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ABSTRACT 

Kimble, Karen L. Barriers to Dual Credit Success and Retention. Doctor of Education 
(Executive Educational Leadership), May, 2022, Houston Baptist University, Houston, 
Texas. 
 
Purpose 
This study aimed to explore the perceptions of former dual credit students and the 
phenomenon that surrounds the barriers to dual credit success and retention. The 
participants for this study were purposefully selected from the population of students that 
were previously enrolled in a dual credit program.  
Methodology 
This phenomenological study included the researcher using qualitative methodology; this 
study allowed participants to share their perceptions and ideas from their personal 
experiences. A total of 27 participants consented to participate in the study, and most of 
the participants responded to each question on the survey. All participants completed the 
survey via the online platform SurveyMonkey. 
Findings 
The research questions that were used to guide this study developed the following themes 
as a result of participants' responses to the online SurveyMonkey, which included: 
Supports of College, Limited Family Supports, Limited Available Degree Plans, 
Enrollment Decisions, Small Class Sizes, Financial Savings, Student Achievement, Staff 
and Faculty, Outside Support Systems, Overall Experience, Program Influence, Altered 
Perceptions of College, and Academic Preparation. All 14 themes were identified by 
completion of the survey, and the researcher identified both supports and barriers of the 
dual credit program based on participants' experiences.  
Conclusion / Implications 
The responses from the participants of this study allowed the researcher to identify 14 
themes; however, the results of the study connected to students' intrinsic and extrinsic 
motivation for a means of student success and retention. Although students participating 
in dual credit programs are considered college ready, this term does not automate student 
success or retention towards completing an associate’s degree. The researcher hopes the 
findings of this study serve as an aid in the further development of dual credit programs 
and available support for both secondary and post-secondary institutions.  
 
 
Keywords: dual credit, barriers, student success, retention, perceptions, challenges, and 
college readiness 
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Pillars of Houston Baptist University 

 Houston Baptist University has implemented its ten pillars that guide the 

university in remembering that we are blessed with the ability to overcome any 

difficulties through Jesus Christ. This phenomenological study connects with the second 

pillar of Houston Baptist University: Recruit for National Influence. As a leader, the 

connection to the second pillar for this study creates the ability to showcase the desires of 

a Christian leader and serve as an influence on others to help develop educational 

practices.
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Chapter I 
 

INTRODUCTION 
 

 “Education is the most powerful weapon you can use to change the world” 

(Oxford University Press, 2017, para. 9). The researcher’s focus for this study is on dual 

credit students. Dual credit programs are also known as dual enrollment or concurrent 

enrollment in various regions. Dual credit programs were implemented in Texas in 1999 

to allow high school students the ability to earn both high school and college credit for 

qualifying dual credit courses (Thevenot, 2010). For over 20 years, dual credit students in 

Texas have enrolled in dual credit programs, not only to receive both high school and 

college credit upon successful completion of the courses, but also the program can serve 

as a fast track for students' completion of their undergraduate or workforce degrees 

(Texas Education Agency [TEA], 2019). Dual credit students in the fall of 2017 

numbered 151,669, which was a 753% increase since the fall of 2000; over the past 10 

years, dual credit enrollment increased by 57%, with dual credit students  

representing 10% of higher education enrollment (Texas Higher Education Coordinating 

Board [THECB], 2018).  

 Dual credit students come from various settings, including charter schools, public 

high schools, technical programs, private schools, and homeschool. With the variance of 

backgrounds of the students, each student may differ in the type of program they desire to 

complete. Funding for these dual credit courses is made locally and varies from district to 

district; some schools pay for their students’ courses from their school funding allotment; 

otherwise, parents pay out of pocket for these courses (Eklund, 2009). In addition, all 

public institutions can waive all, part, or none of the mandatory tuition and fees for dual 
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credit courses (Texas Higher Education Coordinating Board [THECB], 2016). According 

to the University of Texas, there has been an influx of students entering college with 

previously earned college credits (UT Systems, 2018), which has led to increased 

enrollment of prior dual credit students. The growth of Texas dual credit students 

entering college is widely attributed to the positive outcomes of dual credit, such as:   

1. Dual credit increases the likelihood that a student will complete high school 

and enroll in and persist in college. 

2. Potentially decreases tuition and fees for students by accelerating time to 

degree. 

3. Graduates may enter the workforce earlier and begin to earn wages, benefiting 

themselves and the economy.  

4. The goals of the state’s higher education strategic plan, 60x30TX, by 

potentially limit student loan debt and increase student participation and 

success (THECB, 2016, p. 1). 

Dual credit students have a jumpstart on completing higher education; however, 

not enough research exists to determine if student success or lack thereof extends beyond 

the realm of just completing a dual credit course.  

Background of the Problem 

 In Texas, dual credit students make up a significant portion of higher education 

enrollment. Demographically, dual credit students in Texas have increased in diversity 

and reflect various ethnic backgrounds to be more inclusive. According to THECB 

(2018), variances in ethnicities enrolled in dual credit programs have increased from 71% 

White, 3% African American, 22% Hispanic, 3% Asian/Pacific Islander, and 1% other 
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during 1999; years later, enrollment progressed and decreased to 30% White, 13% 

African American, 51% Hispanic, 4% Asian/Pacific Islander, and 2% other during 2016–

2017. Economically, there are variances in enrollment of the courses, including 74% not 

economically disadvantaged and 26% economically disadvantaged compared to more 

recent studies of 2014 reflecting 54% not economically disadvantaged to 46% 

economically disadvantaged. Research findings reflect that women enroll in dual credit 

courses at much higher rates than men, 12.2% compared to 11.1% for 2005–2006.  

 Districts are not required to offer dual credit courses to students however, if 

offered each school district implements a program in which students may earn a 

minimum of 12 semester credit hours of college credit while in high school (TEA, 2019). 

The district must also report the number of students, including but not limited to career 

and technical students, who have participated in the program and earned college credit 

and the number of courses in which participating district students have enrolled and 

earned college credit.  

According to TEA (2019), in TEC § 28.009, there are no limits to how many courses a 

dual credit student may enroll in during high school, whether during the current semester 

or academic year. Community colleges are the most researched for dual credit courses 

that account for 75% of dual credit enrollment; the top 15 courses included ENGL 1301, 

ENGL 2322, HIST 1301, HIST 1302, GOVT 2305, MATH 1314, MATH 1414, ECON 

2301, EDUC 1300, PSYC 2301, BIOL 1406, SPCH 1315, SPAN 1411, SPAN 2313, 

ARTS 1301 (THECB, 2018).  

 Dual credit students should be viewed as essential to the continued growth of 

higher learning. Smith (2016) revealed that Chancellor Stephen Head discusses the idea 



4 
 

 
 

and many benefits of promoting dual credit in Texas and how it gets students to commit 

to college at an earlier age than high school juniors and seniors. A research report by 

Fink, Jenkins, and Yanagiura (2017) followed students from 2010 to 2017. Researchers 

revealed that students from lower-income households had more significant degree 

completion gaps than those from higher-income households. Education learning systems 

need to ensure that dual credit students are provided with every resource possible to 

ensure academic success and overall college retention.  

Statement of the Problem 

  Data reports from THECB (2016), revealed that student participation has 

increased from 2000 to 2015, with a 650% increase in enrollment. Considering the 

increase in enrollment of dual credit courses, the dual credit program also creates 

awareness of post-secondary education in students who may not have considered college 

(Cassidy, Keating, & Young, 2021). Dual credit enrollment agreements are increasing 

among high schools and colleges. All 50 states have dual credit programs, and 40 of the 

50 states have state-level policies that address the specifics of dual credit (An, 2012). In 

recent findings, Dixon (2017) and Gewertz (2016) also found that almost 1.9 million 

students were enrolled in dual credit courses in 2010–2001, which increased from 1.2 

million in 2002–2003. Policymakers and educators suggest that if dual credit increases 

for a broader range of students, this could significantly reduce the gaps in college degree 

attainment (An, 2012).  

Despite all of the knowledge about dual credit, researchers such as An (2012), 

Dixon (2017), Smith (2017), and Thacker (2014) note that there is much we do not know 

about regarding dual credit programs, including (1) the impact dual credit has on 
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completion of the associate's degree, (2) the number of students retained after completion 

of high school, (3) barriers to student success, and (4) what type of student support is 

needed to ensure associate degree completion. According to Villarreal (2017), dual credit 

courses listed as other decrease certificate and graduation rates compared to English 

courses, social science courses, and mathematics courses. In addition to the courses that 

do not align with the normal dual credit courses, Abraham, Slate, Saxon, and Barnes 

(2014b) also noted that one of the barriers to dual credit students and successful degree 

completion is the lack of college readiness.  

Although dual credit programs increase enrollment, many students do not attain a 

degree (An, 2012). According to Young, Slate, Moore, and Barnes (2013), dual credit 

programs need to be evaluated for their effectiveness in postsecondary institutions. With 

the gaps and lack of information in current research on dual credit programs, the 

researcher sought to address the following problems: Why do students who take dual  

credit courses not always complete the Associate degree? Why do current internal and 

external practices both contribute and inhibit completing the Associate degree?  

Purpose of the Study 

 The study aimed to explore the challenges that dual credit students face when 

completing their courses. Specifically, this researcher examined the perceptions of 

students who enroll in dual credit programs regarding obstacles and supports for associate 

degree completion. Also, the researcher explored the necessary obligations needed from 

both the high school and higher learning institutions to aid in the retention of students.  
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Significance of the Study 

 “In a competitive workforce market, an enormous need exists to have more 

students receive postsecondary degrees” (Dixon, 2017, p. 17). Students who can receive 

postsecondary degrees can positively impact the workforce market, resulting in continued 

growth and advancement of jobs globally. The significance of this study was to help 

determine what measures need to be enforced to allow for dual credit student success and 

retention in both sectors of learning institutions.  

Definitions of Terms 

The following definitions were used in this study: 

• Academic preparedness – Interchangeably known as college readiness, 

academic Preparedness is the academic knowledge and skills a student needs 

to enroll and succeed in an educational institution (Barnes, Slate & Rojas-

LeBouef, 2010). 

• African American / Black – Black or African American is the race of a person 

having origins in any of the black racial groups of Africa (Texas Higher 

Education Coordinating Board [THECB], 2017, p. 8). 

• Asian/Pacific Islander – Asian/Pacific Islander, is the race of a person having 

origins in any of the original peoples of the Far East, Southeast Asia, or the 

Indian subcontinent, including, for example, Cambodia, China, India, Japan, 

Korea, Malaysia, Pakistan, the Philippine Islands, Thailand, and Vietnam 

(THECB, 2017, p. 4). 

• At-risk students – At-risk students are defined as undergraduate students who 

have one of the following attributes: (a) score on the Scholastic Assessment 
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Test (SAT) or the American College Test (ACT) is less than the national 

mean score of students on that test; (b) has been awarded a grant under the 

federal Pell Grant program; (c) was 20 years of age or older on the date the 

student initially enrolled in the institution; (d) enrolled as a part-time student; 

and (e) did not receive a high school diploma but received a high school 

equivalency certificate with the last six years. See Chapter 13, Subchapter I, 

Rule13.150 of the CB Rules, Performance Incentive Funding (THECB, 2017, 

p. 6). 

• College readiness – College readiness possesses sufficient mastery of key 

cognitive strategies, content knowledge, academic behavior, and contextual 

knowledge (Conley, 2007). 

• Community college – A community college is a two-year postsecondary 

institution that serves the needs of the students in the community. The 

community college started as a junior college and emerged into an institution 

that serves transferrable academic pathways, workforce certificates, or two-

year workforce degrees (Dixon, 2017). Senate Bill 2118 allows community 

colleges in Texas to offer up to five bachelor’s degrees. 

• Dual credit – A process by which a high school student enrolls in a college 

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

college and the high school is known as dual credit (THECB, 2017, p. 26). 

• Hispanic/Latino – A Hispanic/Latino is the ethnic origin of a person of Cuban, 

Mexican, Puerto Rican, South or Central American, or other Spanish culture 

or heritage, regardless of race (THECB, 2017, p. 38). 
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• Student success – Student success is a term used interchangeably with 

academic success, which comprises six components: academic achievement,  

satisfaction, acquisition of skills and competencies, persistence, attainment of 

learning objectives, and career success (York, Gibson, & Rankin, 2015). 

• Texas Association of Community Colleges (TACC) – The TACC agency 

works with lawmakers in the Texas Legislature in an ongoing effort to 

promote solid policies that improve student education across our public 

community college member districts (Texas Association of Community 

Colleges, [TACC], 2021). 

• Texas Education Agency (TEA) – The TEA, located in Austin, Texas, at 1701 

N. Congress Ave., is under the leadership of the commissioner of education, 

carries out the following functions: Administers the distribution of state and 

federal funding to public schools; administers the statewide assessment 

program and accountability system; provides support to the State Board of 

Education (SBOE) in the development of the statewide curriculum; assists the 

SBOE in the instructional materials adoption process and managing the 

instructional materials distribution process; administers a data collection 

system on public school information; performs the administrative functions 

and services of the State Board for Educator Certification; supports agency 

operations, including carrying out duties related to the permanent school fund 

and monitors for compliance with certain federal and state guidelines (Texas 

Education Agency, [TEA], 2021).  
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• White – A person of this race has origins in any of the original peoples of 

Europe, the Middle East, or North Africa (THECB, 2017, p. 68). 

Theoretical Framework 

Student Success and Retention and the Correlating Theories  

“Self-determination theory is an approach to human motivation and personality 

that uses traditional empirical methods while employing an organismic metatheory that 

highlights the importance of humans’ evolved inner resources for personality 

development and behavioral self-regulation” (Ryan & Deci, 2000a, p. 68). The 1985 Self-

Determination Theory is researched throughout education as it describes the constructs 

needed for self-determination and motivation as it directly correlates to academic 

achievement (Dare & Nowicki, 2015). Self-Determination Theory describes two basic 

types of motivation, which include: (1) internal interest derived from intrinsic motivation 

(personality) and (2) extrinsic motivation that is dependent on the performance of a task 

that is surrounded by a reward or an outcome (human motivation) (Garn, Matthews, & 

Jolly, 2010). This theory relies on the individual's behavior, including motivation at the 

internal and external levels. It is stated that people act for external reasons determined by 

an individual’s values and needs (Dare & Nowicki, 2015). An example of this can be 

compared to a student who wants to achieve a high grade point average (GPA) because 

they desire to get into medical school.  

Self-determination theory enlists three different conditions that aid in the growth 

of self-determined motivation, (1) autonomy, defined as the need to feel a measurable 

amount of control (perception of making a choice in personal outcomes), (2) competence, 

defined as the need to feel capable within an environment (secure with themselves), and 
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(3) relatedness, defined as the need to feel connected to others (not feeling as they are the 

only ones that exist within any situation) (Dare & Nowicki, 2015; Ryan & Deci, 2000b). 

Figure 1 illustrates the organismic integration theory [OIT] of classification of 

motivational types, which are arranged from left to right in which the motivations 

emanate from the self (i.e., are self-determined) (Coccia, 2018; Ryan & Deci, 2000a). 

 

 

 

Figure 1. Self-determination theory. Adapted from Motivation and Theory of Self-

Determination: Some Management Implications in Organizations by M. Coccia, 2018, p. 
225.   

 

Research Questions 

The three research questions guiding this study pertaining to dual credit students 

and their success and retention are as follows:  
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1. What are the obstacles to program completion for multiple groups of students 

enrolled in dual credit programs? 

2. What supports program completion for multiple groups of students enrolled in 

dual credit programs? 

3. What are the perceptions of multiple groups of students regarding their 

readiness for college-level courses beyond the dual credit program? 

Limitations 

This study had the following limitations: 

1. The demographic data of dual credit students does not contain information on 

females versus males in dual credit enrollment. 

2. The sample size may vary among states; therefore, results may not be accurate 

for all states. 

3. The sample size is limited to non-minor participants.  

4. There is a lack of data in previous research on dual credit students and 

obtaining an Associate degree. 

5. The demographic data was not able to be segregated. 

Delimitations 

 The delimitations in this study were determined by the researcher as follows: (a) 

selecting only participants in Texas versus utilizing participants, not within Texas, (b) the 

data collection was limited to students who are 18 years of age and older, (c) students 

completed one year of dual credit courses, and (d) students who have completed both 

core and other courses designated for completion of both associates degree and technical 

degree. This study was limited to the 2010-2011 and the 2020-2021 academic years.  
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Assumptions 

General assumptions for this study were: 

1. The survey used in the study was for the purpose intended. 

2. Participants have a clear and concise understanding of the concept of the 

study. 

3. Participants responded to the survey honestly. 

4. Data collection accurately reflects the perceptions of the participants.  

5. Participants did not withdraw from the study. 

Organization of the Study 

 This study was divided into five chapters. Chapter I includes the introduction, 

statement problem, purpose of study, theoretical framework, limitations, delimitations, 

and assumptions. Chapter II is comprised of a full review of literature available on the 

national background of dual credit programs, history and policies of dual credit programs 

in Texas, advantages of dual credit programs, increased high school rigor, accelerated 

low achieving students, and decreased dropout rates, adjustment to college life, life after 

high school or college, opportunities for a broader range of students, decreased education 

cost, benefits of career and technical education (CTE) programs, college campus benefits, 

concerns of dual credit programs, theories regarding dual credit programs and students, 

gender and ethnicity and impact of dual credit students, and mentoring and support 

systems for dual credit students.  

