From Dialogue to Collaboration
in Dual-Credit Programs

Caroline Wilkinson

This article examines the experiences of two high school dual-credit instructors
as they teach composition for the first time and take a graduate-level pedagogy
course. Drawing from interviews with students and instructors in a dual-credit
program, this study finds that although many WPAs professionalize high school
dual-credit instructors, there is not enough research on the experiences of this
new labor force in composition. This research reveals the tensions in developing
a course that is equivalent to on-campus courses, creating a bilateral relation-
ship between secondary and postsecondary instructors, and risking the profes-
sionalization of composition when professionalizing dual-credit high school
instructors. The article argues for reflecting on high school instructors’ experi-

ences and struggles as they become a growing labor force for WPAs.

As high school students look for ways to build college credit, dual-credit
courses have become an increasingly popular option.! More than 1.4 million
high school students in the United States take dual-credit courses each year
(“Fact Sheet”). Increasingly, secondary schools are the sites of dual-credit
conferral, where 77% of dual-credit students take their courses. Nearly half
(45%) of postsecondary institutions with courses taught at a high school
campus utilize high school instructors to teach dual-credit courses (“Fast
Facts”). Many composition educators feel a real anxiety about high school
instructors teaching dual-credit composition classes. Although this point
is clear, very few studies ask high school instructors who teach dual-credit
composition about their own experiences. Secondary educators are often
a silent partner in dual-credit courses. These educators frequently receive
little curriculum support from the sponsoring university and lack fellow
high school instructors to collaborate with on pedagogy. The perspectives
offered by this new labor force of composition are invaluable to reconcil-
ing the questions of identicality versus equivalency in dual-credit, bilateral
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relationships between high schools and colleges and questions of what pro-
fessionalization in the field of composition means with this different kind
of composition instructor.

Recent composition scholarship addresses the reality that WPAs have to
deal with the issue of quality assurance in dual-credit classrooms. In their
study, Kara Taczak and William Thelin discover the dual-credit instructor
was not informed beforehand that he would have high school students in
his course and the relative immaturity of the high school students affects
the college students in the class. The high school students themselves
“appeared to have overlooked the larger mission of the writing course; they
misunderstood the goals of the class” (20). Kristine Hansen, Brian Jackson,
Brett C. Mclnelly, and Dennis Eggett examine first-year students’ writ-
ing performances, including students who took dual-credit courses, and
determine that students who had not taken a composition course in high
school or college wrote as well as any other group. The authors recommend
that WPAs “be less concerned with selling students on the idea that FY'W
offers something new or different and be more concerned with convincing
them that it offers them something more—more opportunity to refine and
develop their skills as writers” (80).

K-12 research is more encouraging when its focus is on dual-credit pro-
grams’ relation to graduation and enrollment rates. Bart Ganzert finds that
taking a dual-credit course showed positive effects on GPA and graduation
rates for nonwhite students and positive effects for female students enrolled
in community college programs. Dual-credit courses also move students
and instructors towards a K-16 framework that creates more partnerships
(Hughes et al.; Henry and Stahl). Matthew Giani, Celeste Alexander, and
Pedro Reyes’s research suggests that dual-credit participation affects stu-
dents’ postsecondary outcomes, but they also recognize the locality of dual-
credit programs by stating “our results also show that not all dual-credit
courses are created equal,” demonstrating the struggle to standardize a local
partnership between a high school and college (216).

As dual-credit programs proliferate, composition has begun to recog-
nize and study the high school teachers involved. The CCCC’s Statement on
Dual Credit/Concurrent Enrollment Composition asserts that there “should
be funds, space, and postsecondary faculty expertise necessary for ini-
tial and follow-up discipline-specific training seminars that introduce the
selected secondary teachers to the partnering college composition curricu-
lum.” Many WPAs create environments for the professionalization of dual-
credit instructors, but accounts of the experiences of high school instructors
in scholarship are limited. In “Paths to Productive Partnerships,” Melanie
Burdick and Jane Greer survey 81 high school teachers about college-level
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writing and recognize that the high school instructors’ “definitions are
not noticeably divergent from what many college-level instructors might
say. These teachers consider thinking skills an important part of cur-
riculum (synthesis, analysis, evaluation) and revision an important part
of the writing process” (96). Katie McWain addresses the perspectives of
high school instructors, but specifically in the dual-credit space, explain-
ing how instructors negotiate a complicated position between high school
and college. Christine Denecker similarly explains their positions and calls
for looking for “what dual enrollment instructors—especially high school
instructors teaching college writing on the high school campus—have to
offer in unearthing inconsistences that exist between high school and col-
lege-level writing expectations” (31).

