 

paired courses.  Participants further perceived that it is their responsibility to develop 

curriculum for these courses that will help bolster student success.  Finally, participants 

perceived that student and faculty support in the paired course model is important.  

Participants perceived that student support, including tutoring and other academic support 

systems, to be very strong at the study institution. 

Implications of the study are that institutions of higher education must rethink the 

concept of remediation delivery, focusing on acceleration through strategies such as 

paired courses.  Other implications include that colleges must work more closely with K-

12 school systems to prepare students for college readiness and use acceleration as a tool 

to increase retention and graduation of students starting in developmental education. 

Keywords: developmental education, acceleration, paired courses, developmental 

education, English Composition, Integrated Reading and Writing  
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CHAPTER I  

INTRODUCTION 
Community colleges have been referred to as the “Ellis Island of American higher 

education” (Scrivener, 2008, pg. 7) with around 1,200 colleges servicing approximately 

12 million students from all walks of life each year.  The affordable, accessible education 

of community colleges offers students pathways to an improved quality of life and career 

opportunities.  Community colleges are also often the starting point for many minorities, 

first-generation in college students, and students from low socio-economic status (SES) 

families (Melguizo, Hagedorn & Cypers, 2008; Scrivener, 2008).  However, although 

community colleges provide open-access admission, many students who begin their 

education in community colleges are less likely to be “college-ready.” This can have 

negative implications on their retention and graduation rate (Amaro-Jiménez & 

Hungerford-Kresser, 2013; Cohen, Brawer & Kisker, 2014).   

College readiness is described as a student’s ability to be successful in college 

without the need for developmental education (Amaro-Jiménez & Hungerford-Kresser, 

2013; Cohen et al., 2014).  Developmental education is defined as a series of reading, 

writing, and mathematics courses aimed at providing students who are deemed 

academically unprepared with remediation activities needed for success in subsequent 

college-level courses (Attewell, Lavin, Domina, & Levey, 2006).  The effectiveness of 

developmental education has recently been a source of debate in higher education 

(Attewell et al., 2006; Bettinger & Long. 2009; Brothen & Wambach, 2004; Gerlaugh, 

Thompson, Boylan, & Davis, 2007).  Some researchers argue that developmental 

education is necessary for students who require additional content-specific support to be 

successful in college (Brothen & Wambach, 2004).  For example, Bettinger and Long 
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(2009) tracked 28,000 full-time students for over five years and found that developmental 

education had positive effects for marginal students (those who are just below the cut-off 

for college level courses), including reducing the probability that they will drop-out 

(Bettinger & Long, 2009).  Other studies, such as research by Gerlaugh et al. (2007), 

have found that developmental courses can be successful in retaining students. They 

found that 83% of students in developmental education English courses continued until 

the end of the semester with an average of 72% of students scoring a C or better in their 

developmental courses.  The need for developmental education is particularly prevalent 

in minorities.  The National Educational Longitudinal Study of 1988 reported that 50% of 

African American graduates and 24% of Hispanic bachelor program graduates began 

their college careers with some form of remediation (Attewell et al., 2006).  Additionally, 

arguments in favor of developmental education state that remediation not only benefits 

students who are academically underprepared, but also benefits their “college-ready” 

counterparts who may suffer from watered down courses if the curriculum were to be 

designed for a lower-performing, mainstreamed student body (Brothen & Wambach, 

2004). 

Though many researchers support developmental education, some researchers 

have argued against developmental education and have suggested mixed results in terms 

of the effect of developmental education on persistence and graduation (Attewell et al., 

2006; Bailey, 2009; Bettinger & Long, 2009; Brothen & Wambach, 2004).  For example, 

on the national level, data from a 2002 U.S. Department of Education report indicated 

that less than a third of underprepared students enrolled in community colleges completed 

a degree within six years (U.S. Department of Education, 2002), and a 2013 report from 
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the Department of Education estimated that less than 25% of this population will 

complete a degree or certificate within eight years (Emrey-Arras, 2013).  Texas also has 

low completion rates for this population, with only 20% of Texas community college 

students who started in developmental education completing degree or certificate 

requirements after six years (Bañuelos, 2011).   

Although the graduation rates for students starting in developmental education are 

low, a body of research has suggested low completion rates may not necessarily be a 

result of curriculum, instructional methods, or students’ academic skills, but rather in the 

fact that many students do not persist through the developmental sequences in which they 

were placed (Hern & Snell, 2014).  Brothen and Wambach support this notion (2004) 

suggesting that students who exit developmental programs can attribute their success to 

individual motivation and not necessarily from the instruction they received in their 

developmental courses.  In fact, evidence suggests that many “promising students” enter 

developmental education programs with a combination of academic strengths in areas 

such as mathematics, reading, or writing, as well as academic weakness that need 

remediation (Attewell et al., 2006, p. 887).  Bailey, Jeong and Cho (2009) support this 

assertion, arguing that much of the ineffectiveness of developmental education is that 

students who can be successful in college are lost when they drop-out instead of enrolling 

in the next course in their sequence.  The data on success in developmental courses has 

suggested that, if students can enroll and persist, they can be successful in their 

subsequent academic goals (Bailey, Jeong & Cho, 2009).  However, community colleges 

often require students to enroll in two, three, or more semesters of developmental 

coursework before a student can enroll in college-level courses (Bailey et. al, 2009).  This 
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delay in beginning credit-bearing coursework may result in adverse effects for students 

such as lower motivation and dropping out (Bañuelos, 2011; Bettinger & Long, 2009). 

Developmental courses offer students remediation through a sequence of non-

credit bearing courses, which means that these courses do not apply towards a degree or 

certificate (THECB, 2012b).  Although educators argue that underprepared students 

require remediation before taking college-level courses, higher education institutions 

have felt increased pressure from taxpayers and workforce to improve time to degree 

completion (Bailey, 2009).  Many educators and policy makers have begun to explore 

new research that suggests that long sequences of developmental courses may not be 

necessary for students to be successful in college level courses, as there may be little 

difference in academic ability between a student who is placed in developmental courses 

and one who enrolls directly into college-level courses (Bailey, 2009).  One such study is 

a joint report from the Charles A. Dana Center, which found that approximately 65% of 

students who were placed into developmental English courses may have been successful 

if placed directly into college-level courses (Charles A. Dana Center, Complete College 

America, Education Commission of the States, & Jobs for the Future, 2012).  

Furthermore, other important studies have shed light on the possible negative 

psychological effects of developmental education, including what Bettinger and Long 

(2009) referred to as the “Scarlet Letter Effect” (p. 742), a term used to describe the 

stigma associated with remediation.  The Scarlet Letter Effect often extended beyond the 

individual and permeated entire groups when lower-ability students are grouped together, 

since  it is intensified with feelings of inadequacy, loss of motivation, and poor 

performance (Bettinger & Long, 2009).  Research such as these studies has resulted in 
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nationwide reforms of developmental education in which students bypass or are 

accelerated through developmental education (Charles A. Dana Center et al., 2012).   

In 2013, the Texas Higher Education Coordinating Board (THECB) implemented 

the Texas Success Initiative, a guideline for reform of developmental education including 

the Texas Success Initiative Assessment (TSIA), a standardized placement exam that 

determines college-readiness for students enrolling in Texas colleges or universities 

(Texas Higher Education Coordinating Board [THECB], 2014).  With the 

implementation of the TSIA, students placing below cut-off scores for college readiness 

are placed into developmental courses.  Students must then pass appropriate 

developmental courses or retake the TSIA and score above the designated cut-off scores 

before taking college-level courses (THECB, 2014).  However, critics have argued that 

one standardized placement exam may not fit the needs of different learners such as non-

traditional students, students with limited English proficiency, or those who have been 

out of the classroom for some time (Bailey, 2009; Burdman, 2012; Charles A. Dana 

Center et al., 2012; Hern & Snell, 2014; Texas Higher Education Coordinating Board 

[THECB], 2014).  Furthermore, it has been argued that the gap in time between when 

students took courses such as mathematics and English and the time they take a 

placement exam may result in students being placed into developmental education 

coursework when they are college-ready (Bailey, 2009; Charles A. Dana Center et al., 

2012; Hern & Snell, 2014). 

In addition to creating a standardized college placement exam, Texas has 

reformed developmental education through requiring that colleges offer accelerated 

options for developmental education programs (Bañuelos, 2011).  Acceleration is defined 
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as delivery of developmental education sequences at an increased rate that that allows 

students to complete remediation in a condensed time, including through the pairing of 

developmental and college level courses (Attewell et al., 2006).  Course pairing is 

defined as a course design in which two courses, a developmental education course and a 

college-level course, are taken concurrently to provide the student with remediation while 

they earn credit toward a credential or degree (Hern & Snell, 2014).  In the English paired 

course model, students can enroll in college level English 1301 without the pre-requisite 

of a developmental course such as Integrated Reading and Writing (INRW), and instead 

take the two courses in the same semester.  Researchers argue that acceleration through 

course pairing provides students with the remediation they need while allowing them to 

advance through a college-level course, thus avoiding exit points (Hern & Snell, 2014).  

An exit point refers to a gap in a student’s progression through a developmental 

education sequence in which a student may not re-enroll for the subsequent semester 

(Charles A. Dana Center et al., 2012; Hern & Snell, 2014). 

Statement of the Problem 

Although many educators argue that developmental education serves a valuable 

purpose in higher education, there has been a recent call among policymakers to 

reexamine the sustainability of these programs (McCann & English, 2017).  In 2012, for 

example, the Texas Higher Education Coordinating Board released the Statewide 

Developmental Education Plan.  This plan aimed to improve the quality and effectiveness 

of developmental education through six goals, one of which was to promote innovative 

projects that promote acceleration (THECB, 2012a).  These goals were based largely on 

the research of Bailey (2009) who suggested that acceleration increases the likelihood of 
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academic success in students requiring remediation.  Another plan called Rider 59 was 

also passed in 2012, which required each institution of higher education to develop non-

course based remediation, or acceleration of courses, for students placing into 

developmental education (THECB, 2012a).  The practice of pairing developmental and 

college-level courses had been touted as an effective strategy for students to gain college 

readiness while earning college-level credit (Edgecombe & Columbia University, 2011).  

This strategy was believed to be particularly effective for students who fall just below the 

cut-off point in placement exams for entrance into college-level courses (Bailey, 2009).  

In response to Rider 59, institutions across Texas began implementing acceleration 

strategies such as course pairing.   

Though the research indicates that these practices are effective (Attewell et al., 

2006; Bailey, 2009; Edgecombe & Columbia University, 2011; Hern & Snell, 2014), 

faculty perceptions of the effectiveness of course pairing remains unclear.  On the one 

hand, negative perceptions of English developmental courses are not new, as during the 

late 1970’s composition scholars argued that the “old sink-or-swim philosophy” of 

putting remedial writers into college-level courses not only does them little good, but can 

be detrimental, as students may not have a strong command of skills necessary for 

success in college-level English (Hassel & Giordano, 2015, p. 57).  These negative 

perceptions about acceleration may be a result of the culture of higher education and the 

division between developmental and college-level English faculty.  For example, Overby 

(2004) writes: 

Developmental studies programs [are] maligned or stereotyped.  Such encounters 

leave developmental educators wondering why their colleagues teaching college-
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level courses have such a skewed perception of developmental students.  It’s as if 

the college-level faculty believe a developmental educator’s role on campus is to 

look after a room full of academic underachievers who have been deluded into 

thinking they could earn a college degree.  Faculty who don’t teach 

developmental courses seem to perceive a developmental educator as a martyr on 

campus, one who must skillfully break the news to weak-minded, unmotivated 

students that they don’t belong in college. (para. 5) 

On the other hand, English faculty perceptions of acceleration from those who have 

taught the model have been found to be positive due to stronger rapport with students, 

pedagogy development, insight on the non-cognitive issues that impact student learning, 

and new perspectives of student ability (Walker, 2015).   

This study focused on English faculty, particularly those who had taught 

concurrently enrolled courses.  These faculty provided insight due to their unique 

experiences of putting the theory and research behind course pairing into practice.  

Although faculty play the most important role of implementing these developmental 

reforms into the classroom, faculty perceptions of acceleration, either positive or 

negative, are often absent from research and policymaking (Walker, 2015).  However, 

their positive perceptions and acceptance of reforms are critical, as lacking acceptance 

may result in “lackluster implementation and possible derailment” of the pairing of 

INRW and English 1301 (Walker, 2015, p.18). 

Purpose of the Study 

The purpose of this study was to explore English faculty experiences and 

perceptions of the practice of pairing developmental Integrated Reading and Writing 
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(INRW) and college-level English (ENGL) 1301 courses.  This study specifically 

explored how English faculty perceived their roles in teaching paired courses; the 

benefits and challenges they perceived exist with paired courses; and their perceptions of 

institutional support of the course pairing model.  Studying faculty perceptions is critical, 

as Texas has made strides to improve developmental education through policies that 

require colleges to accelerate developmental education through strategies such as course 

pairing (THECB, 2012a).  However, minimal research has been conducted on faculty 

perceptions of acceleration, and this study may help to provide insight into the 

effectiveness of paired courses from the firsthand accounts of faculty who have taught 

these courses. 

Research Questions 

The following research questions will guide this study: 

1. What are English faculty experiences and perceptions of the pairing 

developmental Integrated Reading and Writing (INRW) and college level 

English (ENGL1301) courses? 

2. How do English faculty perceive their roles in the pairing of developmental 

and college-level courses? 

3. What do English faculty perceive are the benefits and challenges of the 

pairing INRW and ENGL 1301? 

4. How do English faculty perceive their institution supports the pairing of 

INRW and ENGL 1301 courses? 
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Significance of the Study 

This study was significant on the macro level, as it explored the critical issue of 

college readiness in higher education.  On the broadest level, one of the consequences of 

an academically underprepared population is an inadequate skilled workforce that is 

unable to meet the ever-growing demands of the U.S. economy, in what Bloom and 

Sommo (2005) referred to as a “skills gap” (p. 4).  This skills gap may lead to a greater 

disparity between earnings among educated and non-educated Americans (Bloom & 

Sommo, 2005).  On the institutional level, lack of college readiness is linked to high 

attrition rates, which results in lower graduation and funding (Bloom & Sommo, 2005).  

However, college readiness plays the most important role for the individual students.  

Students who achieve college readiness sooner are more likely to attain a college degree, 

thus providing them with a greater chance of upward mobility (Bloom & Sommo, 2005).  

Lack of college readiness, on the other hand, often results in placement into 

developmental education, which may begin a chain reaction that can result in dropping 

out of college, a higher incidence of unemployment, greater dependence on social 

assistance, increased probability for criminal activity, and other greater negative impacts 

(Bettinger & Long, 2009).  

On the micro-level, this study focused on English faculty perceptions of pairing 

INRW and ENGL 1301 courses at a South Texas community college.  Most faculty who 

teach developmental education at this study institution had a minimum of a Master’s 

degree in Reading or English, which is consistent with the required credentials for other 

colleges across the state and nation (Hamilton, 2014).  In general, developmental 

education faculty are unique in that they often have a teaching background from the 
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public-school system, and their teaching methods are found to be equal or superior to 

university faculty (Hamilton, 2014).  Developmental educators are also described as 

having a deep love of teaching and a student-centered educational philosophy (Hamilton, 

2014).  Because English faculty are highly credentialed, highly effective, and highly 

passionate about students, it is paramount that their perspectives toward reforming 

developmental education is studied, as it is critical to the effective development, 

implementation, and sustainability of initiatives such as course pairing.  The perceptions 

of English faculty are key to the implementation and success of pairing developmental 

and college-level English because 1) they can help dispel negative perceptions about the 

lower standards of students into developmental English and English1301; 2) faculty buy-

in is necessary for the sustainability of paired courses; and 3) faculty are expert 

practitioners whose perceptions and input are necessary in developing a course pairing 

model that fits the needs of English students at their institutions (Hamilton, 2014; 

Walker, 2015).  This collective case study explored the perceptions of English faculty at 

one community college, as their perspectives illustrated shared characteristics that are 

applicable to other community colleges with similar demographics and student needs 

(Creswell, 2013; Lincoln & Guba, 2013).  

First, perceptions of English faculty were critical to this study because they can 

help negative or skewed perceptions of paired courses (Walker, 2015).  Many faculty 

who teach college-level courses may believe that developmental education students are 

not prepared to enrol in ENGL 1301 courses, and therefore these faculty may perceive 

that concurrent enrolled courses are taught at a lower level or with sub-par expectations 

as compared to traditional ENGL 1301 courses (Walker, 2015).  However, in studies 
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where paired courses are implemented for at least a year, findings indicate that faculty 

begin to perceive developmental education students as capable of being successful in a 

college-level course when provided with appropriate support (Coleman, 2015).  Because 

of this, faculty perceptions, particularly in regards to their role as instructors as well as 

the challenges and benefits of paired courses, may help shed light on negative perceptions 

about these courses. Second, faculty perceptions were important, as their buy-in is critical 

to the implementation as well as the sustainability of the paired course model (Hamilton, 

2014).  Faculty who have had to implement developmental reform are often hesitant to 

make drastic changes to their current operations, preferring instead to implement only 

small-scale or minimum changes (Hamilton, 2014).  It is critical that college decision 

makers such as the English department chair and academic deans keep a pulse on the 

perceptions of faculty in regards to the paired course model, as lack of buy-in can result 

in lacklustre implementation and performance of faculty, which may impact student 

performance (Walker, 2015).  This is particularly true when faculty perceive that 

implementation of paired courses is a result of administrative pressure as opposed to 

faculty innovation.  However, when faculty perceive there is value in their efforts, there 

is a greater probability of successful implementation as well as outcomes for the students, 

which is important for sustainability of concurrent enrolment course models (Hamilton, 

2014).   

Finally, perceptions of English faculty members were important to analyze 

because doing so examines the benefits and challenges of the concurrent enrolment 

model through the lens of expert practitioners, and this information can help drive 

decision making that will benefit students taking English courses at their institutions.  
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Specifically, English faculty often perceive that pairing developmental and college-level 

English courses is an effective course model for accelerating some students out of 

developmental courses, but they often express that a one-size fits all approach is not 

effective, and can be detrimental to the success of students (Hamilton, 2014).  These 

perceptions, particularly in terms of the challenges and benefits of paired courses, can 

help inform departments and administrators to tailor concurrently enrolled INRW and 

ENGL 1301 courses in ways that will benefit students.  This collaboration between 

faculty and administrators is what Hamilton (2014) refers to as “innovation from the 

middle” (p. 167). 

Summary of Conceptual Framework 

The conceptual framework for this study was based on the Texas Success 

Initiative (TSI), which is a set of polices implemented by the Texas Higher Education 

Coordinating Board to improve the success of underprepared students through 

acceleration, best practices from research-based models, and paired courses (Moore et al., 

2010; THECB, 2012a).  This study was further framed by research which  suggests 1) 

accelerated developmental education sequences lead to greater success; 2) traditional, 

multi-level sequences of developmental education may result in attrition; and 3) faculty 

perceptions about student ability and motivation, specifically faculty perceptions about 

academic behaviors, work habits, disposition, and situational factors that affect the 

success of initiatives (Bailey et al., 2009; THECB, 2012a; Zientek, Schneider, & 

Onwuegbuzie, 2014).  Tenets of Tinto’s Dropout Theory supported these perceptions 

(Tinto, 1975), especially the tenets which suggest that student motivation plays a critical 

role on student degree completion.   
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Summary of Methodology 

A case study is defined as an approach in which “the investigator explores a real-

life case through detailed, in-depth data collection involving multiple sources of 

information” (Creswell, 2013, p. 380).  A collective case study, also known as multiple 

case study, was utilized in this study.  This approach uses several cases to allow the 

researcher to “understand the phenomenon in a broader context” (Mertens, 2014, p. 335).  

A collective case study was used to explore the practice of course pairing to help the 

researcher better understand and better theorize on the larger scope of paired courses 

(Mertens, 2014).  The research questions guided this study include English faculty 

perceptions of the pairing of developmental Integrated Reading and Writing (INRW) 

courses and college level English (ENGL1301), perception of their roles in the paired 

course design, perceptions of the benefits and challenges of paired courses, and 

perceptions of institutional support of paired courses.  Semi-structured interviews were 

utilized and the protocol included a collection of responses, field notes, and follow-up 

questions (Lincoln & Guba, 1985).  In addition to interviews, other documents such as 

the college catalog, advising materials, ENGL 1301 and Integrated Reading/Writing 0376 

syllabi, and other instructional sources such as the Texas Higher Education Coordinating 

Board website were analyzed.  

Data analysis was conducted through open coding and constant comparison 

procedures.  Open coding was used to develop themes of data, which became core 

phenomena (Creswell, 2013).  Then axial coding was used to develop additional 

categories including causal conditions, strategies, intervening conditions, and 

consequences (Creswell, 2013).   After coding, the constant comparison method was used 
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to compare codes within categories, reducing and creating new categories during the 

process (Creswell, 2013).  Data from other documents was analyzed for triangulation, 

and thick, rich descriptions were used to present faculty perceptions for the reader 

(Creswell, 2014).  

Assumptions of the Study 

This study makes three basic assumptions:  

1. Participants provided truthful responses during the interviews.  

2. Participants in the study had a working understanding of developmental 

education and are familiar with the practice of paired courses. 

3. Participants’ perceptions of paired courses only applied to their institution.  

Limitations to the Study 

This study was limited in terms of time and geography.  Due to time constraints, 

only English faculty at one community college were interviewed for this study.  This 

geographic location places the nearest community colleges at over 150 miles away, and 

therefore only one community college was explored for this study. 

Delimitations to the Study 

This study had three delimitations: 

1. Only English faculty at the large, South Texas community college participated 

in the study.   

2. This study only examined the experiences of faculty at one community 

college.   

3. The study only examined faculty perceptions of the effectiveness of pairing 

the highest level developmental education course with English 1301.  The 
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study did not examine performance data for these courses; nor did it examine 

faculty perceptions of other developmental course reforms.  

Definitions of Terms 

The following terms were used throughout this study and are defined as follows: 

College-level courses. A course that requires demonstration of college readiness 

prior to enrolling.  Texas colleges report first college-level mathematics, writing, and 

reading courses (THECB, 2012b). 

College-readiness.  The level of academic preparation necessary for a student to 

succeed in credit bearing, college-level courses without remediation (Conley, 2008). 

Contextualization.  Integrating remediation into college-level courses 

(Edgecombe & Columbia University, 2011). 

Cut scores.  Scores on the TSIA that determine if students are eligible to enroll in 

college-level courses (THECB, 2012b).  

Developmental education.  A set of non-credit courses or other interventions 

designed to develop students’ college readiness in reading, writing, or mathematics 

(THECB, 2012b).  

Paired Courses.  Acceleration of developmental education sequence by allowing 

students to enroll in specially designed developmental courses, which are paired with a 

college-level course.  Also, referred to as mainstreaming (Edgecombe & Columbia 

University, 2011). 

Persistence. The rate at which students continue from one year to the succeeding 

year.  
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Remediation.  Activities within developmental courses designed to improve 

students’ skills in reading, writing, or mathematics.  

English 1301.  The first college-level English course at the institution in which 

this study was conducted.  

Integrated Reading and Writing (INRW).  The highest level developmental 

reading and writing course at the institution in which this study was conducted.  

Texas Success Initiative Assessment (TSIA).  The TSIA is a standardized 

placement exam that determines college-readiness for students enrolling in Texas 

colleges or universities.  Upon admission to the college, students placing below cut-off 

scores for college readiness on the TSIA are placed into appropriate developmental 

courses.  Students must pass appropriate courses or retake the TSIA and place above the 

designated cut-off scores before taking college-level courses.  Students may be exempt 

from the exam by performance on the American College Test (ACT) or Scholastic 

Aptitude Test (SAT), entrance into a Level 1 certificate program that can be completed in 

a year or less, or military exemption (Texas Higher Education Coordinating Board, 

2014). 

Summary 

Community colleges are open access institutions that educate various populations 

of students, including minorities, students from lower income families, and other 

underrepresented groups.  Many students enter community college academically 

underprepared for college-level coursework and are required to take developmental 

courses prior to enrolling in college-level courses.  However, it has been argued that 

developmental education programs are ineffective due to poor performance, persistence, 



Texas Tech University, Marissa G. Longoria, May 2017 

18 

and graduation rates.  It has further been suggested that placement practices are unreliable 

and that being placed into developmental education can have negative motivational 

effects on students.   

The purpose of this study was to explore English faculty perceptions of pairing of 

developmental Integrated Reading and Writing and college-level English 1301 courses, 

including how they perceive their roles, the benefits and challenges they perceive exist in 

paired courses, and their perceptions of institutional support paired courses.  The 

remainder of the study includes a review of the literature in chapter II, a discussion of the 

methodology in chapter III, the results in chapter IV, and discussion in chapter V. 

  



Texas Tech University, Marissa G. Longoria, May 2017 

19 

CHAPTER II  

LITERATURE REVIEW 
The purpose of this study was to explore faculty experiences and perceptions of 

the practice of pairing developmental Integrated Reading and Writing (INRW) and 

college-level English (ENGL 1301).  This study analyzed faculty experiences with and 

perceptions of course pairing in terms of faculty roles, the benefits and challenges, and 

institutional support of this strategy.  As previously mentioned, course pairing is defined 

as allowing students who place below the cut-off score for admission into college-level 

courses to enroll in these courses without a prerequisite of developmental courses (Hern 

& Snell, 2014).  In the paired course model explored in this study, INRW and ENGL 

1301 are taken concurrently to provide the student with remediation while they earn 

college credit (Hern & Snell, 2014).  This chapter includes the following sections that 

relate to the overall purpose of the study: (a) a history and background on college 

readiness, (b) factors that contribute to a lack of college readiness, (c) the Texas Success 

Initiative, (d) the developmental education problem, (e) acceleration of developmental 

education, (f) pairing of developmental and college-level English, (g) English faculty 

perceptions of developmental education reform, and (h) the conceptual framework. 

History of College Readiness 

American culture has promoted higher education as a key to success and 

promoted a message that a college degree is obtainable to every student.  Callan, Finney, 

Kirst, Usdan, & Venezia, 2006; Cohen, Brawer, & Kisker (2014) note:  

For the past several decades, [educators and policy makers] have broadcast a 

consistent message urging high school students to attend college—and students 

have responded. Today’s high school students have higher academic aspirations 
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than ever before; almost 90% of high school students of all racial and ethnic 

groups aspire to attend college. Almost 60% of high school graduates enroll in 

college right after high school, and many additional students enroll in college 

within a few years of high school graduation. (p. 3) 

Although higher education has evolved over the decades, including open-access 

admission policies and financial federal aid, some argue that public school systems have 

not evolved in terms of the academic preparation students receive for college (Horn, 

McCoy, Campbell, & Brock 2009).  Unfortunately, the ramifications for students who 

enter college academically and cognitively unprepared may range anywhere from 

requiring academic remediation to experiencing difficulty in assimilating into the college 

social culture (Strayhorn, 2011).   