 Chapter III provides the methodology used in the study. It covers the following 

important factors of the process, including the purpose, research design, context and 

setting, participants, instrumentation, reliability and validity, data collection, research 
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bias, data analysis, and summary. In Chapter IV, the researcher provides the research 

findings and a clear and accurate understanding of the data collected. Chapter V 

summarizes the entire study, encompassing the connection between the research 

questions and data collected, results of the data analysis, implications, and 

recommendations for future research. 
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Chapter II 

REVIEW OF LITERATURE 

The literature review provides comprehensive research that provides the 

background and reasoning for research on dual credit students and student success and 

retention barriers. The literature review includes research information and data that 

discusses dual credit programs at the national and state levels. The criteria for the 

literature review included reviewing the historical context of dual credit programs, 

policies that surround dual credit programs, and the effects of the programs on both 

students and educational institutions. Keywords the researcher used include dual credit, 

barriers, student success, retention, perceptions, challenges, and college readiness to 

locate literature that would aid in writing a comprehensive literature review. It is 

important to have a comprehensive overview of the literature encompassing both benefits 

and concerns of dual credit programs and students to effectively gain an effective 

baseline for gathering dual credit students’ perceptions of the barriers to student success 

and retention. College retention is an additional component for dual credit students, 

allowing the unique measurement of growth and success among those students within 

higher learning. In Texas, dual credit, also referred to as dual enrollment or concurrent 

enrollment, is defined under various definitions; however, the Texas Education Agency 

(TEA) definition was used for this study. The Texas Education Agency [TEA] (2020) 

defines dual credit as “a system in which an eligible high school student enrolls in college 

course(s) and receives credit for the course(s) both from the college and high school” 

(para. 1). These courses are often taught on college campuses; however, approved faculty 

can teach academic and technical courses on the high school campus.  
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Dual credit courses are beneficial to colleges to obtain students and student 

retention. Dual credit accounted for 91% of community colleges in 2017; in addition, 

10% of dual credit accounted for all higher education enrollment in 2017 (Texas 

Association of Community Colleges [TACC], 2018). The majority of dual credit courses 

are offered within community colleges and are promoted as a way for students to reduce 

college costs and shorten the amount of time needed to complete the certificate or 

associate degree (Young et al., 2013). The problem is that many students who enroll in 

dual credit programs do not complete the associate degree. While this may seem like a 

minute problem, Smith (2016) noted that THECB studies showed that by 2030 the goal is 

to have 60% of the Texas population with either a certificate or degree. If the goal in 

Texas is to be achieved by 2030, then more aggressive systems must be in place to 

achieve student success, leading to higher retention rates within higher education.  

The researcher aimed to explore dual credit students' challenges when completing 

their courses. Specifically, the researcher examined the perceptions of students who 

enroll in dual credit programs regarding obstacles and support for associate degree 

completion. Also, the literature review included researching the necessary obligations 

needed from both the high school and higher learning institutions to aid in the retention 

of students. In addition, the researcher explored the variances that measure the retention 

of dual credit students beyond their completed courses within their high school years in 

Texas. Researchers Dixon (2017), Thacker (2014), and Young et al. (2013) have 

previously provided information on the effectiveness of dual credit programs, factoring in 

the determinants for achieving the Associate degree (i.e., GPA, grades, academic goals, 

socioeconomic challenges, ethnicity, gender, and career interest). Studies completed by 
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Barnett, Gardner, and Bragg (2004) and Mansell and Justice (2014) define a wide range 

of dual credit students as at-risk students; however, this should not be the defining 

determinant in measuring student success when assessing student success and retention 

among dual credit students. The following research questions guided this study: 

1.  What are the obstacles to program completion for multiple groups of students 

  enrolled in dual credit programs? 

2.  What supports program completion for multiple groups of students enrolled in 

dual credit programs? 

3.  What are the perceptions of multiple groups of students regarding their 

readiness for college-level courses beyond the dual credit program? 

In addition, the researcher utilized the current data that supports dual credit 

enrolled students. The following topics were addressed in this chapter to gain more 

insight and to support the research and theories associated with dual credit: (a) national 

background, (b) policies, (c) college benefits, (d) concerns, (e) educational standards, (f) 

theories, (g) perceptions, and (h) mentoring.  

National Background of Dual Credit Programs in the United States 
 

  Dual credit courses were developed in 1955 under the implementation and 

monitoring of the University of Connecticut's Provost, Albert Waugh (Moreland, 2018). 

Waugh believed that high school seniors were not being challenged academically, 

resulting in boredom and disinterest in learning, now referred to as senioritis (Patterson, 

2019). Waugh claimed it was the university’s duty to partner with high schools to give 

students access to a more rigorous course load in preparation for college (Patterson, 

2019).  
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 Over the last few decades, dual credit programs have gained national popularity. 

According to Andrews (2001), high schools developed honors classes to keep their 

brightest students challenged. Some of the methods used were sending some faculty 

members for training in Advanced Placement (AP) courses, which would allow the 

school to offer up to 33 courses in 19 different subject areas. In 2007, TEC § 28.009 was 

amended to specify that college credit may also be earned through AP courses, 

International Baccalaureate (IB) courses, local and statewide articulated courses, and 

courses specified for dual credit (Texas Education Agency [TEA], 2011). Advancement 

Placement courses are where academically advanced students can take college-level 

courses and exams to receive college credit or skip introductory courses in college. 

 According to the U.S. Department of Education (2007), depending on state 

policies, the programs used to earn college credit are called dual credit or concurrent 

enrollment. According to the U.S. Department of Education (2007), 47 states have 

enacted dual credit/enrollment policies labeled as either comprehensive or limited. 

Among the 50 states in the United States (U.S.), three states remain disorganized in their 

policies for dual enrollment (Education Commission of the States, 2008g). With 47 states 

implementing policies for their dual enrollment programs, 21 have comprehensive 

policies comprised of minimal course restrictions, liberal credit granting policies, and low 

cost to zero student fees. The remaining 26 states have limited policies that do not include 

funding for dual enrollment students’ tuition and have more restrictions on student access 

to courses for obtaining college credit.  
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Andrews (2001) states that,  

state educational coordinating agencies, community colleges, and universities 

 have worked closely with their state legislatures to develop supportive legislation, 

 funding, standards for the delivery, and guarantees for transferability of these dual 

 credit programs to universities and colleges across the state and nation. (p. 4) 

Due to the wide variance of how dual enrollment or dual credit courses are implemented 

among states, the measurement of student success varies based on factors such as 

finances, qualified or quality instructors, course offerings, student mix, and campus 

locations offering access to the courses available to students (U.S. Department of 

Education, 2007).  

History and Policies of Dual Credit Programs in Texas 

 In 1998, the Texas Coordinating Board for Texas Higher Education amended dual 

credit programs and their partnership with community colleges (Andrews, 2001).  

The Coordinating Board encourages and supports partnerships between secondary 

schools and public two-year institutions, including such initiatives as Tech Prep 

and concurrent course credit, allowing secondary students to receive both high 

school and college-level credit for college-level courses. (Texas Administrative 

Code, 2019, para. 4) 

In 2000, Texas dual credit courses and dual credit enrollment began to be tracked due to 

the growth of dual credit education programs (Miller, Kosiewicz, Wang, Marwah, 

Delhommer, & Daugherty, 2017). In 2006, the Texas legislature passed the HB1, § 5.01, 

79th Texas Legislature, 32nd called session that detailed dual credit courses and their 

implementation in Texas (TEA, 2011).  
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The 32nd session states,  

 Each school district shall implement a program under which students may earn 

 the equivalent of at least 12 semester credit hours of college credit in high school. 

 On request, a public institution of higher education in this state shall assist a 

 school district in developing and implementing the program. (TEA, 2011, para. 2)  

Local education agencies are required to provide high school students the option 

to enroll in dual credit courses; however, each school district does not have to comply 

with the same requirement as the education agencies. Texas Education Code (TEC) notes 

that each district must annually report the number of district students who have 

participated in the program, earned college credit, and report the cumulative number of 

courses students and has enrolled in and the corresponding college credit hours earned 

(TEA, 2019). In addition, the College Board (2022) notes that each college sets its 

policies on how they award credit for the courses.  

 Schools in dual credit programs must establish a partnership agreement with the 

designated college via a written agreement following TEC § 28.009 (TEA, 2019). Each 

governing board of designated authority from both schools must address the following 

according to Texas Administrative Codes § 4.84 and § 9.144. 

1. Eligible Courses 

2. Student Eligibility 

3. Location of Class 

4. Student Composition of Class 

5. Faculty Selection, Supervision, and Evaluation 

6. Course Curriculum, Instruction, and Grading 
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7. Academic Policies and Student Support Services 

8. Transcription of Credit 

9. Funding 

10. Defined Sequence of Courses (Texas Administrative Code [TAC], 2019, para. 
1) 

 
In addition to the previously listed Texas Administrative Codes, House Bill 1638 & TEC 

§ 28.009 note that schools and colleges must offer similar assistance to college students 

encompassing assistance in areas such as advising strategies and tools that help 

counselors, students, and families select endorsements while also ensuring free and low-

cost options for educational resources if possible (Texas Education Agency [TEA], 

2018a).  

 In 2007, TEC § 28.009 was amended to specify that college credit may also be 

earned through AP and IB courses, local and statewide articulated courses, and courses 

specified for dual credit (TEA, 2011). Advancement Placement courses are where 

academically advanced students can take college-level courses and exams to receive 

college credit or skip introductory courses in college. International Baccalaureate courses 

are those in which high school students may take both courses and exams that explore the 

student’s interests; they can earn college credit and become more knowledgeable global 

citizens (TEA, 2020). 

 Local and statewide articulated courses use an officially approved document that 

establishes courses offered for dual credit. These universal courses transfer credits to a 

two-year Associate degree program. In 2015, Every Student Succeeds Act (ESSA) was 

enacted to ensure statewide K-12 goals focused on college and career readiness to 

prepare students for college and the workforce (Hackmann, Malin, & Bragg, 2019). The 
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ESSA aligned the Obama administration's goal that high school students “should 

graduate…ready for college and a career, regardless of their income, race, ethnic or 

language background, or disability status” (Hackmann et al., 2019, p. 3). The 

implementation of the ESSA required state educational agencies to ensure all students 

within public school systems received a quality education. The ESSA requires states to 

develop an accountability system to improve student achievement and school success. 

States have discretion in achieving the goals (U.S. Department of Education, 2015). Key 

components of the ESSA focus on six areas of integration, (1) long-term goals, (2) 

consultation and performance management, (3) academic assessments, (4) accountability, 

(5) improvement for schools, support systems, (6) excellent educator, and student 

supports (Hackmann et al., 2019).  

 The ESSA allows states to detail how they will support a well-rounded and 

supportive education for students. The ESSA considers both college and career 

important; therefore, the focus on college is important in ensuring that students are 

prepared for either or both the integration of academic and technical curriculum 

(Hackmann et al., 2019; Kreamer, Ohara, & Curl, 2014). A recent study by Hackmann et 

al. (2019) examined advanced coursework in AP, IB, dual credit/enrollment, and career 

and technical education (CTE) to determine if college and career readiness applied to 

well-rounded education goals. Aligning with ESSA, four mandatory academic indicators 

in accountability, the research of Hackmann et al. (2019) and Andrew and Lee (2018) 

found that 27 states supported career and technical courses and 18 states supported dual 

credit courses in the efforts of accountability measures set forth within ESSA; graduation 
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rates totaled 84% of students within a high school with 49 of the 50 states, which 

supports students for college and career readiness. 

Advantages of Dual Credit Programs 

While dual credit programs were initially intended for senior students to alleviate 

academic boredom and disinterest in learning, dual credit programs have many benefits. 

Since the origination of dual credit programs, gifted students were able to have the 

opportunity to take part in an academically challenging course load, allowing the gifted 

student to not become stagnant in their education; dual credit programs enable the 

students to continue to excel in their coursework (Rogers & Kimpston, 1992). Varying in 

both structure and content, dual credit programs leads to the perceptions of many positive 

outcomes (Karp & Hughes, 2008). 

Many advantages to dual credit programs have been acclaimed to increase high 

school stringency, assist lower-achieving students academically, lower dropout rates 

among high school students, assist with the transition to college life, enable students to 

enter the workforce after high school, allow low socio-economic and rural students a 

better chance to succeed at college work, lower the cost of education, and offer students 

CTE opportunities without having to purchase equipment needed for technical programs 

(Karp & Hughes, 2008). These types of programs can provide students with the 

motivation and engagement in their learning with the ability to take more interesting 

courses, the opportunity to take the courses on a college campus (in many cases), and 

experience what college education entails, which includes higher expectations and 

success (Karp & Jeong, 2008; Lerner & Brand, 2006).  
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Today, our nation is focused on college and career readiness obtained by 

increased high school rigor through programs such as dual credit, which can assist 

students in being prepared for college (Hughes, Rodriguez, Edwards, & Belfield, 2012). 

In Texas, dual credit courses have advanced the high school curriculum, which has 

increased the participation in dual credit courses over the last decade; from the fall of 

1999 with 11,921 students participating in dual credit courses to 91,303 dual credit 

students in the fall of 2009, increasing by 80,000 students (Texas Higher Education 

Coordinating Board, [THECB], 2010). Simultaneously, minority students' participation in 

dual credit programs has also increased, which accounts for about 52% of dual credit 

students identified in 2009 (Thevenot, 2010). The primary focus of dual credit programs 

today is to provide students identified as minorities, low-income, and first-generation 

students with support from secondary and post-secondary institutions, which aids 

students in enrolling in postsecondary education after high school (Howley, Howley, 

Howley, & Duncan, 2013).  

Increased High School Rigor 

 Students participating in dual credit programs can take courses to assist their 

education beyond high school and increase their rigor while still in high school. In 2011, 

more attention was given to the rigor and authenticity of dual credit courses, especially 

those held on high school campuses and instructed by high school teachers rather than 

college professors (National Alliance of Concurrent Enrollment Partnerships, [NACEP], 

2011). Dougan (2005) expressed concerns about the efficiency of dual credit courses. It 

was often noticed that dual credit students' work was rarely conducive to the quality or 

understanding that she expected of her college students. The students lacked the maturity 
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and life experiences needed for the course; this was deemed to deteriorate the level of 

discourse in her college courses. 

 Through a more rigorous course load offered by dual credit programs, both in 

course options and coursework, dual credit students can succeed and have an increased 

interest in school and while showing students they can succeed in college (Cassidy, 

Keating, & Young, 2021). While dual credit students may vary in their readiness, as some 

college professors view, student rigor often does increase because many professors find 

alternative ways to engage the students. One example of engaging high school students is 

to approach the course as student-centered, allowing students to engage in learning in a 

manner that is conducive to their learning style. Hughes and Edwards (2012) described a 

professor who allowed extra credit project: The student was able to develop a project 

according to their interest, which increased their rigor in the course as they were more 

comfortable in their settings and work style. Often student rigor rises due to the 

customization of pedagogical strategies such as adapting learning materials that allow the 

students to engage where they are in real-time while also allowing concepts and 

terminology to be retained as it is now more relatable to the student (Hughes & Edwards, 

2012).  

Accelerate Low-Achieving Students and Students with Disabilities 

 Dual credit programs have been some of the most beneficial for low achieving 

students. Students who usually would be below average in academics can participate in 

dual credit courses that are beneficial to the student by providing opportunities to 

increase confidence in their abilities to succeed academically. The Concurrent Courses 

Initiative (CCI) specifically targets low-income youth who were either performing below 
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average academically or who lived in historically underrepresented populations; it was 

found that through CCI, the initial challenge on how to engage the dual credit students in 

a rigorous course appropriate for their level of learning while simultaneously creating a 

college environment is beneficial (Hughes & Edwards, 2012).  

Unfortunately, in the first year of the initiative, it was found that many students 

struggled academically and did not persist in their dual credit courses due to the professor 

being unfamiliar with teaching high school students because they struggled with best 

practices on student engagement and support that would be needed to ensure student 

success among students (Hughes & Edwards, 2012). Students often leave college because 

of a lack of involvement or integration into college (Barnett, 2011; Hughes & Edwards, 

2012; Rendon, 1994; Tinto, 1993). Contrary to previous research and data on dual credit 

programs, successful dual credit programs exist. They are believed to help low-achieving 

students through initiatives such as the Bill and Melinda Gates Foundation Early College 

High School Initiative (Cassidy et al., 2021). Accounting for the various programs, 

students considered low-achieving should benefit positively from dual credit programs. 

When considering low-achieving students with disabilities, it is important to 

understand what the definition of disabled students includes, which may be any form of 

learning, orthopedic, health-related, or hearing impairments (Henderson, 2001; National 

Center for Education Statistics [NCES], 1996a; Turnbull, Turnbull, Shank, & Leal, 

1999). There are two different definitions of a disability as it pertains to education: (1) 

Individuals with Disabilities Education Act (IDEA) and (2) Americans with Disabilities 

Act (ADA) / Section 504. The IDEA is a federal law that allows free appropriate public 

education to children with disabilities. The ADA and 504 are both federal civil laws that 
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allow free appropriate public education to each qualified student identified with a 

disability in the school district’s authority regardless of the type, nature, and severity of 

their disability.  

Both IDEA and ADA/504 are federal laws; however, they each have different 

requirements for obtaining services conducive to the students learning and 

accommodations. In some cases, students do not always automatically qualify for certain 

services within the realm of IDEA, ADA, and 504 plans; therefore, it is essential to 

understand the differences when considering the appropriateness of services for a dual 

credit student. Getzel and Wehman (2005) state that “a student who received special 

education services in high school may not qualify for accommodations under IDEA; 

however, a student who received services within 504 may be eligible to receive services 

under ADA for college” (p. 31). Qualified students receiving special services through 

ADA would gain access to services that would aid in the academic acceleration of the 

dual credit program student. 