This essay focuses on two high school instructors, Emma and Daphne,
and their experiences teaching dual-credit composition for the first time.
This work comes out of an IRB-approved project undertaken in 2012-2014
for which I conducted interviews with twenty students, instructors, and
administrators and analyzed program documents that informed the con-
versation on the local dual-credit program.” I have used pseudonyms for
the participants to allow for honest feedback from participants in regards
to their experiences working in the dual-credit program.

The study demonstrated three tensions in the professionalization of high
school instructors for dual-credit courses: the equivalency of a dual-credit
course to an on-campus composition course, the creation of a bilateral rela-
tionship between high schools and colleges, and the risk professionalizing
high school teachers poses to the field of composition. These tensions reveal
the nuanced experiences of dual-credit high school instructors as they navi-
gate teaching a composition course and being part of the university com-
position community. By listening to dual-credit high school instructors’
perceptions of the university program and their positions in it, WPAs can
more equitably address how to prepare high school instructors to teach a
college composition course and, more broadly, how to create a collaborative
relationship between secondary and postsecondary instructors.

THE UNIVERSITY'S DUAL-CREDIT PROGRAM

I studied the dual-credit program at the University of Louisville because I
was first interested in how notions of “college readiness” in legislation like
Race to the Top and the Common Core Standards seep into composition.
I was particularly interested in dual-credit composition courses because
they were beginning to grow at a variety of institutions even as WPAs were
not comfortable with offering them. The tension that exists between the
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economic and programmatic led me to focusing on high school instruc-
tors teaching dual-credit composition for the first time. I also taught dual-
credit composition at a local high school at the time of this study (though
a different high school than Emma and Daphne) and observed the very
real differences in the contexts and cultures of high school and college. The
University of Louisville is a large university bordering both the Midwest
and South with about 16,000 undergraduate students and 6,000 graduate
students. There are two courses in the university’s composition program:
ENGL 101: English Composition I and ENGL 102: English Composition
II. The dual-credit composition program at the University of Louisville
partnered with seven high schools at the time of this study. For dual-credit
students to enter the program, they had to be high school juniors or seniors
with a GPA of 3.0 and meet the minimum entrance requirements for the
SAT (480) or ACT (20) or earn comparable scores on the PSAT (50). More-
over, according to the university’s Dual Credit English 101 Composition
Program Handbook at the time of this study, students must demonstrate
writing competency, be nominated by their high school English teacher,
and obtain the approval of their high school counselor (8). Because of the
numerous requirements to enroll in dual-credit courses, most students have
thought carefully about it and are already on track to attend college.

Most of the dual-credit instructors at the University of Louisville are
high school teachers who have earned a Master’s degree in English or have
taken at least 18 graduate hours of English courses. All new dual-credit
instructors must take the graduate-level course Teaching College Composi-
tion, which is taught by the WPA and provides an introduction to compo-
sition pedagogy. The dual-credit instructors take the course alongside first-
time, on-campus instructors, who are usually graduate teaching assistants.
The dual-credit instructors also attend program orientation in the summer
with graduate teaching assistants, professors, full-time lecturers, and part-
time lecturers. Because the orientation often conflicts with the beginning
of the public school system’s academic year, the high school instructors are
usually not able to attend the entire orientation. The university’s WPA or
the dual-credit program coordinator for the English department observes
dual-credit composition instructors at their high school during their first
semester. At the time Emma and Daphne took the course, the teachers were
required to follow a standard syllabus during their first semester of dual-
credit instruction. This syllabus was identical to the college curriculum,
assigning the same kinds of major writing assignments and requirements as
first-time graduate teaching assistants.
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HicH ScHOoOL TEACHER TRAINING IN DUaL-CrREDIT COMPOSITION

The Teaching College Composition class serves not only as a way for first-
time composition instructors at the University of Louisville to learn about
the expectations and standards of writing and pedagogy, but also as a
place for new composition instructors to establish community. Instruc-
tors discuss pedagogies, and they work in mentoring groups to articulate
their challenges in the classroom and receive input from others. Emma and
Daphne, who both taught at one of the top public high schools in the state,
were the only high school instructors enrolled when they took the course.
Emma had taught high school for 12 years before she started teaching dual-
credit courses. She had experience teaching creative writing, oral commu-
nication, study skills, freshman through senior English, and AP English.
Daphne had taught high school for 11 years, mostly focusing on freshman
and senior English. Both instructors had a range of experiences at their
high school. Emma also had a Master’s degree in English, while Daphne
had more than 18 credit hours in graduate English courses. They were the
only high school English teachers at the high school to have these qualifica-
tions; Master’s degrees held by other high school faulty were in education.