College readiness is defined as preparation for college course work without the 

need for additional support or remediation (Amaro-Jiménez & Hungerford-Kresser, 

2013).  Remediation activities may be conducted in a system of developmental reading, 

writing, and mathematics courses aimed at providing students who are deemed 

academically unprepared with skills needed to succeed in subsequent college-level 

courses (Attewell, Lavin, Domina, & Levey, 2006).  Developmental education for 

students who need additional support has been documented as far back as the colonial 

period (Attewell et al., 2006; Cohen & Kisker, 2010).   

College readiness rates are lower for some groups, including students in two-year 

colleges, students in public colleges, minority students, and students of lower 

socioeconomic status (SES) (Attewell et al., 2006).  Research indicates that students in 

these groups are less likely to participate in advanced course work in high school, thus 
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making them  less likely to be college-ready as compared to their peers (Cates & 

Schaefle, 2011; Strayhorn, 2011).  Students from these groups often attended high 

schools with limited resources including technology, well trained teachers, honors and 

AP courses, and access to student support services (Strayhorn, 2011).  Lack of college 

readiness is also overrepresented in minorities.The number of students who started 

college in developmental education and went on to graduate with an associate or 

bachelor’s degree is only 9–10% (Callan et al., 2006). 

National Perspective of Developmental Education  

Nationally, it is estimated that 35% of students entering colleges require some 

form of remediation, with non-traditional students being overrepresented in these rates 

(McCann & English, 2017).  Although the cost of offering developmental education to 

these 1.7 million students and parents is over $1.3 billion dollars in out of pocket 

expenses per year, fewer than 1 in 10 community college students who start in 

developmental education graduating with a degree (Charles A. Dana Center et al., 2012; 

McCann & English, 2017).  These outcomes have led some to term developmental 

education as the “bridge to nowhere” (Charles A. Dana Center et al., 2012, p. 2).  

Colleges, universities, educational organizations, and legislators have responded with 

national reforms that attempt to improve developmental education.  Some reforms focus 

on shortening course sequences to eliminate some of the exit points at which a student 

can drop out of college (Charles A. Dana Center et al., 2012; Hern & Snell, 2014).  

Course sequence reforms also include initiatives such as acceleration that allows students 

to enter college-level courses more quickly (Hern & Snell, 2014).  Other national reforms 

include viewing developmental education in different ways, including supported 
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academic pathways as opposed to multiple levels that students must complete before 

enrolling in college-level courses (Charles A. Dana Center et al., 2012).  Collaborations 

between high schools and higher education have also been explored to improve college 

readiness (Bailey, 2009).  Currently more than 40 states have adopted and implemented 

the new Common Core State Standards in reading, writing, and mathematics, which 

includes vertical alignment between high school and freshman college courses to prepare 

students for postsecondary course work (Charles A. Dana Center et al., 2012).  

Although the current cost of developmental education is estimated to be $3 billion 

nationally, the amounts allocated for these programs is limited to 0.48% of the national 

higher education budget (Pretlow & Wathington, 2012).  This is down from 1996, when 

developmental education comprised 1% of the U.S. higher education budget (Brothen & 

Wambach, 2004).  One reason for the budget cuts is the perceived ineffectiveness of 

developmental programs, measured by persistence and graduation rates.  In Texas, for 

example, approximately 50% of students requiring remediation do not persist after their 

first year of college.  This is especially true for students who are academically weak in 

more than one subject (Bañuelos, 2011).  Although developmental programs do not 

represent a significant portion of educational budgets, institutions of higher education 

have been under pressure to either discontinue these programs or restrict them solely to 

community colleges (Brothen & Wambach, 2004). 

Community Colleges and Developmental Education 

Community colleges are often faced with the challenge of meeting the needs of 

students who are academically unprepared (Bañuelos, 2011; Bettinger & Long, 2009; 

Cohen et al., 2014).  A variety of factors, such as race and ethnicity, first-generation 
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college status, SES, and English as a second language (ESL) background are prevalent in 

community colleges, and the literature indicates a strong correlation between these 

factors and college readiness (Cohen et al., 2014).  In 2013, 42% of community college 

students required at least one developmental course (NCEE, 2013), which is down from 

the 2002 estimate, reported by the National Center for Educational Statistics, that 60% of 

community college freshman required some form of remediation (Berkner, He, & 

Cataldi, 2002).  These statistics have led to legislation that limits developmental 

education. For example, two states no longer allow their public colleges to offer 

developmental courses, and at least eight states have limited developmental education at 

community colleges (Bettinger & Long, 2009). Universities are also limiting remedial 

programs, so developmental education has increasingly become the responsibility of 

community colleges. 

Factors that Contribute College Readiness 

College readiness requires that one be ready both cognitively and otherwise.  A 

deficiency in either category could be an indication that a student needs remediation 

Researchers have identified a critical factor that has contributed to poor college readiness 

as the academic and non-cognitive mismatches between high school and college 

expectations (Callan et al., 2006; Spense, 2009).  Lack of rigor in high school is often 

identified as the cause of one of the greatest academic gaps between high school and 

college, and this gap is especially prevalent in schools with fewer resources such as those 

in low socioeconomic areas, which may result in an overrepresentation of minority 

students who are underprepared (Cates & Schaefle, 2011; Conley, 2008; Strayhorn, 

2011).  The literature further suggests that a variety of strategies are needed to close the 
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gap, including aligning high school curriculum with college expectations, developing 

high quality syllabi, implementing senior seminars, and adding missing content to high 

school courses (Conley, 2008). 

High School Preparation 

Research indicates that inadequate academic rigor in high school course work is a 

factor that hinders college readiness (Conley, 2008).  For example, student performance 

on standardized assessments has declined over the last several decades, which many 

education experts have suggested demonstrates insufficient rigor in high school 

curriculum.  Conley (2008) further noted that high school students often have weak 

higher-order thinking skills such as analysis, evaluation, and cognitive engagement.  He 

notes that learning is often superficial and argues that “learning has been reduced to a 

form of sleepwalking, requiring no deep mastery or understanding” (Conley, 2008, p. 7).  

This incongruence with college expectations is supported by a National Center on 

Education and the Economy (2013) report, which illustrated a gap between high school 

English and mathematics curriculum and college-level objectives in both disciplines.  The 

report goes on to suggest that high school teachers themselves do not have a strong grasp 

of concepts and skills in English and mathematics, which is reflected in inadequate 

teaching (NCEE, 2013). 

Literature has further suggested that high school reading and writing is not on par 

with the expectations and rigor of college curriculum.  For example, some core skills in 

college-level English courses include comprehension of complex texts, synthesis of large 

amounts of information, reading critically, and the ability to decipher visual 

representations.  However, high school curriculum often focuses on lower-level thinking 
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skills, including searching for facts and summarizing ideas, and students are often 

unaware of the depth of learning and breadth of reading that is required in college courses 

(NCEE, 2013).  Furthermore, in the time that many students may have read one book in 

high school, they are expected in college to read eight or nine books, retain the 

information, and conduct a series of complex thought processes such as argument, 

research, and synthesis (NCEE, 2013).  Students of low SES, minorities, and first-

generation college students are at a greater disadvantage, as they often attended high 

schools with limited technology, inexperienced teachers, and limited access to student 

support services (Strayhorn, 2011).  Research further indicates these minority students 

and those of lower SES are often less likely to participate in advanced course work in 

high school and are less college-ready than their counterparts of higher SES (Cates & 

Schaefle, 2011; Strayhorn, 2011).  The result has been that minority students are 

overrepresented in the percentage of students entering college requiring remediation, and 

only 9-10% of these students graduate with an associate or bachelor’s degree (Callan et 

al., 2006; Strayhorn, 2011).  The gap between White and minority students continues to 

grow, as demonstrated in mathematics and reading achievement, which has remained 

relatively flat since 1984 (Barnes & Slate, 2014).   

Non-Cognitive Factors 

Researchers have found the correlation between preparation for college and 

social/cultural capital to be on the increase.  Social capital has been defined as awareness 

of processes like financial aid, social skills, the ability to communicate with faculty and 

peers, and the ability to navigate the collegiate landscape (Barnes & Slate, 2014).  

Cultural capital has been defined as knowledge about norms and expectations that are 
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vital to success in college (Cates & Schaefle, 2011).  Students often struggle in the 

transition to college with processes such as attaining financial aid, registering, and 

relating to peers and faculty.  This is particularly true of first-generation in college 

students, minority students, or those with limited social capital.  Conely (2008) wrote: 

College knowledge is distributed inequitably in society, and the lack of it 

frustrates and discourages many students who are the first in their families to 

attend college.  They may miss one of the myriad deadlines or overlook potential 

financial aid.  Some of them simply do not apply at all.  Many first-generation 

students struggle to become successful participants in the campus community; 

become alienated, frustrated, and even humiliated during the first year; and leave 

college precipitously.  (Conley, 2008, p. 5) 

Barnes and Slate (2014) have noted that cultural capital generally comes from the 

influence of parents and other family members.  Children of parents with cultural capital, 

such as a college degree, are more likely to succeed in college than students whose 

parents do not have a postsecondary degree (Barnes & Slate, 2014).  Furthermore, having 

parents or other family members with college experience is invaluable, as these 

individuals can become educational advocates who can help the student in the 

admissions, enrollment, and registration processes (Barnes & Slate, 2014).  Barnes and 

Slate (2014) also found that the average SAT score of students whose parents did not 

graduate from high school was 866, yet the average SAT score of children of parents who 

had attained a master’s degree was 1,114.  These differences illustrate how the cultural 

capital of parents can have a residual effect on their children.  Parents with more 

education possess more capital and can, thus, assist their children not only in providing a 
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role model of education, but also in providing foundational knowledge on how to survive 

the college experience.   

SES is also an important component of cultural capital.  Low SES can create 

obstacles for students, as they often face a variety of unique challenges such as caring for 

dependents including children and family members (Engstrom, 2008; Flynn, Brown, 

Johnson, & Rodger, 2011).  For instance, national figures have shown that 63% of Pell 

grant recipients report a family income of less than $30,000 a year (Flynn et al., 2011), 

which can have an adverse effect in student success due to limited access to textbooks 

and technology (Flynn et al., 2011; Mahan, 2011).  Lower SES can also have a negative 

impact on academic performance, and the correlation between SES and students’ 

performance on college readiness exams, such as the SAT, has been documented (Cohen 

et al., 2014).  For example, a 2012 College Board report showed a positive correlation 

between family income and SAT scores; those in the higher echelon ($100,000 or above) 

averaged around 100 points higher than students with family incomes of less than 

$20,000 (Cohen et al., 2014).  A lack of cultural capital is especially prevalent in 

community colleges that enroll more students from lower income households 

(Komarraju, Ramsey, & Rinella, 2013; Martin, Galentino, & Townsend, 2014).  

Furthermore, minority students are also likely to have lower cultural capital, as over half 

of Latinos/as have a family household income of less than $25,000, compared to only 

23% of their White classmates.  This aligns with what Barnes and Slate (2014) noted as 

the 21% gap in college readiness between White and Black students and a similar gap 

between Latinos/as and Black students.   
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In addition to cultural capital, a link exists between college readiness and social 

capital.  Social capital can be defined as awareness of processes like financial aid, social 

skills, communication with faculty and peers, and the ability to navigate the collegiate 

landscape (Barnes & Slate, 2014; Callan et al., 2006; Cates & Schaefle, 2011; Komarraju 

et al., 2013).  Because many minority students are the first in their families to attend 

college, they may not have the support or role models to help develop these important 

skills, which may increase their probability of dropping out of college (Barnes & Slate, 

2014; Callan et al., 2006; Cates & Schaefle, 2011; Komarraju et al., 2013).  The literature 

further indicates that elements of social capital, such as discipline and time management, 

are stronger indicators of college readiness than performance on standardized exams.  

Limited social capital, including the ability to communicate effectively with others, the 

ability to navigate the college landscape, discipline in regard to academic responsibilities, 

and other self-management behaviors, can have an adverse effect on college readiness 

(Conley, 2008).  Researchers have also noted that “although cognitive ability might 

inform us about what an individual student is capable of achieving, personality and 

motivational factors help explain what the student might actually achieve” (Komarraju et 

al., 2013, p. 107).  These personality traits include conscientiousness, agreeableness, and 

extraversion, which are demonstrated in strong study habits, following guidelines, 

participating in discussions, engaging in group projects, and handling pressure 

(Komarraju et al., 2013).  Unfortunately, educators have found it very challenging to 

incorporate curriculum into the courses that strengthens non-cognitive factors such as 

addressing life problems and affective issues (Coleman, 2015).    
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The Texas Success Initiative 

Developmental education has also recently received more attention in states like 

Texas, where community colleges currently serve as many as 75% of all college students 

and 78% of the state’s minority students (Bañuelos, 2011).  Texas colleges face a 

multitude of challenges and legislative pressures, where the necessity of remediating 

students must be balanced with legislative mandates to improve the outcomes of 

developmental education such as course completion and graduation (Texas Higher 

Education Coordinating Board [THECB], 2011).  

Texas has made strategic moves through legislation to address college readiness 

and other deficiencies in K-12 and higher education.  In 2011, the Texas Senate mandated 

that the THECB present a report to the Joint Oversight Committee on Higher Education 

Governance, Excellence, and Transparency “reviewing, comparing, and highlighting 

national and global best practices on: (1) improving student outcomes, including student 

retention, graduations, and graduation rates; and (2) higher education governance, 

administration, and transparency” (THECB, 2011, p. 1).  The THECB contracted 

Complete College America to prepare the mandated report, in which some key findings 

for improving Texas higher education outcomes were noted including transforming 

remedial education, reducing time-to-degree and accelerating success, restructuring 

higher education delivery for a new generation, and implementing performance-based 

funding (THECB, 2011).  

Out of these recommendations came a set of policies, practices, and rules referred 

to as the Texas Success Initiative (TSI), which included a comprehensive plan for 

developmental education with a goal to improve the success of underprepared students 
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through developmental education reform (THECB, 2012a).  The approaches within the 

TSI were based on improving developmental education through current research, 

implementing best practices, and improving the tools by which students are determined to 

be college-ready (Conley, Hiatt, McGaughy, Seburn, & Venezia, 2010).  This process 

was a challenge, as each institution across the state had unique placement policies and 

their practices and standards often varied (Burdman, 2012).  The THECB (2012c) noted 

that multiple placement guidelines across institutions were particularly detrimental to 

transfer students who were often required to take additional remedial courses upon 

admission to another institution.  Texas took an approach of creating one standardized 

placement exam, the Texas Success Initiative Assessment (TSIA), and revamping the 

state’s developmental education programs by encouraging community colleges to 

restructure developmental education courses with models such as paired courses to meet 

this challenge (THECB, 2012c). 

The Developmental Education Problem 

There is a lack of research on the effectiveness of new strategies and reforms of 

developmental education.  The available research on developmental education has been 

described as “sporadic underfunded, and inconclusive” (Attewell et al., 2006, p. 884).  In 

a report to the U.S. House of Representatives, the U.S. Government Accountability 

Office shared findings from surveys of community college leaders from around the 

nation, and the feedback they received indicates that the lack of research on 

developmental education makes it difficult to determine if new strategies work.  This, in 

turn, leads to faculty and administrative resistance (Emrey-Arras, 2013).  This weak body 

of evidence is reflected in resistance to policy.   
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Mezquita (2016) supports the idea that research surrounding developmental 

education is often inconclusive, and describes developmental education reform as a war 

between external stakeholders, policy makers, and educators.  She writes: 

The type of war both, external influencers and expert authorities, were fighting 

was telling as described through the revised model of framing developmental 

education.  On one hand, external influencers were fighting a war with data 

through the economic consequences frame while expert authorities were fighting 

an emotional academic battle war through the human interest frame with 

inconclusive data to support their academic stand. (p. 167) 

Furthermore, it is difficult to determine if mandates, such as the requirements 

from statewide governing bodies like the THECB, are working as intended and if the 

policies have any impact on student performance (Bañuelos, 2011).  Administrators and 

faculty have difficulty determining if strategies, such as accelerated courses, non-course 

based options, and other developmental education reform strategies, are effective or 

detrimental to the success of students.  It is also unclear if developmental education 

reform movements are beneficial or detrimental to students, as there are conflicting 

frames to the developmental education argument.  Mezquita (2016) writes: 

External influencers portrayed their views of developmental education and the 

college completion agenda through the economic consequences frame.  Through 

the economic consequences frame or lens, external influencers were able to use 

catch phrases, metaphors, and stereotypes to frame their narrative about how 

developmental education is the time consuming and financial barrier for students 

on their quest to college completion.  On the other hand, expert authorities 
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defended developmental education through the human interest frame where they 

provided examples of students who found their developmental education 

experience as a solid foundation which assisted them in their degree attainment. 

Expert authorities used catch phrases, metaphors, and stereotypes when 

describing the “game changing strategies” that were being used to reform 

developmental education and to contradict the frame devices that were being used 

against them.  Both the adversaries and the advocates of developmental education 

used the conflict frame through the frame devices in their tug of war about 

developmental education and the college completion agenda. (p. 170) 

It is often difficult to determine the effectiveness of developmental education, 

especially in large-scale studies with many factors that cannot be controlled such as 

student academic background and proficiency in specific subject areas (Bailey, 2009).  

Although there is a body of research that suggests that students perform well in their 

developmental education classes, including the Brothen and Wambach (2004) study, 

which found high passing rates for students in developmental reading and mathematics, 

other studies indicate that developmental education leads to student attrition (Bettinger & 

Long, 2009).  For example, studies have found that remediation can have negative 

effects, especially if students require multiple developmental courses.  These studies 

suggest that developmental education does not work because many students never enroll 

in the first course in a developmental sequence or they do not complete the 

developmental sequences, not necessarily because they were unsuccessful in the class 

(Bailey, Jeong, and Cho, 2009).  For these students, being placed in developmental 

courses is enough to discourage them from ever attending college.  For example, one 
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study found that 56% of students who did not complete their developmental mathematics 

sequence did so because they never enrolled in the first course of the sequence, and 

almost half of the students who did enroll in the first course did not register for the next 

course in the sequence (Bailey et al., 2009).  This pivotal study found that only 42% of 

students placing into the lowest level of mathematics and 60% of those in the lowest level 

of reading enrolled in the next course in the developmental education sequence (Bailey et 

al., 2009).  Even when students did complete their sequence, 11-12% still did not enroll 

in college level courses (Bailey, 2009; Hern & Snell, 2014).   

Research has suggested that attrition in developmental education may be caused 

by long course sequences where only a fraction of the students who complete the first 

course in the sequence persist to complete the sequence (Hern & Snell, 2014).  Hern and 

Snell (2014) described this process in terms of exit points: 

Students starting two levels below college math or English face five exit points 

before completing the college-level course. They must 1) pass the first course, 2) 

choose to enroll in the next course, 3) pass the second course, 4) choose to enroll 

in the college-level course, and 5) pass that course. The specific reasons for 

student attrition vary, but community college students peel off at every exit 

point—and at higher rates when facing semester after semester of classes that earn 

no credit toward a longer-term goal.  (p. 28)  

Placement 

The literature has pointed out inconsistencies in the placement of students in 

developmental education programs.  Some institutions develop and use their own 

placement assessment instruments, where others use a standardized exam such as 
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American College Testing’s (ACT) Compass or the Educational Testing Service’s 

Accuplacer (Gerlaugh, Thompson, Boylan, & Davis, 2007).  These assessment exams are 

often touted as simply part of the admissions process by advisors, yet there are high 

stakes attached to them because scoring on the lower end can lead to placement in 

developmental courses, which equates to delayed progress and more cost for students 

(Bailey, 2009).  The literature further suggests that inconsistencies between institutions 

and states is a major concern, as a student at one institution may be placed in a 

developmental education program, yet placed in a college-ready program at another.  

Bailey (2009) suggests that scores alone may be ineffective measures of a student’s 

academic ability.  Depending on the assessment tool that is used and the scores that an 

institution uses for placement, there may be little difference between a student placed in 

developmental courses and one who can enroll in college-level courses.  For example, 

data from a Dana Center study revealed that approximately 40-65% of students who 

placed into developmental English and math courses could have been successful had they 

been placed directly into college-level courses (Charles A. Dana Center et al., 2012).  

This research found that assessment and placement processes could become an obstacle 

for students, especially when only one assessment tool is used (Charles A. Dana Center et 

al., 2012). 

Bailey (2009) further argued that standardized placement exams may not fit the 

needs of different learners, such as non-traditional students who have been out of the 

classroom for some time or students with limited English proficiency.  Although students 

who have been out of the classroom for some time may have the necessary skills to be 

successful in college level courses, they may need a refresher or review prior to 
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placement testing.  Having been out of high school for an extended period and taking a 

placement test without a review may result in students being placed in developmental 

courses when they are college-ready.  For those students who are legitimately placed in 

developmental education, placement assessments do little to provide diagnostic 

information on what a student will need to be successful in a course (Bailey, 2009). 

Effect on Student Motivation 

Placement in developmental education programs and long sequences of course 

work may result in loss of motivation and negative psychological effects in students, 

particularly if they recently graduated from high school.  Many students are not aware 

that they are lacking in academic skills, and surveys indicate an incongruence exists 

between students’ perception of their college readiness and their actual academic skill 

level (Bailey, 2009).  Students who had satisfactory grades in high school are often 

discouraged when placement testing reveals that they are not college ready, and the 

necessity to enroll in remedial courses may lead them to lead them to forego college 

altogether (Bailey, 2009; Charles A. Dana Center et al., 2012).  For many students, being 

placed in remediation is a humiliating experience, and so discouraging that they either 

never start, drop out shortly after enrolling in classes, or do not perform to their potential 

in the developmental classes in which they are placed (Charles A. Dana Center et al., 

2012).  Bettinger and Long (2009) support this assertion, describing the stigma associated 

with remediation as the “scarlet letter effect” that they suggest may result in less effort 

and lackluster academic performance (p. 6).  The scarlet letter effect, Bettinger and Long 

(2009) postulate, may extend beyond the individual and may permeate entire groups 

when lower-ability students are grouped together, and this effect is intensified by feelings 
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of inadequacy, loss of motivation, and poor performance.  It is recommended that 

students in developmental education study alongside stronger, higher achieving students 

who may motivate them to perform better.  

Retention and Graduation 

There have been several studies that focus specifically on retention and 

graduation of students who begin in developmental education programs.  The Achieving 

the Dream: Community Colleges Count study sponsored by the Lumina Foundation 

tracked 250,000 students from 83 community colleges in 15 states; surveys from this 

study found that stakeholders in community colleges and four-year institutions perceive 

that remediation may have a negative effect on retention and graduation rates (Charles A. 

Dana Center et al., 2012).  This perception is supported in data from a 2002 U.S. 

Department of Education report, which indicated that less than one third of 

underprepared students entering community colleges will earn a degree within six years 

(U.S. Department of Education, 2002).  A 2013 report from the U.S. Department of 

Education further estimated that less than 25% of this population will complete a degree 

or certificate within 8 years (Emrey-Arras, 2013).  Texas is often cited as being in the 

forefront of developmental education, with emphasis on programs that promote 

acceleration and non-course based options.  However, even Texas reports that only three 

out of 10 full-time community college students complete a certificate after six years 

(Bañuelos, 2011).   

Acceleration of Developmental Education  

Many educators and researchers have argued for instructional approaches that 

allow all students to enter college-level courses, regardless of college readiness, based on 
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three primary criticisms of developmental education: (a) the reliability of assessment 

exams to place students in developmental education, (b) the effectiveness of 

developmental courses, and (c) poor graduation rates for students who start in 

developmental classes.  Because of these three primary criticisms, educators have 

developed new models, including paired courses, to address student placements in 

college-level courses (Bailey et.al, 2009; Bañuelos, 2011; THECB, 2014).  Paired 

courses, a course model in which developmental education students are mainstreamed 

into a credit- bearing course, has been implemented in Texas, where less than 35% of 

students who are not college ready in reading and writing and less than 16% of students 

who are not college ready in mathematics ever enroll in their first college-level course 

(THECB, 2014).  Moreover, data has shown that Texas students placing into the lowest 

levels of developmental education are significantly less likely to enroll in college-level 

courses than their higher-placed peers (THECB, 2014). 

The literature suggests that acceleration of developmental education courses by 

enrollment directly into college-level courses may improve student outcomes, including 

course completion and graduation (Brothen & Wambach, 2004).  Accelerated courses are 

defined as instruction and curricula that facilitates completion of educational 

requirements within a compressed time frame (Edgecombe & Columbia University, 

2011).  Acceleration can take the form of paired courses, in which a developmental 

education student is mainstreamed into a credit bearing course while taking a 

developmental education course for support.  There is evidence to suggest that, even 

without paired courses, students placed into developmental education may be able to 

successfully complete a college-level course.  For example, a Community College 
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Research study found that 40-50% of students who were placed in remedial math could 

have earned a grade of C or better in college-level math without remediation, and for 

English the numbers were even higher at 40-65% (Bailey et al., 2009).  This study and 

others suggest that students have a high probability of success when developmental 

courses are accelerated.  

There are two viewpoints in regard to acceleration.  Some researchers and 

educators advocate for acceleration as an effective developmental education intervention 

because it reduces exit points at which students may decide to drop out of college (Hern 

& Snell, 2014).  However, other educators are hesitant to support acceleration, especially 

when instruction for the most underprepared students is offered in a compressed time 

frame (Bettinger & Long, 2009).  In addition, some faculty are concerned that increased 

access to college-level courses will result in lower pass rates and lower long-term student 

success (Hodara & Jaggars, 2014).  The literature, however, suggests that acceleration 

has proven particularly successful in “bubble students,” those near the threshold for 

college placement; though qualitative evidence indicates acceleration is it not as 

successful for students with low motivation (Booth et al., 2014).  Research further 

indicates that grouping lower performing students together in developmental courses can 

lead to lower motivation and apathy, but lower performing students may benefit from 

positive effects, such as grades and motivation, when placed into courses with their 

higher performing peers (Bettinger & Long, 2009).  Although acceleration may not be as 

effective for students placing at the very bottom of the assessment, studies also indicate 

that these students do not fare better in longer sequences, with just 9% completing a 

college-level course (Hern & Snell, 2014). 
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Pairing of Developmental and College-Level English Courses  

The traditional model of developmental English yields low outcomes for student 

success, with as few as 10% of students who are placed several levels below college 

English ever completing even one college-level course (Hern, 2012).  These students 

average nine and one half semesters, or almost five years, in community colleges before 

transferring (Melguizo et al., 2008).  Many community colleges have attempted to 

improve these outcomes through acceleration in which upper-level developmental 

English classes are integrated into introductory English courses, often with a model in 

which these courses are taken concurrently (Cho, Kopko, Jenkins, Jaggars, & Columbia 

University, 2012).  Characteristics of paired course models include allowing students 

who test into upper-level developmental English classes to enroll directly into college-

level English, curriculum that emphasizes assignments and learning skills that support 

student success in the college-level English course, and professional development for 

faculty (Jaggars, Hodara, Cho, & Xu, 2015).   

There are several models for mainstreaming developmental education students.  