Students with disabilities often go to community college because of the support of 

academic accommodations, technology, counseling, tutoring, and assessment. The NCES 

(1996a), Table 1 reflects the statistics from 2015-2016 on the enrollment numbers of 

students with disabilities at a community college.  
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Table 1 

Percentage Distribution of Students Enrolled in Postsecondary Institutions, by Level of 
Disability Status, and Selected Student Characteristics: 2015–16 

 

Selected student 
characteristic 

            Undergraduate                 Postbaccalaureate 

Students with 
disabilities1 

Students 
without 
disabilities 

Students with 
disabilities1 

Students 
without 
disabilities 

Total 19.4 80.6 11.9 88.1 

Sex         
Male 19.2 80.8   9.9 90.1 
Female 19.6 80.4 13.3 86.7 

Race/ethnicity         
White 20.8 79.2 13.0 87.0 
Black 17.2 82.8 10.3 89.7 
Hispanic 18.3 81.7 14.3 85.7 
Asian 15.2 84.8   6.2 93.8 
Pacific Islander 23.6 76.4 14.9! 85.1 
American 
Indian/Alaska 
Native 

27.8 72.2 11.8! 88.2 

Two or more races 22.1 77.9 19.7 80.3 

Age         
15 to 23 17.6 82.4   8.1 91.9 
24 to 29 21.6 78.4 11.3 88.7 
30 or older 22.6 77.4 13.5 86.5 
Dependency status         
Dependent 17.2 82.8 — — 
Independent, 
unmarried 23.9 76.1 11.5 88.5 

Independent, 
married 20.5 79.5 10.3 89.7 

Independent with 
dependents 20.3 79.7 13.4 86.6 

Veteran status         
Veteran 25.8 74.2 17.1 82.9 
Not veteran 19.1 80.9 11.6 88.4 

 
Note. Adapted from Digest of Education Statistics: 2018. National Center for Education 
Statistics, 2019. Chapter 3, U.S. Department of Education. 
— Not available. 
! Interpret data with caution. The coefficient of variation (CV) for this estimate is between 30 and 
50 percent.  
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Table 1 reflects an estimated average of 20% of students with disabilities enrolled 

in a community college; these students are still significantly less likely to enroll in post-

education compared to their peers (Blackorby & Wagner, 1996; Getzel & Wehman, 

2005; Greenbaum, Graham, & Scales, 1995; Murray, Goldstein, Nourse, & Edgar, 2000). 

Unfortunately, students with disabilities have more challenges in the academic field. 

Despite their support at a community college, they are not participating in college at the 

level they should (Getzel & Wehman, 2005). Considering the lower percentage of 

students enrolled in undergraduate programs, dual credit programs may aid in increasing 

the number of students with disabilities that enter post-secondary institutions because of 

the support that would have been received before high school graduation  

The Texas Education Agency [TEA] (2021) notes that dual credit courses include 

academic and technical courses (CTE courses). According to the U.S. Department of 

Education (2019), three-fourths of districts offer CTE courses that earn high school and 

college credit. According to the U.S. Department of Education, Table 2 provides the 

number of public-school districts that offer CTE programs to high school students. Two 

participant levels are measured within the CTE program based on regulatory guidance, 

including CTE participants and CTE concentration. A CTE participant is a student who 

earns at least one credit in any CTE course. Based on both types of CTE participant 

levels, it was found in a longitudinal educational study in 2002 by the NCES that by 

2012, 50% of CTE concentrators in high school had completed a college degree as their 

highest level of education (U.S. Department of Education, 2019). It was also found that 

CTE concentrators were employed at a higher rate for full-time employment after 

graduation (U.S. Department of Education, 2019). The U.S. Department of Education 
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(2018) revealed that in 2016-2017, 73% of districts provided students the opportunity to 

take CTE courses that can high school and postsecondary credits (see Table 3) (Gray & 

Lewis, 2018).  

 

Table 2 

Percentage of Career Pathways for Career and Technical (CTE) Programs in Public 

Schools 2016-17 

 

Activity Percentage of Public-School Districts 

Total percentage of public-school districts 
that offered CTE programs to high school 
students. 

 

     98.3                                     (0.45) 

Among public school districts that offered 
CTE programs to high school students, 
percentage by activity. 

 

     Student-run Enterprises or services 

     Mentoring by local employees 

     On-the-job training, internships,  
     practicums, clinical experiences, or  
     cooperative education (co-op). 

     Apprenticeships or pre-apprenticeship 
     programs 

     Other work-based learning 

     55.0                                    (1.79) 

     64.7                                    (1.42) 

 

     76.8                                    (1.36) 

 

     30.8                                    (1.49) 

     15.5                                    (1.05) 

Note. U.S. Department of Education, National Center for Education Statistics, Fast Response 
Survey System (FRSS), “Career and Technical Education Programs in Public School Districts,” 
FRSS 108, 2017. 
 
This table examines public school districts offering CTE programs—whether provided by the 
district or other entities—to high school students. Examples of student-run enterprises or services 
include school stores or restaurants, cosmetology services, automotive or construction services, 
and child development facilities. Examples of pre-apprenticeship programs include youth 
apprenticeships. The percentages do not reflect what is offered in each high school within the 
district. * Standard errors appear in parentheses.
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Table 3 

CTE Participants and Concentrators of Ninth Grade Students: 2016-17 
 

 
 
 
 
District characteristic 

How many CTE programs are structured 
as career pathways1 

 
 
   None       Few     Some      Most      All 

Types of CTE courses district offers 
 
CTE courses that earn 
High school credits in 
math, science,                 CTE courses that are       CTE courses offered 
English/language            both high school and       online (including) 
or social studies              postsecondary credits      blended/hybrid courses  

All public-school districts  2 14 14 19 33 32 61 73 30 
District enrollment size         
     Less than 1,000   3! 20 20 29 27 56 63 34 
     1,000 to 2,499 4 12 19 33 33 62 74 24 
     2,500 to 9,999 1!   8 17 36 37 64 81 27 
     10,000 or more ‡   5 16 44 35 70 90 44 
Community type         
     City ‡ 6! 16 36 42 68 91 37 
     Suburban 3! 11 16 37 33 62 77 24 
     Town ‡ 14 17 35 33 60 76 24 
     Rural 3! 16 21 30 30 59 67 35 
Region         
     Northeast 2! 13 20 36 29 61 68 15 
     Southeast ‡ 9! 14 34 43 60 76 46 
     Central 3! 14 20 30 33 55 776 30 
     West 3! 16 19 35 26 69 69 33 

! Interpret data with caution; the coefficient of variation is at least 30 percent but less than 50 percent. 
‡ Reporting standards not met. The coefficient of variation for this estimate is 50 percent or greater. 
1 Detail may not sum to totals because of rounding. 
NOTE: Based on 98 percent of public school districts that offer CTE programs to students at the high school level.  
SOURCE: U. S. Department of Education, National Center for Education Statistics, Fast Response Survey System (FRSS), Career and Technical 
Education Programs in Public School Districts, FRSS 108, 2017. 
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Adjustment to College Life 

  Adjusting to college life is a transition that often comes with challenges from 

reprioritizing time, whether spent at work, with family or on personal goals, as college 

life can be demanding if not fully prepared. Dual credit students have the most authentic 

college experience when classes mimic actual college courses; this allows them to feel 

and participate as college students versus only being high school students (Karp, 2007). 

When students can participate in a dual credit course at either a community college or 

junior college, they can adjust faster to the expectations and behavior of a college student 

(Karp, 2007). 

 Students who can adjust to college life become more successful in their 

educational endeavors because they have gained prior knowledge of the college system, 

which produces a positive relationship between high schools and colleges. Creating a 

positive relationship between both institutions can allow the student to continue with their 

designated program and is one of the benefits of participating in dual credit programs. 

According to Andrews (2001), research suggests, “The problem is motivation; for a lot of 

kids, schools are boring, and schools are devalued” (Lords, 2000, p. 2). Students who 

may not have been as focused on high school adjust to college life by flourishing in their 

academic abilities, attributed to dual credit programs.  

 One component of being successful in college is time management. Students need 

to ensure that they can attain some balance in their lives, including personal, work, and 

education. In a study conducted by Ferguson, Baker, and Burnett (2015), high school 

students enrolled in dual credit courses achieved higher grades, better critical thinking 

skills, and more effective learning behaviors than high school students who were not 
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enrolled in dual credit programs/courses. The faculty surveyed in the study completed by 

Ferguson et al. (2015) noted that dual credit students had strong work ethics and time 

management skills.  

 Another component to being successful in college or college ready is the 

framework developed by David Conley in 2007 & 2012 (An & Taylor, 2015). Conley 

notes four primary dimensions define the knowledge and skills needed for students to 

become college-ready; these dimensions include (1) key cognitive strategies (intentional 

and practiced intellectual behaviors), (2) key content knowledge (understanding of the 

foundational content from core subject areas), (3) key learning skills and techniques 

(taking charge of techniques and learning), and (4) key transition knowledge and skills 

(students ability to be able to adapt to the operations of college) (An & Taylor, 2015). 

These dimensions adapted by Conley are not easily measured once a student becomes 

enrolled in college; therefore, it is imperative to ensure that high school students are 

motivated and determined to complete their dual credit coursework to be successful in 

college.  

Life After High School/College 

After completing high school, dual credit students will either have earned college 

credits or a technical degree if enrolled in dual credit courses or CTE courses. 

Considering the demographics of some dual credit students, life after high school is more 

promising as students are more geared towards going into the workforce. By earning 

some college credit while still in high school, the marketability of minority students when 

entering the workforce increases (Puyear, Thor, & Mills, 2001).  
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The long-term benefits of some of the dual credit programs create longevity and 

productiveness for both the college and university. Dual credit students have the use of 

continuing their education on campus after obtaining an Associate degree; they can work 

simultaneously from the partnerships created with universities to complete their 

bachelor's, master’s, or doctoral degrees. Community Colleges have a partnership 

between the community college and universities also provides an easier transition to a 

four-year university for dual credit students (Lone Star College, 2021). 

Opportunities for Wider Range of Students 

 Dual credit programs allow students of all backgrounds to benefit from their 

programs; this may include students of various gender, ethnicity, physical disabilities, 

learning disabilities, and socioeconomic statuses. Pretlow and Wathington (2014) found 

that dual credit benefitted both middle class and minority students successfully 

transitioning to higher education classes, increasing college retention rates. As a result of 

dual credit programs, this wide range of students showed higher GPA rates and overall 

college enrollment than females, upper class, and high achieving students who would 

typically excel in college (Edward & Hughes, 2011; Karp, 2007). Students with various 

disabilities also benefit from dual credit programs. According to Getzel and Wehman 

(2005), “Participation in any postsecondary education, whether vocational education 

classes, a college certificate program or even on college course significantly enhances the 

ability of individuals with disabilities to secure meaning employment” (Gilson, 1996). 

Students who are considered low socioeconomic status also benefit from dual credit 

courses due to having the ability to participate in the course while on campus during 

school hours. Students such as the ones who need to participate in dual credit courses 
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offered on campus at their high school campus often work or are the primary caregivers 

for their siblings; therefore, it is beneficial to have the option of either a high school 

teacher instructing the course or a college professor commute to the high school campus 

(Edwards & Hughes, 2011). 

  According to Peng (2003), minority and traditionally disadvantaged dual credit 

students can engage in college-level courses while increasing their confidence in their 

skills by acknowledging “they are capable, erudite individuals who can achieve a great 

deal” (Greenberg, 1988; Hugo, 2001, p. 32).  

Decreased Education Cost 

 Dual credit courses are funded in multiple ways, including funding by parents, 

students, high school districts, and postsecondary institutions. As part of dual credit 

programs, the cost of dual credit courses varies in pricing. To defer the cost directly 

impacting either parents or students, Payton-Adams (2014) notes that some states 

consider allowing Pell grants to aid students in funding their dual credit courses. 

 Houston Community College (2021) allows students to access the same resources 

that general college students have access to; the board of trustees also waived tuition and 

fees for dual credit students. Although there may still be some costs incurred to parents, 

students, high school districts, and postsecondary institutions, participating in college 

courses is still lower than the cost of courses taken after high school graduation. 

Regardless of a student taking dual credit courses, whether on or off their high school 

campus, it still enables students to be able to earn college credit while in high school 

(Bailey, Hughes, & Karp, 2003); therefore, it is still beneficial to participate in the course 

regardless of how it is funded, which is determined by state policy (Cassidy et al., 2021).  
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 According to a 2008 report by the Education Commission of the States, six states 

pay for tuition for dual credit students, while 15 states require districts to pay the tuition 

for dual credit programs and courses for all programs' participants (Cassidy et al., 2021). 

In the remaining 22 states, students are required to fund their tuition with either minimal 

to no provisions for tuition (Karp, Bailey, Hughes, & Fermin, 2005). Considering that 

some of the cost incurred as part of dual credit programs relies on the parents or students, 

schools have found strategies to help mitigate the cost to the student (see Figures 2 & 3).  

 

 

Figure 2. Among schools with students enrolled in grades 9-12, percentage that offered 
dual or concurrent enrollment and how it was funded by community type: 2017–18. 
Adapted from U.S. Department of Education, National Center for Education 
Statistics, National Teacher and Principal Survey (NTPS), Public School Data File, 
2017–18. National Center for Education Statistics (2020). Dual or Concurrent Enrollment in 
Public Schools in the United States.   
Detail may not sum to 100 because schools could select more than one funding source.  
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Figure 3. Percentage of dual or concurrent enrollment students and funding 2017-2018. 
Adapted from The U.S. Department of Education, National Center for Education Statistics, 

National Teacher and Principal Survey (NTPS), Public School Data File, 2017-2018. National 

Center for Education Statistics (2020). Dual or Concurrent Enrollment in Public Schools in the United 
States. 

Detail may not sum to 100 because schools could select more than one funding source 

The National Center for Education Statistics (NCES) Data Point presents information on education topics 

of current interest. It was authored by Soheyla Taie and Laurie Lewis of Westat. Estimates based on 

samples are subject to sampling variability, and apparent differences may not be statistically significant. All 

stated differences are statistically significant at the .05 level, with no adjustments for multiple comparisons. 

In the design, conduct, and data processing of NCES surveys, efforts are made to minimize the effects of 

Non-sampling errors such as item nonresponse, measurement error, data processing error, or other 

systematic error. 

 
 
Benefits of CTE Program 

 According to the U.S. Department of Education (2019), CTE provides a pathway 

for high school students to gain experience in a career field of their choice while 

accommodating the individual needs of each student. Students enrolled in CTE programs 

have a unique advantage in which they can earn college credits for a program of interest 

to them; this also allows them to have a more focused approach to their educational goals. 
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In addition to being focused on one specific program rather than widespread courses, 

CTE students can focus on either completing the particular program or obtaining more 

training after high school.  

 While dual credit students are still enrolled in high school, post-secondary 

education is becoming increasingly necessary in society as the workplace advances. 

Education becomes one of the most valuable assets to the most reasonably well-paid jobs 

(Bailey et al., 2003). Integrating dual enrollment into CTE programs aids instructors to 

achieve goals such as (1) increasing the curriculum to be more rigorous, (2) developing 

the skills needed for college, (3) gaining knowledge of the expectations of postsecondary 

education, and (4) decrease in money spent for items and materials needed for the 

program (Karp & Hughes, 2008).  

 Students enrolled in CTE programs also reap the benefits of enrolling in various 

programs. A study conducted by the Community College Research Center (CCRC) found 

that students who participated in dual enrollment courses overall had better educational 

outcomes than their classmates who did not participate in dual credit courses (Karp & 

Hughes, 2008). Allowing dual credit courses within CTE programs makes the curriculum 

more rigorous and conducive to college-level courses (Karp & Hughes, 2008). In a study 

performed by Karp and Hughes (2008), it was found that students enrolled in the CTE 

program and enrolled in dual credit courses were one percent more likely to complete the 

program and earn their diploma, which is statistically significant.   

 In addition to the benefits of CTE programs, students can see the benefits of a 

higher income with a degree that does not require four or more years to complete. 

According to the U.S. Department of Education (2019), there are 30 million jobs that do 
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not require a bachelor's degree that pays median incomes of $50,000 or higher. Career 

and Technical Education programs allow students to gain these skills towards these 

certificates or degrees while in high school. Table 4, provided by the U.S. Department of 

Education (2019), reflects the current statistics for participating in CTE programs at a rate 

of 77%, reflecting that over three-fourths of students in 2009 participated in CTE 

programs by their senior year in high school. 

 
Table 4 

2009 Ninth Grade CTE Public School Students with Selected Student Characteristics: 

2013 

 

Student characteristic 
Percentage who was CTE 

participants 

Percentage who were CTE 
concentrators 

Total 76.9 (0.92) 36.6 (1.23) 

Sex     

Male 80.4 (1.03) 40.1 (1.42) 

Female 73.2 (1.20) 33.0 (1.46) 

Race/ethnicity     

White 79.7 (0.88) 39.9 (1.27) 

Black 74.6 (2.30) 35.0 (2.74) 

Hispanic 73.7 (2.06) 32.1 (2.81) 

Asian 70.8 (3.46) 27.3 (4.35) 

Pacific Islander 58.7 (16.55) ‡ (†) 

American Indian/Alaska Native 69.0 (8.72) 45.2 (8.97) 

Two or more races 76.7 (2.59) 36.8 (3.47) 

Received special education 
services     

Yes 73.3 (3.35) 34.7 (3.47) 

No 76.1 (1.34) 36.6 (1.69) 

English language learner status     

English as a second 

Language 70.7 (5.39) 27.3 (5.53) 

Not English as second 

Language 77.0 (0.95) 36.9 (1.22) 

 

*Standard errors appear in parentheses 
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College Campus Benefits 

Dual credit students benefit from dual credit programs and courses, but colleges 

also benefit from dual credit programs. School districts and college campuses can create 

beneficial partnerships for districts, schools, colleges, and students. Developing 

partnerships help students beyond their time in high school; they can then transition to 

college with prior knowledge of how college education works. Partnerships can equate to 

articulation agreements between high schools and colleges, which are imperative to the 

students. It reduces tuition costs, repeated coursework, and the time needed to complete 

the degree or certificate (Badolato, 2010; Smith, 2015). 

 Considering all the advantages that are relevant to dual credit programs, the 

overall objective remains constant, which is to: (1) Bridge the gap between secondary 

education and higher education, (2) ease the transition from high school to college, (3) 

expedite the progression of students to receiving a baccalaureate degree, (4) allow more 

space for college students, (5) provide advanced academic options for high school 

students, (6) determinant from replicating of curricula, and (7) build closer partnerships 

between secondary schools and colleges (Peng, 2003).  