The prevailing and valid narrative is that the dual-credit experience is
not identical to the experiences of college students in first-year composition.
When dual-credit courses began to rise in popularity during the early nine-
ties, David Schwalm argued “College writing courses, are, by definition,
taught in the general context of college—a context impossible to replicate
in a high school senior English class” (53). The high school context involves
distractions such as the bell ringing and the intercom calling and the class
time is shorter. The class frequently meets Monday through Friday so the
instructor has more daily interaction with students than a college instruc-
tor would. The students also know each other in a different manner than
the college context creates.

In one way, though, Emma and Daphne’s dual-credit courses were iden-
tical to the on-campus composition courses. Because Emma and Daphne
were in the Teaching College Composition course for the first time, they,
along with the graduate teaching assistants in the course, had to follow an
approved standard syllabus and assignment sequence. This standardization
meant that the major assignment prompt templates were already created for
the dual-credit class, so Emma and Daphne did not have to create any new
assignments. Daphne thought the best part of the course was the access to
these resources:
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I liked the fact that we got the assignment sheets and examples,
rubrics, things like that. All that was very helpful. And the textbook,
I've always liked the textbook. And there were some good lessons
and some good PowerPoints, so, yeah, we got a lot of good materials.

These resources facilitated Daphne’s work as a dual-credit instructor and
her work as a high school instructor teaching other classes. To give instruc-
tors in the Teaching College Composition course opportunity to practice
making new assignments that followed the standards of the program, one
project required each person to create one piece of supplementary material
for an assignment, such as a PowerPoint or Prezi presentation. These were
then made available to everyone in the course. Emma and Daphne com-
mented on the helpfulness of these resources along with the rubrics that
were brought into the class.

However, the pace of the dual-credit courses was different compared to
the on-campus courses. Emma and Daphne taught English 101 along with
the high school’s Senior English course (which was a requirement for gradu-
ation), to the same students for the whole academic year. Conversely, the
graduate teaching assistants in the Teaching College Composition course
taught English 101 only in the fall semester. Therefore, the rest of the
graduate-level teaching class was ahead of Emma and Daphne on the stan-
dard syllabus by one to two major assignments. By the end of the Teaching
College Composition course, they were months ahead of what Emma and
Daphne were doing in their classes. This difference in schedules was sig-
nificant. When working on a major assignment with their classes, Emma
and Daphne struggled to remember what exactly had been discussed in
the Teaching College Composition course because, although the teaching
materials were online, the conversations were not as clear because so much

time had passed. Daphne explained,

But we just didn’t know when to use [the material], where to use it,
why. The context was lost. And by the time we got to that point from
two weeks or three weeks ago, you know we had forgotten what was
said. And I even took notes and still by that time it lost context.

The National Alliance of Concurrent Enrollment Partnerships (NACEP)
serves as a national accrediting body for dual-credit partnerships. NACEP
works to make sure that these courses are just as rigorous as the on-campus
college courses by applying measurable criteria. The standards for faculty
on the dual-credit site are that all participating instructors have qualifica-
tions to teach a college course, course—speciﬁc training occurs in curricu-
lum, pedagogy, and assessment, dual-credit instructors participate in pro-
fessional development, and the “program ensures instructors are informed

85



WPA 42.2 (Spring 2019)

of and adhere to program policies and procedures” (2017 National Concur-
rent Enrollment). The University of Louisville program followed all of these
standards for faculty. However, the issues with Daphne and Emma’s sched-
ules demonstrated even when a program follows ethical standards, there
will still be contextual nuance that influences the instructors.

The high school instructors were also institutionally distinct from the
other instructors because they worked off campus. One of the ways that
this mattered was in supplemental practices of the composition program,
such as attendance in pedagogy workshops and the ability to make use of
the WPA’s office hours. These practices could not be part of the dual-credit
instructors” experiences because they were only on campus for the graduate
course and they worked full-time at the high school. Emma and Daphne
were not able to receive the content at these workshops and meetings,
but more critically, they were not able to develop connections with other
instructors and with the WPA outside of class.