The paired course model allows students who are near the threshold for college 

placement (often referred to as bubble students) to enroll in college-level courses while 

receiving support to help them succeed (Charles A. Dana Center et al., 2012).  These 

courses are particularly successful, as they allow for remediation, support and 

development of skills while simultaneously enabling students to complete college-level 

courses (Charles A. Dana Center et al., 2012).  In addition to eliminating exit points for 

students, paired courses make remediation more relevant (Edgecombe & Columbia 

University, 2011).  The literature further suggests that students in paired courses 
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experience psychological benefits, as they are challenged to succeed in college-level 

courses rather than merely reviewing what they perceive is content learned in high school 

(Edgecombe & Columbia University, 2011).  Other strategies for acceleration discussed 

in the literature include hybrid models in which students enroll in college-level courses 

that are paired with support in the form of lab work, tutorials, or additional class time 

(Bailey et al., 2009).  These kinds of paired courses create a cohort structure in which the 

same students are in both classes, thus fostering a sense of belonging and support 

(Brothen & Wambach, 2004).  The practice of pairing developmental and college-level 

English re-designed courses include support such as tutoring, self-paced labs, required 

attendance, and other such systems to facilitate student success (Charles A. Dana Center 

et al., 2012).  The developmental course mirrors gateway courses, such as English 1301, 

in terms of course length and content, yet double time in the classroom—often scheduled 

four to five days per week as opposed to the traditional format of two to three days per 

week (Charles A. Dana Center et al., 2012). However, these courses are very different 

from traditional gateway courses in that students are not subject to prerequisite 

requirements, including satisfactory completion of a developmental education course 

prior to enrolling (Edgecombe & Columbia University, 2011).   

Paired courses can result in a savings of time and money for students who begin 

to enroll in college-level courses right away rather than being required to enroll in 

developmental education courses first (Charles A. Dana Center et al., 2012).  For 

example, in 2015 Tennessee began requiring paired developmental and college-level 

courses, and the result in college-level writing from 31 percent to 59 percent.  These 
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findings further indicate a tuition savings of $7,720 in tuition with traditional 

developmental courses to $3,840.63 with paired courses (McCann & English, 2017). 

In addition to saving time and money, paired courses may also help students experience a 

boost in motivation, as the distinction between developmental and college-level status is 

removed (Edgecombe & Columbia University, 2011).  Proponents of paired courses 

argue that these students perform just as well or better in college-level courses than they 

would had they completed the developmental education courses first (Bailey, 2009).   

For English courses, a paired course model generally includes an upper-level 

developmental writing course (e.g., Integrated Reading and Writing) and a college-level 

English composition course, such as English 1301 (Edgecombe & Columbia University, 

2011).  This combination of courses allows students to develop their writing skills in a 

contextualized manner through college-level reading and writing assignments and may be 

delivered through a team-teach approach in which two faculty co-teach and collaborate 

(Edgecombe & Columbia University, 2011). Research indicates that students are even 

more successful in concurrently enrolled courses when they are combined with student 

support and remediation (Charles A. Dana Center et al., 2012; Hern & Snell, 2014).  The 

pairing of two courses with the same students and same instructors also creates a cohort 

structure, which may promote feelings of connectedness and support among students 

(Edgecombe & Columbia University, 2011).   

Studies have identified the benefits of paired courses to include not only success 

in the semester in which students are concurrently enrolled, but also success in the 

subsequent year, as students who were concurrently enrolled are also more likely to 

persist the next year than traditional developmental education students (Cho et al., 2012).  
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Results from studies conducted on this concurrent model for English also indicate better 

outcomes in course grades and course completion (Cho et al., 2012).  These outcomes 

include passing the introductory English course, which they took concurrently with 

developmental English, successful completion of subsequent college-level English 

courses, completion of other non-English college-level courses, and an increased 

likelihood of earning a certificate or degree (Cho et al., 2012).  However, there are also 

some challenges to the paired course model, particularly in advising, which studies 

suggest is difficult due to logistical issues, registration, scheduling, staffing, and facilities 

usage, which becomes more complicated as paired courses are scaled up (Coleman, 

2015). 

Faculty Perceptions of Developmental Education Reform 

Faculty perceptions about the success of developmental education reforms may be 

shaped by the lack of information and the culture of higher education (Bickerstaff, 

Edgecombe, & Columbia University, 2012; Emrey-Arras, 2013; Walker, 2015).  For 

example, Texas has created policies to improve developmental education outcomes 

through the implementation of paired courses and other acceleration strategies (Conley et 

al., 2010).  However, research on the effectiveness of these reforms is lacking, which 

may affect faculty perceptions of strategies such as paired courses (Attewell et al., 2006).  

Faculty have further found themselves challenged in what Walker describes as a “post-

pedagogical moment where they no longer believe that pedagogical theories can 

adequately account for the complexities of teaching” (p. 14).  This lack of research, 

compounded with strategies that are challenging to implement, may result in negative 

perceptions and faculty resistance (Emrey-Arras, 2013).  The culture of higher education 
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can also play a role in faculty perceptions of developmental education reform (Bickerstaff 

et al., 2012).  For example, developmental reform, such as paired courses, requires 

extensive collaboration between faculty members, particularly if a team teaching 

approach is taken (Bickerstaff et al., 2012; Hoogveld, Paas, & Jochems, 2003, Kezar, 

2005).  However, team-teaching approaches can be work-intensive and complicated.  In 

their study on team teaching approaches, Hoogveld, Paas, & Jochems (2003) suggested 

that team teaching approaches are complicated because individual faculty contributions 

and gains are inverse in their relationship.  Especially, those faculty who are weak at 

instructional design benefit from a team teach when they are partnered with a faculty 

member who is strong at instructional design.  However, there was not an advantage to 

faculty members who are strong at instructional design.  Those who were strong at 

instructional design, however, experienced negative effects in terms of cognitive load, as 

they are required to produce and contribute more to the instructional design activities 

than the weaker designers.  This study therefore suggests that team teaching performance 

is “beneficial to the low achievers and imposes an extra load on the cognitive capacity of 

the high achievers” (p. 589).  It is due to the challenges of team-teaching that many 

institutions have abandoned this model and have transitioned to a model in which the 

same instructor teaches both courses (Coleman, 2015). 

Kezar (2005) found that collaboration with a common purpose and shared rules or 

norms such as is found in team teaching is difficult in higher education due to 

departmental silos and other barriers to cross-divisional work and partnerships.  In the 

pairing of INRW and ENGL 1301, this cross-divisional work includes sense-making and 

collaboration between silos of faculty who are generally trained to plan and teach for 
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either developmental education or college-level teaching.  Specifically, having the paired 

course model taught by both a developmental education and college-level faculty 

member can create the need for more cross-departmental collaboration and for more 

training if faculty are not experienced with teaching both levels. (Coleman, 2015).  This 

becomes challenging when a more advanced degree is required to teach the college-level 

course, which can cause staffing issues (Coleman, 2015).  Challenges to team-teaching 

may also be a result of applying a business model of team work to a very different setting 

of academia (Kezar, 2005).  For example, in corporate settings management has more 

control to mandate change, whereas in academic settings faculty must be persuaded and 

provided with reasons why collaboration is necessary.  When collaboration works, it is 

often a result of well-developed relationships between faculty members over any other 

element (Kezar, 2005).  

However, the culture of higher education promotes academic freedom which may 

discourage discussions related to curriculum and teaching (Bickerstaff et al., 2012).  

More importantly, research suggests that conversations about reform may prove 

challenging, as these reforms may conflict with individual faculty members’ perceptions 

about acceleration of developmental education and collaboration with colleagues 

(Bickerstaff et al., 2012).  

Conceptual Framework 

The conceptual framework for this study was comprised of three basic tenets from 

the literature, which focus on (a) the TSI, (b) faculty perceptions of developmental 

education reforms, and (c) faculty perceptions about student motivation.  First, one of the 

key tenets of this study was the TSI, which is a set of legislation and polices designed to 
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improve the success of underprepared students through initiatives such as acceleration 

and paired courses (THECB, 2012a).  The TSI has encouraged institutions to borrow best 

practices from research-based models that incorporate individualized, timely remediation 

such as acceleration through pairing of developmental education and college-level 

courses (Moore et al., 2010).  Literature suggests that traditional, multi-level sequences of 

developmental education may result in attrition, which Bailey et al. (2009) explains 

occurs during a process in which a student must enroll in a course, pass, and enroll in the 

next course.  The research surrounding acceleration, as well as implementation of the 

TSI, has led many Texas community colleges to pair developmental and college-level 

English courses, which allows a student to concurrently enroll in a developmental 

Integrated Reading and Writing course and a college-level English course (Bailey et al., 

2009; THECB, 2012a).  Acceleration has impacted faculty of English courses by 

requiring them to develop curriculum and course structure that weaves remediation into 

English 1301, often requiring them to use a backward design in which student outcomes 

determine content and sequence (Walker, 2015).  

In addition to the state mandated revamping of developmental education courses, 

faculty perceptions of developmental education reforms, such as paired courses, were an 

important element of this study (Bailey et al., 2009).  Faculty perceptions about the 

pairing of Integrated Reading and Writing and English 1301 may be formed by 

individuals’ perceptions about instruction and developmental education, information or 

lack of information on the effectiveness of developmental education reform, and the 

culture of higher education that may discourage discussions related to curriculum 

(Bickerstaff et al., 2012; Emrey-Arras, 2013; Walker, 2015).  For example, despite 
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reforms of developmental education, such as paired courses, there is a lack of studies and 

pedagogical theories on the topic (Lundell & Higbee, 2001; Walker, 2015).  Because 

there is a sparse body of research on developmental education, faculty may find it 

challenging to accept new course designs and methods (Attewell et al., 2006).  In 

addition to faculty questions about the effectiveness of paired courses and other 

developmental education initiatives, the structure of higher education presents unique 

challenges in implementing new ideas.  Many faculty tend to resist change, and the lack 

of information on the effectiveness of paired courses may result in faculty rejecting or 

resisting these reforms in the name of academic freedom (Cullinane & Treisman, 2010; 

Emrey-Arras, 2013).   

Finally, another key concept in this study was faculty perceptions about student 

ability and motivation.  Zientek, Schneider, and Onwuegbuzie (2014) have noted that 

faculty perceptions are critical due do their regular interactions and assessment of 

students.  Not only do these perceptions help institutions in decision-making processes, 

but they can also help to inform policy makers forming legislation aiming to reduce time 

in developmental education (Zientek et al., 2014).  Previous studies on the perceptions of 

faculty who have taught accelerated/mainstreamed developmental courses have found 

positive experiences, including stronger rapport with students, development of student-

centered pedagogy, development of insight on the non-cognitive issues that impact 

student learning, and new perspectives of student ability (Walker, 2015).  However, 

acceleration requires faculty to negotiate perceptions about what makes a student 

“college ready,” as well as to rethink instructional strategies (Walker, 2015; Coleman, 

2015).  College readiness also extends into non-cognitive factors, and studies further 
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suggest that faculty may perceive that academic behaviors, work habits, disposition, and 

situational factors affect student success (Zientek et al., 2014).  Tinto’s (1975) dropout 

theory, which posits that student motivation plays a critical role in whether a student will 

drop out of college, supports these perceptions.  Because community college faculty have 

firsthand experience of the acceleration of developmental education and perceptions 

about student ability/motivation, these concepts, as well as the umbrella of developmental 

education reform, have built the conceptual framework that guided this study. 

Conclusions 

As state and national budgets tighten, taxpayers and legislators have challenged 

developmental education due to the cost to the institutions, students, and taxpayers as 

well as its apparent ineffectiveness (Bailey, 2009).  Opponents of developmental 

education have cited a variety of reasons for the ineffectiveness. Aside from cost, many 

opponents have argued that developmental education stalls students who might otherwise 

continue to college-level courses (Brothen & Wambach, 2004).  Opponents have asserted 

that placement in these developmental courses may have an adverse effect on the student, 

including loss of motivation due to the time involved in exiting the programs, during 

which other external factors may cause students to drop out without ever beginning their 

course of study (Bailey et al., 2009). These opponents have also argued that students 

labeled as developmental may not actually be significantly different from their non-

developmental peers.  
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CHAPTER III  

METHODOLOGY 
Chapter III presents the methodology that was utilized for this study.  The purpose 

of this study was to explore the experiences and perceptions of community college 

English faculty regarding the practice of pairing developmental Integrated Reading and 

Writing (INRW) and college-level English (ENGL) 1301, including the perceptions of 

their roles in the practice of paired courses, the benefits and challenges of the paired 

courses, and faculty perceptions of institutional support.  This chapter includes: 1) 

research questions; 2) research design; 3) data collection; 4) data analysis; 5) 

trustworthiness; 6) context of the study and researcher; and 7) a summary. 

Research Questions 

The following research questions guided this study: 

1. What are English faculty experiences and perceptions of the pairing 

developmental Integrated Reading and Writing (INRW) and college level 

English (ENGL1301) courses? 

2. How do English faculty perceive their roles in the pairing of developmental 

and college-level courses? 

3. What do English faculty perceive are the benefits and challenges of the 

pairing of INRW and ENGL 1301 courses? 

4. How do English faculty perceive their institution supports the pairing of 

INRW and ENGL 1301 courses? 
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Research Design 

Establishing a Paradigm 

Qualitative research takes a naturalistic approach to the world in which 

phenomena are examined in their natural settings and interpreted through the meanings 

that people associate with them (Mertens, 2014).  Qualitative research also induces 

meaning and theory from the views of participants, which are formed through social, 

historic, and cultural norms (Creswell, 2013).  The background of the researcher can also 

shape meaning (Creswell, 2013).  These qualitative elements are important in exploring 

English faculty experiences and perceptions of paired courses. Through these experiences 

and perceptions the researcher can “find out what really happens - the informal reality 

which can only be perceived from inside” (Gillham, 2010, p. 10).  This is important, as 

faculty perceptions reveal the reality of the effects of developmental education reform on 

English faculty and the department.  Qualitative research was particularly appropriate for 

this study because it focuses on implementation of a program, which in this study is the 

pairing of INRW and ENGL 1301 courses (Mertens, 2014).  Because paired courses are 

considered a developmental education program, the perceptions surrounding its 

implementation can be observed through interviews and rich, thick descriptions of their 

responses (Creswell, 2013).  

This qualitative study allowed the researcher to explore the various viewpoints of 

English faculty participants and utilize broad, general questions that allow for the 

construction of meaning (Creswell, 2013).  Creswell (2013) posited that qualitative 

research must begin with an assumption and a worldview. This worldview is also referred 

to as a paradigm (Creswell, 2013).  A research paradigm, as Morgan (2007) has defined 
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it, includes “worldviews or all-encompassing ways of experiencing and thinking about 

the world” (p. 48). As stated earlier, one qualitative research paradigm is social 

constructivism, which further utilizes induction to develop a “pattern of meaning” 

(Creswell, 2013, p.12), which was utilized in this  data collection and analysis process.   

Type of Study 

A collective case study, also known as multiple case study, was utilized in this 

study.  This approach uses several cases to allow the researcher to “understand the 

phenomenon in a broader context” (Mertens, 2014, p. 335).  A collective case study was 

used to explore the practice of course pairing to help the researcher better understand and 

better theorize on the larger scope of paired courses (Mertens, 2014).  The case study 

design was appropriate for this research, as it allowed for the practice of course pairing to 

be explored through multiple cases through the “real-life context in which it occurs” 

(Yin, 2003, p.380).  Specifically, elements of paired courses as a developmental program 

fit within the definitions of a case (Creswell, 2013).  Thick descriptions through rich 

details provided the study with a thorough perspective of the subjects in the case study 

(Creswell, 2013). 

Study Setting 

The setting for this study is a large, rural-serving community college located in 

South Texas (The Carnegie Classification of Institutions of Higher Education, n.d.).  The 

college has two branch campuses with a combined enrollment of 9,137 students in Fall 

2016.  In Fall 2015, 50% of students at the study institution were enrolled in academic 

programs for transfer, 29% in technical or workforce programs, and 21% in continuing 
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education programs (THECB, 2017).  The college employs 167 full-time workforce and 

academic faculty.  

Demographics at the study institution indicated that 46.8% of the 2013 cohort of 

1,927 first-time in college students were required to enroll in developmental courses in at 

least one subject area, including reading and writing (Texas Higher Education 

Coordinating Board, 2014).  Students were placed into developmental courses at this 

college based on their performance on the Texas Success Initiative Assessment (TSIA), 

which is a mandatory assessment for all non-exempt students entering Texas colleges and 

universities (THECB, 2014).  Students may have been exempt from the exam by 

performance on the American College Test (ACT) or Scholastic Aptitude Test (SAT), 

entrance into a Level 1 vocational certificate program, or military exemption (THECB, 

2014).  Upon admission to the college, students placing below cut-off scores for college 

readiness on the TSIA were placed into appropriate developmental courses.  Students 

were required to pass appropriate developmental courses or retake the TSIA and place 

above the designated cut-off scores before enrolling in college-level courses.  The 

demographics for students in taking English classes in the Fall of 2016 were: 1,400 

students enrolled in English 1301 (college-level), 659 students enrolled in Developmental 

Writing, 329 students enrolled in INRW, and 686 students enrolled in Developmental 

Reading.   

The developmental English courses at the college consisted of reading, writing, 

and Integrated Reading and Writing courses.  The Integrated Reading and Writing 

(INRW) course was the highest development English course in the sequence, and it was 

also offered in a paired course model that allows students who place into INRW to take 
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ENGL 1301 at the same time.  According to advising materials from the study institution, 

students must score between a 347-350 on the Reading TSI exam, and a 358-362 on the 

TSI Writing Objective exam.  This model was often structured with the INRW course 

meeting twice a week (Monday and Wednesday or Tuesday and Thursday) and the 

ENGL 1301 meeting on the alternating days.  Faculty of these courses had a Master’s 

degree in English or Reading, with faculty with Reading credentials teaching only the 

INRW course.  This course was taught by one ENGL 1301 faculty member or two faculty 

members, with one teaching the INRW course and another teaching the ENGL 1301 

course.  

Study Participants 

There were 26 full-time English faculty at the study institution.  Six of these 

faculty taught exclusively developmental education courses (INRW, Writing, and/or 

Reading).  Ten faculty taught both college-level and developmental English courses, and 

another ten taught exclusively college-level courses. The participants for this study were 

10 full-time faculty members at the study institution.  Inclusion criteria for participants 

included at least one year of experience teaching either developmental or college-level 

English in a paired course model.  These participants were able to provide their 

perceptions of the paired courses of developmental education and college-level courses 

(Creswell, 2014).  Perspectives from the English faculty are important, as negative 

perceptions of the concurrent course model, including perceptions of ineffectiveness, may 

jeopardize implementation and sustainability of the initiative (Hamilton, 2014).  

Purposive sampling was utilized to identify participants from the English department 

based on what Lincoln and Guba (2013) refer to as critical cases, in which the 
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participants allow for “maximum application of information” (p. 95).  Ten full-time 

English faculty participated, and Saldaña (2011) has noted that a small group of 3-8 may 

provide a broader spectrum for analysis. However, a minimum of ten participants helps to 

ensure credible findings.   

Texas Tech Institutional Review Board processes were followed for selection of 

participants, including information relating to confidentiality such as pseudonyms 

assigned to the participant and confidentiality in interview documentation and data.  

Additionally, the Vice-President for Instruction at the South Texas College was contacted 

to request permission to conduct the study and to request a third-party recruiter to assist 

the researcher in recruiting participants (see Appendices B and C).  After the contact 

individual was identified, the researcher provided them with a letter to distribute to 

potential participants, which included the purpose of the study, estimated duration of the 

study, and other relevant information (See Appendix D).  Potential participants were 

asked to respond to the researcher directly if they are interested in participating in the 

study.  Once potential participants responded, the researcher purposefully selected a 

minimum of ten participants.   

Data Collection 

The data collection process for this study included setting boundaries; gathering 

information through semi-structured interviews; gathering information from other 

documents such as the college catalog, advising materials, ENGL 1301 and Integrated 

Reading/Writing 0376 syllabi, the Texas Higher Education Coordinating Board website;  

and use of reflexive journals (Creswell, 2013).  The boundaries for the participants were 

that they teach developmental or college level English and are part of the faculty at a 



Texas Tech University, Marissa G. Longoria, May 2017 

54 

large, South Texas community college.  The participants were purposely selected from 

the English department, as they would provide the maximum application of information 

due to their experience of teaching developmental and/or college-level English.   

Qualitative research utilizes the researcher as the “key instrument” for data 

collection, which was conducted through face-to-face, individual interviews with faculty 

members (Creswell, 2013, p. 185).  Semi-structured interviews, which are interviews 

with open-ended questions and a structure that allows for follow-up questions, were also 

utilized (Lincoln & Guba, 1985).  The interview protocol consisted of open-ended 

questions.  These questions were categorized into teaching experience, benefits and 

challenges of paired courses, student performance, and perceptions of institutional 

support.  For example, participants were asked about their experiences in teaching 

developmental and/or college level courses and concurrently enrolled courses.  The next 

category of questions asked participants to discuss the challenges and benefits they 

perceive in the course design that pairs INRW with ENGL 1301.  The next set of 

questions asked the participants to discuss students in terms of the perceived benefits and 

challenges that paired courses present for them as well as asking the participants to 

describe institutional support of paired courses.  Follow-up questions were asked as 

needed.  The interviews were audio recorded, with note-taking as a back-up in case of 

technical difficulties (Creswell, 2013).   

Participant interviews were the primary source of data gathered for this study.  

Prior to the interviews, participants were sent an email indicating the time and location of 

the interviews.  On the day of the interviews, a consent form was distributed to the 

participants that included the purpose of the study, the duration of the interviews 
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(approximately one hour), and plans for using the findings (Creswell, 2013).  The 

interviews were semi-structured using an interview guide.  The interview guide was a 

form that contained time of interview, date, location, interviewer, interviewee, a brief 

description of the study, and interview questions (see Appendix A).  Interviews were 

open-ended and semi-structured structured to allow for the participants to freely offer 

opinions and observations on the strategy of the pairing of developmental and college-

level English courses.  Thick descriptions from faculty responses will enable the reader to 

understand the perceptions of paired courses in terms of their roles as faculty members, 

benefits, challenges, and institutional support (Gilham, 2010).  The interview format 

allowed for flexibility, including “turning over control” to the participants to allow them 

to decline answering a question, to ask questions, to offer information not directly 

requested, and to end the interview at any time (Saldaña, 2011).  The researcher was fully 

engaged in the interview process, which helps to develop a rapport with the interviewees 

(Creswell, 2013).  Information was recorded with field notes, handwritten notes, and 

audiotaping (Creswell, 2014; Saldaña, 2011). 

Data was organized electronically, including interviews that were digitally 

recorded, saved to a computer hard drive, and transcribed.  Audio recordings were 

conducted with a digital recorder and transcribed within two weeks.  Transcriptions were 

sent to the participants after the interviews for member checking that enabled them to 

review for accuracy.  Field notes and reflective journals were also recorded electronically 

(Creswell, 2014; Saldaña, 2011).  Other documents such as the college catalog, advising 

materials, ENGL 1301 and Integrated Reading/Writing 0376 syllabi, and other 

instructional sources such as the Texas Higher Education Coordinating Board website 
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were analyzed as well were reviewed and coded for themes that emerged during the 

interviews.  These documents were used for triangulation to confirm themes from the 

interviews.  

Data Analysis 

Lincoln and Guba (2013) describe qualitative data analysis as an ongoing process 

in which the researcher analyzes data as it is being gathered.  Lincoln and Guba (2013) 

further note that the process of data collection, including field note writing, transcribing 

interviews, and other processes, enable the researcher to gain “cognitive ownership” of 

the data that enables one to see the “bigger picture” (p. 90).  Data analysis in qualitative 

research consists of three broad processes: preparing and organizing data, reducing data 

into themes through coding, and representing data in tables or discussion (Creswell, 

2013).  The first stage of data analysis was organizing data by transcribing and 

organizing into electronic files (Creswell, 2013).  The next step included reducing data 

into themes through coding (Creswell, 2013).  This process started with the researcher 

immersing him/herself in the database, including re-reading the files several times, 

writing memos, and annotating documents to note words, phrases, and ideas that emerged 

from the data (Creswell, 2013).  Open coding and constant comparison procedures guided 

the analysis of qualitative data.  Open coding involved “winnowing” (Creswell, 2013, p. 

186) data to develop a short list of tentative codes from fragments of information.  These 

codes helped to develop categories of data.  This process continued until 25-30 themes 

emerged (Creswell, 2013).   

A process of coding was utilized in the analysis of data.  The categories that 

emerge after the open coding process are referred to as “core phenomena,” and further 
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categorization of ideas occurred through axial coding, in which the researcher focused on 

each core phenomena and returned to the data to create further categories surrounding the 

core (Creswell, 2014, p. 95).  These additional categories included causal conditions 

(causes of phenomena), strategies, (actions associated with phenomena), intervening 

conditions (factors that influence strategies), and consequences (Creswell, 2013).  The 

final step in data analysis was selective coding, in which a proposition was developed and 

a representation of themes is presented using a visual diagram such as a table or chart 

(Creswell, 2013).  

Trustworthiness 

Trustworthiness can be described as providing credibility to the writing by 

providing the reader with information on the research processes (Saldaña, 2011).  This 

study demonstrated trustworthiness through dependability, confirmability, credibility, and 

transferability.  Lincoln and Guba (2013) define dependability as addressing, “how the 

findings and interpretations could be determined to be an outcome of a consistent and 

dependable process” (p. 105).  Techniques recommended to ensure dependability include 

member checking, which refers to a process in which “data, analytic categories, 

interpretations, and conclusions are tested with members of those stake holding groups 

from whom the data were originally collected” (Lincoln & Guba, 2013, p. 108).  Member 

checking was achieved by reviewing transcripts and interpretations with the participants 

to ensure accuracy.  Member checks occurred first throughout the interview process 

during which the interviewer checked for accurate interpretation of answers to interview 

questions.  A second member check occurred up to two weeks later when participants 

were asked to review the transcriptions for accuracy.   
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Confirmability ensures that others can confirm the study and further ensures that 

the “findings and interpretations are a result of a dependable process of inquiry as well as 

data collection” (Lincoln & Guba, 2013).  Confirmability was achieved through 

triangulation in which interviews, field notes, and other documents such as the college 

catalog, advising materials, ENGL 1301 and Integrated Reading/Writing 0376 syllabi, 

and other instructional documents such as the Texas Higher Education Coordinating 

Board website were compared (Creswell, 2014).  Credibility is defined as “establishing 

confidence in the findings and interpretations of a research study” (Lincoln & Guba, 

2013, p. 104).  Credibility is further defined as the established prolonged engagement in 

the field, which allows the researcher to build trust with participants and learn the culture 

(Creswell, 2014).  Member checking was also utilized as a strategy in which participants 

receive verification about the “constructions that are developing as a result of data 

collected and analyzed” (Mertens, 2014, p. 269).   

Transferability is a form of external validity criterion and refers to the ability to 

apply the findings and interpretations to other settings (Lincoln & Guba, 2013).  