Concerns of Dual Credit Programs 

 Dual credit has many advantages; however, various concerns surround dual credit 

programs. According to Smith (2015), there are concerns regarding the rigor of the 

courses, funding, absence from school activities, and grappling of decision-making for 

the program for policymakers. There are also ongoing concerns surrounding the maturity 

of dual credit students, and often students lack the maturity to take full advantage of the 

program successfully. Research by Ferguson et al. (2015) referred to faculty interviewed 
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about dual credit students. One faculty member of the college expressed their concerns 

about students’ emotional maturity stating, “Students were academically prepared, and 

some were extremely gifted; however, their emotional maturity was not on a level with 

other college students. They bring a lot of drama to class.” Concerns also include student 

access, equitability issues, college readiness, and faculty issues (Wozniak & Palmer, 

2013).  

 Course rigor is reviewed as these courses are not an introduction to college but 

actual college courses in which the students earn college credits. Dual credit has gained 

attention nationally when considering the rigor and authenticity of dual credit courses for 

the courses taught on high school campuses by high school teachers (Hughes & Edwards, 

2012; NACEP, 2011). Part of the problem with dual credit courses stems from how high 

school dual credit instructors define college-level and how that affects the rigor of the 

courses while remembering that the students are high school students.  

 Concerns around the funding of credit courses place a financial burden on high 

schools. In Michigan, the funds used to pay for dual credit courses are part of the school's 

foundation grants and per-pupil funds; these funds must cover both the school's operation 

and postsecondary institutions (Michigan Department of Education, 2006b; Woznaik & 

Palmer, 2013). 

 In a study conducted by Wozniak and Palmier (2013), another concern included: 

 College and administrators primarily identified student-based issues as barriers to 

 increasing postsecondary numbers. Student maturity, study skills, and academic 

 ability were highly ranked concerns for college respondents, with only moderate 

 concern for districts and school officials. (pp. 4-5) 
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Table 5 reflects the concerns of dual credit programs that are also deemed barriers from 

least to greatest. Smith (2015) notes that students are typically very familiar with the 

support systems at their local schools; however, dual enrollment students are often 

unaware of their community college campus support systems. 

 
 
Table 5 

Barriers to Increased Dual Enrollment Rank, Ordered Most to Least Significant 
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Educational Standards for Dual Credit Program and Students 

Dual Credit students attending community colleges in Texas receive the same 

education and must follow the same guidelines, whether attending a community college 

or a university. Texas regulates the educational standards of dual credit students from the 

TEA and TACC. Regulated by both, House Bill 1638 states that,  

As codified in Texas Education Code, Section 28.009 (b-1) and (b-2) require 

 the THECB and the TEA to collaboratively develop statewide goals for dual 

 credit programs in Texas. These goals provide guidance to higher education 

 institutions (IHEs) and independent school districts (ISDs) on components that 

 must be in place to ensure quality dual credit programs are provided to Texas, 

 high school students. The statewide goals address enrollment and acceleration 

 through postsecondary education performance in college-level coursework and 

 strong academic advising. (para. 1)  

In 2018, Texas listed four statewide goals for dual credit programs to include: (1) 

School districts and higher education institutions work together to create collaborative 

outreach efforts to inform parents of all pertinent information regarding the benefits and 

costs associated with dual credit students, (2) dual credit programs will assist high school 

students in higher education while creating a successful transition from high school to 

postsecondary education, (3) all dual credit students will receive postsecondary academic 

and college readiness advising and support services to assist with the completion of high 

school courses, and (4) dual credit courses will be rigorous to ensure that students are 

prepared for courses after completion (TEA, 2018a). 
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In Texas, dual credit students are required to ensure the dual credit course and the 

materials, instruction, and method/rigor of student evaluation (TEA, 2019). College 

instructors are not required to obtain certification through the State Board for Educator 

Certification; they must be employed by faculty members of the college or meet the 

minimal requirements of the regional accrediting association and approved procedures 

used by the college to select faculty responsible for teaching the same courses to non-

high school students at the college (TAC, 2019). Instructors must also hold a doctoral or 

master’s degree in the discipline being taught. High school credit cannot be awarded for 

any college course, and these courses must be identified as college-level academic 

courses in the current edition of the THECBs lower-division academic course guide 

manual or college-level technical education courses as defined by the workforce 

education course manual (WECM) (TEA, 2019). 

 The Texas Higher Education Coordinating Board requires the following 

educational standards for dual credit students; the student must meet the minimum 

passing standards under the provisions of the Texas Success Initiative, achieving a score 

of 2,200 or above on the Texas Assessment of Knowledge and Skills (TAKS) in math, 

English, and language arts. They must also achieve a score of at least a three on the 

TAKS writing section. The student earns either a score of 4,000 on the English II State of 

Texas Assessments of Academic Readiness (STAAR) End of Course (EOC) or 4,000 on 

the Algebra I STAAR EOC in conjunction with a passing grade in Algebra II. According 

to the THECB (2016), the student must also receive a combined score of 107 with a 

minimum of 50 on the critical reading or mathematics test relevant to the courses to be 
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attempted. Created by the University of Texas, Figure 4 represents the order in which 

dual credit students receive credit and how they obtain their instructor.  

 

 

 
 

Figure 4. Components of dual credit. Adapted from UT System Study Delved Into Impact 
of Dual Credit Courses on Student Success in College by the UT Systems [UT], 2018. 
 
 

 
Theories Regarding Dual Credit Students 

Theories surrounding dual credit students are limited regarding success and 

retention. Research previously studied suggests that many higher education programs are 

created based on the fundamentals of one or more of these theories. Ryan and Deci’s 

(2000a) Self-Determination Theory, Tinto’s (1993) Critical Theory, and Sweller's (1988)  
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Cognitive Load Theory discusses their theories surrounding the perception of dual credit 

students. The researcher’s findings, conclusions, and three theories are discussed below. 

Ryan and Deci’s Theory 

Self-determination theory is essential in education due to student's natural desire 

to learn, which simultaneously allows teachers to direct their attention to the areas that 

promote student learning; there is also evidence to support the idea that students' basic 

psychological needs are supported by teachers, which allows the students to connect to 

their self-regulation for learning, well-being, and academic performance in which 

correlates with self-determination theory (Niemiec & Ryan, 2009). Ryan and Deci’s 

(2000a) Self-Determination Theory is researched throughout education as it describes the 

constructs needed for self-determination and motivation directly correlating to academic 

achievement (Dare, Dare, & Nowicki, 2015). Ryan and Deci (2000a) state that 

motivation is connected to energy, direction, persistence, and equifinality. Beginning 

with the first component of self-determination theory, two basic types of motivation 

exist: (1) Intrinsic motivation, which is comprised of internal interest (personality), and 

(2) extrinsic motivation is dependent on the performance of a task that is surrounded by a 

reward or an outcome (human motivation) (Garn, Matthews, & Jolly, 2010). Intrinsic 

motivation gives personal satisfaction, which relates to autonomy, recognition, trust, and 

empowerment, whereas extrinsic motivation can be driven by promotion or advancement 

opportunities (Coccia, 2019).  

Simply put, intrinsic motivation involves doing an activity for its inherent 

satisfaction (i.e., Completing a marathon for the fun or challenge of it (internal) and 

extrinsic motivation, where the activity to be done is only out of concern for the 
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outcomes that may lie ahead because of not doing the activity students doing homework 

not because they want to. Still, out of concern, they may experience negative outcomes 

from parents) (Ryan & Deci, 2000b). Self-determination theory relies on the behaviors of 

the individual, including motivation at the internal and external levels. It is said that 

people who act for external reasons are determined by the values and needs of an 

individual (Dare & Nowicki, 2015). An example of this can be compared to a student 

who wants to achieve a high GPA because they desire to get into medical school.  

 Self-determination theory then branches from intrinsic and extrinsic motivation 

to the enlisted three different conditions that aid in the growth of self-determined 

motivation. Three other conditions include (1) autonomy, which is defined as the need to 

feel a measurable amount of control (perception of choosing personal outcomes), (2) 

competence, defined as the need to feel capable within an environment (secure with 

themselves), (3) relatedness, defined as the need to feel connected to others (not feeling 

as they are the only ones that exist within any situation) (Dare, & Nowicki, 2015; Ryan & 

Deci, 2000b). All three conditions can be supported at the educational level for both 

intrinsic and extrinsic motivation with teachers “minimizing the salience of evaluative 

pressure and any sense of coercion in the classroom, as well as by maximizing students' 

perception of having a voice and choice in those academic activities in which they are 

engaged” (Niemiec & Ryan, 2009, p. 139). Coccia (2018) refers to self-determination 

theory as also needing the support of competence, autonomy, and relatedness to reverse 

the possible effects of alienation and ill-being (see Figure 5). Coccia (2018) indicates the 

motivation types within self-determination theory.  
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Figure 5. Motivation and theory of self-determination. Adapted from Motivation and 
Theory of Self-Determination: Some Management Implications in Organization by M. 
Coccia, 2018, p. 225. 
 

 
Tinto’s Critical Theory 

Tinto’s (1993) Critical Theory is one of the most respected theories within the 

education sector. His works create a wide array of theoretical frameworks that allow a 

better understanding of students’ behaviors. Although many revisions to his Student 

Integration Model (SIM) have been accounted for, this model continues to be used as a 

widely accepted model for explaining the phenomenon of student dropout rates. Tinto 

categorizes his initial theory (critical theory) into two subsets that stem from academic 

and social systems. The academic system is based on the formal education a student 

receives to reach their educational goal, including faculty and staff, classrooms, and 

school libraries. The social system is based on students' requirements to thrive in 



48 
 

 
 

everyday life, such as attending to their personal needs, including working, going out 

with friends, and gatherings. Tinto’s theory states students drop out of their courses due 

to a combination of the characteristics of the students and their academic, environmental, 

and social blending. Based on the SIM (see Figure 6), Tinto constructed five categories 

that were researched and found to be a determinant of student failure.  

 

Figure 6. Tinto’s student integration model (retention). Adapted from Student Integration 

Model by T. Yu & J. Richardson, 2016, p. 4. 
 

 
Tinto considers the university environment as a microcosm far less complex than 

society; this model is bilateral as it grasps the idea that student retention cannot be 

attributed solely to the individual or environmental aspects (Villani & Massi, 2015). 

Tinto (1993) later created another model (see Figure 7) that further explained what the 

original five constructs of the model of student retention would suggest when expanded. 

The five constructs are listed from left to right on the model as Pre-Entry Attributes, 

Goals/Commitments, Institutional Experiences, Integration, Goals/Commitments, and 



49 
 

 
 

Outcomes. Comparing the model it shows that students pre-enter universities with their 

various backgrounds, which help to determine their goals and commitments (these vary 

from their intentions, goals, and personal commitments such as taking care of their 

families or jobs), the student then enters colleges and experiences a wide range of 

variances (their academic performance, interactions with faculty and staff, participation 

in extracurricular activities, and involvement with their peers), the student then integrates 

into academics and social constructs which guides where the students commitments will 

be in various ways; the student goals and commitments then vary based on their personal 

intention (what they desire); goal and institutional commitments (balancing their goals 

compared to expectations of university); and their external commitments (family, 

personal, and work), the outcome of the students’ retention is based on the premise of all 

these factors and becomes the determinant of whether the student will drop out. 

 
 

 
 

Figure 7. Tinto’s longitudinal model. 
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Sweller’s Theory 

Focused on techniques that reduce the working memory load of the mind for the 

allotment of long-term memory changes is the primary focus of Sweller’s (1988) 

cognitive theory. Sweller’s Cognitive Theory implies that learning is best achieved when 

synchronized with human cognitive architecture. Human cognitive architecture refers to 

the mind where structures such as working memory (short-term) and long-term memory 

are organized to process information, thus providing the framework for learners to 

encode, store, and modify within the mind.  

The use of short- and long-term memory among various elements displays 

whether the human mind's memory is limited or not. It is suggested that short-term 

memory is limited in the amount of processing sustained; long-term memory allows us to 

perceive, think, and solve problems, resulting in longer processing sustainability. Long-

term memory, also known as schemas, enables multiple elements to be merged into a 

single component. Schema acquisition constitutes a primary factor in determining 

problem-solving skills, the way the skill is best acquired with theoretical and practical 

ramifications (Sweller, 1988). 

Sweller (1988) notes that problem-solving is highly valued, and many theorists 

and educational institutions have heavily emphasized this ability. The cognitive load 

imposed on a person using a complex problem-solving strategy such as means-end 

analysis may be even more crucial in interfering with learning during problem-solving 

(Sweller, 1988). Measuring cognitive load entails enlisting several aspects of a 

production system that provide suitable measures (see Figure 8).  
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Figure 8. Sweller’s cognitive load theory. 

 
 

Perception of Dual Credit Program and Students 

 The perceptions of dual credit programs and the students enrolled vary from one 

opinion to another. Many factors are considered from college, high school, instructors, 

and students. Some of the program's perceptions lack rigor and qualified faculty or 

teachers. Faculty and teachers have expressed concerns on how to properly integrate the 

best teaching methods for dual credit students without compromising the integrity of the 

course. Also included in the perception of those enrolled in dual credit programs include 

the lack of maturity, social time, and college readiness. Accounting for all the perceptions 

that accompany dual credit programs and students, colleges still offer the program, and 

students still continuously enroll in the programs.  

 Dual credit students’ perception of the program includes some of the same factors 

as listed above; however, they have stated that through dual credit coursework, they were 

able to understand the role and responsibilities of college students and were able to 
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accommodate the coursework of a college student (Midcap, 2002; Smith, 2015). It has 

also been reported that students feel that when they complete a course on a college 

campus, it is a more authentic experience than taking it at their designated high school 

(Edwards & Hughes, 2011; Smith, 2015). While the perspective may vary among 

different parties regarding dual credit programs, students enjoy their participation in dual 

credit courses and find them helpful and motivating (Bailey et al., 2003; Orr, 2002; 

Robertson, Chapman, & Gaskin, 2001). A study conducted by Bishop-Clark, Hurn, Perry, 

Freeman, Wright, and Weldy (2010) found that the perception of dual credit programs 

was positive; however, future studies needed to determine if dual credit students cause 

the student not only to feel more prepared for college but also if that translates into 

college admission beyond the dual credit and CTE programs.  

Gender and Ethnicity and Impact of Dual Credit Students 

A study conducted by Pretlow and Wathington (2014) was done to determine if 

the 2005 policy changes include two provisions: (1) High schools must inform all 

students of dual credit programs, and (2) freshmen and sophomores were eligible to 

participate if they were selected. According to Pretlow and Wathington (2014), dual 

enrollment did increase, genders of the student still varied in their participant levels. 

Female student participation did increase, but males remained underrepresented in their 

enrollment levels compared to the percentage of their high school graduates. As it 

pertains to the ethnicity of dual credit students, Pretlow and Wathington (2014) stated, 

“Black and Hispanic students enjoyed the largest gains in dual enrollment participation 

from 2004 to 2006” (p. 47). Although the minority students had the most significant 
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gains, they were still underrepresented compared to the White student participants 

(Pretlow & Wathington, 2014).  

 Mentoring and Support Systems for Dual Credit Students 

 The literature on student support and mentoring support for dual credit students is 

limited. For the current study, a range of concepts was reviewed regarding the consensus 

of college students. Considering that mentoring and support systems are an asset to any 

student pursuing a college degree, it can only be helpful if they participate in the assisting 

programs available. While dual credit students are still enrolled in high school, they are 

considered college students. Therefore, these students are juggling their traditional high 

school workloads and managing their college-level work. Community college students 

must balance many different obligations and may be less prone to engage in college 

support systems (Hill, 2016; Hill & Risolo, 2018).  

According to Edwards and Hughes (2011), student support is essential for the 

success of dual credit students. Cassidy et al. (2021) noted that many dual credit students 

struggle with college expectations; by providing students with the appropriate tools 

needed to be successful in college, students can be more comfortable in college. 

Counselors, advisors, and mentors are those available to dual credit students who can 

ensure that the support needed is appropriately allocated. Mentoring and support for dual 

credit students may be known as one-on-one and group support. The facilitators for these 

support systems can also be peer mentors who attempt to ease the students’ transition to 

college (Hill & Risolo, 2018; Rieske & Benjamin, 2015). Dual credit students have an 

advantage in support programs due to having multiple parties involved in the student's 
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progress, both at the high school and college level; however, these college supports are 

harder to find (Cassidy et al., 2021).  

One concern about the support system is that the students often do not understand 

the amount of support that is available to them; therefore, it is important that the high 

school use advisors who monitor how well dual credit students are doing in their 

workload, rigor, and the management of the expectations for independent learning 

(Cassidy et al., 2021). Schools that make dual-credit students aware of the mentoring and 

support available benefit from having access and assistance in the library, writing and 

math centers, library research support, and college and career advising (Edwards & 

Hughes, 2011; Smith, 2015).  

 Often students who have the most access to mentoring and support systems are 

those from the wealthiest backgrounds, and they are the ones who need it the least 

(Avery, Howell, & Page, 2014). Considering that many of the students in need of 

mentoring and support systems are typically those who may be identified as students who 

may have a more challenging time adjusting to college life; therefore, different support 

systems are needed based on the demographics of students (i.e., low achieving and low 

income). Minorities are typically the dual credit students identified as having lower-

achieving rates compared to other ethnicities of dual credit students. Jackson, Sealey-

Ruiz, and Watson (2014) note that one problem that exists in support and mentoring 

systems is they never address race and remains to be color blind, which does not assist 

with obtaining the proper type of mentoring support needed for student success because 

the students are unable to build a bond with their mentor. For Black males specifically. 

Mentoring stems from the idea of care, which is the kind of mentoring needed to 
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overcome systemic barriers to success (Dolberry, 2020). College counselors who work 

with low-income students have a vastly different role because they focus on the efforts 

and the issues of financing college (Avery et al., 2014). It is essential to understand the 

dynamics of different ethnicities requiring an extra level of support and mentorship, 

especially considering the enrollment statistics of minorities.  