Both Emma and Daphne fully participated in the Teaching College
Composition class, but there is no doubt that the material conditions of
being high school teachers affected their dialogue with other instructors.
The high school instructors maintained their full-time jobs while taking the
course on composition pedagogy; this workload is very different from the
course workload of most English graduate students. These different work-
ing conditions made the high school instructors feel isolated from the uni-
versity at times, but they also felt motivated by the pedagogical strategies
and ideas discussed in the classroom that they were able to carry over to
their dual-credit course and the other English courses they taught.

EQUIVALENCY IN THE CLASSROOM

Students who took Emma and Daphne’s courses indicated they benefited
from having these teachers. Justin, a senior in Emma’s class, explained how
the class differed from what he thought it would be: “It was more interact-
ing with the teacher, more, you know, talk out loud, more group discus-
sions actually. More written papers than tests. Just more interacting. So I
like that part of the class, and I wasn’t expecting that at all.” In comparison
with his previous high school English classes, the dual-credit course was not
about studying content for literature exams or writing a literature paper. It
was also more focused on peer review and comments from the instructors
than regular high school English classes. Emma and Daphne commented
on their students’ papers, although the material conditions of being a high
school teacher made this difficult because they had so many students and
so little extra time. Daphne used her planning time to make comments:
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They’ll usually leave it [the paper draft] with me and T’ll look at it
during my planning and send it to their classroom wherever they
might be and just make some notes on it, the big things. Now as
far as the grading of the final product, I have to rely a lot on the
rubrics because I can’t possibly write as many comments as I really,
truly want.

Like many composition instructors, Daphne recognized that commenting
on the major aspects of a student’s paper was the most effective manner for
responding to student writing.

Students were also asked to use outside resources for their dual-credit
class. The dual-credit instructors took them to the writing center at the uni-
versity. Emma required that her students attend at least one writing center
session. For Justin, that requirement made a difference:

And what’s really good about the dual credit is we got a chance to go
to the writing center in the library ourselves so we did one paper, it
was mandatory for every student to go and have a peer review with
the actual people in the writing center. . .and I'm going to U of L
next year so | know already where it is, how to do it.

Justin’s high school and the university were only about a ten-minute walk.
The dual-credit students were able to easily use the university resources.
They could walk to the university library after school and use the writ-
ing center.

The proximity of the high school to the university allowed the dual-
credit students to experience some of the context of college, but their class-
rooms were still made up of high school peers they already knew. Devyn,
a senior in Daphne’s class, commented that the course helped her and that
“there weren’t any drawbacks really,” but

I don’t know, I guess it’s just the type of people you're in class with.
That kind of makes a difference too. Because I mean our class they
all knew each other, they all hung out, like the majority of them,
except for me. Like they all knew each other outside of school.

Devyn’s experience demonstrated another limitation of dual-credit pro-
grams even when the WPA trained instructors effectively and ethically.
The context of the classroom—including the group of high school peers
comprising the class—made it difficult for a dual-credit class to replicate
college, as Schwalm and Taczak and Thelin have explained. As much as
the instructors were trained by the university, the students were still in
high school and the class was physically located in a high school. The stu-
dents might be college-bound, but the boundaries of whether a dual-credit
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student was actually “in college” prompted the issue inherent in a dual-
credit classroom because it is a liminal space. The dual-credit students, the
course, and the classroom were fully situated neither in the college, nor the
high school.

The dual-credit course cannot be identical to an on-campus course
because of the context of the high school, the students, and in these cases,
the high school instructors teaching the courses. Devyn presented a differ-
ence when she noted that not only did all of the students in her class know
each other, but were also friends with one another. One of the great benefits
of a college composition class is that it is a small class with students who
do not usually know each other. Ideally, the class becomes a community
throughout the semester. These community-building efforts are more diffi-
cult in a dual-credit course at the high school because the students already
know each other and the class is taught all academic year. We know because
of these contextual differences, the dual-credit class will not be identical to
the on-campus course.

