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SECTION I.    OVERVI EW OF THE INSTITUTIO N 

 

Mission of College 

Greensboro College, an independent, coeducational college affiliated with the United Methodist 

Church, is an academic and social community that unites the liberal arts and Judeo-Christian 

values in an atmosphere of diversity and mutual respect.   

 

True to the United Methodist Church's historic ideal of nonsectarian education, Greensboro 

College's central purpose is the intellectual development of its students within the dual traditions 

of the liberal arts and the Judeo-Christian faith. Through a disciplined pursuit of truth, its 

students acquire knowledge and develop a critical awareness that allows them to live humanely, 

responsibly and productively in a free society. Such lives are characterized by clarity of thought 

and expression, a sense of history, an understanding of literature and language, a knowledge of 

mathematics and science, an appreciation of the arts, an awareness of political and social 

realities, a familiarity with the biblical tradition and a respect for physical soundness. 

 

Through its student development services and other co-curricular offerings, Greensboro College 

encourages the personal and spiritual development of its students. A range of religious, cultural, 

service, social and athletic programs allows students to participate meaningfully in a rich campus 

and community life and encourages students to develop a system of values consistent with the 

mission of the College. 

 

Through its professional, pre-professional and career-oriented programs, both undergraduate and 

graduate, Greensboro College encourages, as well, the professional development of its students. 

Indeed, the College believes the liberal arts curriculum to be the most appropriate context for 

such programs. A liberal arts education provides basic intellectual and communicative 

capabilities that enable a person to develop and to adapt throughout a productive lifetime. 

 

Goals of the College 

In order to realize its institutional mission, Greensboro College will: 

I. Admit applicants who demonstrate promise of success, without regard for the applicant's 

race, color, religion, age, sex, national origin or disability. 

II.  Provide a balanced course of study, through its requirements for general education, 

involving a range of disciplines basic to liberal education and providing the knowledge 

and analytical skills requisite for a life of intellectual and professional growth. 

III.  Provide among the general education requirements for courses in the Judeo-Christian 

tradition in religion, philosophy, and ethics. 

IV.  Provide a focused course of study, through its requirements for undergraduate academic 

majors, leading to a Bachelor of Arts or Bachelor of Science degree in one or more 

particular areas of study, including professional, pre-professional and career-oriented 

programs. 

V. Provide an alternatively scheduled course of study, through its Professional and Graduate 

Studies Program, appropriate for the self-motivated adult, including non-credit courses, 

as well as courses for which Continuing Education units are awarded. 

VI.  Provide distinctive graduate programs in selected areas which build upon the strengths of 

the undergraduate program and which are responsive to community needs. 
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VII.  Recruit, develop and maintain an exemplary faculty and staff. 

VIII.  Provide facilities and other instructional support services, including library and computer 

resources, adequate for the academic program. 

IX.  Provide an environment that supports both residential and commuting students in their 

academic progress. 

X. Provide student development services and co-curricular activities in support of  students' 

personal and spiritual growth, with opportunities to develop social awareness and a sense 

of responsibility to community. 

XI.  Provide students with opportunities to develop an appreciation for physical fitness that 

will contribute to lifelong wellness. 

XII.  Provide for open and effective management of the College, including the development, 

coordination and allocation of its various resources. 

 

Greensboro College, a four year, independent, coeducational institution affiliated with the United 

Methodist Church, was founded in 1838. The College enrolls approximately 1300 students from 

approximately 19 states and more than 7 foreign countries. The average class size is 16 and the 

student faculty ratio is 14 to one. The College is known for its individual concern for students, 

strong academic advising program, a convenient location within blocks of the city of 

Greensboro, co-curricular portfolio program, nationally recognized intercollegiate athletics and 

leadership development programs.  Greensboro College is nestled on 70 acres of tree-lined 

grounds in an historical district bordering downtown Greensboro.  

 

History of the College 

Greensborough Female College grew out of an 1830's dream of the Reverend Peter Doub, a 

Methodist minister who served the Guilford Circuit. Doub, who built the first Methodist Church 

in Greensboro, built on one side of the church a preparatory school for young women. Though 

there was not yet a college for women in the United States, Doub began planning for one. The 

local newspaper, the Greensborough Patriot, asked rhetorically what degrees a woman's college 

would award: MPL, Mistress of Polite Literature, perhaps, or Mistress of Petticoat Law? 