  Within the mentoring and support systems, high school counselors are often 

overworked in their workloads. They are spending much of their time focusing on tasks 

unrelated to the functions of college assistance for students (Avery et al., 2014). Students 

who attend schools with TRIO programs that increase access to higher education for 

economically disadvantaged students; can take advantage of mentoring and support 

systems in which the counselors are not bogged down with the additional work of the 

school, which results in dual credit students being more likely to enroll in college after 

high school (Avery et al., 2014).  

Chapter Summary 

 Although there are many benefits to dual credit programs, there is still a need to 

determine how effective dual credit programs are in completing the Associate degree or 

certificate. Students who desire to enroll in dual credit courses have standards they must 

achieve before enrolling, such as receiving approved scores from appropriate assessments 

like the ACT, SAT, PSAT, PLAN, STAAR, and TSI Assessment. Using the lens of Ryan 

and Deci’s Self-Determination Theory, students also need to connect to their basic 

psychological needs which include autonomy, competence, and relatedness to be 

motivated to consider enrolling in dual credit courses. After the basic psychological 

needs of students have been met, then student motivation can be used as the final 
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determinant to achieve the appropriate scores designated to enroll in dual credit college 

courses. After dual credit students identify and connect to the core of Deci and Ryan’s 

Self-determination theory which involves basic psychological needs and intrinsic and 

extrinsic motivation, dual credit students can better achieve the criteria that measures the 

success and retention of students in higher education learning. The supports in Chapter II 

can serve as factors that aid in the student’s progress, leading to higher success, retention, 

and graduation rates. Chapter III will describe the methodology used in this study.  
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Chapter III 
 

METHODOLOGY 
 

Purpose 
 

 Dual credit students are unique in completing college-level courses while in high 

school, which should aid their future educational endeavors; this study explored the 

challenges that dual credit students face when trying to complete their courses. For 

review, the number of dual credit courses completed was compared to the number of 

dual-credit students who remain in a community college beyond high school. Also, to be 

evaluated will be the success rates of dual-credit students both enrolled in high school 

and after high school completion. This study may aid in developing various metrics to 

minimize the barriers to dual-credit student success, including increasing retention rates. 

Reviewing internal and external student success factors and retention rates guided this 

study.  

Research Design 

 A phenomenological research approach adapted by Jones (2014) was used to 

analyze the data for this study. The design used was described by Creswell (2013) as 

being formed on interpretive frameworks that address the meanings of individuals or 

groups that experience a social or human problem. Researchers who use qualitative 

research design can collect data from participants in an informal and natural setting 

which provides an opportunity for the voices of the participants to be collected (Creswell, 

2013). The study participants allow the researcher to conduct inductive and deductive 

data analysis to search for themes and patterns (Creswell, 2013). Table 6 provides the 

stages in which phenomenological research is designed and themes are found, as 
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Creswell (2013) stated. Figure 9 provides an overview of both the inductive and 

deductive analysis within qualitative data, which aids in discovering explanations and 

phenomena in research.  

 
 
Table 6 
 
The Stages of Interpretative Phenomenological Analysis: The Main Stages 
 

Stage Activity Actions 

1 Reading and re-reading the interview 
transcription 

Significant responses from the 
reader, statements, sentences, or 
quotes are identified in the 
transcripts (open-coding). 
 

2 Identifying themes Identification of and labeling of 
major and minor themes. 
 

3 Structuring the analysis Clusters of themes are labeled in a 
way that captures their essence. 
 

4 Production of a summary table of the 
themes 

Quotations selected that illustrate 
themes, abandoning themes that are 
not well-represented. 
 

5  Construction of a cohesive narrative The narrative is based on the 
summary table; quotes from 
participants are included to add 
depth and richness. 

 
Note. Adapted from Multiple Intelligences and Therapeutic Alliances: Counselors’ 
Experiences of Incorporating a Multiple Intelligence Approach to Counseling by M. 
Pearson, 2014. 
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Figure 9. Approaches to qualitative data. Adapted from Analysis in Qualitative Research 
by V. Ravindran, 2019, p. 41. 
  
 
  
 For this study, a phenomenological qualitative approach was used. The researcher 

understood that participation in this study needed to include a diverse population that all 

experienced the same phenomena. The researcher’s experience instructing dual credit 

students provided the necessary knowledge to collect and correctly interpret the data 

while removing any bias. The researcher ensured that all personal opinions and ideas 

were not interjected while reviewing the participant’s data and findings. The researcher 

used a phenomenological approach to complete the qualitative research design to explore 

and describe student success and retention barriers. While completing this research 

design, the researcher gained knowledge from the participant's perspective on the metrics 

of how dual credit courses have aided in their college educational development. The 

researcher explored the participants' feelings and perceptions of the program while in 

high school and how that has translated beyond high school graduation. By allowing the 

participants to share their opinions and experiences of the dual credit program and its 

effectiveness, the researcher was able determine Ryan and Deci’s (2000a) self-
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determination theory served as probable reasoning to the barriers of student success and 

retention. The following research questions were used to guide the study and understand 

the phenomenon:  

1. What are the obstacles to program completion for multiple groups of students 

enrolled in dual credit programs? 

2. What supports program completion for multiple groups of students enrolled in 

dual credit programs? 

3. What are the perceptions of multiple groups of students regarding their 

readiness for college-level courses beyond the dual credit program? 

Context and Setting 

 The snowball sampling method was used to gain more participants that are not 

easily accessible and match the study's criteria (Mack et al., 2005). The researcher used 

the snowball method to obtain participants from online social media outlets for the 

phenomenological research study. The snowball sampling method was chosen for the 

following reasons: (a) the researcher needed access to a specific sample group of 

participants whose information was not easily accessible through college systems, (b) 

utilizing the snowball method would minimize the number of participants that would not 

fit the criteria of the study.  

Participants 

 The participants in this study were purposefully selected from the population of 

former dual credit participants in Texas. The participants’ demographic information was 

obtained via SurveyMonkey, an online survey tool used to conduct the survey. 

Participants were selected by inviting all high school students who previously 
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participated in the dual credit program and are now high school graduates to join 

SurveyMonkey's online study while meeting specific criteria (see Appendix A). The 

participants must have completed at least one academic year of dual credit courses while 

in high school. In addition to the minimum dual course credit course requirement, the 

participant must either be currently enrolled in college as a freshman or greater, have 

graduated college, or currently not enrolled and must be a minimum of 18 years old and a 

non-minor. After the criteria were met, participants completed an online demographic 

survey and questionnaire via SurveyMonkey. The survey and questionnaire allow 

expanded details from the participants' perspectives via multiple-choice questions, with 

space to add additional comments for each question. Upon completing the survey and 

collecting data, the researcher checked for errors or unfinished surveys.  

Instrumentation 

In reviewing the literature, the researcher compared surveys throughout previous 

research on dual credit students and the barriers to student success. One instrument that 

aligns with the purpose of this study is Jones’ (2014), Dual Enrollment Program 

Participants: Their Experience and Persistence as Hispanic College Students Interview 

Questions. The researcher used Jones’ (2014) survey as the framework for the survey 

utilized for this study and adapted it as needed to accommodate the online questions and 

formatted the survey using SurveyMonkey. The researcher’s survey for this study was 

adapted from Jones’ (2014) entitled Barriers to Dual Credit Student Success and 

Retention. The survey consisted of three parts: (1) A consent question agreeing to 

participate in the survey, (2) a prequestionnaire demographic survey consisting of eight 

questions that provide generic demographic information about the participant and their 
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background, and (3) 16 multiple-choice questions with space for additional comments 

that participants can candidly respond to about their previous experience and perceptions 

of the dual credit program as it relates to each question being asked of the participant. 

Utilizing the demographic and multiple-choice questions with additional comments, the 

participants shared examples, scenarios, and incidences experienced while enrolled in 

their high school dual credit program. This type of survey enabled the researcher to 

collect more information and knowledge about the potential barriers to dual credit student 

success. The researcher reviewed and categorized the responses from participants after 

survey completion. The survey comprised 25 questions, with Questions 1-25 used to 

develop answers to the researcher's research questions. Research Question 1 is associated 

with Survey Questions 12, 17, 19, and 21. Research Question 2 is associated with Survey 

Questions 15, 16, 18, 20, 22, and 23. Research Question 3 is associated with Survey 

Questions 10, 11, 13, 14, 20, 24, and 25. All 25 of the questions aid in determining 

themes and patterns necessary for the phenomenon of the study. All 25 of the survey 

questions aided in determining themes and patterns needed for the phenomenon of the 

study. 

Reliability and Validity 

 The researcher developed validity for the instrument by having the dissertation 

committee serve as the experts in instrumental design. The dissertation committee 

reviewed the design content for accuracy and completion. The researcher remained open-

minded and removed personal bias when collecting and reviewing data. The strategies 

used in this research include: (a) checking for accuracy, (b) using descriptions to explain  
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findings, and (c) presenting any bias from the researcher throughout the research process 

(Jones, 2014).  

Data Collection 

 For this study, approval was gained from the Houston Baptist University (HBU) 

Institutional Review Board (IRB) (see Appendix B). The completed Human Subject form 

was submitted to the HBU IRB to obtain approval to conduct the study. High school 

graduates who were previously enrolled in dual credit programs during their high school 

years participated in this study. 

 To ensure the privacy and anonymity of the participants of the proposed research 

study, responses and personal information were concealed, and permission to participate 

in the study was obtained. Permission of consent question was made available to each 

participant at the beginning of the survey acknowledging their understanding of the 

survey and the expectations before completing the remainder of the survey. After 

completing the consent form, the participant moved forward with the remaining 24 

questions of the survey (See Appendix C). After the survey closed, the researcher 

reviewed the data from all participants and began to search for themes based on 

participants' answer choices and additional comments.  

 Data were collected through participants' responses, including (a) demographic 

data questionnaire and (b) multiple-choice questions from the survey allowing them to 

elaborate more on their answer choices or thoughts about each question. 

 As the researcher's bias was a consideration, the researcher minimized the 

potential for bias in the study by not intervening or altering the participants' commentary 
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or response. Participants' data were anonymous, with no identifying information to ensure 

anonymity.  

Data Storage Policy 

 The encrypted data was saved on two external drives and password protected. 

One external drive was stored in a locked file cabinet in the Center for Research & 

Doctoral Studies (CDRS) at Houston Baptist University. The CDRS stores this data for 

no more than five years. The other external drive was stored in a fire and water-protected 

locked safe at the researcher’s home for no more than five years. Another backup copy of 

the electronic data was held on a password-protected computer for five years.   

Research Bias 

 Researchers must be clear about their biases when completing research to allow 

the opportunity to decide what they think about all the data collected and presented 

(Heath, 1997). Researcher bias is a critical factor when completing qualitative research; 

therefore, the researcher used reflexivity to eliminate bias. A self-reflection was 

conducted using reflexivity within the study to consider and review the researcher’s 

personal biases and predispositions (Milinki, 1999). The researcher was a dual credit 

instructor for the 2020-2021 academic year; therefore, the researcher was careful not to 

interject her personal feelings or experiences into the participants' answer choices. It is 

essential to document any communication with participants verbatim to ensure the 

accuracy of data for the research. The collected data was analyzed using 

phenomenological qualitative data. The researcher viewed the participants' responses, 

providing the data needed to complete the research.  
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Data Analysis 

According to Bogdan and Biklen (2006), “Analysis involves working with data, 

organizing them, breaking them into manageable units, synthesizing, searching for 

patterns, discovering what is important and what is to be learned, and deciding what you 

will tell others” (p. 157). The researcher completed the data analysis of both the 

demographic questionnaire and open-ended survey questions by (1) collecting the data 

from the survey, (2) data was moved to an Excel spreadsheet, (3) data coding using 

columns and rows to search for themes and patterns, and (4) analyzing the data. Coding 

was used to create categories for the data collected, which was used to input participant 

responses into the appropriate categories. After the data were coded and analyzed, the 

researcher reviewed the data responses to search for theme and patterns to determine the 

barriers to student success and retention of dual credit students. Reviewing the transcripts 

after the interview allowed themes and patterns to be identified.  

Chapter Summary 

 This chapter provided a phenomenological methodology for this study. The 

participants were purposefully selected and completed both a questionnaire and an open-

ended survey. Data collection was obtained from demographic information and open-

ended questions. Chapter IV provides the findings. 
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Chapter 

IV                                                                                                                                                                                                                                                                                                            

FINDINGS 

Introduction 

The phenomenology qualitative research methodology was utilized to explore and 

describe the motives of post-high school dual credit students and their perceptions of the 

effects of dual credit programs on their college success and retention. In addition, the 

researcher sought to identify the barriers and contributors to dual credit student success 

and retention while connecting them to Ryan & Deci’s Self-determination Theory 

(2000a). 

 The researcher formulated the study based on a previously administered survey by 

Jones (2014). The survey was modified to accommodate the research performed and to 

aid in identifying the perceptions of former dual credit students. Participant perceptions 

were reviewed to determine other potential factors that may have impacted the 

perceptions of the dual credit program. By approaching the study from this perspective, 

the researcher was able to explore the experiences and perceptions of participants and 

identify corresponding themes related to the phenomenon. The following research 

questions used to guide this study and better understand this phenomenon were: 

1. What are the obstacles to program completion for multiple groups of students 

enrolled in dual credit programs? 

2. What supports program completion for multiple groups of students enrolled in 

dual credit programs? 

3. What are the perceptions of multiple groups of students regarding their 
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readiness for college-level courses beyond the dual credit program? 

Description of the Participants and Their Background 

 The first section of the survey included retrieving demographic information (see 

Table 7) from each participant via an online survey through SurveyMonkey. The 

purposive method included the snowball method, which allowed social media networks 

to gain participants who were not easily accessible to researchers through other sampling 

methods (Mack et al., 2005). The study included 27 participants; seven males, 13 

females, two who preferred not to answer, and five who elected not to respond. 

Participants varied in race, with six being White or Caucasian, five Black or African 

American, six Hispanic or Latino, three Asian American, one American Indian or 

Alaskan native, one Native Hawaiian or other Pacific Islander, and five who elected not 

to respond. The participants’ ethnicities were six identified as Hispanic/Latino(a) and 16 

identified as non-Hispanic/Latino(a).  

 

Table 7 

Participant Demographic Descriptions 

Demographics Response No Response 

Gender: 

Male 

Female 

Prefer not to answer 

 

 7 

13 

  2 

 

 

 

5 
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Table 7 (continued) 

Demographics Response No Response 

Race: 

White or Caucasian 

Black or African American 

Hispanic or Latino 

Asian or Asian American 

American Indian or Alaska Native 

Native Hawaiian or Other Pacific Islander 

Another Race 

 

 

6 

5 

6 

3 

1 

1 

0 

 

 

 

 

 

 

 

 

5 

Ethnicity: 

Hispanic / Latino (a) 

Non-Hispanic / Latino (a) 
 

 

 6 

16 

 

 

 

 

5 

  

  
 The demographic information also included the year(s) and grades of the 

participants in the dual credit program. One participant was in ninth grade, four in 10th 

grade, seven in 11th grade, 10 in 12th grade, and five elected not to respond. Years of 

participation in the dual credit program included one in 1993, one in 2000-2002, one in 

2010, one in 2013-2014, one in 2015, one in 2016, one in 2016-2017, two in 2017, one in 

2017-2019, four in 2018, one in 2018-2020, two in 2019, and one in 2020. Three 



69 
 

 
 

participants provided the grade levels they completed and not the year of participation. 

One participant stated their participation in 9th, 10th, 11th, and 12th grades, two in 11th 

and 12th grades, and five participants skipped both parts of the question. Participants’ 

years of dual credit courses completed at the time of graduation from high school 

included seven participants with one year completed, eight participants with two years, 

four participants with three years, three participants with four years, and five participants 

who elected not to respond.  

 Participants were also asked about the number of college credits earned after 

graduating high school. Participants who earned college credits varied, with 22 with 

credits ranging from 3-to 60 credits. One participant responded that they earned three 

credit hours, five with six credit hours, one with nine credit hours, six with 12 credit 

hours, two with 15 credit hours, one with 17 credit hours, three with 18 credit hours, one 

with 19 credit hours, one with 24 credit hours, one with 60 credit hours, and five who 

elected not to respond. Participants were also asked about their current college states 

within the demographic survey. No participants responded as a freshman, one responded 

as a sophomore, two responded as juniors, four responded as seniors, eight responded as 

college graduates, seven responded as not currently enrolled, and five elected not to 

respond (see Table 8).  
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Table 8 

Participant Educational Demographics 

Participants Grade Level Participated 

Survey Question 2: 

  1 

  4 

  7 

10 

(5 Participants / No Response) 

Ninth 

Tenth 

Eleventh 

Twelfth 

Participants          Years of Dual Credit Courses Completed 

Survey Question  3: 

7 

8 

4 

3 

(5 Participants / No Response) 

1 

2 

3 

4 

Participants College Credits Earned 

Survey Question 4: 

1 

5 

1 

6 

2 

1 

3 

1 

1 

1 

(5 Participants / No Response) 

  3 

  6 

  9 

12 

15 

17 

18 

19 

24 

60 
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Table 8 (continued) 
 

Participants Grade Level Enrolled 

Survey Question 5: 

0 

1 

2 

4 

8 

7 
 
(5 Participants / No Response) 

 

Freshman 

Sophomore 

Junior 

Senior 

College Graduate 

Not Currently Enrolled 

 
 

 
Reliability in qualitative research includes ensuring the data collected is credible, 

transferable, dependable, and can be confirmed (Kirk & Miller, 1986). Creswell (2014), 

suggests that transferability is important in research because it identifies the standards of 

the study's results and how they can be transferred to various settings. The researcher 

included the demographic survey and responses to ensure the transferability of research 

to the topic being studied. To ensure the data collected was analyzed efficiently, the 

researcher used Creswell’s (2014) components of data analysis, which include reading 

through transcripts to identify key phrases that directly correlate to the phenomenon and 

then developing themes based on the data while providing exhaustive descriptions of the 

phenomenon.  
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Research Question One 

Participants answered Survey Questions 12, 17, 19, and 21 that applied to 

Research Question One: What are the obstacles to program completion for multiple 

groups of students enrolled in dual credit programs? The survey questions allowed the 

participants to select responses from multiple choice selections while also allowing an 

explanation of their response to the question-and-answer choices. Question 12 explored 

the participants' thoughts and beliefs about college before entering the dual credit 

program to determine if any preconceived views may alter their decisions about the dual 

credit program. Thirteen participants responded with positive thoughts and beliefs about 

college, none responded with negative thoughts and beliefs about college, nine responded 

with neutral thoughts and beliefs about college, and five participants elected not to 

respond.  