Descriptions of verbal exchanges, setting, physical attributes, movements, and other 

activity descriptions helped to establish transferability (Creswell, 2013).  Transferability 

was achieved through rich, thick descriptions that allow readers to identify shared 

characteristics and determine if the findings are applicable to their context (Creswell, 

2013; Lincoln & Guba, 2013). 
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Context of the Study and the Researcher 

Context of the Study 

The research site was a large South Texas community college located along the 

border of the United States and Mexico with a Fall 2016 enrollment of approximately 

9,176 students, 96.8% of which are Hispanic, 1.1% White, and 1.22% international 

students as per the study institution’s Research and Planning documents.  The setting for 

this study is a large, rural-serving community college located in South Texas (The 

Carnegie Classification of Institutions of Higher Education, n.d.).  One of the challenges 

of the institution had been the number of students entering each year requiring one or 

more semesters of remediation prior to beginning college-level courses.  Prior to the 

Texas Success Initiative, the developmental English and Reading program at this 

institution consisted of a sequence of six courses.  Students had to pass all necessary 

coursework with grades of C or better as a pre-requisite for college-level English 1301.  

However, developmental education reforms as a result of the Texas Success Initiative 

have changed the once six-course program to only three courses: one developmental 

English, one developmental Reading, and one Integrated Reading and Writing course.  

The reform has accelerated even further with the new paired course design in which 

INRW is no longer a prerequisite for ENGL 1301. 

Faculty and administration had experimented with a variety of strategies to 

decrease the necessity for remediation including review sessions prior to placement 

assessment, College Prep courses for high school seniors, and non-course based options 

for remediation.  However, pairing developmental and college-level courses was a new 

experience for the students, faculty, and administrators.  This has created a challenge for 
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faculty members in particular, because 1) the Integrated Reading and Writing course was 

argued to be accelerated enough as a standalone course; 2) the paired course model relied 

on extensive planning and backward design to ensure that the outcomes of ENGL 1301 

are remediated in INRW; 3) because many Reading instructors do not have the 

credentials to teach ENGL 1301, many concurrently enrolled courses were taught with a 

partner teacher, referred to at the institution as  “team-teaching”; and 4) it is unclear how 

students who passed the concurrently enrolled courses will perform in subsequent 

coursework.  Furthermore, some had questioned the paired course model.  Many 

perceived that developmental education students are not academically prepared to be 

placed in college-level courses and that the paired course model is too accelerated to meet 

their needs.  

Context of the Researcher 

Mertens (2014) notes that the researcher must reflect on what their experiences, 

assumptions, beliefs, and biases bring to the study.  My experiences and assumptions 

about higher education are varied and still evolving.  To begin, I was the first person in 

my immediate family to graduate from college, though education was firmly rooted in my 

upbringing.  My parents and grandparents played a pivotal role in my young life, and the 

importance of education was drilled into us.  My grandfather would often lament about, 

being a “poor Mexican.” His opportunities for education were very limited, and he often 

tells the story of how he struggled in getting ahead in the army with only a third-grade 

education.  My grandmother, in contrast, was very proud of her high school diploma, 

which was practically unheard of for a Hispanic woman in the 1940s.  They had two 

children, my father and my aunt, and when my aunt went on to earn her PhD while I was 
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in high school, it became clear to me that getting a college degree wasn’t so difficult after 

all.  My mother even became inspired to go to college, and when I graduated with my 

bachelor’s degree, she enrolled in my alma mater, Texas A&M University-Kingsville. 

Growing up, academics came easily to me.  Although I came from a lower-middle 

class home, I attended a private elementary school, and we later moved to a small, rural, 

mostly White middle class community.  The expectation for myself and school peers was 

that college was the next step, and high school graduation followed by a college degree 

was practically effortless for me.  However, it was not until I left the confines of my 

hometown and moved to Laredo, Texas, did I realize that not every student is created 

equal.  First, I learned that many students struggle with academics, and “not getting it” is 

rarely a result of laziness.  Most importantly, I learned that parental involvement, 

socioeconomic (SES) issues, and the politics of the haves and have-nots often determine 

whether a student will go to college and graduate with a degree. 

My first real job after graduation was teaching high school English at Lyndon B. 

Johnson High School in Laredo, Texas.  Although I knew little to no Spanish, I assured 

my new principal that I could communicate with my new students and their parents.  

However, nothing could have been further from the truth.  My world view at that time 

was that being Hispanic and from a lower-middle class family would prepare me for this 

job, which was servicing some of the poorest students in the city.  However, I was not 

prepared for the challenges that awaited me.  Extreme poverty, abuse, and very limited 

English language ability were just some of the challenges these students encountered.   

Many students lacked necessities like running water, food, and even homes.  They also 

had family issues like addiction, teenage pregnancy, and disease.  This was worlds away 
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from my upbringing in my rural hometown.  I was totally unprepared for dealing with 

these kinds of students, but I quickly became passionate about pushing them to reach 

high academic standards, including college and careers. 

Years later, I began teaching at a local community college and watched many of 

my previous high school students begin their college studies.  Many of them went on to 

complete their degrees, get great jobs, and move on with their successful lives.  Many 

more, however, got stuck somewhere along the process.  Whether it was a developmental 

Mathematics course that they never took or dropping out to take care of family members, 

many of the students left the college promising to come back soon.  Unfortunately, many 

of them never did.  My career at the community college continued, and I later became 

chair of the English department.  It was during this time that changes at the state level 

forced faculty, chairs, and deans to re-think developmental education, first with reducing 

the number of courses we offered, and later by condensing and accelerating courses.  

Four years ago, I was promoted to the position of academic dean overseeing all 

developmental education.  I have worked with chairs and faculty in the continued 

developmental education reforms, including paired courses, New Math Pathways, and 

other developmental education initiatives.  My experiences of being a first-generation 

college student, teacher, and administrator in higher education have influenced my 

interest in this research topic. 

Summary 

The setting for this study was a large South Texas community college along the 

border of the United States and Mexico.  This qualitative study explored four research 

questions that examined faculty perceptions of the pairing of developmental English and 
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college-level English 1301, including how they perceive their roles, the benefits and 

challenges they perceive exist in the pairing of INRW and ENGL 1301, and their 

perceptions of institutional support in the pairing of INRW and ENGL 1301.  A social 

constructivist paradigm framed this study to shed light on how faculty seek to understand 

their world, which included the practice of paired courses within their institution.  This 

study demonstrated trustworthiness through dependability, confirmability, credibility, and 

transferability which was achieved through member checking, reflexive journaling, rich 

descriptions, and solid support through the literature. 
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CHAPTER IV 

RESULTS 
Chapter IV presents the findings of the study.  This chapter is organized into three 

sections: (a) summary of the study, (b) summary of the research design, (c) the findings 

of the study, and (d) summary.  The study specifically explored faculty perceptions of the 

effectiveness, benefits, challenges, and institutional support of the pairing of 

developmental Integrated Reading and Writing (INRW) and college-level English 

(ENGL 1301).  Paired courses are defined as a course design in which a developmental 

and college-level course are taken concurrently in one semester rather than in a two-

semester sequence.  This accelerated course model allows for students placing just below 

the cut-off score for college readiness in English on the Texas Success Initiative 

Assessment (TSIA) to enroll in college-level courses without a prerequisite of 

developmental courses.  Paired courses enable students to receive writing and reading 

remediation while they earn credit for ENGL 1301, which is a requirement for their 

degree program (Hern & Snell, 2014).  This model reduces the number of exit points and 

eliminates the gaps in a student’s progression through a developmental education 

sequence, without which the student might drop out of college (Charles A. Dana Center 

et al., 2012; Hern & Snell, 2014). 

This study was guided by four research questions: 

1. What are English faculty experiences and perceptions of the pairing of 

developmental INRW and college-level English (ENGL 1301) courses? 

2. How do English faculty perceive their roles in pairing of developmental and 

college-level courses? 
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3. What do English faculty perceive are the benefits and challenges of the 

pairing of INRW and ENGL 1301 courses? 

4. How do English faculty perceive their institution supports the pairing of 

INRW and ENGL 1301 courses? 

Summary of the Research Design 

A social constructivism paradigm in which individuals seek to understand an 

aspect of their world framed this study, which sought to explore how English faculty 

members understand their experiences or perceptions about paired courses (Creswell, 

2013).  This paradigm allowed the researcher to develop subjective meanings from their 

experiences in regard to paired courses (Creswell, 2013).  A collective case study was 

utilized in this study.  This approach uses several cases to allow the researcher to 

“understand the phenomenon in a broader context” (Mertens, 2014, p. 335).  A collective 

case study was used to explore the practice of course pairing to help the researcher better 

understand and better theorize on the larger scope of paired courses (Mertens, 2014).  The 

data collection process for this study involved gathering information through semi-

structured interviews of English faculty (Creswell, 2013).  Prior to collecting data, 

approval was requested and granted through the Texas Tech University Human Subjects 

Review Board and the study institution’s IRB processes.  The study began after these 

approvals were received (see Appendix A). 

Data Collection Process 

Before the data collection for the study began, approval was obtained from the 

Texas Tech University Human Research Protection Program (Appendix A).  The first 

step in the data collection process was to obtain approval from the study institution, 
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which included approval from the President and approval by the site’s Institutional 

Review Board.  This process began by contacting the president of the South Texas 

community college that was targeted for this study.  An email explaining the purpose of 

the study (Appendices B and C), along with participant criteria and a request for a third-

party recruiter to identify potential faculty participants, was sent to the president.  After 

receiving site approval from the president, the researcher was required to receive 

approval through the site study’s Institutional Review Board.  This included submission 

of specific details of the study such as purpose of the study, selection and recruitment of 

participants, and information on protection of participants.  Requested information further 

included information of how findings would be disseminated.  The Institutional Review 

Board reviewed the required documentation from the researcher and approval was 

granted. 

After receiving site approval and Institutional Review Board approval, the college 

president assigned a third-party recruiter to aid in recruiting participants for the study. 

The recruiter was given a recruitment email which was subsequently emailed to all 

English faculty members (Appendix C).  The recruitment email included information on 

that included a description of the study, participant criteria, interview setting, the process 

for the interviews, confidentiality, and information on the fact that there was not a risk 

not associated with participating in the study.  Inclusion criteria for participants were at 

least one year of experience teaching either developmental English, college-level English, 

or concurrently enrolled INRW with ENGL 1301 courses.  Ten faculty members agreed 

to participate in the study by responding to the recruiter via email.   
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The faculty member names were sent to the researcher by the recruiter, who then 

contacted the participants via email with additional information on the study and a copy 

of the consent form.  Interview dates and times were set up through email exchanges.  

Interviews were conducted on and off the community college campus.  Two participants 

preferred to meet on-campus in a classroom or office, and eight participants requested to 

meet at an off-campus location such as a coffee-shop.  

Data Collection Instruments 

The primary data collection tool was the researcher and semi-structured 

interviews.  The semi-structured interviews were conducted in person and either on-

campus or off-campus.  Data were also collected through documents from the Texas 

Higher Education Coordinating Board. This included data such as the Statewide 

Developmental Education Plan.  This information helped to provide the framework for 

the study and information regarding developmental education reform in Texas, which 

was part of the triangulation process.  Data were also collected from the research site, 

including the college catalog, INRW syllabi and ENGL 1301 syllabi.  These documents 

helped to provide information on the course requirements and curriculum as part of the 

triangulation process.   

Semi-structured, in person interviews were conducted for each of the 10 

participants at on-campus or off-campus locations.  A consistent protocol was followed 

for each participant prior to and during the interviews (Appendix E).  Before the 

interviews began, participants were welcomed and reminding about the key points of the 

study.  They were provided with an opportunity to ask questions and were asked if they 

had an opportunity to review the consent form that had been emailed to them.  They were 
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then asked to sign the consent form, and participants were reminded that if they become 

uncomfortable or if they no longer want to participate they should advise the researcher at 

any time.  Participants were told that they would be assigned a pseudonym and that they 

would be referred to by that pseudonym for the remainder of the interviews. At that time 

participants were asked for permission to record the audio of the interviews, and when 

that consent was given the researcher began recordings and asking questions from the 

interview guide. None of the participants mentioned being uncomfortable or asked to stop 

the interviews.   

The first step in the interview process was a review on the background on the 

study and advised that the interview was only intended to capture their feelings and 

observations and was not a reflection of their classes or their fellow faculty members.  

Each interview consisted of the same interview questions (see Appendix A) in the same 

format, with emphasis on consistent tone and reflection (Creswell, 2013, although follow-

up questions were asked as needed.  Interview length varied from as little as 12 minutes 

to over 40 minutes in length.  Member checking occurred during the interviews through 

requests for clarification as needed.  Participants were thanked for their time and 

participation at the end of each interview. 

The audio recorded interviews were transcribed within a week by a third-party 

service.  They were reviewed and checked against the recordings for accuracy.  

Participants were provided with a copy of the transcription and asked to provide 

corrections as needed.  All 10 participants verified the accuracy of the transcriptions 

without corrections.  

 .   
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 After collection of all interviews, the process of data analysis began.  This process 

included transcribing the interviews and logging reflexive journals.  The interviews were 

transcribed within two weeks using a third-party transcription service.  The transcripts 

were read several times by the researcher and checked for accuracy.  They were also sent 

to the participants to ensure accuracy.  None of the participants noted inconsistencies in 

the transcripts.  Reflexive journals were utilized to note any bias throughout the data 

collection and/or analysis processes, and these were reviewed along with the transcripts 

to gain a deeper understanding of the data. 

Analysis was conducted using the constant comparison approach, and an excel 

spreadsheet was used to organize the coding processes.  First, the transcripts were 

reviewed line by line to establish open coding by categorizing major themes, with one on 

each tab.  As each transcript was reviewed, it was compared against the existing themes, 

and themes were added as needed.  The first themes that emerged were traits, faculty 

roles, benefits, challenges, institutional support, TSI scores, and recommendations for 

research.  After the open coding process, the categories that emerged, or “core 

phenomena,” were further categorized through axial coding, where the researcher focused 

on each core phenomena and returned to the data to create further categories surrounding 

the core (Creswell, 2014, p. 95).  The tabs were re-labeled to represent the core 

phenomena.  These additional categories included causal conditions (causes of the 

phenomena), strategies (actions associated with the phenomena), intervening conditions 

(factors that influence strategies), and consequences (Creswell, 2013).  These core 

phenomena and categories included faculty perceptions (pairing not as effective, students 

need more remediation, acceleration, not prepared, opportunity, higher chance of 
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completion); traits of paired students; faculty roles: (curriculum development, team teach 

preparation, advisement, teaching); benefits (time, relevance, success, student 

confidence/motivation, support); challenges (students overwhelmed, student behaviors, 

students do not take class seriously, truancy, faculty, knowing both Writing and Reading, 

language, student insecurities, student life experiences, team teach, time to cover 

material, time to prepare, underprepared students); instructional support (administrative 

and support for students); TSI scores (should be higher); and research (best practices, 

student perceptions, how paired students perform, data on Hispanic populations).  

The data from the transcripts were re-sorted into existing and newly emerging 

categories.  The data were reviewed, sorted, and re-labeled five times, and each time 

categories were combined, re-labeled, and new categories were created as needed.   

Participant Profiles 

Anita had been a full-time English instructor at the research site for five years.  

Prior to becoming a full-time faculty member, she was an adjunct instructor at the 

research site where she taught developmental English courses.  Her experience included 

teaching multiple levels of developmental writing courses and the INRW course.  She 

also had extensive experience teaching college-level courses, Composition I and II.  She 

had taught the co-enrollment courses of INRW and ENGL 1301 in two forms: (a) she and 

another teacher co-taught ENGL 1301 and INRW, respectively; and (b) she taught both 

courses (INRW and ENGL 1301) together without a co-teacher. 

Bianca had been a full-time instructor at the research site for 12 years.  She had 

taught college-level courses, Composition I and II, for 12 years prior to the study and 

developmental education courses five years prior to the study.  She had also taught the 
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co-enrollment of INRW and ENGL 1301 courses in two forms: (a) she and another 

teacher co-taught ENGL 1301 and INRW, respectively; and (b) at the time of the study 

was teaching both parts of the co-enrollment (INRW and ENGL 1301) without a co-

teacher. 

Carl had been a full-time English instructor at the research site for 12 years.  He 

had been a high school teacher prior to becoming a full-time faculty member at the 

institution.  He had experience teaching two levels of developmental writing courses and 

the INRW course.  He also had extensive experience teaching college-level course, 

Composition I and II, including courses for engineering and communication majors.  He 

had taught the co-enrollment of INRW and ENGL 1301 in two forms: (a) he and another 

teacher co-taught ENGL 1301 and INRW, respectively; and (b) he taught both parts 

(INRW and ENGL 1301) without a co-teacher. 

Delilah had been a full-time English instructor at the research site for 20 years.  

She was a high school teacher prior to becoming a full-time faculty member at the 

institution.  She also had experience teaching developmental education labs at the 

research site as well as experience teaching multiple levels of developmental writing 

courses and the INRW course.  Her college-level teaching experience included 

Composition I.  She had taught the co-enrollment of INRW and ENGL 1301 in two 

forms: (a) she and another teacher co-taught ENGL 1301 and INRW, respectively; and 

(b) she had taught both parts (INRW and ENGL 1301) without a co-teacher. 

Elizabeth had been a full-time English instructor at the research site for 15 years.  

Prior to becoming a full-time faculty member, she was a lab coordinator at the research 

site where she taught developmental English courses.  Her experience included teaching 
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developmental paired courses, multiple levels of developmental writing courses, and the 

INRW course.  She also had extensive experience teaching college-level Composition I 

and II. 

Frank had been a full-time English instructor at the research site for 28 years.  

His career began as a tutor for developmental education students.  During his career, he 

acquired extensive experience teaching various aspects of developmental education 

including reading labs, writing labs, multiple courses, and most recently INRW.  He and 

another teacher had co-taught the co-enrollment of ENGL 1301 and INRW , respectively.  

Gabriel had been a full-time English instructor at the research site for 46 years.  

His career began as a junior faculty member, teaching primarily developmental education 

courses.  During the 10-15 years prior to the study, he had taught composition and 

literature courses.  Most recently, he had begun teaching INRW.  He had taught the co-

enrollment of INRW and ENGL 1301 courses in two forms: (a) he and another teacher 

co-taught ENGL 1301 and INRW, respectively; and (b) he had taught both parts (INRW 

and ENGL 1301) without a co-teacher. 

Helen had been a full-time instructor at the research site for 12 years.  She had 

taught the upper level developmental course (INRW) and college-level composition 

courses.  She had also taught several literature courses including British and American 

literature.  She had experience teaching the concurrent model without a co-teacher. 

Imelda had been at the research institution for 38 years, where she began as an 

instructor in the business department.  While in that department, she taught classes that 

were part of the curriculum to prepare one-year and two-year secretarial students, 

including grammar and writing classes.  She began teaching developmental reading 
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courses six years prior to the study, and most recently began teaching the developmental 

course, INRW, in the co-teach model. 

Jason had been a full-time faculty member at the research institution for 15 years, 

where he had taught developmental and college-level English.  His developmental 

education experience included English as a second language courses, reading, writing, 

and INRW courses.  His college-level teaching experience included ENGL 1301, ENGL 

1302, American literature, and Mexican American literature courses.  He had taught the 

co-enrollment model in which he taught both the INRW and ENGL 1301 courses. 

Findings 

The following sections present the findings to research questions one, two, three 

and four. 

Faculty Perceptions of Paired Courses 

Research question one sought to understand how community college faculty 

perceived the pairing of developmental INRW courses with college-level ENGL1301 

courses.  The analyses of the data revealed three themes in faculty perceptions: a) 

students are underprepared for paired courses b) paired courses can present challenges for 

faculty, and c) paired courses can be beneficial to students.   

Students are Underprepared for Paired Courses.   

The analysis of the data revealed two sub-themes in the first theme that students 

are underprepared for paired courses: (a) students need more remediation, and (b) 

students should not be placed into INRW.  The first sub-theme that arose from the 

research is that many students are not prepared for paired courses, as they still need more 

remediation before entering college-level courses.  This remediation could include 
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instruction to build comprehension of a variety of literary mediums, comprehension of 

library reference materials, improvement in writing of multi-paragraph essays, using a 

variety of contexts to determine meaning, and developing writing that is error free.  

Demographics at the study institution indicated that 46.8% of the 2013 cohort of 1,927 

first-time in college students were required to enroll in developmental courses in at least 

one subject area, including reading and writing (Texas Higher Education Coordinating 

Board, 2014).  Those who scored at the lowest end of the TSI reading (score range of 

310-346) and TSI writing (score range of 310-357) scales were placed at the first level of 

developmental reading and writing, English 0375 and Reading 0375.  After passing those 

two courses, students could enroll in INRW as a standalone or concurrently with ENGL 

1301.  A standalone model for INRW was the traditional 15-week sequence that was 

taken as a prerequisite before enrolling in ENGL 1301.  With paired courses, however, 

students may have chosen to take INRW concurrently in the same semester that they take 

ENGL 1301, therefore bypassing the prerequisite element.   

Some participants expressed that students who took INRW as a standalone before 

ENGL 1301 might be more successful in measures such as completion or retention 

(Helen, Imelda, Jason).  Imelda, who had been at the research institution for 38 years and 

was teaching INRW with a co-teacher who was teaching ENGL 1301, believed that some 

students should take INRW as a standalone rather than concurrently with ENGL 1301, as 

they may need a slower paced course to be successful.  She stated, “It would just be 

taking a class at their level because the challenge of everything that's required in a 

college-level class may not be for everybody.”  Imelda further discussed how the 
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additional time in developmental courses prior to ENGL 1301 could help prepare 

students for success: 

I have a handful of students.  I've seen a handful of students that will just go up 

the [developmental education course sequence] ladder. . . . Again, giving them the 

opportunity, giving students or giving that group of students that extra time when 

they do need it is a big advantage, and they would therefore be able to succeed in 

the 1301, because now that this is my second semester teaching the 1301, I see 

what is involved in a 1301 class, and it's not any different than an INRW.  Maybe, 

I don't know, maybe more literature readings, but even at that we cover that in an 

INRW class.  I guess it would just be the advantage of having them be exposed to 

that earlier.  Not slower, but just that extra semester then they will see that it is not 

any different [than] the 1301. 

These observations were echoed by Jason, a faculty member who had taught 

developmental and college-level English for 15 years, including the paired courses model 

in which he teaches both the INRW and ENGL 1301 courses.  Jason compared 

challenges of the pairing of developmental education and college-level English to those 

associated with the pairing of English as a second language courses with other courses, 

stating:  

From certain perspectives, yes, they go hand-in-hand; yet at the same time, in 

order for the student to better understand certain concepts, it is better to separate 

them for a moment there, but then come back, and do it together again. 

Helen, a full-time instructor with 12 years of experience, who was teaching the 

concurrent model without a co-teacher, and Imelda, a faculty with 38 years of experience 
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who was teaching paired courses with a co-teacher, also discussed other examples of how 

some students needed more remediation, citing incidents of less than satisfactory results 

in their students that they attributed to a need for more remediation. 

The second sub-theme that arose from the data was that students should not be 

placed into INRW.  Faculty perceived that students are not placed correctly and are not 

prepared to enroll in INRW or begin college-level course work.  Gabriel had been an 

English instructor at the research site for 46 years and had co-taught paired courses with 

another teacher and as the sole instructor, teaching both parts.  He was critical of the 

placement practices for steering students into developmental INRW with ENGL 1301, 

stating:  

Are you assessing these students properly, are they being placed properly, or are 

these paired classes being seen as a Band-Aid, as a [cure] for all the ills that 

maybe we may not want to be dealing with in terms of the students and learning 

deficits? 

Carl, who had 12 years of experience and taught paired courses, as a co-teach and 

individually, had similar concerns about placement, particularly with using scores from 

the TSIA as a measure for placing students into the course.  Carl stated: 

Sometimes that formula does not apply to a composition-level course because 

you're still missing a lot of skills.  Because remember, the test to take 1301, if you 

understand your grammar and you understand how to write the essay [that follows 

a computerized graded] formula, then you're in.  Even then some students still 

lack a lot of skills.  Then you have those again, those students that do need to take 
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a developmental class to brush up on their skills, such as their grammar skills, 

learn how self-edit, peer evaluation and so forth. 

Elizabeth, a full-time English instructor at the research site for 15 years, taught 

developmental paired courses, multiple levels of developmental writing courses, and the 

INRW course.  She noted that there should be some concrete limitations on the range of 

scores that would place a student in the course: 

I think it would make more sense [for placement into paired courses], if for 

example they both failed [reading and writing TSIA exams] but one's closer than 

the other, like maybe five points versus 10 points, because it's a student that's 

maybe a little more on the precipice of passing. It makes sense to me that maybe 

there is a difference between someone that got a 220 and a 240 even though it's 

both considered failing (I'm not sure of the exact numbering), but the one that 

seems to be closer would have preference into getting into one of those courses. 

Gabriel expanded on this idea and noted that the placement guidelines at the 

institution have loosened requirements for entry into the course, resulting in a lower 

standard for students to enroll in the course.  He noted: 

I think originally we were supposed to screen the students and pick those students 

that had higher test scores or were maybe borderline in terms of their test scores 

or just a few points behind.  I'm not sure that's the way it's been working out this 

semester.  It seems like this semester we've had more students who just wanted 

this and there was really no gate, no standard to hold them to, if they could sign 

up for a certain course, then it gave them this course as an option to take instead 

of two different classes. . . .If we're going to do it, do it one way and see how that 
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works and collect enough data and then make a decision based on that.  I do think 

that it takes a special student to be able to handle the coursework. Sometimes 

students want to just go through the sequence faster and I don't think that's what 

this is about, necessarily.  I know it is one of the benefits, but I think we should 

pick students who are willing to do that extra work, willing to put in that extra 

effort and who are prepared, because if they're not prepared we may be setting 

them up for failure. 

Gabriel, Bianca, Jason and Helen all noted that having underprepared students in 

their courses had an impact on the overall effectiveness of the classes.  Gabriel, for 

example, described the classes as “crowded” and remarked that faculty are expected to 

produce results with students who are not ready for the challenge of ENGL 1301.  Bianca 

noted that since students are still in need of quite a bit of remediation, the faculty must 

“work in” the remediation for the elements of deficiency.  Jason noted that it often takes 

time, often weeks into the semester, before the faculty can identify the areas in which the 

students need additional support.  Jason stated: 

I also had noticed that most of the students in the paired class were there because 

of their reading, not because of their writing.  I hadn't noticed it until about Week 

4, Week 5, Week 6. I was like, "Okay, so I need to emphasize more on reading." 

The first part, when I didn't know, I was emphasizing more writing.  I kept giving 

them paragraph writing, sort of topics, you know, the different rhetoric styles. 

Then I'm like, "Wait a minute, these kids are here because of their reading, not so 

much their writing," because we only look at their writing scores, they're 1301. 

That's when I switched a little bit.  I shifted my speeds there.  I started to 
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emphasize more on reading, and even in the online component.  I told them, 

"Those of you who are working on the writing, that's awesome, that's excellent, 

but let's focus more on the reading ones now."  Even my teaching changed a little 

bit for them.  If I would have known . . . now this next time, I'm going to check 

before the semester starts.  That way from day one, I'll know. 