Instead of worrying about whether dual-credit programs dilute compo-
sition, we should recognize that dual-credit composition courses take place
in a distinctive space with an unusually homogeneous population. Because
these classes will continue to be offered, dual-credit programs could be
considered as an opportunity to apply composition pedagogy to a special
population. Inside this framework, a question emerges: “Can dual-credit
courses be equivalent without being identical?” With teacher training of
high school instructors through a graduate-level pedagogy course and
mentoring from the WPA, dual-credit courses can be equivalent. Emma
and Daphne used the same syllabus, major assignments, and assessment
measures used by the on-campus instructors from the Teaching College
Composition course. Emma’s student Justin explained the class was able to
use the university resources such as the library and writing center. In these
ways, the University of Louisville’s dual-credit class was equivalent primar-
ily because the high school instructors teaching dual-credit composition

were required to take a graduate level composition pedagogy course and
had a supportive WPA.

CREATING A BILATERAL RELATIONSHIP

Much of the research on dual-credit programs in both composition and
secondary education revolves around the notion of a partnership. Michael
Vivion argues that dual-credit programs could unite instructors from high
school and college in a “mutually beneficial professional undertaking” (60).
Howard Tinberg and Jean-Paul Nadeau stress that “the design and imple-
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mentation of a dual-enrollment program have a significant influence on
whether true collaboration and clear communication occur” (717). Defi-
nitions of college readiness develop partnerships between high school and
college instructors on curriculum and pedagogy (Newman and Rosas;
Hughes and Edwards).

Prevailing practice does not reflect the research because a unidirectional
relationship between high school teachers and college administrators is the
current design of most dual-credit composition programs. High school
teachers are supposed to take courses and learn from the composition schol-
ars. Whereas Emma and Daphne possessed many years of teaching expe-
rience, many of the graduate teaching assistants in their Teaching College
Composition class had never taught before. This disparity of skills was dif-
ficult. Emma explained,

Most of the rest of the class were brand new teachers so some of the
instruction they needed, we didn’t necessarily need, but they were
also a more integrated part of the university, so some of the instruc-
tion we needed about that kind of stuff, they didn’t need.

Emma noticed that the course fit the needs of graduate teaching assistants
who were familiar with campus resources, but new to teaching. Daphne
also remarked that the concentration on how to teach students was too
repetitive for her:

But the thing is, a lot of it too, especially in the beginning, was about
teaching and Emma and I had been doing it for many, many years,
and we had those classes a long time ago so that wasn’t as useful for
us either.

Emma and Daphne were familiar with teaching a variety of courses and
could handle the issues that unsettle new teachers such as class disrup-
tions, student attendance, and pedagogical strategies for a variety of learn-
ers. What they really needed help with were campus resources that were
part of the college context, such as how to use Blackboard and what online
resources students could use from the library.

Through taking the Teaching College Composition course, both Emma
and Daphne came to know composition theory. Emma also thought that
taking the class and teaching dual-credit courses could potentially lead
to more discussion about writing pedagogy between secondary and post-
secondary educators. Emma was interested in taking the course so she
could learn more about how the composition program operated at the
university. When discussing the Teaching College Composition class,
Emma explained:
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Well, T think it’s good in that it's working towards fostering a kind of
mutual respect for what we each do even though it’s different. I feel
like particularly with having taken that class that kind of worked in
a way. Even though during the class I felt like we were kind of sepa-
rate from the rest of the class, I think it was useful, a useful course,
in helping to work on some of that kind of community-ness . . . I
still feel like we're a separate entity, even within the class like the way
things applied or the way that we were. It was different.

Emma’s response relayed the tension she felt in building community
between high school and college educators and the struggle of teaching
in distinctly different locations and cultures. Throughout the class, there
was a sense of respect by both the graduate teaching assistants for what the
high school instructors were doing and the high school instructors for their
university counterparts. But as these few sentences illustrate, the feelings of
being “separate from,” a “separate entity,” and being “different” were front
and center. What Emma and Daphne were doing was different and WPAs
have to acknowledge the vastness of this difference for high school instruc-
tors teaching college composition.

Both Daphne and Emma commented on the support that Susan, the
WPA, offered them. They stated that she was attuned to the unique needs
of the dual-credit instructors. For example, she encouraged them to alter
aspects of the curriculum to best reflect their classrooms. Emma and
Daphne recognized that Susan understood they were coming from a differ-
ent situation that would sometimes make the Teaching College Composi-
tion class boring or repetitive for them. The fact that the WPA was support-
ing them, even though they occupied a different pedagogical space, seemed
very important to both Emma and Daphne.