Question 17 explored the least beneficial aspects of the dual credit programs 

regarding the participants' college experience. One participant responded about class 

sizes, 11 responded about the support of community college, 10 responded with 

inadequate resources, and five participants elected not to respond. Question 19 explored 

the non-academic factors that contributed negatively to the participants' academic success 

and persistence in college. Four participants responded to student experiences as a 

negative factor, 10 responded to work-life commitments as a negative factor, three 

responded to family support as a negative factor, five responded to the affordability of 

college as a negative factor, and five were elected not to respond. Question 21 explored 

the academic factor(s) that contributed negatively to the participants' academic success 

and persistence in college. Four participants responded that student academic support 
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contributed negatively to academic success and persistence in college. Two participants 

responded that the rigor of courses contributed negatively, 10 responded that the limited 

availability of degree plans contributed negatively, six responded that the connection to 

the subject material contributed negatively, and five participants did not respond.  

Participants were given an opportunity to provide additional comments to each 

question. Participants' additional comments were taken verbatim, and all punctuations 

and grammar were of the participants. Results of the data include: 

Question 12  

1.  “My family all had some form of a degree and were doing well so I assumed it   

was because of their education.” 

2.  “I had no positive nor negative opinions.” 

3.  “I wasn’t around anyone that had went to college, so I had mixed reviews.” 

4.  “I wasn’t sure if college was really for because I didn’t want to be in for a 

long time.” 

5.  “I thought highly of a college education.” 

6.  “Family made sure I was going to college, so everything I had been told was 

positive.” 

7.  “Ever since I was young, I always wanted to go to college. After attending 

dual credit classes, it fueled my beliefs even more. I saw the freedom college 

gives you, and I could not wait to get to a university.” 

8.  “I am a first-generation college student. Growing up, my family did not push 

college on me because they did not graduate from college. However, I played 

competitive softball and aimed to receive a scholarship to play at the 
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collegiate level. I think my aspiration to play in college prompted me to want 

to go to college since I was a young girl.” 

Question 17 

1. “We had no additional information about the program from the college beyond 

registering.” 

2.  “We had poor technology at our schools which made it difficult for our 

instructors to teach effectively.” 

3. “The college did not offer additional support beyond our high school support 

system.” 

4. “Not having access to physical books was challenging because I am a visual 

learner.” 

5. “Rarely did I get any other information from the community college if it did 

not come through our advisors.” 

6. “I never needed the community college for any resources.” 

7. “There were not enough materials to help with the learning materials.” 

8. “Cannot answer. Not applicable to my situation.” 

Question 19 

1. “I didn’t like the track of programs offered and wanted more advice on what 

those courses could have been used for another degree.” 

2. “I didn’t form relationships while in the program or college due to the lack of 

knowledge of school groups.” 

3. “I had no support systems at home.” 

 



75 
 

 
 

4. “As a student, when teachers came to the campus, I felt as if it wasn’t real 

classes, so I did not try hard to pass the course.” 

5. “Working to help my family and go to school has been a lot to manage. 

6. “Personally, I received scholarships, but otherwise, it would have been much 

more difficult to complete my degree.” 

7. “I do not have much support from my family as much as I like to think I do. I 

have to work extremely hard in college to support myself financially. I wish I 

had the financial support from my family so that I could focus more on 

classwork rather than working full-time.” 

Question 21 

1. “I wanted to drive trucks, and the programs that were offered to us did not 

offer that plan.” 

2. “If a student was not doing well, there were no options to get additional help 

to manage the coursework.” 

3. “Some of the material taught I did not feel was relatable to the current times, 

nor did I see a need to learn those things.” 

4. “There were not enough degree plans available to us which made many 

students not want to take the courses.” 

5. “Some classes took while in the program I didn’t feel like related to what I 

really wanted to do.” 

6. “The question is required, but none apply to me.” 

7. “Impact was minor. I didn’t do as great in courses that I had to take to fulfill 

degree requirements but were not part of my major.” 
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Summary of Findings for Research Question One 

The summary of findings for Research Question One includes an overview of the 

participant's perceptions of the obstacles to program completion for dual credit programs. 

Overall arching themes were discovered after reviewing the participants' answer choices 

and additional comments. One theme emerged from participants' additional comments 

pertaining to Question 17: the college's support was lacking in providing further 

information about the program and the lack of learning materials. The theme was also 

connected to the participants' response rankings of community college support and 

inadequate resources. The lack of support offered by the college was an obstacle to 

program completion. One theme emerged from participants' additional comments 

pertaining to Question 19. Participants' lack of family support was the overall arching 

factor that contributed negatively toward academic success and persistence in college. 

Limited to no family support included the participants needing to help provide additional 

income to the household. Participants need to pay for college without financial assistance 

from family; challenging home lives were listed as obstacles to student success and 

persistence in college. One theme emerged from participants' additional comments 

pertaining to Question 21, limited degree plans offered to the participants contributed 

negatively to their academic success and persistence in college. Limited degree plans 

were also identified as obstacles to student success and retention. Participants expressed 

that the dual credit program and its available courses/degree plans did not connect the 

participants to the degree they desired to pursue or their interests. The identified themes 

were supported by Questions 17, 19, and 21 of the survey and connected to Research 

Question One and the perceptions of obstacles to program completion.  
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Research Question Two 

Participants answered Survey Questions 9, 15, 16, 18, 20, 22, and 23 that applied 

to Research Question Two: What supports program completion for multiple groups of 

students enrolled in dual credit programs? The survey questions allowed the participants 

to select responses from multiple choice selections while also allowing an explanation of 

their response to the question-and-answer choices. Question 9 explored why participants 

decided to enroll in the dual credit program. Nine participants responded to earn college 

credit, one responded about the ease of transitioning from high school to college, six 

responded to decrease future education costs, six responded to increase the chances of 

being admitted to a university after high school graduation, and five were elected not to 

respond. Question 15 explored how the dual credit program prepared participants for the 

non-academic experiences of college. Nine participants responded none, four responded 

minimally, eight responded average, and one reported above-average about how the dual 

credit programs prepared them for college experiences. Question 16 explored how 

various aspects such as class sizes, support of community college, and adequate resources 

were considered beneficial to the college experience. 

Sixteen participants responded that class sizes were beneficial to their college 

experience. Four participants responded that the community's support was beneficial, two 

participants responded that having adequate resources was beneficial, and five 

participants elected not to respond. Question 18 explored the participants' perceptions of 

non-academic factors that contributed positively toward academic success and 

persistence in college. Five participants responded that student experiences contributed 

positively, one participant responded community belonging contributed positively, eight 
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responded family support contributed positively, eight responded affordability of college 

contributed positively, and five respondents elected not to respond. Question 20 explored 

the academic factors that positively contributed to the participants' academic success and 

persistence in college. Nine participants responded that student achievement was a 

positive academic factor contributing to academic success and persistence in college. One 

participant responded about academic rigor, six responded to the variety of courses 

available, six responded about having a dedicated degree plan track, and five were 

elected not to respond. Question 22 explored the participants' perceptions of the staff and 

faculty at the college and their role in college persistence. Eleven participants responded 

yes as having a role in participants' college persistence, 11 responded no, and five 

participants elected not to respond. Question 23 explored the participants' perceptions of 

family, friends, and peers regarding college persistence. Seventeen participants responded 

yes that family, friends, and peers were influential in college persistence, five participants 

responded no, and five participants elected not to respond.  

Participants had the opportunity to provide additional comments to each question.  

Participants' additional comments were taken verbatim, and all punctuations and 

grammar were of the participants. Results of the data include: 

Question 9 

1. “I got in the program to see if college was for me.” 

2. “Couldn’t afford college, so this was the best way to get some courses without 

a high expense.” 

3. “I wanted to get into a good university.” 

4. “Dual credit was offered as a means to get into our top college choices.” 
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5. “Also, my mother worked at my school and made sure I enrolled in these 

courses to ensure I would not have a lot of tuition left to pay after high school 

when working towards my bachelor's.” 

6. “The level of math I was at was not taught in our homeschool community. 

Additionally, I wanted to lower the number of math courses I would need to 

take in college.” 

7. “I wanted to earn college credit to decrease the length of time spent in 

college.” 

8. “Honestly, we didn’t have a choice. I went to a magnet high school for design 

and architecture (DASH) in Miami, FL. Depending on our concentration 

(mine was Architecture/Interior Design), we are given a class schedule that 

includes courses related to our concentration. At the time I thought I wanted to 

be an architect, but after being in that high school, I learned that I didn’t like 

architecture or art that much and that my gifts were elsewhere. I was one of 

only five or six students in a graduating class of 111 that went to a state 

university. Seventy-five percent of the class went to design schools. Schools 

that recruited our students were always very impressed that we were taking 

college-level design classes, so that’s probably why the administration had us 

do it. Plus, many of the students in my school were low-income, so it helped 

cut costs for them no matter where they went. My parents appreciated this 

perk as well, I am sure.” 

9. “At first, I wanted to complete as many courses as I could before I graduated 

high school so that I could be ahead in college; however, as I continued dual  
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credit from my junior year and to my senior year. I wanted to attend all credit 

because it was a cheaper option compared to taking a class at a university.” 

Question 15 

1. “The program didn’t help with managing the expectations of college.” 

2. “I still struggled with outside factors such as additional work required by my 

homeschool.” 

3. “It helped me learn time management.” 

4. “Certain classes were helpful while others did not necessarily prepare me for 

anything outside of just taking the course.” 

Question 16 

1. “Having our books online was helpful because when I needed to do work, 

everything could be done from a computer.” 

2. “Small sizes of the class were helpful in passing; if they were any larger, I 

don’t think I would have passed the course.” 

3. “Small class sizes were helpful in learning.” 

4. “Small class sizes helped me to get more help when needed.” 

5. “None of the above. The benefit was helping me graduate college faster and 

saving money.” 

6. “Taking the credit classes prepared me for the workload at my university and 

prepared me for the level of difficulty in certain classes.” 

Question 18 

1. “I didn’t attend college afterward, so I am going to say it would have been 

affordability.” 
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2. “I can afford to attend a community college because I have some classes out 

of the way.” 

3. “Community as well, for sure!” 

4. “Taking 15 credits before attending my university has saved me $20,000 in 

loans for one semester -haha.” 

Question 20 

1. “I managed to pass the courses, but it didn’t make me stay enrolled.” 

2. “I was proud when I passed the courses even though I did not go to college 

after high school.” 

3. “I was proud of myself when I passed a class.” 

4. “I knew I would pass the courses, so getting a passing grade was all I needed.” 

5. “All of the above!” 

6. “My biggest downfall in college has been procrastination. I am the biggest 

procrastinator on the planet. Nonetheless, knowing I am two semesters away 

from obtaining my bachelor's degree is my motivation to finish school work.” 

Question 22 

1. “Some of our instructors went out of their way to help us navigate the college 

system.” 

2. “A lot of faculty were motivating and tried their best to help us figure out 

what was the best route for us after high school.” 

3. “The staff and faculty I have interacted with have not been very influential to 

me.” 
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4. “My academic advisor and many professors were instrumental in having a 

good experience.” 

5. “Certain staff helped with preparing for different programs if I chose not to 

continue the one offered while in the program.” 

6. “The staff and faculty have advised me on best directions to continue college 

based on my interest.” 

7. “I was pretty self-motivated.” 

8. “My professors from my community college days encouraged me then, but I 

have not thought about them since.” 

9. “The staff really didn’t do much to reach out about anything or helping with 

my degree plan.” 

10. “I have come across the most supportive professors at my university. I am 

extremely grateful for the help of my professors that I have received within 

the past few years, especially during Covid.” 

Question 23 

1. “Education was not an option for me; this is embedded in my culture.” 

2. “My mother is a teacher, so she pushed hard for me to go to school.” 

3. “More so in terms of continuing my education because the people around me 

tell me I should.” 

4. “When I considered dropping out and moving to California freshman year, my 

dad told me point blank that it was a bad idea and I wasn’t doing it. LOL.” 
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5. “When the middle of the semester hits and I start to feel burnt out, my friends 

are always there to remind me what I’m working towards and encourage me 

to push through the rest of the semester.” 

6. “No, no, and NO. I cannot emphasize this enough. I am jealous of the kids 

who have parents who support them during their college experience.” 

Summary of Findings for Research Question Two 

 The summary of findings for Research Question Two includes an overview of the 

participant's perceptions of the available supports to aid in program completion for dual 

credit programs. Overall arching themes were discovered after reviewing the participants' 

answer choices and additional comments. One theme emerged from the participants' 

additional comments about Question 9, which included participants' desires to earn 

college credit and the benefits of earning college credit that would aid in the potential 

acceptance to a university. One theme emerged from participants' additional comments as 

it pertained to Question 16, participants noted that small class sizes were a positive factor 

that was beneficial to their college experience. One theme emerged from participants' 

additional comments pertaining to Question 18: college affordability positively 

contributed to academic success and persistence in college. One theme emerged from 

participants' additional comments as it pertained to Question 22, participants responded 

that while in college, the staff and faculty were influential in making the courses 

enjoyable and in assisting with helping to find the best direction to move forward in 

college. One theme emerged from participants' additional comments about Question 23; 

participants responded that outside support from their family, friends, or peers served as 

influential to their persistence in college. Overall, participants identified supports that 
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were the most impactful to them towards degree completion and commented that these 

supports aided in completing the courses. Participants responded that the most significant 

support towards program completion included outside support from systems that included 

family, friends, and peers; it also included financial savings before entering into a 

postsecondary institution and small class sizes available to dual credit students 

throughout the college. It was also discovered that participants often relied on dual credit 

program faculty from the college as advice on methods to navigate through the courses 

and the college system. 

Research Question Three 

Participants answered Survey Questions 10, 11, 13, 14,  24, and 25 that applied to 

Research Question Three: What are the perceptions of multiple groups of students 

regarding their readiness for college-level courses beyond the dual credit program? The 

survey questions allowed the participants to select responses from multiple choice 

selections while also allowing an explanation of their response to the question-and-

answer choices. Question 10 explored participants' overall experiences as dual credit 

program participants. One participant responded that their dual credit program experience 

was poor, six responded fair, 10 responded good, five responded great, and five 

participants elected not to respond. Question 11 explored the participants' perceptions of 

the dual credit program and its influence on attending college after graduating high 

school. Eleven participants responded yes, the program influenced their aspirations to 

attend college after graduation, while the remaining 11 participants responded no, and 

five participants elected not to respond. Question 13 explored participants' thoughts about 

college after participating in the dual credit program. Thirteen participants responded yes, 
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nine participants responded no, and five participants elected not to respond. Question 14 

explored how the dual credit program prepared the participants academically for college. 

Twelve participants responded they were ready for college rigor, seven responded they 

were prepared to mitigate learning tools needed for student success, seven responded they 

were prepared to balance personal and academic life due to dual credit, and five were 

elected not to respond. Questions 24 and 25 explored other unrelated factors to the dual 

credit program that participants felt were meaningful to college persistence and any other 

information they would like to share. Participants were allowed to answer both questions 

without multiple-choice responses and gave their honest opinions. Twenty-two 

participants responded with varying responses; however, the most common themes were 

consistency, dedication, better career opportunities, and reaching desired future goals. 

Participants also responded to the questions by noting that the courses offered were 

helpful, but they did not lead them to the educational or career paths they desired. Due to 

these limitations within the dual credit program, they did not keep up with the program or 

the paths.  

Participants were given an opportunity to provide additional comments to each 

question. Participants' additional comments were taken verbatim, and all punctuations 

and grammar were of the participants. Results of the data include: 

Question 10 

1. “I had a good experience, but I still did not want to go to school after the 

program.” 

2. “My school was very ineffective at informing of the expectations of the 

courses, and often I struggled to pass.” 
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3. “The program was okay but was limited in degree options.” 

4. “The program was okay, but it did not help me to make a decision if I wanted 

to continue school.” 

5. “I don’t think the program was very rigorous.” 

6. “I was a military kid, so I don’t think I was in the program long enough to get 

a good idea of it.” 

7. “Going to campus classes were good, but when the teacher came to us, it 

wasn’t the same experience.” 

8. “I had no bad experiences with the program.” 

9. “I was very fortunate to have had amazing teachers guide me along the way. 

My success is because of the teachers who pointed out my faults during my 

academic journey and created an environment for me to grow.” 

Question 11 

1. “After my experiences, I determined college was not for me.” 

2. “I knew I would go to college. I just wanted to get some classes done so I 

would not have to pay for them in college.” 

3. “There were a lot of instructors that didn’t give students the attention needed 

to pass the course.” 

4. “I knew that I would be able to handle the classes after already completing 

several college courses.” 

5. “It gave me the motivation to continue because I already had credits that were 

applied to my degree.” 

6. “I was already accepted to college when I took this course.” 
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7. “I chose to pursue college but not within the program that was offered while 

in the program.” 

8. “I knew I wanted to attend college even before even attended dual credit 

courses.” 

Question 13 

1. “It seemed to be more work, and taking unnecessary classes that weren’t 

helpful to what I wanted to do was not something I wanted to do.” 

2. “I think I could have made it, but I did not have a good experience.” 

3. “I didn’t have any experiences that made me feel better about college.” 