Gabriel and Imelda summarized the issue of underpreparedness by stating that it 

was not unique to their institution, but rather one that was prevalent in most border 

schools in South Texas, and that “Not everyone is ready for the challenges of a college-

level class.” 

Challenges for Faculty in the Paired Courses   

The challenges faculty of paired courses face was the second theme that emerged 

from faculty perceptions.  In the team-teach approach to the concurrent course model, 

developmental (INRW) and college-level (ENGL 1301) courses were taught by two 

different instructors who shared the same group of students.  One course met on Mondays 

and Wednesdays and the other met on Tuesdays and Thursdays.  Most of the participants 

had taught the team-teach approach at least once.  In this model, one faculty member 

taught the INRW and the other taught ENGL 1301, and there was much discussion about 

the challenges in the collaboration and time investment that is necessary for the pairing of 

INRW and ENGL 1301 to be successful.  The analysis of the data revealed two sub-

themes in the challenges of paired courses: (a) different faculty expectations for students, 

and (b) faculty collaboration in planning and teaching the courses.  

The first sub-theme that emerged in challenges of paired courses was that there 

are different faculty expectations for students when two faculty work together in the 
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team-teach approach.  Bianca, Delilah, and Gabriel noted some challenges in 

collaborating with another faculty when they have varying student expectations.  For 

example, Delilah stated: 

My last experience was not a comfortable one.  We had the same students.  I 

taught the English, and my partner taught the reading.  It wasn't comfortable 

because, like I have said, I have high expectations for my students, but I have 

double the high expectations of myself, because I know where they're going, I 

know the route, and I know where I want them to get preparation-wise.  My 

partner saw it differently.  She was a little bit more complacent, more lenient. 

Didn't have organization skills as I had thought.  I exposed everything that a 

taught and shared, but I wouldn't get the same response.  I felt that she thought 

that I was pushing her, or that I was making her uncomfortable because we had 

completely different points of view of the teaching instruction. 

Delilah and others expressed the importance of setting expectations for students, 

including expectations with respect to writing and reading preparation.  Participants 

further noted that the team teachers should both have similar expectations for students to 

pass the courses.  For example, Delilah went on to note: 

I think it's important to pair teachers that have similar teaching styles in order for 

the dual, or the combo, or the INRWs to work with two different teachers. It 

doesn't matter the subject. It's more of the teaching style. It's nothing personal. It's 

all about getting the student ready for the next level. 

Gabriel also discussed the challenge of aligning expectations with another faculty 

member, particularly when they are just beginning to collaborate.  He explained that 
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different expectations about how reading and writing should be taught could create 

additional challenges to paired courses.  He stated: 

I think that if you have a team of teachers that have worked together for quite 

some time and have integrated their approaches and their visions of what 

composition is, and the connection between composition and reading, I think it 

probably would be successful. However, when you have two teachers that have 

never worked together that may have varied views of composition as well as 

reading instruction, then it can be problematic. 

The second sub-theme of challenges of the model was faculty collaboration in 

planning and teaching the courses.  Participants who had engaged in team-teaching noted 

challenges in the structure that required them to collaborate with another faculty member.  

The theme of the challenge of this collaboration emerged in remarks from Carl, Delilah, 

Frank, and Gabriel.  This collaboration was described in different terms such as “teaching 

styles,” “pairing up,” “integration,” and “dovetailing.”  Participants noted that this was 

often difficult to accomplish, as instructors often have a preferred method of teaching that 

may not coordinate with that of their partner.  For example, Frank stated: 

I think one of the challenges is to find a teacher that you can work with.  We don't 

want each teacher doing his or her own thing, I don't see a benefit there.  You 

want someone that is willing to work with the other teacher towards a common 

goal.  I think we all have that common goal in mind, but actually to maybe match 

up assignments, maybe put in that extra time to figure out what might be of 

greater benefit to the student, even if it requires changing the course or tailoring 

the course so that it dovetails with the other instructor's material.  Now I don't 



Texas Tech University, Marissa G. Longoria, May 2017 

82 

think we want to do the same exact things.  I think we should offer them 

something different, but something that will benefit them and go hand in hand, 

one course with the other. 

Differences in faculty expectations, grading, and teaching styles were discussed as 

challenges in the team-teach approach.  Frank noted that faculty specialties, or 

credentials, may influence how a faculty teaches the course, which can make 

collaboration difficult.  For example, some instructors teach reading exclusively, while 

others teach composition and/or literature courses exclusively, but in pairing of INRW 

and ENGL 1301, they must teach both subjects.  He argued that faculty who teach these 

courses must be well versed in how to teach both reading and writing.  Frank described 

an experience in which differences in styles proved challenging: 

[In my past team teach co-enrollment course, my students] felt confused and lost 

because I clearly stated the writing objectives, and they did the writing for me and 

they knew what the writing assignments were.  Then when they walked into the 

reading class, they were lost.  I'm pretty sure the teacher is excellent and her 

teaching style is correct.  The issue is that it did not pair up with mine.  I don't see 

anything personal in it, or personality-wise.  It was just teaching style. 

Carl, Delilah, Frank, Gabriel, and Imelda also discussed how this structure could 

be challenging for the two instructors, particularly with the time that is needed to 

collaborate, which can vary from daily to biweekly.  Carl described this planning as “very 

time consuming,” and he discussed how various teaching schedules and other conflicts 

further complicate it.  Imelda explained: 
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One of the biggest challenges I think is trying to be able to coordinate our 

activities so that in my case I help the 1301 instructor in whatever deficiencies 

they may have, so coordinating activities and making sure that we're on the same 

page, so that requires many meetings with the other instructor which I try to do, or 

we try to do.   

Because of the challenges associated with the team-teach model, some faculty, 

such as Jason, expressed that they preferred teaching both courses without the assistance 

of another instructor.  Jason stated: 

[When I teach both classes] I don't need to be hoping that there's that chemistry 

between [me] and that other instructor.  In this way, I'm in control of both sides, 

but if you can find a partner that has similar experiences that you do in teaching 

these types of courses, I don't see any issues.  

Gabriel supported the sentiments of Jason, explaining that after he had 

participated in a team-teach, he imagined how effective the course might have been had 

he taught both parts instead: 

I ended up teaching a paired class, the 1301 end of it, and there was some huge 

discrepancies in the two approaches between the other instructor and me.  That's 

when I saw that had I taught the other class in conjunction with mine, I would be 

able to anticipate more accurately my students' needs and what they needed in 

terms of developing, especially the essential connection between reading and 

writing.  I'd never really addressed that before until now. 
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Benefits of Paired Courses for Students.   

The third theme that emerged in faculty perceptions of paired courses is that it can 

be beneficial to students.  The analysis of the data revealed two sub-themes: (a) students 

save time in not taking additional courses, and (b) paired courses are an opportunity for 

academic success.  

Benefits for students, particularly in time they save in avoiding additional 

semesters of developmental courses, emerged as the first sub-theme in the data.  

Participants discussed how traditional developmental education courses require several 

semesters of course work, yet through the co-enrollment model students may “bypass” 

this wait time, which they perceived as a benefit.  Faculty seemed to find acceleration 

particularly beneficial to students they felt were close to the threshold of being 

academically prepared for college courses, but who fell below the state standards on the 

TSI exam.  For example, Anita noted that,  

The effective part is allowing students to accelerate through our developmental 

education sequence.  Usually when students TSI into the last level of 

developmental, which is Integrated Reading and Writing, they’re very close to 

being college ready in both reading and writing.  It’s a great opportunity for them 

to get the help that they need through the developmental course, INRW, and use 

that to complete assignments in English 1301, plus they’re getting the opportunity 

of at the same time taking the last level, starting their college level experience 

with the first composition course. 

Participants Anita, Bianca, Carl, Delilah, and Frank also noted that acceleration 

through co-enrollment was beneficial because it allowed students to save time, thus 
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increasing their chance of subsequent course enrollment and eventual graduation.  Jason 

discussed this theme, focusing on the student population who often begins in English as a 

second language courses.  He stated:  

Those of us who have been working with developmental students [know] that the 

things that cause them to quit prematurely is the fact that it's so long, especially 

the ESL students.  By the time they finish their four level program . . .my God, it 

was two years, but now it's streamlined and they can see the light at the end of the 

tunnel, as we say. That in itself, that streamlining of the program gives them that, 

"I'm almost there" type of feeling, and that in itself helps. 

Carl supported these ideas and added that students not only save time through 

paired courses, but it may also serve as a catalyst for them to pursue additional 

credentials.  He stated: 

[Students] don't have to waste time in taking developmental course after 

developmental course after developmental course. . . . They have only two years 

to finish something, and they don't want to be wasting time taking a bunch of 

courses because then that'll discourage them.  They don't want to do that. . . . This 

sequence speeds up the process, allows them for some hope.  It's like you know 

what, I can get [my] college degree . . .At least they can get their associate's and 

maybe it encourages them more to pursue their bachelor's degree. 

Jason also discussed how acceleration allows students to feel optimistic that they 

can complete their developmental education sequences and begin their credit-bearing 

course work.  He stated, “They feel like, ‘It's just this class and that other class,’ and you 
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can hear them saying it when they're looking at their sequence when they go into Canvas 

[advising program] and stuff like that.” 

Another sub-theme that emerged as a benefit to students was that paired courses 

were an opportunity for academic success.  One opportunity that was identified was for 

students who are placed below college-level to take ENGL 1301 without having to take 

INRW as a prerequisite.  Frank perceived that this course is a “chance” for students to 

move through the “system” quickly.  Carl echoed the sentiments of Frank, expressing that 

most students, especially those placing right below college-level into the INRW course, 

have a “plan,” which includes graduating as soon as possible.  He noted that, although 

these students shouldn’t just “speed up the process to get out of here,” they are not 

interested in delaying their progress any more than necessary.  Carl further noted that co-

enrollment allowed for this opportunity at academic success, noting, “So we kind of tell 

them you know what- [take the co-enrolled INRW and English 1301], offer them the 

option.”  However, faculty perceived that these chances come with responsibility for the 

student.  For example, Frank stated that students should feel a certain degree of pressure, 

as this opportunity is not one that should be taken lightly. 

Participants also noted that paired courses allow for students to be challenged in 

ways that may improve their overall reading, writing, and critical thinking skills.  For 

example, one participant shared an anecdote in which he compared the instruction of his 

traditional 1301 course (that includes only college ready students) with the instruction 

offered to students in the paired courses.  He noted that the additional time in class 

allowed him to “train” his students on how to critically read and write academic texts.  

He discussed how he trained them in this skill every day, forcing them to read, look up 
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unfamiliar words, and write at length about their findings in a clear, concise manner.  

This exercise went on for some time, which could not be duplicated in the traditional 

ENGL 1301 course.  This exercise was also not conducted in the traditional course 

because students were “expected” to know how to read and write at that level.  Gabriel 

stated that the opportunity for training became apparent in an informal experiment he 

conducted: 

One time I gave a little test.  I was out of town and so I gave an in-class 

assignment to my 1301 classes and my paired classes to . . . read this essay and 

write a summary in class.  The INRWs did it like nothing.  It was no big deal. 

Why? Because they had an opportunity to train, they had an opportunity to write a 

lot. 

Faculty further perceived that paired courses had great benefits for students 

because of the flexibility of offering remediation that is integrated within the two courses, 

allowing faculty to address student deficiencies while making progress through the 

ENGL 1301 and INRW courses.  Elizabeth stated: 

I guess the students are getting that supplemental instruction in what they’re weak 

in, but they're also getting the course that they need at the same time, so it 

probably strengthens their skills and saves time as far as not having to spend an 

extra semester .  

Carl also noted that there are often two kinds of students who need remediation: 

the high school graduate and the non-traditional student.  According to Carl, the high 

school graduate may have forgotten some foundations of writing, but with a little 

“brushing up on their skills,” they may be ready to participate in ENGL 1301.  However, 
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Carl cautioned that it is even more important for the non-traditional student who may 

have been out of high school for an extended period, as they have forgotten many skills 

and terminology that can be addressed through the INRW course. 

Participants also noted how the INRW course has very specific concepts that must 

be covered, which some referred to as “the basics” of grammar, reading, and writing.  

Participants further commented that students in the INRW component must be provided 

opportunities to practice building skills that they lack, and Gabriel added that these skills 

often cannot be addressed in a traditional ENGL 1301 course where faculty “don't have 

time to do sentence structure. You don't have time to do vocabulary; for example, you 

don't have time to do a lot of journals and peer review of journals.”  Anita, Carl, Delilah, 

Frank, and Gabriel all appraised the remediation element of INRW as extremely 

important to the success of students, and becomes a more intense experience for the 

student when paired with ENGL 1301.  Bianca elaborated on some of the online support 

built into the INRW course: 

The fact that we have remediation as a component . . . I like that as well because 

everybody needs to review grammar and punctuation and all that. Pearson, I know 

a lot of times we criticize it and we don't like different aspects, but there's nothing 

else out there that can make grammar have pop ups of color and music, and all 

those factors that the millennials, our techie generation, respond to.  You give 

them just a written text without the reviews and that's boring.  This is so much 

better. They get it one, two, three, four ways, or practice and so forth.  I think it 

really gives them a great opportunity to bridge those gaps where they are weak. 
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Anita supported the ideas of Bianca, explaining that remediation the students 

receive in INRW help them to effectively “execute” the assignments in the 1301 

component, and the experience they receive in INRW helps them prepare for the 

challenges and difficulties they encounter.  Bianca further regarded that having two 

courses together allows the faculty to “slow down” some of the material to allow time for 

remediation and review as needed.  Imelda also supported the ideas of Anita and Bianca, 

discussing how the INRW course allows for additional time, not afforded in the 1301 

course, to review essential elements.  Frank further elaborated on these points, 

acknowledging that the remediation includes more in-depth instruction on certain topics.  

He noted: 

I know that when I cover grammar, in the 1301, I may cover grammar in one class 

period, maybe just touch on it.  It's a composition course, so I can't really focus a 

lot of time to cover grammar, even though that may be one of the problems and 

deficiencies they come in with.  By doing the team approach, whatever I cover in 

my class can be further covered in the reading class and can complement it and 

vice-versa.   

Although some participants shared negative experiences of the team-teach 

approach to the pairing of INRW and ENGL 1301 courses, others perceived the approach 

to be a benefit to students.  Anita, Delilah, Imelda, and Frank all discussed the benefit of 

having two teachers working with the same group of students.  Imelda described it as 

“one of the greatest strengths” of the model, and Anita went on to discuss how having 

two teachers could increase student success, by stating, “My past experience in working 

in other areas similar, with other teachers, is that we have two people guiding the set of 
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students.  There are less drops, there's less failure.  The student feels comfortable.”  

Delilah characterized the two teachers as “mentors” to their students, explaining how the 

expertise of each instructor can deepen learning and student experiences: 

Again, having two teachers, an English specialist and a reading specialist to rely 

on is fantastic because they grow to like both teachers.  They understand that 

we're there for their benefit.  Another great advantage that they have is that the 

group itself bonds. 

Frank supported the ideas of Anita and Delilah, discussing how the team-teach 

approach can be effective in conveying ideas to the students.  The participants agreed that 

a student with only one instructor might dismiss correction, recommendations, or 

criticism; however, a second teacher offering the same instruction lends “credibility” to 

the first teacher’s guidance.  Frank noted: 

She gets them twice a week and I get them twice a week and we can even plan 

lessons together.  I think it helps when there are two instructors working together, 

only because it helps to emphasize the importance of attendance, the importance 

of keeping up with the work.  It's almost like a team approach.  Sometimes when 

it's just one instructor on his or her own, the student may not be as receptive to 

criticism or to direction or to simply just standards that are set in place.  When it 

comes from two different people, and they're working and we're all going in the 

same direction, it kind of I think adds some credibility to what's being done, what 

has to be done, and also some added pressure.  I think it raises the level of 

concern.  That's a healthy thing. 
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Finally, participants agreed that, with the right pairing of instructors and proper 

planning, the team-teach approach allows for an extension of one instructor’s course to be 

continued in another.  This could include further discussions, remediation, completing 

assignments and lessons, or other elements that one instructor was not able to cover 

during his or her course.  This seemed particularly true of continuing the ENGL 1301 

experience in the INRW course, which provided the additional support as needed.  Frank 

explained: 

By doing the team approach, whatever I cover in my class can be further covered 

in the reading class and can complement it and vice versa.  Whatever's done in the 

reading class, reading materials, assignments, I can provide extensions on that. I 

think that that kind of makes the assignments more powerful than, "This is the 

assignment and turn it in and we're done and moving on to the next unit."  This is 

a continuation of something you saw somewhere else and it's something we're 

going to build upon and it's something that we're working on for more than just 

one week or one class period, but maybe several weeks or several class periods. 

Participants noted that planning was necessary for the course to work efficiently.  

The themes of organization, planning, and coordination emerged, in the participants’ 

insistence that the two team teachers must have similar styles in these processes for an 

efficiently working partnership.  Some participants emphasized that very regular 

meetings and planning sessions are necessary, while others affirmed that early planning 

that allows for flexibility and freedom as the semester progressed is preferred.  For 

example, Bianca commented that she and her co-teacher consider weekly meetings to be 

important, while Carl said he met with his team teacher as often as twice a week.  
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However, Delilah stated, “The less you meet, that means that it's efficient.  We should be 

working towards being efficient, not being hum-drum and boring and tight.” 

Summary 

Research question one sought to investigate faculty perceptions of the pairing of 

developmental INRW with college-level ENGL 1301.  The analyses of the data indicate 

three overarching themes in regard to faculty perceptions: (a) students are underprepared 

for paired courses, (b) paired courses can present challenges for faculty, and (c) paired 

courses can be beneficial to students.  The analysis of the data revealed two sub-themes 

for each major theme. 

Faculty Roles in Pairing INRW and ENGL 1301 

Research question two sought to understand how community college faculty 

perceived their role in the paired course model.  The analysis of the data revealed two 

themes: a) faculty roles include advisement of students into paired INRW and ENGL 

1301 courses, and b) faculty roles include development of INRW and ENGL1301 

curriculum.  

Role of Advisement of Students   

The first theme to emerge in faculty perceptions of their roles was the role of 

advisement of students into paired INRW and ENGL 1301 courses.  Many participants 

discussed the fact that the paired courses are often difficult for students, advisors, and 

even some faculty advisors to understand.  They discussed the logistics of the course, 

such as meeting four days a week, the longer class meetings, and the doubled 

assignments/remediation that are required to pass the course as being important elements 

that students must be aware of before enrolling in the courses.  Carl, Delilah, and Frank 



Texas Tech University, Marissa G. Longoria, May 2017 

93 

all discussed how the role of faculty of paired courses includes some elements of 

advising, which may call for advising students not to take the course if they do not think 

the student will be successful.  These participants noted that students should be advised 

that taking the INRW course as a stand-alone before taking ENGL 1301 is an option they 

should explore, especially if they are struggling academically.  Carl noted: 

I think, in my opinion, I think that if a student takes INRW just alone and focus 

on all those skills, then they will perform a lot better once they get into 1301.  

[During the advising session] the choice [should be] offered. Going back to 

INRW alone, I think it would benefit them more.  

The participants stressed that paired courses were best suited for the student who 

has a higher TSI score as well as the discipline needed to be successful in such an 

intensive course, and Frank noted that “We [should not] open the door up for just 

anyone.”  Carl and Frank also discussed how preparation is an important factor to 

consider when steering students toward paired courses, and reviewing a student’s 

academic background is crucial to advisement.  Carl stated: 

Now if they take it concurrently, and say it depends on the student, that they been 

out of school for quite some time, yeah, it's an overload of information, a lot of 

information.  But if they haven't been out of school, they just graduated, I think 

they'll be okay because you're just reinforcing the skills.   

Frank further expressed the qualifications he expects for the co-enrollment 

student: “I'm expecting a better student, not smarter, not more successful, but better in 

terms of, they are going to be good about attendance, they're going to be good about 

knowing that there are certain challenges they're going to face.”  Participants stressed the 
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importance of discussions between the student and faculty member in which the student 

is advised about the course work expectations of paired courses.  For example, Delilah 

modeled what an advisement session with a prospective student might look like: 

That's were advisement comes in. Then you kind of stress that and say [to the 

student] “you know…look…based on this score, you're eligible to take this, but if 

you feel you are weak at writing or whatever, I suggest you take this course alone 

to help you prepare to be successful in this class. Because if you take these two 

together and get lost, because remember [that in] this course that you're meeting 

every day and then in 1301 you meet twice a week . . . you know you're going to 

be overwhelmed with a lot of information.  You do have that option depending 

how you are and depending how many hours you're going to take.  Now if you're 

just taking [just] these two classes, then we're okay, six hours.  If you plan to take 

a full load, then you're going to be overwhelmed with a lot of information.” 

However, despite the many challenges that students may face and the 

recommendations that faculty may give to students during their advising sessions, 

participants observed that students often opt to take the two courses concurrently.  Jason 

stated: 

I have advised a lot of these students before, and for the most part, again this is 

based on memory, I remember making a mental note that, "How interesting that 

these students do choose the faster route," and it makes sense.  The faster they can 

exit the developmental program, the more attractive their degree plan looks, the 

more doable it looks.  Based on that from the advisor perspective, that would be 

my answer, that they would choose whatever is quicker. 
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Development of INRW and ENGL 1301 Curriculum.   

A second theme that emerged from the data was that faculty perceived curriculum 

development to be one of their roles in the paired courses model.  Two sub-themes 

emerged from this theme: faculty perceptions of their role in the development of INRW 

and ENGL 1301 curriculum, and faculty perceptions of teaching perspectives, styles, and 

strategies for classroom success in curriculum.  The first sub-theme that arose was that 

faculty perceived their role in curriculum development to include designing INRW and 

ENGL 1301 curriculum.  Participants viewed this as a strength of their department, and 

the time and preparation that went into curriculum development was discussed at length.  

In terms of the INRW course, faculty discussed the content that felt needed to be 

included, including remediation elements and foundations that would be needed to 

facilitate success in the ENGL 1301 course. Carl stated: 

In that 1301 class, I would go over basically our signature assignments, our major 

assignments so that we have to turn in and collect data for.  In the INRW, we 

would read more stories, articles, controversial articles.  Because, again, 

composition and [rhetoric], the basis of everything would be how can the students 

cover the modes of writing, but more they were argument writing, you 

understand, and back up their arguments with reasons and in-text citations, 

documentation, or reading secondary sources, such as articles, books, newspapers, 

magazines and so forth. 

Carl elaborated: 

Then the developmental teacher would iterate those ideas in addition to grammar, 

but not all parts of grammar, basically the most important aspects of grammar, 
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such as how to identify their run-on sentences, fragments; how to make the 

sentences concise; in-text citations, make sure they're following MLA standards. 

Usually she would cover the first two different ways of direct quotations.  I would 

cover the paraphrasing and partial quotations from there.  From there, I would go 

in more in depth and talk about how to incorporate the material into a paragraph, 

what the paragraph should look.  Again, my partner would reiterate that idea, so 

we work on the same document but differently.  That's my experience. 

Curriculum development for ENGL 1301 was also noted by faculty to be an 

important role.  This includes a more in-depth exploration of reading, such as stories and 

controversial articles.  It further included opportunities for students to write on a more 

advanced level, including the different rhetorical appeals, in-text citations, support from 

secondary sources, and expanding on the writing process. Another important discussion 

in terms of the curriculum development for ENGL 1301 was, as one participant noted, 

“making sure we don’t change the course.”  Gabriel noted: 

I want to adapt the course, because I'm teaching my course together with someone 

else and I have a certain type of student who's going to do that course, but I don't 

want to change it or water it down or lower the standards.  I think that's an 

important thing, a distinction that needs to be made.  This is the same course that 

anyone else would take, or the same material that would be expected for anyone 

else to master or show proficiency in, and not this is a 1301 class in label, but is 

really a developmental class in practice. 

The second sub-theme of curriculum development that emerged was faculty 

perceptions of teaching perspectives, styles, and strategies for classroom success.  Carl 
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had very strong ideas about what the INRW and ENGL 1301 courses should look like, 

which he felt were different from those of some of the other faculty: 

For me, for example, I have a master's in [rhetoric and composition]. My 

emphasis is not literature.  It's how to teach writing.  Most of the instructors that 

we have on our staff have a master's degree in lit.  They think literature is the 

focus. To me, I think that they're looking at it from that lens.  I think there should 

be more people that look at it from a different lens.  I think they have to be trained 

in this because they're thinking if you can't write like Hawthorne, you're pretty 

much not going to be function in society.  I think that's totally wrong. 

Carl further argued that the focus of the classes should be solely on rhetoric, as a 

focus on literature in ENGL 1301 deviated from the purpose of the course, which he 

claimed was to teach students rhetoric, composition, and argumentation: 

I think if you know how to look at everything from a rhetorical perspective and 

you have your thesis and your reasons and you back it up, that's enough to 

function within society because that's the basis of everything.  Nothing has to be 

creative all the time.  It just has to be enough to say, "Do you understand?  Did I 

get my reasoning out there?"  That's what these students need to learn how to do 

because…How is teaching [them] about this literature story, “A Rose for Emily” 

going to help a student who passed the TSI test on taking developmental, so 

they're going to overwhelmed with just the language of the story 

Carl further contended that the curricula of the INRW and ENGL 1301 courses 

are critical not only to students’ success in the course, but in giving them skills that will 

help them to be successful later in life: 
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If they could read an article from Time magazine, understand what that article is 

trying to say and how the author is backing themselves up, then I think that's 

enough to say you know what, they're getting the idea down but versus what is the 

setting for this story?  How is the setting influence this?  How is that going to help 

me in the freakin' world?   It really isn't because when you go up for a job, they 

ask you- 95 percent of the time, they're going to ask you why you think you 

deserve this position?  You have to give them reason why you deserve this 

position and why you qualify for this position. They're not going to say, "Well, 

how well do you know this author, his books?"  Well, how's that going to help 

[them]?  

Participants also noted different expectations for the ENGL 1301 course.  Some 

participants stated that their expectations were aligned with their traditional ENGL 1301 

courses, such as Delilah who said: 

I've noticed I use similar techniques in teaching it as the developmental, but not 

because I'm watering down 1301.  I use a similar technique because I had high 

expectations in my developmental.  I treated them as my college students and had 

similar assignments as the 1301.  That's the reason why they were successful in 

1301, because it wasn't a surprise to them and the expectations were high. 

Other participants acknowledged that the course must be different from the 

traditional ENGL 1301 course.  For example, Jason stated that he begins the course 

slower, then builds up to the rigor of a traditional ENGL 1301 course: 

Well, as an instructor, the first half of the semester, I was not expecting them, 

even though a couple of them did, to do 1301 work at that level already solidly. 
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That's why I didn't see it as a challenge, so I think the instructor's expectations has 

a lot to do with it too.  Now, if you're expecting them to do 1301 work within 

those first four, five, six, seven weeks, I think as an instructor we're making a 

mistake, because that student is not ready.  A couple of them might be, they're just 

bad testers or something, but for the most part I treated the class, the INRW 

portion of it, heavier in the first half of the semester, and then towards the second 

half of the semester it was a 1301 dominant.  Even though it's a paired class, the 

INRW dominated in the first part and the 1301 dominated in the second part 

Jason’s descriptions illustrate how some participants were flexible with the 

structure of ENGL 1301 when it was paired with INRW.  This flexibility in curriculum 

reflected the participant’s decision to make content appropriate for students’ academic 

level while building in rigor as the course progressed.  