Even though Emma and Daphne described receiving support from the
WPA and access to pedagogical materials through the Teaching College
Composition course, the course still functioned in a unidirectional man-
ner where the high school instructors received information on pedagogical
strategies that they already knew and had been putting into practice for
at least a decade. Emma and Daphne participated in class with the rest of
the students and created pedagogical materials to share with their fellow
students. However, they were separated by being in their own mentoring
group, primarily because their schedules made it difficult to be in any other.
If they had been able to be in a mentoring group with the graduate teaching
assistants, Emma and Daphne would have been able to demonstrate their
expertise and experience.

Although Emma and Daphne began to be part of the community in
the classroom, they were still unable to have an experience like the gradu-
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ate teaching assistants. If we take seriously Tinberg and Nadeau’s call for
dual-credit programs that foster “true communication” and “collaboration,”
this limitation becomes much more worrisome. Collaboration means more
than dialogue. It means that the high school instructors also have a hand in
shaping the dual-credit composition program. Dual-credit programs should
acknowledge that high school teachers are experts in their own right, often
coming in with many years of classroom experience, and everyone in the
course would benefit from their knowledge of writing and pedagogy.

To make the relationship more bilateral, there needs to be clearer dis-
cussion on what high school instructors can bring to the composition con-
versation. The NACEP Standards address that the “concurrent enrollment
program has ongoing collaboration with secondary school partners” (“Stan-
dards”). A WPA can address high school instructors” expertise by speaking
to their specific positionality—their liminality—when teaching composi-
tion. This means offering the high school instructors a chance to present on
a specific subject or learning strategy they think would be valuable for other
instructors who have not taken education classes before. If the WPA per-
forms research on dual-credit programs, they could ask whether the high
school instructors would be interested in participating in the research so
that high school instructors are not only the subject of, but also active par-
ticipants in the research of dual-credit composition. This kind of research
would be a professional development opportunity for high school instruc-
tors and a way for the university to learn from these instructors so that the
partnership is more bilateral.

THE PROFESSIONALIZATION OF HIGH SCHOOL INSTRUCTORS

The dual-credit instructors in this study found themselves in a liminal
space where their labor belonged to both their high school and the sponsor-
ing university. Emma and Daphne did not describe themselves as college
instructors, even though they were teaching a college class and had most
of the same training as an on-campus composition instructor. Daphne
explained, “Well I do notice that 'm often saying, “This is something you
would do in college.” I feel like I'm trying to prepare them, so and even
with the grading, I try to point out things that a professor might point out.”
Daphne said this after she had finished taking the Teaching College Com-
position course. She still saw herself as a high school instructor preparing
students for college, not a college instructor teaching a college class. Emma
felt similarly: “And I don’t feel integrated into that community either so
I guess I don’t ever really think of myself as being a university teacher.”
Emma and Daphne still perceived themselves as high school teachers, not
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as a part of the university faculty, even though both had gone through
the formal professionalization process to teach the composition class, and
even though they used the same materials as on-campus instructors for the
course. Their reasoning could in part be because the high school paid for
them to teach the course and to take the Teaching College Composition
course, so their labor was compensated through their high school. As dual-
credit composition instructors, they were technically part of the university
faculty, but this identity seemed to make them uncomfortable.

Emma and Daphne saw themselves as high school instructors because
they had been professionalized to be high school instructors up until their
dual-credit training. They commented that through taking the Teaching
College Composition course, they recognized the differences in their past
training where much of the focus was on literature. The courses they taught
outside the dual-credit composition course revolved around literature and
reading instruction; for both instructors, it was novel to have writing be the
emphasis. The lack of teacher training in writing as compared to literature
and reading is a prevalent narrative in English education. Robert Tremmel
explains how secondary education is “far from realizing a fully elaborated
disciplinary commitment to writing teacher education” because of pre-
paring high school teachers for literature courses (17). Traditional teacher
education programs should have more writing courses (Rives and Olsen;
Morgan; Wright). Denise N. Morgan and Kristine E. Pytash’s work also
advocates for future teachers to have a “methods course devoted solely to
the teaching of writing” in their teacher education programs (28). The lack
of experience with writing courses and composition theory for many dual-
credit high school instructors is a threat to the field of composition, specifi-
cally as more universities outsource the course to high schools.