 

Undaunted, Doub and other Methodists were granted a charter by the state of North Carolina in 

1838. The cornerstone of the Main Building was laid in 1843; by 1846, Main was completed and 

the College opened its doors for students. Tuition and board for each five-month session was 

$70. Required courses included not only Latin and Greek but also trigonometry, chemistry, 

botany, astronomy and philosophy. The first president of the College, the Reverend Solomon 

Lea, also served as Professor of Classical Languages. His wife, Sophia, taught music. 

 

The first graduation class (June 1848) consisted of six young women: Sallie Ballou, Henrietta 

Crump, Laura Crump, Elizabeth Jones, Nannie Morris, and Sarah Smith. 

 

Two wings were added to the Main Building, one in 1856, the other in 1859. This building, 

which served as classrooms and a dormitory, was filled to capacity, even as the War Between the 

States began. Because funds were scarce, the graduates could not send to New York for their 

graduation dresses; rather, O'Henry's grandmother made these dresses out of poplin. Then on 

August 9, 1863, the College burned; the facility was closed for 10 years although classes met 

elsewhere. By 1873, the Greensboro Female College again opened its doors. 
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The turn of the century brought more changes to the College: a woman president (Lucy 

Robertson, 1902-1913); another fire (1904); a new name (Greensboro College for Women); and 

the A.B. degree (1913). In 1919 the institution assumed its present name, Greensboro College; in 

this same year, alumna Nancy Witcher Keen Langhorne entered history as her daughter, Lady 

Astor, became the first woman to serve in the British Parliament. 

 

Yet a third fire resulted when lightning struck the rotunda of the Main Building in 1941. The 

rotunda was destroyed and the business manager, H. G. McEntire, was killed. After the fire, the 

building was restored with a new colonial front, brick terraces and two indoor parlors. Today the 

Main Building houses administrative offices and the Solomon Lea Center, a central location for 

special events. 

 

Men were first admitted in 1954. In 1968, Bennett, Greensboro and Guilford Colleges began 

cross-registration. The men's golf team won its first Dixie Intercollegiate Athletic Conference 

championship in 1974. Since then, many championship and NCAA playoff teams have competed 

successfully for conference and national titles. 

 

The 1980's decade was one of all-around growth, with enrollment doubling from 1986 to 1990 

from 553 to 1116 students. The area in which the College is located--College Hill--became the 

city's first historic district. Ground was broken for the first regulation athletic field, and property 

previously owned by Richardson Real Estate Company at the corner of College Place and West 

Market Street was acquired to serve as the College's Welcome Center. The Adult Education 

Program for independent adults over 23 years of age began in 1985 with 23 students. The 

program now accounts for a third of the total College enrollment. 

 

The College now offers an Executive Bachelor of Business Administration degree, a master 

degree in Arts, and masterôs degrees in Education. 

 

Three times, Greensboro College has three times risen from its ashes, each time stronger than 

before. Dedicated to providing liberal arts education in a Judeo-Christian context, Greensboro 

College enters into its 170th year. 

 

Characteristics of Student Body 

In the fall of 2007 the total enrollment was 1233 of which 747 were traditional students and 722 

were full-time; 362 were adult education students and 223 were full-time; 52 were graduate 

students and all were part-time.  The remaining 72 enrolled included students from the 

Greensboro College Middle College (P-12) partnership with Guilford County Schools. Twenty-

four percent of the student body was non-white; 58% were male and 42% were female.  Forty-

two percent were out-of-state students.  The religious affiliation of the entering class included: 

21% Baptist, 18% Catholic, 14% Methodist. 

 

Characteristics of Faculty 

There are 75 full-time faculty members who hold degrees from 97 institutions. All of the 

College's tenured and tenure-track faculty members have earned the highest degree in their field. 

No graduate assistants teach classes at Greensboro College. 
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OVERVIEW OF THE TEAC HER EDUCATION PROGRA M 

 

Mission of Teacher Education Program 

The Teacher Education Program is the accreditation unit. The Program is committed to 

cultivating teachers who are reflective practitioners and is designed to help prospective teachers 

become more literate, articulate, intellectually independent, and professionally competent. Active 

learning, critical reflection, and disciplined inquiry are central to this program as candidates gain 

understanding about the thoughts and accomplishments of humanity. Theory and practice are 

combined to facilitate the development of professional educators who are prepared to meet 

challenges, celebrate diversity, and respond compassionately to their students.   