Curriculum development was also discussed in terms of techniques and strategies 

the participants used in delivering the curriculum to help students achieve success in their 

courses.  These included different assignments, support through online and face-to-face 

resources, and teaching strategies such as modeling (the instructor demonstrates the 

desired skill).  For example, Bianca noted that providing extensive examples is an 

important part of the curriculum: “I'm modeling a lot of the critical thinking for the 

comparison contrast. I'm giving them a lot of opportunities to do the critical thinking 

before they get to writing.”  Jason also declared that curriculum must extend beyond the 

classroom experience, as students expect an online support component that is accessible 

at times and from locations that are convenient to them.  He stated, 
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The online components that allowed them to work at, kind of like a self-pace.  All 

of them were in a different state.  Sometimes I would just teach a concept that I 

would see was consistent in their paragraph writing, but that really helped.  

Having that made it easier on the instructor because you didn't have to be going 

back and forth between concepts.  It's available in the online, you could just point 

and show it to them, and that really helped. 

Participants’ descriptions of online components to the curriculum helped frame 

how remediate must extend beyond the class.  These strategies indicate how participants 

were innovative and flexible in response to remediation needs of their students. 

Summary 

Research question two sought to explore faculty members’ perceptions of their 

role in the concurrent course model.  The analysis of the data revealed two themes: (a) 

faculty roles include advisement of students into paired INRW and English 1301 courses, 

and (b) faculty roles include development of curriculum.  The analysis of the data 

revealed two sub-themes in the theme of curriculum development. 

Benefits and Challenges of Co-Enrollment of INRW and ENGL 1301 

Research question three sought to explore faculty members’ perceptions of the 

benefits and challenges of the paired courses model.  The analysis of the data revealed 

two sub-themes in benefits: (a) paired courses use time effectively, and (b) paired courses 

can improve student motivation.  Two sub-themes also emerged in challenges: (a) 

language issues are an obstacle to Spanish dominant students in the paired courses model; 

and (b) developmental education students exhibit behavioral issues that can be an 

obstacle to success in the paired courses model.  
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Benefits of the Paired Courses Model 

The first perceived benefit of the pairing of INRW and ENGL 1301 is that time is 

used effectively.  Participants perceived time is used efficiently in the paired courses 

model, including time that is saved by students taking fewer developmental courses, time 

in class that builds rapport between classmates and instructor, and time on task in the 

classroom.  The paired courses model at the research institute consisted of four class 

meetings per week, with Mondays/Wednesdays covering the INRW or ENGL 1301 

course and Tuesdays/Thursdays covering the other course.  Participants overwhelmingly 

found this structure to be beneficial to students, as they are immersed in four days of 

longer English classes per week rather than the traditional two or three shorter classes.  

For example, Jason stated, “This was the same group of students, and I had them the 

entire semester for four-day weeks.  I would see them four times a week, which honestly, 

that made a lot of difference.”  Bianca echoed Anita’s sentiments, by stating: 

Well, I think I've already mentioned working with the students four days of the 

week versus two.  That's, I think, a real plus.  The remediation component, I think 

that's a big plus, and I think just the structure of, "Oh, I didn't finish this activity.  

I can continue it and reinforce it in this other way.  I know where I want to get 

them."  I think it's got a lot of these factors that are part of it to help the students 

succeed. 

Imelda also discussed the four day a week structure, by stating: 

I guess the best explanation would be comparing students who meet Monday, 

Wednesdays, and Fridays versus someone who takes class Tuesdays and 

Thursdays.  I will always see even though the time in the classroom is about the 



Texas Tech University, Marissa G. Longoria, May 2017 

102 

same, I still see a difference when students meet that additional day in the week. I 

think that's a big advantage. 

Consistency and routine were mentioned by several participants as a benefit of the 

time that students and instructors spend together in the four day a week course. Anita 

stated: 

The consistency [is a benefit of paired courses].  The daily-ness of it becomes a 

routine that they get adjusted to and come to expect it. [Instructors are] able to 

speak with them ... interact with them every day. Working with them one on one 

every day.  I think those are some things that make it really a good deal for them. 

Other participants noted that this consistency prevents the loss of transfer of 

knowledge, as Anita stated,“When you have them taking both at the same time, we don’t 

allow that time for the transfer to get lost.  We did this yesterday; now we’re going to do 

this in 1301. It’s consistent.”  

Prolonged time in class was also discussed in terms of the extra time built into the 

course that allows for bonding between classmates and instructor.  Participants discussed 

how daily meetings allowed for the development of healthy relationships, with Delilah 

describing the relationships as, “We grew to like each other eventually. They missed me. 

They would come back to visit me even after the class was over.”  Delilah elaborated on 

this point, explaining how students in these classes formed a cohort, and how the bonding 

could benefit students into the future: 

It is common as human beings that we bond and we move in groups.  Most likely 

they will register with a student who is registering, and most likely they will end 

up signing in to similar classes, or taking 1302, or even other courses as well with 
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other students within that same group.  They feel already bonded, comfortable, 

and ready. 

Elizabeth noted how paired courses allow for the creation of a “community,” 

which has academic benefits including students working efficiently in teams to edit, 

discuss their work, discuss readings, and push each other to achieve and accomplish 

more.  She stated: 

One, it's easier to build community because the students are together with the 

instructor regularly, every day.  Two, there's more time in which to build 

community and to do group work or work that involves peer editing, and more 

importantly, there's time to talk about what you're writing and what you're 

reading.  In the developmental class, there isn't the pressure to achieve or to 

accomplish the work at the same level as in the 1301, so there's less pressure there 

and that helps in complementing the more advanced course and dealing with 

specific issues that the students might have in grammar, sentence construction, 

and organization. 

The sub-theme of prolonged time in class was also reflected in time on task, 

which refers to time in which students are engaged in writing, reading, remediation, or 

other learning activities.  Participants noted that the way the class is constructed lends 

itself very well to time on task, as the class meets every day for 80 minutes per day.  

Participants explained how this structure allows for students to start activities and 

discussions on one day and transition seamlessly to the next, and offers faculty the 

flexibility to enforce concepts in the next class.  Delilah explained, "[If] I didn't finish this 

activity . . . I can continue it and reinforce it [the next day].  I know where I want to get 
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them."  Furthermore, participants noted that the daily class meetings allowed for more 

time to deal with the “challenges” that the INRW students face.  For some, this meant 

helping students reach a deeper understanding of the concepts in the courses: 

The paired courses allow me to provide the students with the learning 

opportunities they might not otherwise get.  That involves or means reading a lot, 

building a vocabulary based on that reading, and then talking about it.  That's 

what they lack.  There's a deficit in their reading, in the vocabulary building, and 

in conversation about what they read. (Gabriel). 

Participants explained that time spent in remediation activities in the INRW 

course was relevant to the students’ ENGL 1301 course in real time, which they noted 

was an important benefit of the model.  Anita compared this to “a greater connection to 

curriculum,” which she felt might help students become more successful in the courses.  

This theme was supported by Frank, who discussed how the co-enrollment allows for 

students to “build upon” their knowledge in a sustained fashion, as “this is a continuation 

of something you saw somewhere else, and it's something we're going to build upon, and 

it's something that we're working on for more than just one week or one class period, but 

maybe several weeks or several class periods.”  Helen supported these ideas, by stating: 

It's the time.  It's definitely the time.  Getting to spend twice as much time on the 

same piece of work that they're working on.  The repetition of information. 

Starting one day this week, for instance . . . we've been talking about this the 

entire semester and it hasn't sunk in to start an essay with an attention grabber.  

This week I insisted they start it and I've repeated it each day until they are finally 

getting it and doing it the way I want them to.  It's being able to say something, 
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come back the next day review it, make sure that they're doing it, giving them 

something . . . . A graphic organizer or some task that insists that they do it, and 

then having time to go over it with them.  Sit with them and go over it with them 

and show them that they did it pretty well.  

Finally, participants noted that, by taking the paired courses model, they save time 

in not having to take INRW prior to enrolling in ENGL 1301.  Some participants equated 

this in terms of money as well. For example, Delilah stated, “The student is saving a lot 

of time.  Money, they're saving money because this way they do not have to wait. . . . 

Time is money, money is time.  They are linked together.”  

Student confidence/motivation.  The second sub-theme that emerged in the 

theme of perceived benefits of the paired course model was that it can improve student 

confidence and motivation.  In terms of confidence, participants discussed how the course 

allowed students to participate in class confidently, which in turn may result in more 

productive lessons and deeper learning.  Some participants noted that confidence 

improves due to students realizing that they can be successful in their college-level 

courses and that they are not academically weaker than their college-ready counterparts.  

For example, Elizabeth noted that, “Maybe they'll get more confidence because they do 

get the instruction that they need, maybe they're not that far behind, so since they're doing 

it at the same.  Bianca further described a moment in which the evolution in her students 

surprised her: 

I know just the other time I felt, gosh, these kids are really responding!  They 

participate, even the shy ones.  I put them in group activities.  I'm modeling a lot 

of the critical thinking for the comparison/contrast [essay].  I'm giving them a lot 
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of opportunities to do the critical thinking before they get to writing.  Even some 

of the quiet ones that don't have really good grades feel confident enough to 

participate.  I think that's very encouraging.  

Carl, Delilah, Elizabeth, Frank, and Gabriel also discussed how developmental 

education students’ confidence may be elevated by participating in college-level course.  

One participant noted that there is often a “stigma” attached to being placed in 

developmental courses and how taking a college-level course can help to prevent students 

from feeling inferior to their classmates.  This is especially true if the students begin 

earning high grades, as Delilah noted: 

Right now, their other teachers, other college instructors, other subjects, they are 

actually assigning them research papers or MLA papers.  The students are getting 

good grades, and they come back and show me their grades.  They're happy to 

share with the class and with other students what they have learned in my class, 

how it applies to other subjects, and they feel confident and ready.  Not only at 

[the research institution], but they feel confident in transferring to a university 

anywhere in the state of Texas or anywhere they choose. 

Participants further asserted that student motivation could improve because of the 

paired courses.  For example, participants expressed how paired courses were more 

motivating than the sequential model in which INRW is a prerequisite for ENGL 130.  

Carl noted the differences: 

As far as the [taking INRW without ENGL 1301] is concerned, where they just 

take the class itself . . . I just think that it doesn't really motivate.  It can motivate 

the students because they're at the last level of developmental, so they know 
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they're out of there.  At the same time, it pushes them back because [they think] . . 

. okay . . . I still need another semester of this; when am I going to graduate?  It 

can kind of discourage them to continue their education.  By having more paired 

groups with the INRW with the 1301, it does give them a sense of hope that . . . 

you know what?  I'm almost there, and then next semester, I could go all college 

level!  It can kind of motivate them to continue their education. 

Helen supported the ideas of paired courses having an impact on student 

motivation, describing students who opt to take the two courses together as “very highly 

motivated.”  She went on to describe the students as “They come, they work hard, 

however hard the struggle is they're willing to do it.  That's a big difference I would see 

[between paired course students and traditional developmental education students].”  

Imelda also perceived differences in students who chose to take INRW and ENGL 1301 

and those who preferred to take INRW before ENGL 1301: 

The ultimate decision for students to do the paired or stay at the single [INRW 

course] is the student, so I think that when a student opts to do the paired that's 

because they feel they're ready for that challenge, so those who want to take the 

singles class, they're usually afraid to try the 1301.   How are they different?  

Well, they usually know, and that's why they don't pursue two classes at the same 

time if they know that they won't make it. 

Participants further discussed students’ insecurities, trust, and need to be 

successful in these courses.  This included how underprepared students often face 

numerous personal, academic, and family issues that may become roadblocks to their 
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success in college.  Participants acknowledged paired courses were a powerful initiative 

to help bridge the gap between the challenges students face and success in ENGL 1301. 

The analysis of the data revealed the theme of the efficient use of time as a benefit 

the participants perceived of the co-enrollment course model.  There were some 

challenges that the faculty noted in the model as well. 

Challenges 

Two sub-themes emerged in challenges: (a) language issues as an obstacle to 

Spanish dominant students, and (b) developmental education students exhibit behavioral 

issues. 

Language issues.  The first sub-theme that emerged as a challenge to the co-

enrollment model was how language issues can be an obstacle to Spanish dominant 

students.  Because the research site is located on the border of Texas and Mexico and the 

student population is approximately 98% Hispanic, faculty perceived that language issues 

are a serious challenge to the success of paired courses.  Bianca concluded that language 

issues present challenges because of the writing that is required in the courses.  She 

stated, “The challenges come from the students. I had one student last semester when I 

was team teaching and she was very Spanish dominant, and so her writing reflected that.”  

Carl expanded on this idea, by stating,  

Since we're close to the border, many of the students have issues with language. 

They're not that fluent in the academic discourse.  They need to understand the 

academic discourse in order to succeed in college-level work because if they 

don't, they're going to have a tough time in their other classes. 
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Participants noted that these challenges are difficult to overcome, especially when 

the INRW and ENGL 1301 courses are already accelerated.  Gabriel discussed how the 

challenge of working with a language deficient and academically underprepared 

population is multiplied when attempting to implement accelerated developmental 

education.  When asked what research would be useful to him, he responded, 

“Specifically data pertaining to our student population, Mexican Americans, language 

acquisition deficiencies and so forth. How does a successful instructor pair the two 

classes? How does he integrate them?”  Language issues are particularly frustrating to 

many instructors, as they believe that students who do not have a proper grasp of the 

English language cannot achieve the objectives of the course.  Helen expressed this 

frustration and shared an anecdote of two students who had very low language 

acquisition: 

I can tell that they don't speak English and that their English isn't fluent enough if 

it's even fluent at all.  They don't understand what I'm saying when I'm talking to 

them.  When I'm standing in front of the class and presenting information I can 

see it's not going through.  They're not being able to process it.  When I talk to 

them face to face I can tell very clearly that they don't understand what I'm 

saying. 

Participants further expressed how language barriers can impact the writing and 

reading skills of students, which makes the ENGL 1301 class particularly challenging for 

the students.  Participants cited weaknesses in what Delilah described as “language 

acquisition, reading and writing.”  Bianca also noted that students with language barriers 
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often “couldn’t write very much” and had serious writing deficiencies that included 

“grammar, the punctuation, [and] incomplete sentences.” 

Some participants, such as Helen, noted that language issues should be taken into 

consideration when advising students on which model to take.  Some participants 

expressed that taking the two courses together may not be beneficial to the student who 

needs extensive language training, while others may be strong enough to take the 

concurrent model: 

The screening I think is important.  I know that sometimes I've seen students who 

don't speak very much English and then I have those who are very fluent and you 

can tell, they're just about a step behind my true 1301 students.  Maybe it's the 

English, maybe it's the reading level, but they seem to be closer to bridging that 

gap and then there's some that seem to be a little bit farther behind.  Nothing 

wrong with that, because obviously we're taking in to consideration test scores 

and other data, but sometimes it's, even within a class you can see a big difference 

between the abilities of the students. 

Although many participants noted that language was a challenge for the students, 

some participants, such as Delilah, noted that the concurrent model may still work for 

students with language barriers due to the structure that emphasizes repetition and 

practice: 

With language acquisition, reading and writing, time is very important because 

we acquire the skills in language.  You need the constant practice.  That's why 

when you break that cycle, giving them that break makes a big difference in their 

performance.  
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When analyzing the participant data, language issues as demonstrated in students’ 

lack of ability to speak, comprehend the spoken language, and difficulties in writing with 

proper command of the English language emerged as challenges in the pairing of INRW 

and ENGL 1301. 

Behavioral issues.  The second sub-theme that emerged as a challenge to paired 

courses was behavioral issues of developmental education students, including truancy 

and preparedness.  Several participants noted that students in paired courses still 

exhibited behaviors that are often associated with students placed in developmental 

education, including truancy.  Anita and Bianca noted that the extra class meetings may 

exacerbate this problem.  For example, Anita stated: 

A lot of these students feel like, “Well, you know, I’m going to see my instructor 

or a paired instructor concerning the same coursework,” or what have you.  They 

feel that, “Well, I didn’t attend Integrated Reading and Writing, but it’s okay I’ll 

catch up in English 1301.”  They have to get used to the fact that these are 2 

different courses, and what’s covered in developmental Integrated Reading and 

Writing is for a purpose, and it’s prior knowledge needed for English 1301. 

Sometimes they will miss out because of attendance and they feel secure that they 

can miss and they’ll still be able to see the same teacher again and just catch up, 

but that’s not always the case.  You can see it in their grades.  If they don’t attend 

every day to both classes, you will see that some will perform better than others. 

This lack of attendance was described in the following terms: “lax,” “not taking 

the courses seriously,” and “lack of desire.”  Bianca also noted that students were 
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challenged by not having organizational skills in planning their schedules.  She shared an 

anecdote of a student who was confused and tardy/absent most of the semester: 

I had one student missing Tuesdays because he thought the class was Monday. 

The TR [Tuesday and Thursday class], he [attended] Thursdays, so he wouldn't 

come on Tuesday.  I don't know.  One of those.  He was consistently missing and 

consistently tardy and that kind of thing. 

In addition to student behaviors, the fact that students may be overwhelmed by 

college-level course work was perceived as a challenge of the co-enrollment model.  

Phrases such as “preparedness,” “organizational skills,” “having an objective,” and 

“adequate preparation” were terms used to describe this theme.  Participants Carl and 

Delilah noted that, although students were placed into INRW per the TSI exam, many 

students are not prepared for the academic rigor of the co-enrollment course.  Carl noted: 

Sometimes that [TSI exam] formula does not apply to a composition-level course 

because you're still missing a lot of skills.  Because remember the test to take 

1301, if you understand your grammar and you understand how to write the essay, 

which is a five-paragraph essay . . . then you're in.  Even then some students still 

lack a lot of skills.  Then you have those again, those students that do need to take 

a developmental class to brush up on their skills, such as their grammar skills, 

learn how to self-edit, peer evaluation and so forth. 

Participants speculated that lack of preparation may also lead to feelings of being 

overwhelmed.  Frank hypothesized that some students may just not be ready for the 

challenge of the co-enrollment, especially if they are underprepared and lack dedication.  

Frank noted how precarious being overwhelmed can be to co-enrollment students: 
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I think one of the challenges for the student is not to be overwhelmed.  I think we 

need to be very careful about where we place a student and place them in a 

situation or a class where they have the opportunity to be successful, given the 

parameters that they're working with.  If they're working with twice a week, for 

80 minutes or whatever the course period is, but it's a student who really needs a 

lot of remediation, a lot of help, I'm not sure that really helps them or is setting 

them up for failure, because then you end up with students who are either 

overwhelmed or who will lose confidence or who will just simply be turned off.  

That it's too difficult for them. 

Summary 

Research question three sought to explore faculty members’ perceptions of the 

benefits and challenges of paired courses.  The analysis of the data revealed two sub-

themes in benefits: (a) paired courses use time effectively, and (b) paired courses can 

improve student motivation.  Two sub-themes also emerged in challenges: (a) language 

issues are an obstacle to Spanish dominant students in paired courses, and (b) 

developmental education students exhibit behavioral issues that can be an obstacle to 

success in paired courses.  

Institutional Support of Co-Enrollment of INRW and ENGL 1301 

Research question four sought to understand how community college faculty 

perceived their institution supports paired courses.  The analysis of the data revealed two 

perceptions of institutional support: (a) varying levels of faculty and administrative 

support, and (b) positive support for students. 
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Faculty and Administrative 

Participants perceived varying levels of institutional support: faculty, department, 

and the college.  Among faculty, support included motivation, discussion about the 

model, and recruiting faculty to teach the courses.  Faculty mentioned that they had been 

approached about teaching the co-enrollment courses, often being persuaded by their 

colleagues to teach the course.  These discussions between faculty have resulted in what 

Anita noted as more faculty “jumping on board” to try paired courses, which may be due 

to the perceived positive benefits for students and faculty.   

There was also some discussion from the participants about a lack of transparency 

or communication between faculty.  One participant noted: 

I don't see any uniformity the way I would like to see it in terms of this is a real A, 

this is a real B, this is a real C, and so forth.  The great tendency there is as it is 

with the regular 1301s.  It is maybe for the instructor to fudge, to cut corners, and 

to basically allow students that don't belong at grade level in those grades.  I know 

we have to help the students as much as we can, but on the other hand we also 

have to hold them accountable.  We can't hold them accountable unless we hold 

each other accountable as colleagues or as administrators as well. I think, to me, 

that's the biggest challenge in trying to come up with a curriculum or a variety of 

curriculum that addresses the issue. 

There were likewise different perspectives on administrative support of the co-

enrollment model.  For example, one participant reflected, “I do see the support in our 

department from administration, like our Dean, our chair.  They’re very well aware of 

these developmental initiatives that we really want to implement to help students.”  Jason 
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supported this sentiment: “Every time I ask for help from an advisor or a counselor or a 

tutor or a director or an administrator or my chair, they try their best to provide that 

assistance.”  However, other participants expressed that administration was out of touch 

with the needs of the students and perhaps motivated by positive data rather than true 

student success.  Frank expressed these concerns: 

I don't [see institutional support].  I see that we get help with the scheduling and 

the assigning of rooms and labs and after that, it's pretty much non-existent.  I 

don't see any support from the administration saying, "Okay, there's a lab that 

we're dedicating just for the INRW students."  I don't see tutors who are assigned, 

working with just INRW students.  I know there are budgetary constraints, but 

there was even talk that having a teaching assistant or . . . Supplemental 

instructors.  We didn't get them.  I'm not sure I'm seeing any kind of support and 

any kind of distinction between the students I had at 1301, as far as services 

offered.  They're offered identical services.  That's fine, up to a certain point, but I 

think these students, we should offer them something in addition to that. Just like 

we're offering this opportunity to that the two classes, we should offer them the 

opportunity to get additional help or certain supplemental instruction geared just 

for them in their situation.  Again, it's probably a money situation, where we can't 

get just for these classes.  I'd like to see more, but I haven't seen anything from the 

administration. 

The participants had varying views on the administrative support; some indicated 

that strong support was offered by the department and college while others perceived the 
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institution to be unsupportive of paired courses.  However, most participants agreed that 

there are numerous outlets available for support of students in paired courses. 

Student Support 

Participants perceived support for students as necessary for their success in paired 

courses, and many participants perceived that support for students in paired courses was 

very strong.  Participants noted that, because students were academically underprepared 

or facing issues such as language barriers, support outside of the classroom experience 

was essential to help students be successful in the two courses.  The types of support 

discussed were tutoring services, online programs, workshops, and other academic 

support systems.  Bianca discussed some of the many support options the faculty and 

college offer students: 

…The students have all kinds of support.  We've got the FOSS [Focus on Student 

Success] program where they do special presentations on MLA or the research 

paper or whatever.  We've got the Learning Enrichment Center, although I know 

that we've got student tutors, so you'd have to take that with a grain of salt, but 

just even someone having the initiative that I need somebody to help me 

proofread, that's something big in itself.  I don't know if students really take 

advantage or not, but the resources are there.  We've got the SmartThinking.com. 

We've got the Pearson Program where they can have remediation, where they can 

submit practice essays and get instant feedback.  Office hours.  I've got my office 

hours.  I keep office hours.  I'm there.  

Participants also discussed at length how they personally assist students through 

conferences over writing, office hours, meetings, and other opportunities for students 
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where faculty make themselves available.  They expressed that this is an important 

element of support, as students often need reassurance and guidance from their 

instructors to guide their development.  Participants also discussed how the faculty spend 

time in and outside of the classroom giving detailed feedback to students on their writing, 

which helps the students not only revise their work but learn from their mistakes to 

become stronger writers: 

When we do workshop drafts, I tell them, "Okay, print a copy of your draft. Print 

Page 1."  I'm going to read Page 1 and I'll take their introduction or look over their 

sentence construction.  "Boom, boom. Here's feedback."  I can't read all the essay, 

but probably the mistakes are going to be repeated, so [I tell them to] zero in on 

those things.  I think they've got a lot of support.  I put a textbook available on 

reserve from Day 1 so they don't fall back on their assignments. (Bianca) 

Support from grant sources, such as supplemental instruction and online 

components, was also discussed.  Participants agreed that these external support systems 

were beneficial to the students because they also extended the experience of the 

classroom and provided students with alternative modes of instruction that may be 

appealing to students.  In addition to being beneficial to the students, these support 

systems were also perceived as being beneficial to the faculty, as they could help reduce 

some of the workload in locating or creating supplemental experiences and resources.  

Jason stated, 

I think what I liked was also the online components that allowed them to work at, 

kind of like a self-pace.  All of them were in a different state.  Sometimes I would 

just teach a concept that I would see was consistent in their paragraph writing, but 
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that really helped.  Having that made it easier on the instructor because you didn't 

have to be going back and forth between concepts.  It's available in the online, 

you could just point and show it to them, and that really helped.  

Carl, like Jason, noted that outside support systems help to make the instructor’s 

job easier in addition to being a wealth of resources to the student.  Carl noted that these 

systems also countered student isolation: 

I think there's an overwhelming amount of support for the simple reason that 

there's SI [Supplemental Instruction] leaders that help the instructor out in certain 

cases.  I think there's outside money to help to support the students, such as 

having these programs as the Pearson Lab and so forth. . . . I just don't think they 

just leave the course alone and say, "You figure it out." (Carl) 

Finally, Jason noted that the elements together create a solid support system for 

students, and “It's not only the instructor alone in an island trying to educate these 

students, but it's kind of like a team, and that the different people working together for the 

students creates a positive team atmosphere.”  Carl reiterated these perceptions: 

If you combine all these different angles of assistance, it's a plus for the instructor 

and a plus for the students.  I mean, that's why we're there, for the students.  Yeah, 

I think I'm lucky because we have an excellent team working together to help 

these students out. 

Participants discussed that, although there are student support systems in place, 

the effectiveness of some of the supports are also in question.  For example, Bianca noted 

that tutors (Supplemental Instruction leaders) are students, and they may be academically 

weak in some areas.  Participants argued that the services tutors provide must “be taken 
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with a grain of salt” and “I wish that our student tutors were better at their job.”  Overall, 

participants discussed the abundance of resources that students have available for 

support, especially the online components and faculty assistance.  

Summary 

Research question four sought to understand how community college faculty 

perceived their institution supports paired courses.  The analysis of the data revealed two 

themes in institutional support that participants perceived in the research institution: (a) 

varying levels of faculty and administrative support, and (b) positive support for students. 

Summary 

Research question one sought to investigate faculty perceptions of the pairing of 

developmental INRW courses with college-level ENGL 1301 courses.  The analyses of 

the data indicate three overarching themes and sub-themes in regard to faculty 

perceptions: (a) students are underprepared for paired courses (b) paired courses can 

present challenges for faculty, and (c) paired courses can be beneficial to students.  