'The Teaching College Composition course was one way to begin to pro-
fessionalize dual-credit high school instructors. Enrollment of high school
instructors in the course made sense in regards to fulfillment of the NACEP
Standards, particularly if the course was taken a semester prior to teaching
dual-credit courses. However, Daphne also thought of an alternative for
professionalization at the university :

And I understand even the dual-credit teachers get college credit for
this, so there needs to be, you know, something for that, but like in
my situation, I felt I didn’t really need a class; I needed guidance.
Maybe a mentor, but not necessarily a class because that just added
to my load. But I understand where the university’s coming with
that too.
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Daphne asserted the class was helpful, but she thought that for high school
instructors who already have a heavy workload, the mentor program would
be less labor. A mentorship program could be a way to more fully address
the issues faced by high school instructors teaching dual-credit courses
versus those of graduate teaching assistants. A mentorship program could
also create a closer relationship between the WPA and dual-credit faculty,
one based less on assessment measures intrinsic to a class and more open
than just class time and office hours. Mentoring would not fulfill enough
professionalization for teaching dual-credit composition because while it
would offer practical advice, it would not address composition theory with
a variety of new instructors. The mentorship program would be an effective
supplemental part of professionalizing dual-credit instructors.

The high school instructors who teach dual-credit composition are in a
complicated position because they are contingent faculty to the university.
The instructors teach for the university, which offers credit for the course,
but they get paid by their high school. Emma and Daphne did not see
themselves as college composition instructors. WPAs are in the difficult
position of figuring out how to run a dual-credit program that aligns with
their curriculum in an effective and ethical manner, specifically in regards
to pedagogy. In the foreword of College Credit for Writing in High School,
David Jolliffe asks a question fundamental to research on dual-credit in
composition: “Should high school students even be encouraged or allowed
to accelerate and earn college credit in composition via Advanced Place-
ment (AP), International Baccalaureate (IB), early college (EC), or concur-
rent enrollment (CE) programs?” (vii). To that end, should WPAs encour-
age high school instructors to teach composition by professionalizing them?
Joyce Malek and Laura R. Micciche argue for faculty “to influence as much
as possible what is taught in dual enrollment high school composition
courses, how, and by whom” (92). Malek and Micciche created a certificate
program for high school teachers, but they also suggest not participating
in partnering with high school instructors seeking certification because of
the time and labor that influences the WPA and composition program.
Labor issues filter down into the perceptions of the identity of composition
because of its history as a service course. Having high school instructors
teach composition reflects the nature of this service and may lead to some
composition scholars” discomfort with dual-credit programs. Some believe
that if composition can be meaningfully taught in high school, the long-
fought for professionalization of the field is at risk. There could be more
arguments for high school instructors teaching composition, which would
eventually lower the number of students who take composition when they
come to college. This would thus lower the number of composition instruc-
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tors needed. Many English departments, especially where the numbers
of English majors are dwindling, depend on the composition program as
courses they know will fill.

Too much composition at the high school level could be detrimental to
our field not only in course numbers but also in scholarship. If first-year
composition becomes an increasing part of secondary education, then first-
year writing as a subject to be studied would not be as accessible to post-
secondary compositionists. Also, secondary education scholars might start
studying composition more, so there could be disciplinary changes. The
fear of this risk of professionalizing high school instructors is understand-
able to the field.

Because of the risks that are present, WPAs face a challenge economi-
cally, programmatically, and pedagogically when universities offer dual-
credit courses but do not attend to those courses, thus hurting the whole
composition program. Unless WPAs are in a position to have full-time fac-
ulty or adjunct instructors teach the dual-credit courses, many WPAs deal
with dual-credit programs by taking a risk on secondary educators teach-
ing it. What should be recognized is that many of these instructors, like
Emma and Daphne, are rightfully anxious themselves about teaching the
course and need the direction, institutional support, and mentoring that
an on-campus faculty member would have at their institution. Emma and
Daphne struggled with the Teaching College Composition class, but they
also needed and appreciated the support of that class and the WPA. Some
other high school instructors might not have done as well. Maybe at some
institutions dual-credit courses will ultimately fail no matter the profes-
sionalization that composition programs provide. Support and mentorship
is needed, although dual-credit courses and who teaches them can seem
threatening to composition as a field.

