
ABOUT THE AUTHOR

Students who are in developmental education 
(DE), like students with disabilities and other 
students receiving learning supports, are often 

identified as such a priori, which means the students 
have already lost control over a certain amount of in-
formation about their identities.  This is done in any 
number of ways, ranging from the quantitative crite-
ria used to place students into DE tracks to the actual 
label that some programs use to signify and formalize 
inclusion.  Sometimes the consequences for carrying 
such a label are minor—perhaps students have a cod-
ed number on a transcript that generally will not be 
seen as a negative factor—although sometimes the 
consequences are more serious: a student may feel 
marginalized by the attitudes that others have on 
campus in relationship to the label.
 In the Goffman identity management para-
digm, these students are already at risk simply by the 
loss of control over this personal information (Goff-
man, 1963).  In his own words, the students find that 
their role has already been created for them: “a par-
ticular front has already been established” (Goffman, 
2013, p. 27).  By its very definition, the label brings 
with it stigma, social consequences, and most im-
portantly perhaps for this conversation, educational 
consequences over which the student may have little 
control and which may significantly and adversely im-
pact their success (Trammell, 2009).
 On the surface, this assumption seems to be 
partially irrelevant—if learning support cannot occur 
until students are identified, then why bother con-
versing about the label? The label is often a necessary 
step.  For this perfectly justifiable reason, learning as-
sistance programs and DE have generally focused pri-

marily on academic interventions, like tutoring, and 
not as much on the significant impact of the at-risk 
label (Bremer et al., 2013).  But if Goffman is correct 
in his global assumption that “stigma management is 
a general feature” anywhere there is deviation from 
the norm, then perhaps educators in DE and learning 
assistance professionals have not spent enough time 
designing programs and helping students avoid some 
of the more serious and potentially harmful conse-
quences of being forced to wear the at-risk student 
“mask” (Goffman, 1963, p. 130).  In other words, they 
are not empowered with information management 
techniques that position them to limit stigma and ed-
ucational consequences.

Three-Fold Intervention
 Goffman’s (1963) work, along with many oth-
ers directly involved in educating students who are 
at-risk, suggested three areas where administrators 
as well as educators in DE can focus interventions.  
First, at the macro level, an intensive examination of 
the program—its forms and protocols, its position of 
normalcy within the entire school, and how the la-
bel (in the data management sense) is positioned in 
recordkeeping—can readily be assessed for impact 
as a positive or negative reinforcement of the label.  
The power of semantics in designing and implement-
ing programs should never be underestimated.  Al-
though arguably no permanent language is correct 
for all politics and circumstances, a general sensitivi-
ty to language can reveal subtle opportunities to re-
verse negative representations and grow more posi-
tive ones.
 At the micro level, students should be taught 
and then encouraged to cultivate their own informa-
tion-management skills (Trammell, 2010).  Students 
should be aided in having an accurate understanding 
of their own abilities and potentialities, and in some 
cases, direct information about what the label means 
at their school. Students should be taught how to 
communicate with others about their learning situ-
ation:  Who do I tell? When do I tell? How much do 
I tell? Why do I tell?  How do I process my own per-
spective about the “mask?”  Ideally, this variation on 
the theme of self-advocacy should begin much earli-
er than the postsecondary experience.
 Between the micro and the macro, the train-
ing of staff is an effective level to address the power 
of the label.  From peer tutors to classroom instruc-
tors, most have not fully thought through the full 
implications of the labels that the students have as 
part of their at-risk identity at school.  Training and 
awareness of labeling theory for faculty and staff can 
bear immediate fruits, including discovery of their 
own forms of information management (since they 
handle student’s information, and faculty and staff 
have their own diversity to balance).
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Conclusion
 Perhaps, as Goffman suggests, there is no 
way to escape the necessity of the label.  Whether 
that is true or not, DE programs and other learning 
assistance initiatives should use the power of iden-
tity and information management to ensure positive 
experiences and academic success for students.  All 
three of these areas are important but by themselves 
still cannot change the initial effect of the label com-
pletely.  By definition, the students are at risk.  And 
the definition reifies that risk.  But we, as learning as-
sistance professionals, are also in powerful positions 
of authority where we can challenge the labels and 
train accordingly.
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Texarkana College (TC) was first introduced 
to corequisite English classes in 2011 at the 
Achieving the Dream Conference through the 

Community College of Baltimore County’s Acceler-
ated Learning Program (ALP) (Venezia & Hughes, 
2013).  Acceleration reduces the time and/or course 
sequence in developmental education (DE), allowing 
students to enroll in gateway courses more quick-
ly and/or co-enroll in the first college-level English 
course while taking the remedial course (Venezia & 
Hughes, 2013).  TC faculty piloted the ALP with a 12:1 
student-teacher ratio and then increased to 15:1 and 
took the plunge to scale up to full implementation 
to make it cost-effective for the college.  Fifteen stu-
dents enroll in the Integrated Reading and Writing 
II course and in the Composition I course with the 
same instructor.  Ten additional students who qual-
ify for Composition I join the fifteen students who 
are co-enrolled in Composition I.  The English faculty 
have been included throughout the process, includ-
ing the piloting phase and in creating common syllabi 
for both courses.  Other important factors for consid-

eration include logistics such as course loads, room 
availability, scheduling, course criteria, registration 
coding, and collaboration with enrollment manage-
ment and advising (Adams & McKusick, 2014).  
 One challenge has been the ability to code 
the courses on the schedule to determine enrollment 
in both courses so that it is clearly understood by stu-
dents and enrollment services. With the assistance 
of division and enrollment management personnel, 
corequisite courses are listed by section with a P for 
paired for each section:  ENGL 0042.P1—Cap of 15 
students; ENGL 1301.P1—Cap of 15 students (same 
15 enrolled in ENGL 0042.P1), and ENGL 1301.01—
Cap of 10 regular Composition I students. To stream-
line communication of placement for students, the 
testing center, enrollment services, and faculty ad-
visors color coded testing sheets and placement 
charts.  A portion of lab time was also incorporated 
into the schedule during instructional time rather 
than expecting students to navigate lab assignments 
independently.  Another challenge has included dif-
ficulties with student passcodes and technical prob-
lems associated with English labs manufactured and 
packaged by textbook companies.  Therefore, faculty 
created a departmental English lab in the college’s 
Learning Management System.  Students no longer 
have to purchase lab access, and the lab instruction, 
quizzes, and assignments can be adjusted and mod-
ified to meet the needs of the students.  A common 
course syllabus is also used by all instructors for each 
course, complementing the curriculum in each course 
and building and reinforcing reading and writing skills 
in the Integrated Reading and Writing course.
 Teaching methods in the course rely heav-
ily on active and collaborative learning techniques 
such as peer groups, peer editing, think-pair-share, 
and group projects and presentations.  Innovative 
teaching methods include writing a comparison and 
contrast essay based on an in-depth peer interview.  
Also, students write an argumentative group research 
paper that requires collaboration on choosing a top-
ic, researching the topic, writing and correctly using 
MLA documentation.
 The course’s success has been demonstrated 
through data as well as student and faculty reaction.  
In fall 2015, 78% of students enrolled in the corequi-
site model were successful in English 0042 and sev-
enty-four percent were successful in English 1301.  
In fall 2016, 83% of students were successful in En-
glish 0042 and 82% were successful in English 1301. 
Students are appreciative of the ability to accelerate 
their completion of DE English while also completing 
the gateway course.  Professors find value in the ex-
tended class time with students because of the rap-
port established with the students.  Faculty and staff 
at TC have realized the benefits of students taking a 
DE course for skills improvement.
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