Research question two sought to explore faculty members’ perceptions of their role in the 

concurrent course model.  The analysis of the data revealed two themes and sub themes: 

(a) faculty roles include advisement of students into paired INRW and ENGL 1301 

courses, and (b) faculty roles include development of curriculum.  Research question 

three sought to explore faculty members’ perceptions of the benefits and challenges of 

paired courses.  The analysis of the data revealed two sub-themes in benefits: (a) paired 

courses use time effectively, and (b) paired courses can improve student motivation.  

Two sub-themes also emerged in challenges: (a) language issues are an obstacle to 

Spanish dominant students in paired courses, and (b) developmental education students 
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exhibit behavioral issues that can be an obstacle to success in paired courses.  Research 

question four sought to understand how community college faculty perceived their 

institution supports paired courses.  The analysis of the data revealed two themes in 

institutional support that participants perceived in the research institution: (1) varying 

levels of faculty and administrative support, and (2) positive support for students. 

Chapter V will present a discussion of findings, including a discussion of the 

effectiveness of paired courses, including recommendations for institutions. 
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CHAPTER V 

DISCUSSION 
Chapter V presents an overview of the study and discussion of findings.  

Implications for higher education practice, as well as recommendations for future 

research, are included.   

Overview of Study 
 The purpose of this study was to explore English faculty experiences and 

perceptions of the practice of pairing developmental Integrated Reading and Writing 

(INRW) and college-level English (ENGL 1301).  The study specifically explored faculty 

perceptions of the effectiveness, benefits, challenges, and institutional support of paired 

courses.  Paired courses are defined as a course design in which a developmental and 

college-level course are taken concurrently in one semester rather than in a two-semester 

sequence.  This accelerated course model allows for students placing just below the cut-

off score on the Texas Success Initiative Assessment (TSIA) to enroll in a college-level 

course without the prerequisite of a developmental course.  This acceleration allows 

students to receive remediation while they earn credit toward a credential or degree (Hern 

& Snell, 2014).  Paired courses also prevent the likelihood of a student dropping out of 

school or failing to progress through a developmental education sequence (Charles A. 

Dana Center, Complete College America, Education Commission of the States, & Jobs 

for the Future, 2012; Hern & Snell, 2014). 

It is estimated that anywhere between 40-50% of students entering colleges 

require some form of developmental education (Attewell, Lavin, Domina, & Levey, 

2006; Charles A. Dana Center et al., 2012) at a cost of over $3 billion per year (Charles 

A. Dana Center et al., 2012).  Community colleges are often faced with the challenge of 
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meeting the needs of these underprepared students, yet fewer than one in 10 community 

college students who starts in developmental education graduates (Bañuelos, 2011; 

Bettinger & Long, 2009; Cohen, Brawer & Kisker, 2014).  There are various factors that 

may contribute to students entering college underprepared, including inadequate 

academic rigor in high school course work and lack of social/personal capital (Barnes & 

Slate 2014; Conley, 2008).  

In 2011, the Texas Higher Education Coordinating Board (THECB) released a 

report that included key findings for improving Texas higher education.  This report 

included recommendations for acceleration of developmental education via course 

models such as paired courses(THECB, 2011).  Research from organizations, such as 

Complete College America, has promoted acceleration as a tool to prevent the likelihood 

of a student dropping out of school, and this research was used to support the THECB 

report (Charles A. Dana Center et al., 2012).  Other studies have also suggested that 

acceleration of developmental education by enrolling underprepared students into 

college-level courses may improve student outcomes, including course completion and 

graduation (Brothen & Wambach, 2004; Hern & Snell, 2014).  Many educators and 

researchers suggest that these students perform just as well or better in college-level 

courses than they would had they enrolled in developmental education courses first 

(Bailey, Jeong, & Cho, 2009; Brothen & Wambach, 2004; Hern & Snell, 2014).   

The available research on developmental education has been described as 

“sporadic, underfunded, and inconclusive” (Attewell et al., 2006, p. 884). Although some 

research has reported positive results of acceleration, there is an overall lack of research 

on the effectiveness of new strategies and reforms of developmental education, especially 
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from the perspective of faculty.  For example, in a report to the U.S. House of 

Representatives, the U.S. Government Accountability Office shared results from 

interviews and surveys from community college leaders across the nation (Emrey-Arras, 

2013).  The feedback they received indicates that the lack of research and information 

makes it difficult to determine if new strategies work, and this in turn leads to faculty and 

administrative resistance (Emrey-Arras, 2013).  This study sought to investigate faculty 

perceptions of the pairing of Integrated Reading and Writing (INRW) and ENGL1301.  

Four research questions guided this study: 

1. What are English faculty experiences and perceptions of the 

pairing of INRW and college-level ENGL 1301? 

2. How do English faculty perceive their roles in the pairing of 

developmental and college-level courses? 

3. What do English faculty perceive are the benefits and challenges of 

pairing INRW and ENGL 1301? 

4. How do faculty perceive their institution supports the pairing 

INRW and ENGL 1301? 

 The research site was a large South Texas community college located along the 

border of the United States and Mexico with an enrollment of approximately 8,700 

students, 96% of which are Hispanic, 2% White, and 2% international students (THECB, 

2015).  Demographics at this institute indicate that 46.8% of the 2013 cohort of 1,927 

first-time in college (FTIC) students were required to enroll in developmental courses in 

at least one subject area such as reading, writing, or mathematics (THECB, 2014).    



Texas Tech University, Marissa G. Longoria, May 2017 

124 

The participants for this study were 10 English faculty members at a South Texas 

community college.  The faculty had taught developmental English, college-level 

English, or both and had experience that ranged from five years to 46 years.  The 

participants were: 

Anita had been a full-time English instructor at the research site for five years.  

Prior to becoming a full-time faculty member, she was an adjunct instructor at the 

research site where she taught developmental English courses.  Her experience included 

teaching multiple levels of developmental writing courses and the INRW course.  She 

also had extensive experience teaching college-level courses, Composition I and II.  She 

had taught the co-enrollment courses of INRW and ENGL 1301 in two forms: (a) she and 

another teacher co-taught ENGL 1301 and INRW, respectively; and (b) she taught both 

courses (INRW and ENGL 1301) together without a co-teacher. 

Bianca had been a full-time instructor at the research site for 12 years.  She had 

taught college-level courses, Composition I and II, for 12 years prior to the study and 

developmental education courses five years prior to the study.  She had also taught the 

co-enrollment of INRW and ENGL 1301 courses in two forms: (a) she and another 

teacher co-taught ENGL 1301 and INRW, respectively; and (b) at the time of the study 

was teaching both parts of the co-enrollment (INRW and ENGL 1301) without a co-

teacher. 

Carl had been a full-time English instructor at the research site for 12 years.  He 

had been a high school teacher prior to becoming a full-time faculty member at the 

institution.  He had experience teaching two levels of developmental writing courses and 

the INRW course.  He also had extensive experience teaching college-level courses, 
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Composition I and II, including courses for engineering and communication majors.  He 

had taught the co-enrollment of INRW and ENGL 1301 in two forms: (a) he and another 

teacher co-taught ENGL 1301 and INRW, respectively; and (b) he taught both parts 

(INRW and ENGL 1301) without a co-teacher. 

Delilah had been a full-time English instructor at the research site for 20 years.  

She was a high school teacher prior to becoming a full-time faculty member at the 

institution.  She also had experience teaching developmental education labs at the 

research site as well as experience teaching multiple levels of developmental writing 

courses and the INRW course.  Her college-level teaching experience included 

Composition I.  She had taught the co-enrollment of INRW and ENGL 1301 in two 

forms: (a) she and another teacher co-taught ENGL 1301 and INRW, respectively; and 

(b) she had taught both parts (INRW and ENGL 1301) without a co-teacher. 

Elizabeth had been a full-time English instructor at the research site for 15 years.  

Prior to becoming a full-time faculty member, she was a lab coordinator at the research 

site where she taught developmental English courses.  Her experience included teaching 

developmental concurrent enrollment, multiple levels of developmental writing courses, 

and the INRW course.  She also had extensive experience teaching college-level 

Composition I and II. 

Frank had been a full-time English instructor at the research site for 28 years.  

His career began as a tutor for developmental education students.  During his career, he 

acquired extensive experience teaching various aspects of developmental education 

including reading labs, writing labs, multiple courses, and most recently INRW.  He and 

another teacher had co-taught the co-enrollment of ENGL 1301 and INRW, respectively.  
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Gabriel had been a full-time English instructor at the research site for 46 years.  

His career began as a junior faculty member, teaching primarily developmental education 

courses.  During the 10-15 years prior to the study, he had taught composition and 

literature courses.  Most recently, he had begun teaching INRW.  He had taught the co-

enrollment of INRW and ENGL 1301 courses in two forms: (a) he and another teacher 

co-taught ENGL 1301 and INRW, respectively; and (b) he had taught both parts (INRW 

and ENGL 1301) without a co-teacher. 

Helen had been a full-time instructor at the research site for 12 years.  She had 

taught the upper-level developmental course (INRW) and college-level composition 

courses.  She had also taught several literature courses including British and American 

literature.  She had experience teaching the concurrent model without a co-teacher. 

Imelda had been at the research institution for 38 years, where she began as an 

instructor in the business department.  While in that department, she taught classes that 

were part of the curriculum to prepare one-year and two-year secretarial students, 

including grammar and writing classes.  She began teaching developmental reading 

courses six years prior to the study, and most recently began teaching the developmental 

course, INRW, in the co-teach model. 

Jason had been a full-time faculty member at the research institution for 15 years, 

where he had taught developmental and college-level English.  His developmental 

education experience included English as a second language, reading, writing, and INRW 

courses.  His college-level teaching experience included ENGL 1301, ENGL 1302, 

American literature, and Mexican American literature courses.  He had taught the co-

enrollment model in which he taught both the INRW and ENGL 1301 courses. 
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Discussion of Findings 

Perceptions of Concurrent Enrollment 

Research question one sought to understand how community college faculty 

perceived the pairing of developmental INRW courses with college-level ENGL1301 

courses.  The analyses of the data revealed three themes in faculty perceptions: (a) 

students are underprepared for concurrent enrollment, (b) paired coursescan present 

challenges for faculty, and (c) paired coursescan be beneficial to students.   

Faculty perceive students are underprepared for concurrent enrollment.   

The first theme that emerged from analysis of the data was that faculty perceived that 

students were academically underprepared for pairing of INRW and ENGL 1301.  These 

findings are a contradiction to much of the literature on acceleration of developmental 

education that suggests that there may be little difference in academic ability between a 

student who is placed in developmental courses and one who enrolls directly into college-

level courses (Bailey, 2009).  There are many deficiencies that may contribute to 

students’ lack of academic college readiness at the study institution, including a lack of 

comprehension of a variety of literary mediums, an inability to write multi-paragraph 

essays, and an inability to develop writing that is error free.  Furthermore, at the time of 

writing, the student body at the study institution was 96% Hispanic and considered a 

Hispanic-serving institution (THECB, 2015).  This is important, as studies have found 

that college readiness is disproportionally lower among students who are minorities, as 

they often attended high schools with limited technology, inexperienced teachers, and 

limited access to student support services (Strayhorn, 2011).  The literature further 

indicates that minority students and those from lower socioeconomic backgrounds are 
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often less likely to participate in advanced course work in high school and are not as 

prepared for college as their counterparts from higher socioeconomic backgrounds (Cates 

& Schaefle, 2011; Strayhorn, 2011).  

Second, participants perceived that students may not be prepared to enroll in the 

concurrent model due to non-cognitive factors including motivation, truancy, and poor 

study skills.  These findings correlate with the literature on non-cognitive college 

readiness.  For example, Komarraju, Ramsey, & Rinella (2013) noted that “although 

cognitive ability might inform us about what an individual student is capable of achieving 

. . . motivational factors help explain what the student might actually achieve” (p. 107).  

Even though some students were academically prepared to take the concurrent model, 

participants discussed the insufficient motivation and inadequate effort they demonstrated 

in the courses.  This lack of motivation may be due to a variety of factors such as a lack 

of maturity or lack of awareness of the workload required in college courses.  Lack of 

motivation may also be a result of not understanding the importance of the INRW course.  

For example, students may believe that, because INRW is a non-credit course, they do 

not have to attend or take the course work seriously, as they are already enrolled in 

ENGL 1301.  However, since the INRW and ENGL 1301 curriculum are so closely 

intertwined, students who do not regularly attend or complete tasks in INRW may fall 

behind or fail ENGL 1301.   

Finally, participants perceived that some students should not be placed into INRW 

and ENGL 1301, concurrently.  These participants noted that many students demonstrate 

low writing and reading abilities and might, therefore, not be successful even if their 

TSIA scores merit placement into those courses.  These findings support the literature 
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that found that faculty are hesitant to support acceleration when instruction for the most 

underprepared students is offered in a compressed time frame (Bettinger & Long, 2009).  

Even though the literature has shown that acceleration is particularly successful for 

“bubble students,” or those near the threshold for college placement (Booth et al., 2014),  

is also indicates that some faculty are concerned that increased access to college-level 

courses, as paired coursesaffords, will result in lower pass rates and lower long-term 

student success (Hodara & Jaggars, 2014).  The participants in this study hypothesized 

that students who take INRW as a standalone before ENGL 1301 might be more 

successful in measures such as completion and retention, as some students may benefit 

from a slower paced course.   

Lack of academic skills puts students at a disadvantage, as they must receive 

remediation for deep deficiencies in oral and written communication skills while at the 

same time producing college-level writing.  Students may find it overwhelming to 

succeed in a class that focuses on reading and analyzing complex texts, research, and 

lengthy academic writing while they are still learning the basics of paragraph structure, 

grammar, and mechanics.  However, additional remediation through more developmental 

courses may give academically underprepared students a chance to prepare for college-

level English.  Because students at the study institution are underprepared both 

academically and non-cognitively, faculty and advisors must make decisions in student 

advising based not only on the initiatives that are pushed by the state and college but also 

on the best interest of the student.   

Paired courses can present challenges for faculty.  The study found that 

participants perceived the team teaching of INRW and ENGL 1301 to be challenging.  
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First, participants noted that it is difficult to teach with someone who has a different 

perspective of what students should be expected to do in the INRW and ENGL 1301 

courses.  This study supports the literature on collaborative teaching that suggests 

collaborations between faculty may be difficult, especially when there are conflicting 

perceptions about curriculum, standards, and other educational elements (Bickerstaff, 

Edgecombe, & Columbia University, 2012).  Furthermore, the literature found that 

collaboration and negotiation of the curriculum are also sensitive, as the culture of higher 

education promotes concepts of academic freedom, which may discourage faculty 

discussions related to curriculum and teaching (Bickerstaff et al., 2012).   

Second, participants noted that conflicts may arise when co-teachers perceive that 

there is an unequal distribution of work.  This finding correlates with that of the literature 

on collaborative teaching that suggests that difficulty may arise when faculty have 

different levels of expertise in instructional design, where one faculty is weak at 

designing curriculum while their partner is strong (Hoogveld, Paas, & Jochems, 2003).  

In the literature, faculty who were stronger curriculum designers often perceived  

themselves as contributing more to the team teach when they were paired with a weaker 

designer.  Finally, faculty perceived that the team teach could be challenging because 

they were required to devote more time to planning lessons, designing curriculum, and 

discussing activity alignment with another faculty member.  Participants described the 

work as very time consuming, with some partners meeting multiple times a week.  These 

findings support the literature on collaborative teaching that suggests that coordination 

between faculty members can be conflict-laden when they are pressured to relinquish 

control of the curriculum (Bickerstaff et al., 2012).    
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There are several reasons why team teaching may be perceived as challenging for 

faculty.  First, faculty in colleges and universities are provided few physical spaces for 

discussions about curriculum (Bickerstaff et al., 2012).  However, team teaching paired 

courses requires two faculty members to work together to create a backwards-designed 

course in which activities are planned with the end goal in mind.  This calls for deeper 

discussions about aligning syllabi, developing remedial activities that are customized for 

the students they share, and readjusting curriculum as needed.  A backwards design in 

which one must infuse remediation into a college-level course is difficult to accomplish 

in itself; however, this difficulty is compounded when this feat must be coordinated on a 

daily or weekly basis with another faculty member or when the two faculty are not 

equally proficient in curriculum design.   

  Another reason difficulties may arise may be due to departmental silos.  Kezar 

(2005) found that collaboration is difficult in higher education due to departmental silos 

and other barriers to cross-divisional work and partnerships.  In the pairing of INRW and 

ENGL 1301 at the study institution, this cross-divisional work includes sense-making and 

collaboration between silos of faculty who are generally trained to teach exclusively 

developmental education or college-level courses.  The team teach at the study institution 

generally pairs a developmental education faculty member teaching INRW and a college-

level faculty member teaching the ENGL 1301 course.  It is possible that silos within the 

department create a disconnect in expectations for students, as the developmental 

instructors and ENGL 1301 may have different expectations or priorities for their 

students.   
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Paired courses as a benefit to students.  The third theme that emerged from the 

data was that participants perceived pairing INRW and ENGL 1301 was beneficial to 

students.  First, participants perceived that paired courses reduced time to completion of 

developmental education sequences.  The findings of this study are not new, but they 

support existing literature that found that acceleration of developmental education by 

enrolling underprepared students directly into college-level courses may improve student 

outcomes, including course completion and graduation (Brothen & Wambach, 2004).  

Participants also noted that taking INRW and ENGL 1301 concurrently allowed students 

to save time by avoiding additional semesters of developmental courses.  Although some 

participants perceived that many students are underprepared for INRW and ENGL 1301, 

they empathized with students’ desire to exit developmental education as quickly as 

possible.   

Second, participants found paired courses particularly beneficial to students they 

felt were close to the threshold of being academically prepared for college courses, but 

fell below state standards on the TSIA.  These findings correlate with the literature that 

suggests that students have a high probability of success when developmental courses are 

accelerated (Bailey et al., 2009), particularly with “bubble students” or those near the 

threshold for college placement such as students in INRW (Booth, Capraro, Capraro, 

Chaudhuri, Dyer, & Marchbanks, 2014).  Other literature, such as a Community College 

Research study, proposed that 40-65% of students who had been placed in developmental 

English could have earned a C or better without remediation (Bailey et al., 2009).  The 

Community College Research study and others have suggested that acceleration through 

paired courses reduce exit points at which students may decide to drop out of college 
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(Bailey et al., 2009; Hern & Snell, 2014).  Several participants in this study recognized 

that, whenever possible, students should be advised into paired courses.   

Finally, most participants also recognized that more remediation may be 

detrimental to students if they become so discouraged that they choose not to continue 

their studies.  Although paired courses are touted as a strategy to accelerate 

developmental education (Bailey et al., 2009; Bañuelos, 2011; THECB, 2014), this study 

adds to the literature with findings that show it is difficult to implement paired coursesif 

students are very far from being college ready due to academic and/or non-cogitative 

factors.  Participants discussed how students may benefit by being allowed to attempt 

ENGL 1301 rather than being required to complete more developmental education 

courses. 

There are several reasons why participants may have perceived that paired 

courses are beneficial to students.  First, paired courses build remediation into the 

curriculum, which is referred to as contextualization (Edgecombe & Columbia 

University, 2011).  The literature supports contextualizing remediation through college-

level reading and writing assignments, which may be a more effective delivery of 

remediation than traditional stand-alone developmental education courses (Edgecombe & 

Columbia University, 2011).  At the research institution, contextualization allows faculty 

to address student deficiencies through activities assigned in their ENGL 1301 course.  

This is important, as contextualization changes the developmental education model that is 

traditionally delivered through a series of courses.  However, remediation occurs as it is 

needed in context and is relevant to the ENGL 1301 course.  Finally, research indicates 

that students are even more successful in paired courses when they have access to student 
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support and remediation that is offered concurrently through a developmental education 

course (e.g., Charles A. Dana Center et al., 2012; Hern & Snell, 2014).  Allowing 

students to directly enter college-level ENGL 1301 with the “safety net” of 

developmental INRW provides them with the opportunity to challenge themselves to pass 

a rigorous, credit-bearing course with support.  

Faculty Roles in Co-Enrollment of INRW and ENGL 1301 

Research question two sought to understand how community college faculty 

perceived their role in paired courses.  The analysis of the data revealed two themes: (a) 

faculty roles include advisement of students into paired INRW and ENGL 1301 courses, 

and (b) faculty roles include development of INRW and ENGL1301 curriculum.  

 Faculty roles include advisement of students.  The first theme that emerged 

from research question two was that faculty perceived their role to include advisement of 

students into paired INRW and ENGL1301 courses.  Participants noted that the co-

enrollment model is difficult for students, advisors, and even some faculty to understand.  

They, therefore, perceived that their responsibility is to inform students about the specific 

challenges associated with concurrent enrollment.  For example, they stressed the 

importance of not advising students into INRW and ENGL 1301 if the students’ lower 

test scores or lack of motivation indicated they may not be successful in the courses.  

Participants further noted that students should be informed that taking the INRW course 

before taking ENGL 1301 is an option they should explore, especially if they are 

struggling academically.   

The findings of this study are not new, as they correlate with the literature on 

acceleration.  As discussed earlier, it is estimated that anywhere between 40-50% of 
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students entering colleges require some form of remediation (Attewell et al., 2006).  

Although some students may be very successful in paired courses, the literature indicates 

that acceleration may not be as effective for students placing at the very lowest levels of 

developmental education (Hern & Snell, 2014).  In addition to academic factors, the 

literature indicates that college readiness also extends into non-cognitive factors, such as 

social/cultural capital, work habits, disposition, and situational factors that may affect 

student success (Cates & Schaefle, 2011; Zientek et al., 2014).  Social capital can be 

defined as awareness of processes like financial aid and having developed social skills 

and the ability to communicate with faculty and peers (Barnes & Slate 2014). Cultural 

capital is defined as knowledge about norms and expectations that are vital to success in 

college (Cates & Schaefle, 2011).  The literature on college readiness indicates that both 

academic and non-academic factors affect college readiness, and faculty from this study 

perceived that their role was to advise students into current enrollment or traditional 

developmental education with these factors as criteria.  

Advising is a key role for faculty since the course model is new and they are the 

most knowledgeable about the requirements and rigor of the course.  Faculty may 

perceive this to be one of their responsibilities since college advisors may not be able to 

answer specific questions about the courses, especially in terms of course work 

requirements, structure, and qualifications to enroll in the courses.  Furthermore, faculty 

play a key role in promoting paired courses to students as an option to quickly exit 

developmental education, but they also have an obligation to give students candid advice 

on whether they should attempt the courses due to the rigorous requirements, time 

commitment, and course work.  Because so many students enter college underprepared 
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both academically and non-academically, the role of the faculty advisor is key to help 

guide students to make well-informed decisions.  Many students at the study institution 

are first-generation college students, lack cultural capital, and have difficulty 

understanding how to navigate the developmental education sequences.  Faculty serve to 

assist these students in making sound decisions for their developmental education needs.  

These findings support the literature on advising mechanisms for paired courses, which 

studies suggest is difficult due to logistical issues, registration, scheduling, staffing, and 

facilities usage, which becomes more complicated as paired courses are scaled up 

(Coleman, 2015). 

 The role of curriculum development.  The second theme that emerged in 

research question two was that faculty perceived curriculum development for INRW and 

ENGL 1301 as one of their roles.  Participants noted that this was a strength of their 

department, and they discussed some of the specific curriculum that had been developed, 

including remediation elements and foundations that support the ENGL 1301 course.  

Participants noted that the integrity of the ENGL 1301 course must be maintained even 

though the class consists of developmental education students.  They emphasized that the 

curriculum should include rigorous course work, concepts, and high expectations for 

students.    

The findings from this study may add to the literature on the perception of 

curriculum development for the pairing of INRW and ENGL 1301.  Despite national and 

state-wide reforms of developmental education that include concurrent enrollment, there 

is a lack of studies and pedagogical theories on the topic, which results in a difficulty for 

faculty to accept new course designs and methods (Attewell et al., 2006; Lundell & 
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Higbee, 2001; Walker, 2015).  The literature that exists indicates that paired courses 

require faculty of English courses to develop curriculum that combines remediation with 

ENGL 1301, often requiring them to use a backward design in which student outcomes 

determine content and sequence (Walker, 2015).  Furthermore, the literature indicates 

that paired course curriculum must emphasize assignments and learning skills that 

support student success in the college-level English course (Jaggars, Hodara, Cho, & Xu, 

2015).  This is an important point, as some critics have argued that “college-ready” 

students may suffer from watered down courses if the curriculum were to be designed for 

a lower-performing, mainstreamed student body (Brothen & Wambach, 2004).   

Curriculum development is critical to the success of paired courses and is a key 

role of the faculty.  Paired course design begins with the end in mind, with the faculty 

strategically placing INRW support in the ENGL 1301 curriculum.  This is an important 

role of the faculty, as traditional INRW and ENGL 1301 curriculum may not work when 

the courses are taught concurrently.  Faculty must be innovative and flexible with the 

curriculum to ensure that students are adequately supported for success in ENGL 1301 

and that foundational skills are mastered to ensure that students are also successful in 

subsequent courses.  Curriculum development is particularly critical when the 

concurrent-enrollment model is delivered as a team teach, as the two faculty members 

must communicate effectively to ensure that remediation is delivered at the correct time 

to correlate with the activities in ENGL 1301.  Without this collaboration, the courses 

may not be effective, as each course may follow a curriculum that does not complement 

the other.    
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Benefits and Challenges of Co-Enrollment of INRW and ENGL 1301 

 Research question three sought to understand how community college faculty  

perceived the benefits and challenges of the pairing of INRW and ENGL 1301.  The 

analysis of the data revealed the benefits of paired courses were that it uses time 

effectively and can improve student motivation.  The analysis of the data revealed the 

challenges of paired courses were language and behavioral issues. 

  Benefits of paired courses.  The first perceived benefit of the of INRW and 

ENGL 1301 was that time is used effectively.  These findings support the existing 

literature on current enrollment that also found that time is a benefit of paired courses.  It 

was discovered that frequent class meetings that were connected to ENGL 1301 made 

remediation more relevant to students, which supports the literature on remediation 

(Edgecombe & Columbia University, 2011).  Participants discussed how longer, more 

frequent classes facilitated deeper learning.  Time on task was also discussed, including 

how the class met four days a week for 80 minutes per session rather than the traditional 

three days a week for 50 minutes per session.  Participants explained how this structure 

allowed for students to start activities and discussions on one day and transition 

seamlessly to the next day, which offered faculty the flexibility to reinforce concepts in 

the next class.  In addition to prolonged engagement in the classroom, the study found 

that participants perceived that students saved time in avoiding extra semesters of 

developmental courses.  The literature supports this finding, and studies indicate that 

paired courses result in the economy of time and money for students who are permitted to 

enroll in college-level courses right away rather than being required to enroll in 
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developmental education courses first (Charles A. Dana Center et al., 2012; Edgecombe 

& Columbia University, 2011).   

 As stated earlier, many students in developmental education lack a network of 

educational advocates, as they are often the first in their families to receive a college 

education.  However, more time together may help build trust that allows the faculty 

member to serve as a mentor to their students.  This relationship may extend beyond the 

current semester, as the faculty and peers may help create a safe space that students can 

rely on in navigating the college environment.   