 

The program objectives are intended to guide the cultivation of ñReflective Practitionersò who 

use liberating/best practices, who engage in lifelong learning and who value difference.  The 

objectives of the Greensboro College Teacher Education Program are to develop candidates who: 

1. are reflective practitioners, who can evaluate the effects of their choices and actions and 

who actively seek opportunities to grow professionally. 

2. understand the social, historical and philosophical foundations of education; who 

recognize the moral and social dimensions of classroom practice; who know school law, 

educational policy and professional ethics. 

3. understand the technology, central concepts, tools of inquiry, and structure of their 

discipline. 

4. understand learning and development and who can provide learning opportunities that 

support intellectual, moral, social, and personal development. 

5. understand how learners differ in approaches to learning, in degrees of handicapping 

conditions, in experience, in culture, in ethnicity, and in social background. 

6. can assess, plan, implement, and evaluate instruction based on subject matter, students, 

community, and curriculum goals. 

 

Program Structure 

Dr. John Hemphill, the Director of Teacher Education, is the head of the Unit/Teacher Education 

Program. He is assisted by Ms. Pamela Bennett, Executive Assistant to the Director of Teacher 

Education and Mr. David Feagins, Coordinator of Alternative Licensure and Clinical 

Experiences. The policies and procedures of the Program are developed and overseen by The 

Teacher Education Committee (TEC), four subcommittees and two task forces.  The Teacher 

Education Committee is composed of coordinators of the fourteen licensure programs, student 

candidates, professional studies faculty, admissions administrators, and public school partners. 

The Coordinators of Elementary and Special Education work with the Director to administer the 

graduate programs leading to advanced licensure. The Graduate Council also provides oversight 

for the masters program in education. There are four standing subcommittees and two task forces 

of the Teacher Education Committee, all of which report to the TEC.  Their functions include the 

following: 

 The Educational Standards/Dispositions Subcommittee counsels candidates regarding 

career options, admission requirements, progress, and standards. It is a forum for 

recommending policies and guidelines to the Teacher Education Committee.  
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 The Professional Studies Subcommittee functions to review curriculum proposals, course 

changes, and licensure programs. It provides professional studies faculty with 

opportunities to discuss academic, curricular and instructional concerns.   

 The Course Equivalency Subcommittee ensures consistency and comparability among 

programs. Issues related to documentation of work experience, fieldwork, and individual 

student courses of study are directed to this subcommittee.  

 The Finance/Assessment Subcommittee develops and maintains the assessment system of 

the unit and oversees acquisition of materials for the Curriculum and Materials Center 

(CMC). This subcommittee organizes CMC requests, distributes the CMC budget, and 

documents all CMC expenses.  

 The Diversity Task Force helps faculty members ensure that all candidates gain the 

knowledge, skills, and dispositions related to teaching students with diverse needs and 

abilities.  This subcommittee also meets with the Alumni Diversity Board to 

systematically gather input from diverse program completers who work in public schools. 

 The Professional Partnership Task Force works with faculty members and partners in the 

public schools to maintain effective relationships between the program and the public 

schools. This subcommittee works with Teacher Education Advisory Board, the 

Coordinator of Clinical Experiences, and various faculty members to ensure that all 

candidates experience a range of appropriate field placements and internships in the 

public schools. 

 

The Teacher Education Program collaborates with public school partners and other institutions of 

higher education (IHE)s in a variety of ways. The College is a member of the Piedmont Triad 

Education Consortium, which provides on-going staff development for teachers and teacher 

educators.  The College also belongs to the Piedmont Alliance, a formal partnership between 

institutions of higher education (IHE) and the local education agencies (LEA) in the Piedmont 

area of North Carolina.  

 

The Teacher Education Advisory Board provides a systematic source of counsel from the Unitôs 

public school partners.  The Board is composed of approximately thirty public school teachers, 

principals, and central office administrators. Board members provide input on clinical 

experiences, curriculum, graduate program development, program standards, assessment, and 

partnerships.  They review policies and programs at their two annual meetings.  The Advisory 

Board was established in the fall of 2000. A second board, the Alumni Diversity Advisory 

Board, is composed of approximately ten Greensboro College program completers who represent 

racial, ethnic, religious, exceptionalities, age and regional diversity.  This board was established 

in the spring of 2002 and, upon examining curriculum and campus climate, has developed a set 

of priorities to further address the programôs valuing of difference. These two boards provide the 

unit/program with the on-going guidance to cultivate teachers who are reflective practitioners. 