4. “I had a positive viewpoint, but after experiencing the courses, I was able to 

see that college is about time management.” 

5. “It seemed like it wouldn’t be bad to do; I just needed to be focused.” 

6. “I knew that college would not be easy, but after dual credit courses, I figured 

I could handle it.” 

7. “I no longer think of college as a huge challenging thing, but more of a 

privilege that I have to move up in the world. My perspective on the 

academics is more negative now.” 

8. “I knew that college was the right decision for me but not the path my family 

wanted for me. That was because of the dual credit program in which I found 

what I really wanted to do.” 

9. “Perhaps just in terms of the student-professor relationship, getting a first-

hand look at what that was like.” 

10. “I felt it would be easier than what my original ideas were.” 
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11. “I learned that college professors care more than high school teachers say. In 

my dual credit program, I got to know some of my professors, and they are 

really there to help you succeed and want to help you. They are truly 

passionate about what they are teaching and encourage a lot.” 

12. “My answer to this question is 50/50. I did not know what to expect, nor was I 

discouraged from attending college after attending dual credit courses.” 

Question 14 

1. “I learned how to rely on internet resources for learning.” 

2. “It would have been easier to go to a community college after graduation 

because I had college credits.” 

3. “I learned to balance my workloads.” 

4. “I knew I would be able to handle the classes that were needed to complete 

the degree, which I really wanted to do.” 

5. “None of the above. All of the credit I earned were applied as elective credits. 

I would say that none of the classes I took for dual credit really helped me for 

college because I was not a design major.” 

6. “Without a doubt, I/O my success to my door credit teachers/professors. 

Summer Creek high school prepared me for college in the best way possible. I 

am so grateful to have had the opportunity to attend dual credit classes while 

in high school. Taking dual credit classes while in high school prepared me 

for my academic journey that has been continued at Sam Houston State 

University.” 
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Question 24 

1. “I chose not to attend college after high school because I did not need a degree 

to do what I wanted, which was becoming an entrepreneur.” 

2. “If we would have been exposed to more of the college experience, I think I 

would have went to college.” 

3. “My dedication alone got me through college. The program just helped to get 

some additional classes done early and free.” 

4. “The most helpful would be my self-motivation which would help me and my 

little brother.” 

5. “Consistency, ensuring that I was dedicated to my classes and coursework.” 

6. “I am not currently enrolled in college and did not finish. This had nothing to 

do with the program, though; I followed my parents' footsteps and went to the 

military.” 

7. “The most helpful were the basic classes that were not towards a program that 

I didn’t desire to do (just basic courses that could transfer to a bachelor).” 

8. “Societal pressure and fear of not finding a job I enjoy without a degree.” 

9. “The need to support my family and myself.” 

10. “N/A” 

11. “The most meaningful factors were to ensure I finished school to help my 

mother once I was done graduating.” 

12. “The counselors on my high school campus helping me make these 

decisions.” 

13. “Student activities and athletics.” 
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14. “Family and Friends.” 

15. “I am a first-generation student, so it was important to continue to move 

forwards in my classes to better help my family.” 

16. “Ever since I was little, I knew I would go to college. Persistence came from 

knowing I could make money with an engineering degree.” 

17. “Interest in the career field I have chosen.” 

18. “Future goals.” 

19. “High school preparation, particularly the AP courses, and self-motivation to 

make something of myself. (i.e., societal expectation). 

20. “Getting involved really helped me in lots of ways. I met a lot of encouraging 

friends and mentors. When I have had mental, spiritual, emotional, or school 

problems having those connections through clubs or organizations really 

influences the time you have in college.” 

21. “The teachers I’ve had, made a big impact on my persistence because they 

were actually there for you and wanted to help.” 

22. “My motivation for completing my undergraduate degree is my aspiration to 

become an LPC. There is nothing that I would rather want to do than become 

a therapist and help people. There are many other careers I have thought of 

that do not include a college degree. However, I always find myself wanting 

to become an LPC over anything else.” 

Question 25 

1. The programs offered to students should be thought through to see if they are 

something students want to do beyond those.” 
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2. “Dual credit courses should be held at the college for the real experience of 

college life.” 

3. “No.” 

4. “I would have done well in college, but I had to take care of my siblings as 

almost his primary caregiver.” 

5. “I think the dual credit program was okay, but many students often 

complained about the lack of courses that were of interest to them.” 

6. “I was only in the program for a year, but I think if I had been in there longer, 

I would have probably considered college.” 

7. “Dual credit courses were helpful; however, they did not keep me in school 

because the programs that were offered were not anything I really wanted to 

do.” 

8. “N/A” 

9. “No.” 

10. “N/A” 

11. “I would like to share that the dual program was beneficial while in school; 

however, the program I was in was not something I chose to stick with once I 

graduated.” 

12. “No.” 

13. “N/A” 

14. “No.” 

15. “No.” 

16. “The dual credit program is great, and more students should take advantage. 
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Unfortunately, I was “young and dumb” and couldn’t take advantage of the 

program as well as I could have. Receiving a C and a D in my two classes. 

Eventually, I became successful in college and became a much better student, 

learning how to study in upper-level classes.” 

17. “No” 

18. “Dual credit programs are highly beneficial.” 

19. “No.” 

20. “Nope.” 

21. “Dual credit should be available to students as low as the 9th grade because at 

my school; I could only start in 11th grade. Not all dual credit was available 

so early on.” 

22. “My school counselor was the biggest support in going to college. He 

believed in me and even helped me applied to different colleges in the state of 

Texas. Without his help, I don’t think I would have gone to college. His 

support is something that I have carried with me throughout my academic 

journey and will continue to carry with me when I become an LPC.” 

Summary of Findings for Research Question Three 

 The summary of findings for Research Question Three includes an overview of 

the participant's perceptions of the available supports to aid in program completion for 

dual credit programs. Overall arching themes were discovered after reviewing the 

participants' answer choices and additional comments. Question 3 also utilized the 

demographic section of the survey, Questions 2-8, to identify any existing themes; 

however, no themes were found, except for noting the participants of the study, including 
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a significant proportion of minorities supporting previous research documenting the 

benefits dual credit courses for minority students. One theme emerged from participants' 

additional comments about Question 10; participants noted the dual credit program was 

okay; however, there were struggles with the rigor of the program and its limitations on 

degree selection. One theme that emerged from participants' additional comments about 

Question 11 was that participants had already predetermined they would go to college 

even if they had not participated in the dual credit program. Participants overall arching 

theme to Question 13 was neutral in their thoughts about college after participating in the 

dual credit program. The theme from Question 14 included participants noting that dual 

credit programs also helped prepare them for college rigor as it connects to Research 

Question Three. Questions 24 and 25 emergent themes included participants reporting 

consistency, dedication, better career opportunities, and reaching towards desired future 

goals as the reason for their college persistence unrelated to the dual credit program. 

Participants also responded to the questions by noting that the courses were helpful; 

however, they did not lead them to the educational or career paths they desired. Due to 

these limitations within the dual credit program, they did not keep up with the program or 

the paths. In the open-ended questions, participants also expressed how external 

motivators were directly correlated to either continuing or not continuing their 

persistence in college. Participants identified their perceptions of dual credit programs 

and their effects on their experiences, influences, thoughts after participation in the 

program, and academic preparation. Participants generally suggested that the dual credit 

program did not necessarily influence their decision to pursue college; however, positive  
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contributors to their experiences included the college dual credit program faculty, a 

motivator in helping participants navigate through courses and career choices.  

Chapter Summary  

An overview of the findings of each research question was provided based on data 

collected from the online survey platform SurveyMonkey. Participants were asked a total 

of 25 questions, including demographic questions. The questions consisted of multiple-

choice answers with additional comments to be allowed to ensure the participants would 

be able to explain their choices to the questions further. Themes emerged from each 

research question, divided into three categories: obstacles, supports, and perceptions of 

the dual credit program. Within each category, the themes are as follows:  

• Research Question One Themes: Supports of College, Inadequate Resources, 

Family Supports, and Limited Degree Plans 

• Research Question Two Themes: Earn College Credits for Acceptance to a 

University, Small Class Sizes, Financial Savings, Faculty and Staff, and 

Outside Supports 

• Research Question Three Themes: Acceptable Program that Rigor was 

Challenging, Attendance in College Regardless of Program, Perceptions of 

Program after Enrollment, Academic Readiness, Consistency, Dedication, and 

Undesired Career Path.  

Chapter V includes a discussion of the results, implications, recommendations, 

conclusions, implications for future practice, and recommendations for future 

research.  
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CHAPTER V 

DISCUSSIONS, IMPLICATIONS, RECOMMENDATIONS, AND 

CONCLUSIONS 

Discussion 

 The researcher aimed to explore the perceptions of former dual credit students and 

the phenomenon that surrounds the barriers to dual credit success and retention for this 

study. Student success is defined as six components: academic achievement, satisfaction, 

acquisition of skills and competencies, persistence, attainment of learning objectives, and 

career success (York, Gibson, & Rankin, 2015). As noted by Seidman (2004), student 

retention uses the same components as program retention, so it is important to note that 

retention should be viewed as a means of student achievement that is linked to whether a 

student has graduated or not in their intended major chosen when first entering college. 

For this study, the components for both student success and retention were used to shape 

the questions for the participant survey. 

 The researcher purposefully sought former dual credit students who had previous 

experience with dual credit programs utilizing the snowball method. The snowball 

method proved to be effective in obtaining participants for the survey. An introduction 

flyer to the survey with participant required criteria was generated and shared among 

various social media outlets to attempt to reach participants who met the selected criteria. 

The criteria for participants included the following: (1) Being at least 18 years of age or 

older, (2) completing one or more academic years of dual credit courses, and (3) currently 

enrolled in college or completing college. Participants with at least one year of dual credit 

course experience provided an in-depth review of the program from their perspective, 
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which would serve to discover potential positive and negative impacts of the dual credit 

program while in high school and upon graduation from high school. The data collected 

from participants through the online platform SurveyMonkey provided insights into the 

program’s effectiveness, non-effectiveness, retention, and additional commentary that 

would give detailed descriptions of the dual credit program.  

 The survey included 27 participants, of which five elected not to answer any 

questions beyond agreeing to participate in the survey. The data collected from the study 

revealed that participants viewed dual credit programs to have both benefits and 

concerns. In support of the existing literature, as discussed in Chapter II by researchers 

such as Hughes, Rodriguez, Edwards, and Belfied (2012), suggests benefits of the 

program, including increased rigor, acceleration of at-risk students, offering of career and 

technical courses, adjustment to college life, potential degree completion, and decreased 

education cost. Smith (2015) and Wozniak and Palmer (2013) noted the concerns 

surrounding dual credit programs, including student emotional maturity, student access, 

equitability issues, college readiness, and faculty concerns. Considering the data collected 

and the existing research on benefits and concerns around dual credit programs helped 

identify themes that connect to the supports and barriers of dual credit programs.  

 While the research study sought to determine the barriers to dual credit student 

success and retention, it was important to ensure that the survey administered would 

allow participants to answer candidly to ensure the validity of their responses and remove 

the researcher's bias. After completing the survey, the researcher analyzed the data to 

determine the themes from participants' responses and additional comments. Fourteen 

themes were found; however, Chapter V connects the theoretical framework of Ryan and 
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Deci’s (2000a) Self Determination Theory to the participants' perceptions of the dual 

credit program. The researcher found by the completion of this study proved that to have 

student success and retention, participants need to have their basic psychological  

needs met to determine the Intrinsic or Extrinsic Motivation needed to be successful in 

degree completion. 

Research Question One 

Research Question One explored the obstacles to program completion for multiple 

groups of students enrolled in dual credit programs. The significant emergent themes 

included: 

Support of College – In this study, 50% of participants suggested that the dual 

credit program's least beneficial aspects had the college's support.  Participants 

suggested that minimal communication and resources were received from the 

college, which hindered dual credit students from receiving the learning materials 

or additional resources needed to aid in student success. Although TEA (2018a) 

lists one of the four educational goals for dual credit programs, students receive 

access to postsecondary academic and college readiness advising and support 

services. Edward and Hughes (2011) note that student support is essential to 

students' success. If students are not getting the help that is needed, then the goal 

of TEA is not being met, which translates into students struggling with college 

expectations (Cassidy et al., 2021).  

Family Support. The support of family and participants' work-life commitment is 

new information contributing to the barriers to success and retention for dual 

credit students. It would support Tinto’s (1993) Critical Theory, which notes that 
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students' needs should be met; participants' lack of support systems can contribute 

to students dropping out of their courses. In this study, 45.45% of participants 

suggested that work-life commitments were a non-academic factor that 

contributed negatively to academic success and persistence in college. The 

participants' additional comments reflected that family support contributed 

significantly to the selected work-life commitment answer choice.  

Limited Degree Plans. The limitation of degree plans available to students is 

new information compared to the existing research. In this study, 45.45% of 

participants suggested that limited available degree plans contributed negatively 

to their student success and persistence in college. Participants indicated that the 

desired degree of their choice was not made available as an option to pursue, 

decreasing the number of students willing to participate in the dual credit 

program. Participants have expressed a concern that may contribute to students 

not being retained in college after high school, which connects to the theory of 

Deci and Ryan’s Self-Determination Theory and the need for students to have 

relatedness to create the either intrinsic or extrinsic motivation needed for 

academic success. 

Research Question Two 

Research Question Two explored the support to program completion for multiple 

groups of students enrolled in dual credit programs. The significant emergent themes 

included: 

Enrollment Decisions – 40.91% of participants suggested participating in the 

dual credit program to earn college credits in this study. The participants' 
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additional comments indicated that entering the dual credit program aided in 

decreased tuition and provided an opportunity to enroll in the desired college of 

choice. In support of the dual credit program, reduced tuition cost supports is 

consistent with researchers such as Cassidy et al. (2021), which notes the benefits 

of taking a course to earn both high school and college credit which saves tuition 

cost after high school graduation. 

Small Class Sizes – In this study, 72.73% of participants suggested the most 

beneficial aspect of the dual credit program. Although dual credit courses have 

been deemed positive and negative, the findings of small class sizes were new 

information contrary to previous research. Participants indicated that the small 

class sizes offered helped them get the assistance needed from the course 

instructor. 

Financial Savings – Participants chose family support and college affordability in 

this study, scoring 36.36%. Although both family support and college 

affordability scored equally, participants suggested that participating in dual credit 

courses allowed them to save a significant amount of money, which allowed them 

to transfer to a university. As indicated by Cassidy et al. (2021), similar to 

participants' decisions to enroll in dual credit programs, financial savings are a 

positive factor for college retention. 

Staff and Faculty – In this study, participants chose both yes and no regarding 

whether the staff and faculty aided in college persistence. Participants suggested  

that the faculty (professors) were more helpful than the college staff in playing a 

role in the participants' college persistence. The support of the college could 
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translate to the staff and faculty supports made available to students; however, 

there is limited research on the role of faculty aiding in the persistence of dual 

credit students and their college persistence which would suggest these findings to 

be new information.   

Outside Support – In this study, 77.27% of participants suggested that outside 

support such as family, friends, or peers aided their college persistence. 

Participants indicated that friends were the primary source of them persisting in 

college. They also suggested that education was embedded in their culture, so 

college was not an option. Although there was limited research on the effects of 

outside support, such as family and friends, on college retention and student 

success, external support correlates with students' basic psychological needs and 

competence within Deci and Ryan’s Self Determination Theory. The need for 

competence creates a sense of capableness for students. Based on participants' 

responses, the support of family and friends adds to competency, which aids in 

college persistence.  

Research Question Three 

Research Question Three explored the perceptions of multiple groups of students 

regarding their readiness for college-level courses beyond the dual credit program. Six 

themes emerged from Research Question Three; however, the most significant emergent 

themes included: 

Overall Experiences – In this study, 45.45% of participants suggested their 

overall satisfaction with the dual credit program as being good. Participants' 

additional comments also indicated that while their experience was good, the 
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program did not aid in the desire to continue with post-secondary education as 

dual credit participants. Although research suggests that college increases the 

marketability of students (Puyear et al., 2011), the experience of participants in 

the dual credit program contrast with research that indicate that students will 

remain in the program to continue their post-secondary education which 

diminishes the perceptions that participants are in the program to increase their 

job chances.  

Program Influence – In this study, 50% versus 50% of participants suggested the 

dual credit program influenced their aspirations to attend college. Their additional 

comments indicated they had predetermined that they would like to attend college 

before enrolling in the dual credit program. Participants also suggested that they 

entered the dual credit program solely to gain access to college courses to limit 

the number of college classes or tuition paid after high school. There is limited 

research that describes the influences of dual credit programs; however, research 

by Pretlow and Wathington (2014) notes that dual credit program benefits 

students by making the transition to college easier. Therefore, dual credit students 

can decrease the number of courses and tuition needed, which can aid in student 

retention, which benefits both the student and the college.  

Altered Perceptions – In this study, 59.09% of participants suggested that 

college thoughts (perceptions) changed after dual credit programs. Participants 

also indicated that many of the courses taken towards degree completion were not 

aligned with their desired career paths. Participants also suggested that any other 

courses taken towards degree completion would be manageable because of dual 
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credit courses. Research is limited on the dual credit student perceptions of dual 

credit programs; therefore, this information is a new perspective from research 

previously completed. Participants' responses to the manageability of courses 

contradict researchers such as Dougan (2005), who suggests the efficiency of dual 

credit courses is not as rigorous, and the quality of students' understanding of 

subject material is limited. 

Academic Preparation - 54.55% of participants suggested the dual credit 

program prepared them for college rigor in this study. Participants felt they could 

handle the college courses because they had already experienced college and 

obtained college credits. Participants felt they could handle the college courses 

because they had already experienced college and received college course credits. 

Participants' additional comments also indicated that the courses allowed for the 

knowledge of how to handle the workload of college in a post-secondary 

institution. Considering course rigor and participants' response, overall, the 

findings were consistent with researchers such as Cassidy et al. (2021), who 

suggest that students can succeed and have a greater interest in college courses by 

a rigorous course load.  