The second benefit participants perceived was an increase in student confidence 

and motivation.  In terms of confidence, participants discussed how the INRW and 

ENGL 1301 courses allowed students to participate in class confidently, which in turn 

may result in more productive lessons and deeper learning.  The literature supports 

motivational benefits of paired courses.  For example, the literature indicates that students 

often become frustrated and quit before their first day in class when placed into 

developmental education courses (Charles A. Dana Center et al., 2012).  Bettinger and 

Long (2009) have further described the stigma associated with remediation as the “scarlet 

letter” effect, which may result in the student expending  less effort or offering lackluster 

academic performance (p. 6).   

Some participants also noted that confidence improves as students realize they 

can be successful in their college-level courses and are not academically weaker than 

their college-ready counterparts. These findings are supported by the literature that 

indicates paired courses can improve student motivation, as the distinction between 

developmental and college-level status is removed (Edgecombe & Columbia University, 
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2011).  Furthermore, the literature suggests that students in paired courses experience 

positive psychological benefits, as they are challenged to succeed in college-level courses 

rather than just review what they perceive they learned in high school (Edgecombe & 

Columbia University, 2011).  Furthermore, it is possible that the concurrent model is 

beneficial because students experience a motivational boost when they feel successful.  

For example, students in developmental education are often discouraged along the 

process of their remediation.  However, when students are placed into paired courses, 

they can enroll in ENGL 1301 while receiving academic assistance.  For some, this may 

be their first positive experience after semesters of developmental education courses.  For 

others, it may be enough of a positive experience for them to continue their college 

studies into the next semester.   

Challenges of concurrent enrollment.  Participants also perceived challenges in 

paired courses.  First, the study found that participants perceived student language was a 

challenge of paired courses.  These findings support the literature that suggests a strong 

correlation between language and college readiness (Cohen et al., 2014).  Language 

issues were prevalent at the study institution, as the study institution is located on the 

border of Texas and Mexico and the student population at the time of writing was 

approximately 96% Hispanic.  Participants noted that language challenges are difficult to 

overcome at the research institution, especially when the course is already accelerated 

with remediation provided at the same time as ENGL 1301.  Challenges such as language 

barriers can create serious problems for the pairing of INRW and ENGL 1301.  For 

example, language issues may compound existing deficiencies in reading comprehension, 

writing fluency, and other skills that are necessary for success in ENGL 1301.  Faculty 
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may find themselves overwhelmed with the challenge of remediating students on several 

fronts while accelerating the students through ENGL 1301.  This may be particularly 

challenging to faculty members who are not Spanish speakers, as this creates an 

additional barrier to communication with students.   

 Student behaviors emerged as a second challenge to the co-enrollment model.  

Several participants noted that students in the co-enrollment courses exhibited negative 

behaviors, such as truancy, and they perceived the behaviors to be symptoms of students 

being underprepared or overwhelmed by college-level course work.  These findings may 

add to the literature on student behaviors, including the academic and non-cognitive 

mismatch between high school and college expectations (Callan, Finney, Kirst, Usdan, & 

Venezia, 2006; Spense, 2009).  This mismatch may be seen in students who have the 

academic capability to succeed in college, but lack discipline (Komarraju et al., 2013).  

Furthermore, the literature indicates that behavioral elements, such as conscientiousness, 

agreeableness, and extraversion, and having strong study habits are factors that contribute 

to college readiness (Komarraju et al., 2013).  However, participants noted that students 

did not possess these qualities, and they instead used terms, such as lack of 

“preparedness,” “organizational skills,” “having an objective,” and “adequate 

preparation,” to describe student behaviors that were deficient.  Some participants also 

noted that students exhibited immaturity that is often displayed in developmental 

education students.  These findings correlate with the literature that suggests that college 

readiness extends into other non-cognitive factors such as academic behaviors, work 

habits, disposition, and situational factors (Zientek et al., 2014).   
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Institutional Support of Co-Enrollment of INRW and ENGL 1301 

Research question four sought to understand how community college faculty  

perceived their institution supports concurrent enrollment.  The analysis of the data 

revealed two themes in institutional support: (a) varying levels of faculty and 

administrative support, and (b) positive support for students. 

Varying levels of faculty and administrative support.  There were both positive 

and negative perceptions of faculty and administrative support of the model.  This study 

correlates with the literature that suggests that administrative support is important to 

paired courses (Charles A. Dana Center et al., 2012).  For example, participants discussed 

a lack of transparency or communication between faculty of paired courses.  This 

includes what one participant described a lack of “any uniformity” in grading between 

faculty in the courses.  Another participant expressed that the administration was out of 

touch with the needs of the students and was perhaps motivated by numbers rather than 

true student success.  However, most participants perceived that there was adequate 

support of paired courses by faculty, the academic department, and the college.  For 

example, participants perceived faculty supported one another through discussions about 

the model in addition to recruiting faculty to teach the courses.  Some participants also 

had positive perceptions of administrative support of the co-enrollment model.  For 

example, participants discussed support from the department, dean, and chair as well as 

from other departments around campus.   

The second theme that emerged was support for students, which most participants 

perceived to be very strong.  This finding correlates with the literature that indicates that 

students are more successful in mainstreamed courses when they are combined with 
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student support and remediation such as pairing a developmental education course with a 

college-level course (Charles A. Dana Center et al., 2012; Hern & Snell, 2014).  This 

may include support in the form of lab work, tutorials, or additional class time (Bailey et 

al., 2009).  The pairing of two courses with the same students and same instructors also 

creates a cohort structure, which may promote feelings of connectedness and support 

between students (Edgecombe & Columbia University, 2011).  This study did not reveal 

any new findings, but rather supported the existing literature on the importance of support 

to paired courses.  Participants noted the availability of different types of support 

including tutoring services, online programs, workshops, and other academic support 

systems.  Participants also discussed how they personally assist students through 

conferences over writing, office hours, and meetings.  They expressed that faculty 

support for students is vital, as students often need reassurance and guidance from their 

instructors to guide their development.  Participants also discussed how the faculty spent 

time in and outside of the classroom giving detailed feedback to the students on their 

writing, which helped the students not only revise their work, but learn from their 

mistakes to become stronger writers. 

Support for paired courses is key to ensure successful implementation, and the 

college must commit to the model for it to be successful.  This support includes training 

faculty, dedicating time to designing curriculum, and educating counselors, students, and 

other stakeholders (administrative responsibilities).  Because the courses are accelerated, 

resources such as computer labs for instruction, tutoring services, academic support, as 

well as advising support are important to ensure that students have the tools and 

information they need to be successful in the courses.  Most importantly, faculty support 
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of paired courses is critical.  Without faculty support of one another and buy-in to the 

idea that paired coursescan benefit students, the model cannot be effectively 

implemented.  

Implications for Higher Education Practice 

The first implication of this study is that institutions of higher education must 

rethink the concept of remediation delivery, focusing on acceleration through strategies 

such as concurrent enrollment.  Traditionally, colleges and universities have delivered 

English remediation to students who are deemed not college-ready through a multicourse 

sequence (Hern & Snell, 2014).  However, recent research suggests that this model of 

developmental course work often results in low outcomes for student success, with as few 

as 10% of students who are placed several levels below college-level English ever 

completing even one college-level course (Hern, 2012).  Researchers further argue that 

acceleration through paired coursesprovides students with the remediation they need 

while allowing them to advance through a college-level course, thus discouraging them 

from dropping out (Hern & Snell, 2014).   

Institutions must be proactive in preparing students for college-level course work 

by emphasizing acceleration strategies that allow students to begin credit-bearing course 

work as soon as possible.  This includes educating and getting buy-in from the faculty, as 

it is paramount that the faculty believe in the effectiveness of acceleration strategies for 

them to be successful.  Institutions should further utilize the influence of faculty who 

have experience teaching paired coursescourses, as these faculty perceptions have been 

found to be positive with respect to stronger rapport with students, development 
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pedagogy, insight on the non-cognitive issues that impact student learning, and new 

perspectives of student ability (Walker, 2015).  

The second implication is that institutions of higher education must work more 

closely with K-12 school systems to prepare students for college readiness.  A recent 

study illustrated that although 90% of high school graduates have a desire to attend 

college, 40% of all students entering college require some developmental education 

(Callan et al., 2006; Cohen et al., 2014).  It is evident that, although students may have a 

desire to earn a college degree, many high school graduates are academically and 

cognitively underprepared for college (Strayhorn, 2011).  Community colleges must work 

closely with K-12 systems to ensure that students can become college ready while in high 

school.  Much of the research points to developing rigor in the high schools as an 

approach to increase college readiness.  Lack of rigor is identified as one of the greatest 

academic gaps between high school and college, and this gap is especially prevalent in 

schools who service minority students (Cates & Schaefle, 2011; Conley, 2008; Strayhorn, 

2011).  The literature further suggests that a variety of strategies are needed to close the 

gap, including aligning high school curriculum with college expectations, developing 

high quality syllabi, implementing senior seminars, and adding missing content to high 

school courses (Conley, 2008). 

The third implication is that institutions must use acceleration as a tool to increase 

retention and graduation of students who enter college in developmental education.  

Developmental education may be considered ineffective because graduation rates for 

students who enter college in developmental education are low (Hern & Snell, 2014).  

Bailey et al. (2009) argue that much of the ineffectiveness of developmental education is 
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that students in developmental courses often drop out instead of enrolling in the next 

course in their sequence.  On the national level, the implications for developmental 

education are also significant, as only 25% of this developmental education population 

will complete a degree or certificate within eight years (Emrey-Arras, 2013).  Institutions 

must make concerted efforts to increase the retention and graduation rates for this at-risk 

student population.  Efforts may include using curriculum that provides remediation in a 

contextualized manner and allowing students to quickly exit developmental programs.  

Retention, which increases the likelihood of graduation, has been shown to improve when 

students begin college-level courses early in their college career.   

The fourth implication is that college readiness and graduation of minority and 

students from low socioeconomic backgrounds must improve to achieve social equality.  

College readiness rates are lower for minority students and those from lower 

socioeconomic backgrounds (Attewell et al., 2006).  Often these students are not only 

academically underprepared, but they also have lower cultural capital including weak 

family support and a lack of college-experienced role models.  Lack of rigor is often 

identified as the culprit of the greatest academic gaps between high school and college, 

and this gap is especially prevalent in schools with fewer resources such as those that 

serve minority students in low socioeconomic areas.  Colleges must improve their efforts 

to prepare these students for academic success either before entering college or as soon as 

students begin their first semester of course work.  As stated earlier, research shows that 

underprepared students often never graduate from college, which in the long term results 

in an inadequately skilled workforce that is unable to meet the ever-growing demands of 
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the U.S. economy.  This skills gap may lead to a greater disparity in earnings between 

educated and non-educated Americans (Bloom & Sommo, 2005).   

Recommendations for Higher Education Practice 

The first recommendation for higher education practice is that colleges accelerate 

developmental INRW by offering students the option to enroll concurrently in ENGL 

1301.  There are various studies that suggest that acceleration is effective in delivering 

developmental education in a timely manner while making remediation relevant to 

students (Bailey et al., 2009; Bettinger & Long, 2009; Cho, Kopko, Jenkins, Jaggars, & 

Columbia University, 2012; Hern & Snell, 2014).  The present study found that faculty 

perceived the model to be particularly effective with respect to the time students save in 

avoiding taking additional courses and prolonged engagement in the classroom.  It is 

recommended that institutions offer INRW as a stand-alone course or concurrently with 

ENGL 1301.   

The second recommendation is to consider a variety of factors when placing 

students into developmental education.  It is recommended that all advisors, both faculty 

and staff, are well educated on the requirements and expectations of students in the 

concurrent model.  Being educated on these elements will help them guide students in 

choosing the delivery method that will help them to be successful in their academic 

endeavors.  The study found that faculty did not perceive that accelerated developmental 

education may be the best fit for all students requiring remediation.  Students who are on 

the lower end of placement on the TSIA or those who exhibit low motivation should not 

be advised into the concurrent model, as research indicates that this option is not as 

successful for students with low motivation (Booth et al., 2014).  Students who are very 
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close to college-readiness, such as those who place into the INRW course, should be 

advised to attempt the concurrent model whenever possible.  Evidence suggests that 

acceleration has proven particularly successful with bubble students or those near the 

threshold for college placement (Booth et al., 2014).  Factors, such as high motivation, 

above average high school scores, and recent high school graduation, can also be taken 

into consideration in advising students regarding paired courses. 

The third recommendation is to tailor curriculum to population needs, including 

language support or structure for weak non-cognitive skills.  Many colleges on the Texas 

border face the unique challenge of remediating students who face serious challenges 

with language acquisition.  The findings of this study suggest that language challenges 

are difficult to overcome, especially when the course is accelerated with remediation 

provided at the same time as the college-level course.  Participants further expressed how 

language barriers can impact the writing and reading skills of students, which makes the 

ENGL 1301 class particularly challenging for English language learners.  It is imperative 

that Hispanic-serving colleges infuse language foundations into curriculum for paired 

courses.  Curriculum for this population may include emphasizing assignments and 

language learning skills that support student success in college-level English (Jaggars et 

al., 2015).  Curriculum should also be tailored to strengthen students’ non-cognitive 

skills.  Studies suggest that academic behaviors, work habits, dispositions, and situational 

factors affect student success (Zientek et al., 2014).  The pairing of INRW and ENGL 

1301 should be tailored to help strengthen these skills in students by emphasizing rigor, 

high academic standards, daily practice and writing, and other academic strategies to help 

break the cycle of weak motivation and lack of discipline.   
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The final recommendation is that colleges provide adequate support for students 

taking and faculty teaching paired courses.  Academic and advising support is important 

to students’ success in paired courses.  This support includes quality academic advising, 

access to technology and materials, and strong tutoring and supplemental instruction.  

The study found that participants at the research site perceived academic student support 

to be very strong, as they perceived that students had access to the resources they needed 

to be successful.  Proponents of the model have also suggested that the practice of pairing 

developmental and college-level English should include student support, such as tutoring 

and computer labs, to facilitate student success (Charles A. Dana Center et al., 2012).  

Support should also be made available to faculty and administrators who implement these 

programs.  This may include networking with other institutions that have implemented 

the model and conferences and training with organizations dedicated to improving 

developmental education.  Support can also come from internal sources such as the 

sharing of best practices in professional development between faculty (Jaggars et al., 

2015).   

Recommendations for Future Research 

 There are several studies that could add to the literature on the topic of pairing 

INRW and ENGL 1301.  First, an examination of paired courses through the lens of 

students’ perspectives could be conducted.  Student experiences, challenges, perceived 

benefits, and their recommendations for the course could offer a wealth of information to 

help educators improve this model.  In addition to student perspectives, student 

performance could be analyzed to determine how students who completed INRW and 

ENGL 1301 performed in subsequent English courses as well as other reading/writing 
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intensive college-courses.  Additional studies on the performance of students in this 

model would also be an area of further research, and this might include a quantitative 

comparison of models at different institutions.  Studies that look specifically at Hispanic-

serving institutions might also shed light on how paired courses work with students who 

are predominately Spanish speaking or have other language challenges.   

 Studies that more deeply examine the structure of paired courses would add to the 

literature as well.  For example, qualitative studies could examine student and/or faculty 

perceptions that compare team teaching to one faculty teaching both the INRW and 

ENGL 1301 courses.  This kind of research would help to inform administrators and 

departments as to the most effective structure for teaching these classes and the best 

structure for training that would contribute to student success. 

Conclusion 

Paired courses are defined as a course design in which two courses, a 

developmental education course and a college-level course, are taken concurrently to 

provide the student with remediation while they earn credit toward a credential or degree 

(Hern & Snell, 2014).  Studies indicate that acceleration through paired coursesprovides 

students with the remediation they need while allowing them to advance through a 

college-level course, thus avoiding exit points (Bailey et al., 2009; Brothen & Wambach, 

2004; Hern & Snell, 2014).  The purpose of this study was to explore the experiences and 

perceptions of community college English faculty regarding the practice of pairing 

developmental INRW and ENGL 1301, including the perceptions of their roles in the 

practice of concurrent enrollment, the benefits and challenges of the concurrent 

enrollment, and institutional support of the model. 
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A collective case study allows the researcher to “understand the phenomenon in a 

broader context” (Mertens, 2014, p. 335).  A collective case study was used to explore 

the practice of course pairing to help the researcher better understand and better theorize 

on the larger scope of paired courses (Mertens, 2014).  The conceptual framework for this 

study was based on the Texas Success Initiative, which is a set of legislation and polices 

designed to improve the success of underprepared students through initiatives such as 

acceleration, best practices from research-based models, and paired courses(Moore et al., 

2010; THECB, 2012a).  This study was further framed by the research of Bailey et al. 

(2009), which claims that accelerated developmental education sequences lead to greater 

success, while traditional, multi-level sequences of developmental education may result 

in higher attrition.   

There were 10 participants who had experience in teaching in a South Texas 

community college.  Data were collected through semi-structured interviews, field notes, 

reflexive journaling, and documents.  The constant comparative and axial coding 

methods were utilized, and trustworthiness was ensured.  The findings show that eight of 

the 10 participants noted that acceleration is a beneficial strategy because it allows 

student to matriculate through developmental education sequences in a timely manner.  

Although several participants noted that they perceived elements of the model to have 

negative implications for students or faculty, most participants had positive perceptions 

about different elements of the co-enrollment model, and most of these positive 

perceptions centered on the fact that students accelerated through the developmental 

education sequence.  
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The study found that participants perceived that advisement and curriculum 

development were two of the most important roles of faculty who teach paired courses.  

In terms of advising, participants perceived that the co-enrollment model is often difficult 

for students, advisors, and even some faculty to understand.  Participants also perceived 

that their role included advising students on the specific challenges of concurrent 

enrollment.  Participants further perceived that it is their responsibility to develop 

curriculum for these courses.   

The study also found that faculty perceived benefits (e.g., time and student 

impacts) and challenges (e.g., language issues and behavioral issues) of the model.  

Participants overwhelmingly found the pairing of INRW and ENGL 1301 to be beneficial 

to students; the theme of time emerged, as participants discussed how the days of longer 

classes per week rather than the traditional two or three shorter classes allowed for 

deeper, more consistent learning.  Participants also noted how this extended time together 

helped to create a “community,” which in itself reaped academic benefits.  Finally, 

participants perceived that student and faculty support in paired courses is important.  

Participants perceived student support, including tutoring and other academic support 

systems, to be very strong, and most participants perceived administrative support to be 

strong as well.  

When the topic of college readiness is viewed through a macro lens, an observer 

may see a group of students who is underprepared for college, who may attempt a 

semester or two, and who will inevitably become another example of a student who was 

just “not cut out for college.”  However, when college readiness is analyzed more closely, 

it is found to be a more complex phenomena that is influenced by a variety of factors 
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such as home life, high school preparation, socioeconomic status, and race.  Many of the 

students who are most affected by a lack of college readiness are often those who have 

the most to lose: minorities, students living in poverty, and those who come from 

unstable, broken homes.  Unfortunately, the system of higher education is not always 

structured to lend a helping hand, as one participant in the study pointed out: 

The reason why these students are very special is because they feel let down from 

a system.   They thought, and their parents thought, that they . . . had the skills and 

the tools to challenge college.  Then they take a test. . . . and then they're in shock 

that they're not college ready . . . they walk into the classroom defeated, and it is 

up to that semester, for those two teachers to make them strong and ready for all 

those challenges.  

Acceleration through paired courses of developmental INRW is a powerful tool 

that can help the students who are in the most need to succeed in college.  For many, 

success in college not only results in a college degree, but an opportunity for upward 

mobility that will not only affect the individual, but can have an exponential impact on 

families, communities, and generations to come.  
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Appendix C: Email Recruitment Letter 

 
Dear English faculty member, 

  You are invited to participate in a research study conducted by a doctoral student at the 

Texas Tech University Graduate School of Education.   This research aims to explore themes 

related to developmental education, specifically to determine faculty perceptions of acceleration 

strategies such as pairing developmental and college-level courses.  This study is being conducted 

to fulfill the requirements for a doctoral degree in Higher Education Administration with an 

Emphasis in Community College Leadership at Texas Tech University, with Dr. Dimitra Smith 

serving as Dissertation Chair.  We are selecting participants who have experience in teaching 

developmental Integrated Reading & Writing and/or college-level English. I am serving as a 

recruiter for the researcher, so please respond to this email if you would like to participate or if 

you have any questions.  If you choose to participate, you will receive a follow up email from the 

researcher asking for a time and date that works best for you.   

The interviews will be conducted at Laredo Community College in a setting that you 

prefer such as a classroom, conference room, or your office.  The questions you will be asked will 

be related to your perceptions about the practice of pairing developmental and college-level 

courses, the benefits and challenges of the concurrent enrollment, and your perceptions of 

institutional support.  There are no risks associated with participation in this study, and the total 

time in interviews will be approximately an hour or less.  Although you may not receive any 

direct benefit from taking part in this study, your contributions to this study may help add to the 

literature on faculty perceptions of effective development, implementation, and sustainability of 

developmental education reforms such as paired courses.  At the end of the interviews session 

you may be asked to review a summary to ensure that it accurately represents your perceptions. 

  Audio of interviews will be digitally recorded, and all information related to this 

interview will remain confidential, including the use of passwords to secure data, which will be 

stored for 1-3 years.  Participation in this study is completely voluntary, and you are free to 

decline to participate for any reason and at any time during the process. You may notify the 

researcher if you are no longer interested in participating, and you may also refuse to answer any 

individual questions at any time. You may also choose not to participate even after interviews 

have been conducted by contacting the researcher verbally, via email, or phone.   

 This study that you may be a part of will help us learn about faculty perceptions of 

developmental accelerations models such as pairing Integrated Reading and Writing with English 

1301. What we learn may help educators, colleges, and policy makers, and we hope to publish 

this study widely to make it as beneficial as possible. 

The study is being supervised by Dr. Dimitra Smith from the Department of Educational 

Psychology and Leadership at Texas Tech University, and has been approved through the Texas 

Tech IRB and Laredo Community College IRB processes.   If you have questions, you can 

contract Dr. Smith at 806-834-1558 or email dimitra.jackson@ttu.edu.  Questions can also be 

directed to the Human Research Protection Program (HRPP), Office of the Vice President for 

Research, Texas Tech University, Lubbock, Texas 79409, 806-742-2064. This consent form is 

not valid after July 2017.   

 Thank you for your time and consideration, and please contact me via email if you 

would like to participate or if you have any questions.   

Thank you, 

Name of Recruiter  
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Appendix D 
Consent Form 

 

Title of Study: “A Qualitative Study of the Effectiveness of Pairing Developmental and 

College-Level English at a South Texas Community College”  

What is this research project about? 

The purpose of this study is to explore the perceptions of community college faculty who 

teach developmental Integrated Reading and Writing and English 1301.  More 

specifically, this study will explore how English faculty who teach developmental 

Reading and Writing or college-level English courses perceive their roles in teaching the 

paired developmental and college-level courses; the benefits and challenges they perceive 

exist with concurrent enrollment; and their perceptions of institutional support in the 

pairing of developmental Integrated Reading and Writing (INRW) and college-level 

ENGL 1301. 

This study will help us learn about faculty perceptions of developmental acceleration 

models such as pairing Integrated Reading and Writing with English 1301. What we learn 

may help educators and colleges, and we hope to publish this study widely to make it as 

beneficial as possible.  

What would I do if I participate?  
In this study, you will be asked to participate in a one-on-one interview with the 

researcher.  Some questions will be about your thoughts about developmental education. 

Others will be about how your perceptions of students in developmental and college level 

courses.  

Can I quit if I become uncomfortable?  
Yes, absolutely. Your participation is completely voluntary. Dr. Dimitra Smith and the 

Institutional Review Board of Texas Tech and Laredo Community College have 

reviewed the questions and think you can answer them comfortably. You may skip any 

question you do not feel comfortable answering. You can also stop answering questions 

at any time. You are free to leave any time you wish. You are not in any way obligated to 

participate in this study, and there will absolutely no repercussions for not participating or 

for leaving at any time.  However, we do appreciate any help you are able to provide.  

How long will participation take?  

We are asking for approximately one hour of less of your time.  During this interview the 

researcher will take notes and an audio recording.  You may be asked follow-up 

questions and/or asked to verify the researcher’s notes prior to the conclusion of the 

interview.   

How are you protecting privacy?  
All identifiable information will be destroyed after the interviews, including names of 

participants.  After the conclusion of the study, all audio recordings and electronic files 

will be destroyed.  No other identifiable information will be collected. 

How will I benefit from participating?  

Your interviews will provide perspectives on faculty opinions about developmental 

education. This study, which you would be a part of, may help advance awareness and 

understanding of the acceleration developmental English and English 1301. 
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I have some questions about this study.  Who can I ask? 

1. If you have any questions about this research, you can contact me, Marissa 

Longoria, at 956-324-6932 or by email at Marissa.guerrero-longoria@ttu.edu.  

2. You may also contact Dr. Dimitra Smith, who is supervising this study at (806) 

834-1558 or via email at dimitra.jackson@ttu.edu.  

3. Texas Tech University Institutional Review Board at (806) 742-2064.  You can 

mail your questions to the Human Research Protection Program, Office of the 

Vice President for Research, Texas Tech University, Lubbock, Texas 79409, or 

you can email questions to hrpp@ttu.edu.  

I have consented to participate in this study. 

 

________________________________   _______________ 

Signature        Date 

________________________________________ 

Printed Name 
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Appendix E 
Interview Guide 

Time of Interview: 

Date: 

Place: 

Interviewer: 

Background: The purpose of this survey is to obtain information and your perceptions 

about your English course.  This interview is only intended to capture your feelings and 

observations, and not as a reflection of your current or previous classes or faculty 

members.  The information from this interview is for research purposes only.  Your 

identity and responses will remain confidential.  

Questions: 

1. What is your experience in teaching developmental education? College-level 

English? 

 

 

 

 

2. Have you ever taught Integrated Reading and Writing paired with English 1301?  

If so, did you teach it alone or with another instructor?  If with another instructor, 

did you teach the developmental or college-level course? 

3. What are your feelings about the effectiveness of pairing developmental INRW 

with college-level English? 

 

 

 

4. What are some of the benefits you see for the course design in which INRW and 

ENGL 1301 are taken concurrently? 

 

 

 

5. What are some of the challenges you see for the course design in which INRW 

and ENGL 1301 are taken concurrently? 

 

 

 

6. What are some of the greatest challenges you see for students placed into 

developmental education being mainstreamed into ENGL 1301? 
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7. What are some of the benefits you see for these same students? 

 

 

 

8. What would you hypothesize about student performance in concurrently enrolled 

courses versus completing developmental education sequences before beginning 

college level courses?  In other words, what do you perceive the data will reflect 

in regards to enrollment in ENGL 1301, course completion, and passing rates? 

 

 

 

9. Discuss any differences you note between students in INRW stand-alone courses 

versus concurrently enrolled courses.   

 

 

 

10. How would you describe the institutional support of paired course initiatives? 

 

Thank you for your time in participating in this interview.  You may be contacted in the 

near future to review the summary of this interview to check for the accuracy of 

statements.  Please contact me if you have any additional questions. 

 