COLLABORATION BETWEEN HicH ScHOOL AND COLLEGE

The professionalization of Emma and Daphne revealed three tensions of
high school instructors teaching dual-credit composition: formulating a
course that is equivalent, creating a bilateral relationship between high
school and college instructors, and risking the professionalization of com-
position in training dual-credit high school instructors. Throughout this
study, it was clear that the dual-credit composition courses taught by Emma
and Daphne were not identical to the on-campus composition courses. Yet,
the Teaching College Composition course, support from the WPA, and
increased teacher training explains why the course could be equivalent. The
University of Louisville program also worked to create a dialogue between
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high school instructors by including them with new graduate teaching
assistants in the Teaching College Composition course. However, the pro-
gram could go further by recognizing and showcasing high school instruc-
tors” expertise in pedagogy, curriculum, and education policy. Creating a
bilateral relationship means listening to high school instructors on their
expertise and implementing this expertise into the dual-credit program.
Christine Farris has designed professionalization opportunities for the dual-
credit program at Indiana University, where Farris conducts 35-hour sum-
mer seminars that introduce high school teachers to current methods in
college composition (278). The high school teachers in Farris’s program are
funded by the university for the summer seminar, and they also participate
in the fall and spring colloquia. They are able to interact with on-campus
composition instructors and present their own pedagogical knowledge.

As dual-credit programs continue to grow, WPAs could also match a
new dual-credit high school instructor with another high school instructor
who has experience teaching the course. Such a mentorship program could
be a way for high school instructors to have conversations with one another
about specific challenges. More community could help teachers such as
Emma and Daphne see how they are a certain kind of college instructor.

The increased contact WPAs have with local high schools through
the dual-credit courses offers an opportunity to make sure that there is a
National Writing Project (NWP) site in the area. The NWP offers profes-
sional development for K-16 writing educators and has nearly 200 univer-
sity-based writing project sites in all 50 states. WPAs can use the NWP as
a model for collaboration between university and secondary educators in
the dual-credit space.

At the University of Louisville , the dual-credit composition program
is an effective and ethical space. The WPA, the dual-credit coordinator,
and the participating instructors at the time of this study were all dedi-
cated to teaching composition. In part, this program is effective because it
is a Research I state university and possesses resources like a graduate-level
Teaching College Composition course. Many universities, colleges, and
community colleges are not in the same financial or material place. In fact,
some of these institutions might have dual-credit programs because they
are viewed as a way of recruiting students, as well as a means of gathering
tuition money from students who are not necessarily on-campus students
without having to provide any kind of institutional support for the faculty
who teach the courses.

For colleges that do not have a graduate-level Teaching College Com-
position course to offer their high school instructors, there are other ways
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to prepare the high school dual-credit instructors and create a relationship
between the college and high school:

* Designate a specific person for the high school dual-credit instructors
to contact with questions about curriculum, assessment, and other
factors. This could be the WPA or, if there is no WPA, the depart-
ment chair. Also provide the high school instructors with the con-
tact information for the university dual-credit coordinator, if there
is a college contact person, in case students have problems with bills,
log-in information, or any university issues that are not part of the
classroom itself.

* Offer the curriculum well in advance to the dual-credit high school
instructors. If there is an orientation for the writing program, ask
them to attend the orientation. Meet with any new dual-credit high
school instructor in person so a relationship can be established. Pro-
vide not only the curriculum, but also sample syllabi, textbooks,
major assignments, and schedules so that the instructors are clear on
the main objectives of the class and how these objectives are assessed
by the composition program.

* If there are other high school dual-credit instructors you have worked
with in the past, ask these instructors to mentor the new instructors
so they have people to turn to with questions besides the WPA or de-
partment chair. This also creates an informal network that again bet-
ter connects the dual-credit program with the college or university.
This relationship creates more of a community for the high school
dual-credit instructors, who are many times in tenuous, liminal posi-
tions and carry a heavy teaching load.

* Ifyou publish research on dual-credit programs, consider co-author-
ing with a dual-credit high school instructor, or if that is too much
labor, consider asking them to read a draft of your publication so they
can provide their insights on dual-credit programs since there has not
been enough attention paid to their ideas on dual-credit courses in
composition scholarship.

The professionalization of high school dual-credit instructors contin-
ues to happen in a number of programs in effective ways. What we need
more of in composition is listening to high school instructors’ experiences
in order to understand the issues in the dual-credit space that affect them
so that WPAs can better address the situation, specifically through clear
curriculum and assessment, professionalization, and equitable labor prac-
tices. Although dual-credit courses have been thrust on most WPAs by
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their college, dual-credit programs provide an access point where high
school and college instructors can work to collaborate on writing pedagogy
and professionalization.

NoTES

1. Dual enrollment, concurrent enrollment, and dual credit are also phrases
used to refer to the situation where a high school student takes a college course
and receives credit at both levels. I will refer to the course as dual credit because
the specific program studied called itself a dual-credit program.

2. This study was approved by an institutional review board for human sub-
jects research (protocol number 12.0030).
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