Implications 

Dual credit programs can allow many students to earn high school credits and 

college credits. Although there are many benefits to dual credit programs, the most noted 

benefits suggest that increased rigor aids in students being prepared for college (Hughes, 

Rodriguez, Edwards, & Belfield, 2012). Although a student may be prepared for college, 

that does not necessarily translate to student success and retention. The research 
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completed provides data collected through participant surveys, and that was used to 

determine the implications of the perceptions of former dual credit participants. By 

researching the barriers to dual credit student success and retention, the researcher 

decided on participants' perceptions of completing the associate degree.  

Andrews (2001) suggests that students do not do well in school because they are 

often not motivated. Based on Ryan and Deci’s (2000a) self-determination theory, 

participants' basic psychological needs were not validated compared to what this theory 

suggests is needed to ensure the outcome of obtaining either intrinsic or extrinsic 

motivation required for student success and retention. The results of the data reveal that 

the majority of participants perceived the dual credit program to be beneficial with key 

factors such as obtaining college credits before high school graduation and financial 

savings; however, it was also discovered that many barriers exist, including lack of 

support that would have aided in participants selecting degree plans or courses that would 

have been more beneficial to their educational endeavors. Participants also offer these 

findings are significant because there is validation that although a student may have 

access to what is perceived as helpful programs such as dual credit, as suggested by 

researchers Hughes et al. (2012), the data discovered from this research shows the 

opportunity to complete a program such as dual credit and its corresponding benefits is 

not enough to ensure that students complete the associate degree.  

Participants' answers and additional comments from the survey suggest that 

participants unable to relate to the course content or material create a disconnect needed 

to support a student's success. Researchers such as Barnett (2011) and Hughes and 

Edwards (2012) suggest that students do not finish college due to not being fully 
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integrated into the college system or being involved in the college experience, which also 

correlated with participants' responses on not feeling supported by the college to ensure 

students had access to the various supports systems available from the college. Providing 

more information about the perceptions of former dual credit students perceptions of the 

dual credit program may provide both secondary and postsecondary institutions with 

information that can aid in the improvement of dual credit programs and the support 

available. The data obtained from dual credit students provides more in-depth details of 

student perceptions that can contribute to previous research on the dual credit program 

problems. The discovery of student perceptions towards dual credit programs and degree 

completion can also aid in developing tools that may mitigate the lack of completion of 

the associate's degree, as suggested by researchers such as Wozniak and Palmer (2013). 

Suggestions to implement for the needs of dual credit students include the following: 

1. Ensure students are made aware of available resources through the college.  

2. Provide a college advisor who is made readily available to dual credit students 

to discuss questions or concerns of students who aid in identifying ways to 

improve student experiences. 

3. Provide required professional development opportunities to dual credit 

instructors to create an ideal learning environment (Gallien & Peterson, 2004). 

4. Ensure supports are in place for students who need assistance in managing 

work-life commitments. 
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Recommendations for Future Research 

 This study revealed former dual credit students’ perceptions of the barriers to 

student success and retention of dual credit programs. The recommendations for future 

research include: 

1. Expand the study to include participants with any amount of dual credit 

experience. While this study primarily focused on participants with one or 

more years of dual credit experience, the researcher may want to gain a more 

in-depth view of the potential barriers from students who may have left the 

program before completing one year.  

2. Expand the study to include both instructors and former students in two 

separate focus groups and select a few participants willing to have an open 

dialogue regarding their perceptions of the program and instructors or 

students.  

3. Limit the number of questions being asked to participants to generate more in-

depth responses to questions that directly correlate with the phenomenon. 

While the research study provided questions that applied to the nature of the 

research, limiting the number of questions being asked could allow 

participants to focus more on questions of interest. 

4. Expand the study to current participants of dual credit programs to gain 

valuable program evaluation in real-time. While there may be limitations to 

discussing the perceptions of minor-aged students, their perspective could 

provide more knowledge about their perceptions and future decisions about 

college, specifically dual credit.  
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5. Compare dual credit programs across states, districts, or community colleges. 

While the research study provided a demographic questionnaire, there were no 

identifiers that would segregate where participants enrolled in dual credit 

programs. By comparing various programs, the data collected would be able 

to be segregated to identify themes and patterns from the perspective of dual 

credit participants not limited to one area. 

6. Compare the perceptions of multiple groups of ethnicities that would identify 

themes and patterns for barriers to student success and student retention for 

each ethnicity group identified. While the researcher of this study collected 

the demographic information of participants, segregating the data by 

ethnicities would aid in determining the support needed for program 

completion for each ethnic group.  

7. Expand the study to include data to research how various participants' 

socioeconomic status influences the barriers and supports to program 

completion and student retention.  

Conclusion 

 As far back as 1955, dual credit courses have allowed students to gain invaluable 

skills for college degree attainment. Although dual credit courses have provided students 

a means to earn college credits while still enrolled in high school, students’ basic 

psychological needs must be met to succeed in retention and college completion. It is 

important to note that although a student may be academically prepared for college, this 

does not translate to college readiness (Barnes, Slate, & Rojas-LeBouef, 2010; Conley, 

2007). Students have access to more opportunities to advance beyond their high school 
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years and often do not place the same values on education as generations before, 

therefore leading to a reduction in student retention. In an ever-changing society focused 

on expanding educational opportunities and the workforce, it is important for all sectors 

of the education system to change and meet the needs of the generations of students who 

are present and future generations. Considering the students who represent the future of 

colleges, it is important to ensure that their voices are heard and that programs are 

designed to meet the needs of the students of the 21st century.  

 Based on the participants' responses in this study, dual credit programs are 

effective for students who already had a buy-in or were offered no choice in going to 

college based on their external motivators. The barriers to dual credit programs for 

student success and retention must focus on connecting the program to meet the students’ 

basic psychological needs, including autonomy, competence, and relatedness. By 

structuring the program, its contents, and degree plans to meet students' needs, the 

program's overall effectiveness can help bridge the gap in education and prepare our 

society for educated, well-versed citizens of our world. The researcher hopes that the 

findings of this study serve as insight into the perceptions of students who have 

participated in the dual credit program. Secondary and post-secondary institutions should 

offer more individual support to students that will aid in connecting to the intrinsic and 

extrinsic motivation of students, which supports the needs of students in student success 

and retention. It is through the student perceptions of this study; the researcher hopes 

further studies will be continued to identify the supports that are needed from both 

secondary and post-secondary institutions to help students achieve their educational 

endeavors.  
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APPENDIX C 
 

PARTICIPANT INTERVIEW QUESTIONS  
(From the work of Jones, 2014) 

 
 

1. By participating in this anonymous study, I understand that I give full consent 
to use my responses for research. I know that I do not have to participate and 
that this survey is entirely voluntary. If I choose to participate in this study, I 
am fully aware that I will be given a pseudonym to provide confidentiality to 
any personal information such as name, number, email, or other personal 
identifiers used for this study. I realize that if I decline to participate in this 
study, my information will not be used in the following study, Barriers to 
Dual Credit Students Success and Retention. By checking Yes, you agree to 
the statement above. 

 
2. In what year(s) and grade in high school did you participate in the dual credit 

program? Calendar Year(s): 
a. Ninth 
b. Tenth 
c. Eleventh 
d. Twelfth 
Please Enter What Year In The Comment Box. 

 
3. How many years of dual credit courses had you completed when you 

graduated high school? 
a. One 
b. Two 
c. Three 
d. Four 

 
4. How many college credits had you earned when you graduated high school? 

______ 
 
5. What is your current college status? 

a. Freshman 
b. Sophomore 
c. Junior 
d. Senior 
e. College Graduate 
f. Not currently enrolled 
 
6. What is your race? 
a. White or Caucasian 
b. Black or African American 
c. Hispanic or Latino 
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d. Asian or Asian American 
e. American Indian or Alaska Native 
f. Native Hawaiian or other Pacific Islander 
g. Another Race 

 
7. What is your ethnicity? 

a. Hispanic / Latino(a) 
b. Non-Hispanic / Latino(a) 

 
8. What is your gender? 

a. Male 
b. Female 
c. Transgender 
d. Non-Binary 
e. Prefer not to answer 

 
9. What made you decide to participate in the dual credit program while enrolled 

in high school? 
a. Earn college credit 
b. Ease of transitioning from high school to college 
c. Decrease future education cost 
d. Increase chances of getting accepted into university after high school 

graduation 
Additional Comments __________________ 

 
10. How would you rate your overall experiences as a dual credit program 

participant? 
a. Poor 
b. Fair 
c. Good 
d. Great 
Additional Comments __________________ 

 
11. Did the dual credit program influence your aspirations to attend college after 

high school? 
a. Yes 
b. No 
Additional Comments __________________ 

 
12. Before participating in the dual credit program, what were your thoughts and 

beliefs about college? 
a. Positive 
b. Negative 
c. Neutral 

 
 Explain. 
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13. Did your thoughts about college change after participating in the dual credit 
program? 
a. Yes 
b. No 

 
 
 
14. In what ways did the dual credit program prepare you academically for 

college? 
a. Preparedness for college rigor 
b. Mitigate learning tools needed for student success 
c. Retainment in college after high school 
d. Balance of personal and academic life 
 
Additional Comments __________________ 

 
15. How much did the dual credit program prepare you for the non-academic 

experiences of college? 
a. None 
b. Minimally 
c. Average 
d. Minimally 
Additional Comments __________________ 

 
16. What aspects of the dual credit program were most beneficial to your college 

experience? 
a. Class sizes 
b. Support of Community College 
c. Adequate resources 
d. Internal motivation 
Additional Comments __________________ 
 

17. What aspects of the dual credit program did you consider the least beneficial to 
your college experience? 
a. Class sizes 
b. Support or Community College 
c. Inadequate resources 
Additional Comments __________________ 
 

18.  Which non-academic factor(s) have contributed positively to your academic 
success and persistence in college? 
a. Student Experiences 
b. Community Belonging 
c. Family Support 
d. Affordability of College 
Additional Comments __________________ 

Explain. 
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19.  Which non-academic factor(s) have contributed negatively to your academic 
success and persistence in college? 
a. Student Experiences 
b. Work-Life Commitments 
c. Family Support 
d. Affordability of College 
Additional Comments __________________ 

 
20.  Which academic factor(s) have contributed positively to your academic 

success and persistence in college? 
a. Student Achievement 
b. Academic Rigor 
c. Variety of Courses 
d. Dedicated Degree Plan track 
Additional Comments __________________ 

 
21.  Which academic factor(s) have contributed negatively to your academic 

success and persistence in college? 
a. Lack of Student Academic Support 
b. Rigor of Courses 
c. Limited Available Degree Plans 
d. Connection to Subject Material 
Additional Comments __________________ 

 
22.  Has the staff and faculty at the college played a role in your college 

persistence? 
a. Yes 
b. No 

 
 
 

 
23. Have family members, friends, or peers played a role in your college 

persistence? 
a. Yes 
b. No 

Additional Comments __________________ 
 

24. What other factors, unrelated to the dual credit program, do you consider the 
most helpful or meaningful to your persistence in college? Please explain. 
 
 
 
 
 

Explain 
 
. 
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25. Is there any additional information you would like to share that I have not 
asked? 
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Karen L. Kimble 
Houston, Texas 

Kimblekl17@gmail.com 
832.768.3948 

 
 
Research and Publications 
 

• Barriers to Dual Credit Success and Retention, Dissertation, August 2018 – May 
2022 

• Mapleleaf Newsletter (Contributor), October 2014 – Current 2022 
• Rams Newsletter / Rams Alumni Newsletter (Editor), June 2018 – May 2019 
• Braves Newsletter / Braves Newsletter (Editor), September 2017 – June 2018 

 
Certificates and Awards 

• Houston Community College Adjunct Academy Certificate, 2019 
• Certificate of Corporate Entrepreneurship, 2008  
• Certificate of ESL Training and Education, 2013 

 
Volunteer Experience 

• Houston Independent School District Legislative Advisory Committee, 2021 – 
Current 

• Maplewood S/N Board of Directors (President, Secretary), 2015-2017 
• St. Francis de Sales School Board, 2020-2021  
• Girl Scouts of San Jacinto (Troop Leader), 2015-Current 

 
Professional Experience 
Adjunct Faculty-Humanities  
HCCS 
2018 - Present  
Faculty in which is responsible for teaching and training in specific disciplined areas to 
both dual credit and adult learners. 
 

• Prepares and delivers instruction to students in assigned modalities (including 
classroom, hybrid, online, etc.). Prepares instructional materials. Provides 
feedback on students' progress, including evaluation of student mastery of course 
and program outcomes. 

• Provides feedback to students in matters related to academic success in a timely 
manner. 

• Prepares and submits required documentation including course syllabi, student 
attendance, course grades, and other information as requested or required by the 
college. Maintains and disseminates current information pertaining to services 
available to students throughout the college. 

• Is familiar with and maintains behavior and actions consistent with college 
policies. 
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• Maintains professional development/growth according to personal needs and 
requirements for certification.  

Part-Time Faculty-Humanities  
San Jacinto College  
2018 – 2019 
 
Faculty in which is responsible for teaching and training in specific disciplined areas to 
both dual credit and adult learners. 
 

• Prepares and delivers instruction to students in assigned modalities (including 
classroom, hybrid, online, etc.). Prepares instructional materials. Provides 
feedback on students' progress, including evaluation of student mastery of course 
and program outcomes. 

• Provides feedback to students in matters related to academic success in a timely 
manner. 

• Prepares and submits required documentation including course syllabi, student 
attendance, course grades, and other information as requested or required by the 
college. Maintains and disseminates current information pertaining to services 
available to students throughout the college. 

• Is familiar with and maintains behavior and actions consistent with college 
policies. 

• Maintains professional development/growth according to personal needs and 
requirements for certification.  

 
 
Associate Teacher  
Houston Independent School District  
2012 - 2016  
 

• Instruct assigned classes while assuming same responsibilities as teacher. 
• Verifies attendance of students and reports absences and tardiness in timely 

manner. 
• Maintains normal routine and environment of classroom while still providing 

appropriate learning strategies for students. 
• Encouraging students to complete their work correctly and efficiently. 
• Identifying and explaining different learning concepts that may be non-traditional 

for easier understanding of subject matter. 
• Ensuring safety of students by providing various methods of travel from 

classroom to building. 
• Develop lesson plans that are conducive to the vertical alignment matrix. 
• Ensuring the teachers ability to restart their lessons on time upon returning to the 

classroom.  
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Substitute Teacher  
Houston Independent School District  
2013 - 2015  
 

• Administers school curriculum that is consistent with Archdiocesan goals and 
objectives. 

• Promotes a classroom environment that is safe and conducive to learning for 
individualized and small group instruction. 

• Conducts persistent assessment of student learning, and modifies instructional 
methods to fit individual student's needs, including students with special needs; 
conducts individual and small group instruction as needed (as defined by the 
regular classroom teacher through the daily lesson plans provided). 

• Ensures that student conduct conforms to the school's standards and Archdiocesan 
policies and establishes and maintains standards of pupil behavior needed to 
achieve a functional learning atmosphere in the classroom. 

• Ensure safety of students in activities that take place in/out of the classroom.  
 
Development-Advancement Director 
Archdiocese of Galveston-Houston (St. Peter the Apostle Catholic School/Holy Ghost 
Catholic School) 
2018 - 2020 
 
Director in which is proactive in communications, fundraising and marketing of targeted 
market area. 
 

• Promotes and communicate the mission and activities of the Archdiocese. 
• Create collateral materials needed for publication within mass media.  
• Develop and manage various metrics of communication within public and private 

sector. 
• Prepares and distributes materials utilized for generating revenue and in-kind 

gifts. 
• Assist with budget preparation and tracking. 
• Grant writing to secure additional funding.  
• Construct student enrollment utilizing various methods of social media, 

recruitment events, and publications.  
• Planning, tracking and successful implementation and reporting of events and 

programs.  
• Plans, organizes, and develops methods for increasing alumni and volunteer 

participation to meet the ongoing needs of the organization. 
• Creates and manage a portfolio of alumni, volunteers and donors utilizing various 

metrics. 
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Compliance and Approvals Director  
Maplewood S/N Community Association  
2017 to Present  
 
Serve as the liaison and first point of contact for constable program within contracted 
current and outlying community areas and businesses. 
 

• Develop, overseeing and implementing strategic methods to create maximum use 
of security program.  

• Create and proofread efficient documents that allow for easy access on both 
parties including constables, residents, and businesses. 

• Creating documents utilizing various digital marketing and media methods that 
are used for various media outlets including press, social media, and public 
meetings. Implementing policies, regulations and rules. 

• Updating and streamlining practices and usage of files to bring to current 
standards. 

• Provides administrative support to various levels of management. 
• Maintaining professional partnerships that are vital for continued growth within 

the program using various methods of social media and communication. 
• Identifying and targeting problem areas and developing various methods for 

resolving.  
 
Community Relations Director (Marketing) 
Chick-fil-A Meyerland Plaza  
2016 - 2017  
 
Serves as primary point of contact for the direction, development, and growth of 
partnerships with emphasis on sales and purchases. 
 

• Identify areas of growth and advancement within community. 
• Management of team for maximum implementing of the company’s primary 

avenue to business operations.  
• Negotiate/Renegotiate contracts for partnerships for company growth and 

community presence.  Seek strategic partnership opportunities within community 
and schools. 

• Utilize social media and print to promote events and products. 
• Write and edit documents needed and required for distribution. 
• Provide administrative support to various levels of upper management to assist in 

task required. 
• Develop and oversee community events including utilizing partnerships for 

continued mission of company growth.  
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• Executive Educational Leadership, EdD (Candidate) 
Houston Baptist University 
August 2018 – May 2022 

 
• Masters of Liberal Arts 

Houston Baptist University 
August 2014 – December 2016 

 
• Bachelor of Science in Psychology / Global Business 

University of Houston 
August 2006 – May 2008 
 

 
 
 
 