 

Standard Professional 1(SP1) Licensure is offered in 14 areas, including birth through 

kindergarten, preschool add-on (available to licensed elementary or special education teachers), 

elementary (K-6), special education (K-12 general curriculum and K-12 adapted curriculum), 

middle grades (6-9), biology (9-12), English (9-12), mathematics (9-12), social studies (9-12), art 

(K-12), music (K-12), physical education (K-12), Spanish (K-12), and theatre (K-12).  All 

undergraduate program completers may earn either the Bachelor of Arts or the Bachelor of 
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Science in these areas, except music education candidates who earn a Bachelor of Music 

Education. Overview Table 1 lists the programs, level offered, current status, and candidates 

enrolled and admitted. 

 

In February 2004, the North Carolina State Board of Education granted Greensboro College 

temporary authorization to offer advanced licensure in two areas: elementary and special 

education (with concentrations in learning disabilities or behavioral and emotional disabilities). 

Graduate program completers earn the Master of Education. 

 

Off -Campus Site 
Since the last accreditation review, the Teacher Education Program has developed and 

implemented a 2+2 elementary education program with Rockingham Community College 

(RCC). This program allows candidates to take, at RCC, all the professional and specialty studies 

courses of the elementary education program.  This off-campus program is effectively a 

duplicate of the on-campus program.  All requirements, policies, and procedures are the same in 

both programs.  Mrs. Myra Moore serves as the Coordinator of the RCC/GC Program.  Her 

office is located on the RCC campus.  Greensboro College began offering courses at RCC in 

Spring 2006 and student teachers from this first group completed programs during Fall 2007.  

During Spring 2006, 15 candidates completed coursework of which 6 were degree-seeking and 9 

were licensure-only.  In Fall 2007, 38 candidates completed coursework of which 29 were 

degree-seeking and 9 were licensure only. 

 

Alternative Programs 

Licensure-only options are available in any of the 14 licensure areas.  The Unit has two unique 

licensure-only programs:  The Piedmont Alternative Licensure Program (PAL) provides an 

organized ñfast trackò program of study for lateral entry teachers in middle grades, secondary, or 

K-12 areas.  The Licensure Plus Program serves licensure-only candidates seeking SP 1 license 

in elementary or special education general curriculum. The Licensure Plus Program combines 

undergraduate and graduate courses. 

 

Piedmont Alternative Licensure Program 

Through PAL, Greensboro College provides beginning lateral entry teachers with an opportunity 

to complete the professional education sequence necessary for licensure in North Carolina.  

Lateral entry teachers have been hired by LEAs but are not licensed teachers.  The PAL Program 

offers the professional education courses needed for teacher licensure and provides a support 

network for lateral entry candidates.  The PAL Program addresses a critical teacher shortage in 

North Carolina, values partnership, maintains the integrity of the profession and provides 

networking, mentoring, and support for PAL candidates. PAL candidates can obtain licensure in 

middle grades (6-9), secondary (9-12) in biology, English, mathematics, and social studies, and 

(K-12) art, music, physical education, Spanish, and theatre. Since 1999, 215 PAL program 

completers have been recommended for the SP1 license. 

 

PAL is a fast-track program designed to provide candidates with the professional studies 

foundation needed to be effective classroom teachers.  Candidates begin the program with a self-

paced study in foundations, philosophy, and current trends and issues in public education.  This 

is followed with a five-week intensive set of experiences focusing on essential teaching skills, 
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nature of the learner, planning and instruction, classroom management and discipline, teaching 

special needs students in the regular classroom, and literacy in the content area.  During the 

following fall and spring candidates complete the PAL program by taking courses in content 

specific pedagogy and the clinical practicum.   

 

PAL candidates are admitted to the College through the Professional and Graduate Studies 

Office, formally admitted to the Teacher Education Program by the Teacher Education 

Committee, and recommended for licensure upon completion of the PAL program of study, 

passing Praxis II specialty area exams and finishing any additional content courses required for 

program completion. The Coordinator of Alternative Licensure and Clinical Experiences  

oversees the PAL Program and serves as the academic advisor for the candidates. 

 

Licensure Plus Program 

The Licensure Plus Program is designed for candidates who have earned a bachelorôs degree, 

who do not have a teaching license, and who seek the SP1 license in either elementary or special 

education.  There are two separate components to this program.  The first component combines 

undergraduate and graduate classes that lead to the SP1 license. The culminating experience for 

the component is either student teaching or the clinical practicum (for Licensure Plus candidates 

who have been hired as lateral entry teachers).  In the first component, candidates are evaluated 

with the same assessment instruments used for degree seeking candidates. The second 

component includes only graduate classes and leads to the Advanced License. Since 2004, 32 

Licensure Plus program completers have been recommended for the SP1 license.   

 

Licensure Only Program 

The licensure-only program is designed for candidates who have earned a bachelorôs degree, 

who do not have a teaching license, and who seek the SP1 license in any of the fourteen 

licensure areas.  Candidates with an active teaching license may add an additional licensure area 

through the licensure-only program.  Since 1999, 117 licensure-only program completers have 

been recommended for the SP1 license. 

 

Graduate Programs 

In 2003, the College received temporary authorization from the Southern Association of 

Colleges and Schools (SACS) to offer masters programs.  In 2004 the North Carolina State 

Board of Education granted temporary authorization to offer masters programs in elementary and 

special education.  These programs are designed for teachers who hold the SP1 license and are 

seeking advanced licensure. The program of studies for the masterôs degree includes a balance of 

courses distributed between 18 semester hours of professional studies and 18 hours of specialty 

studies.  The professional studies courses are a general core of shared courses taken by all 

candidates, while the specialty studies courses are major area courses taken by candidates in a 

particular licensure area. The Masters of Special Education includes two sets of specialty area 

courses, one set of courses leads to Advanced Licensure in Learning Disabilities, the other set 

leads to Advanced Licensure in Behavioral and Emotional Disabilities.  Since 2005, 32 

candidates have completed the masterôs program and have been recommended for the advanced 

license.
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Overview Table 1:  Greensboro College Teacher Education Programs 

Program Name Award Level 
Program 

Level 

No. Candidates 

Enrolled-F07 

No. Candidates 

Formally Admitted  

Agency/Association 

Reviewing Programs 

Status of National and State 

Program Reviews 
Program Review Submitted Current Status 

 

Birth through Kindergarten baccalaureate ITP 21 3 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Birth through Kindergarten 

Licensure-only Program* baccalaureate ITP 4 1 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Preschool Add-on Program 

Licensure-only Program* baccalaureate ITP -- -- 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

 

Elementary Education (K-6) baccalaureate ITP 81 44 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Elementary Education (K-6) 

Licensure-only Program* baccalaureate ITP 46 44 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Elementary Education (K-6) 

Advanced Licensure master ADV 14 10 

NCDPI/SBE & 

NCATE 

 

yes 

Temporary 

Authorization 

Middle Grades Education (6-9) 

LANGUAGE ARTS baccalaureate ITP 

6* 

1 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Middle Grades Education (6-9) 

MATHEMATICS baccalaureate ITP 1 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Middle Grades Education (6-9) 

SCIENCE baccalaureate ITP -- 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Middle Grades Education (6-9) 

SOCIAL STUDIES baccalaureate ITP -- 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Middle Grades Education (6-9) 

Licensure-only Program* 

LANGUAGE ARTS baccalaureate ITP 1 3 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Middle Grades Education (6-9) 

Licensure-only Program* 

MATHEMATICS baccalaureate ITP 4 5 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Middle Grades Education (6-9) 

Licensure-only Program* 

SCIENCE baccalaureate ITP 4 6 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Middle Grades Education (6-9) 

Licensure-only Program* 

SOCIAL STUDIES baccalaureate ITP 5 5 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

 

Art (K-12) baccalaureate ITP 2 1 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Art (K-12) 

Licensure-only Program* baccalaureate ITP 6 6 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

 

Music (K-12) baccalaureate ITP 21 10 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Music (K-12) 

Licensure-only Program* baccalaureate ITP -- -- 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

 

Physical Education (K-12) baccalaureate ITP 35 5 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Physical Education (K-12) 

Licensure-only Program* baccalaureate ITP 4 4 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 
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Overview Table 1:  Greensboro College Teacher Education Programs 

Program Name Award Level 
Program 

Level 

No. Candidates 

Enrolled-F07 

No. Candidates 

Formally Admitted  

Agency/Association 

Reviewing Programs 

Status of National and State 

Program Reviews 
Program Review Submitted Current Status 

 

Spanish (K-12) baccalaureate ITP 2 1 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Spanish (K-12) 

Licensure-only Program* baccalaureate ITP 2 5 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

 

Special Education: General Curriculum (K-12) baccalaureate ITP 3 + ** 4 

NCDPI/SBE & 

NCATE 

 

yes 

Temporary 

Authorization 

Special Education: General Curriculum (K-12) 

Licensure-only Program* baccalaureate ITP 9 5 

NCDPI/SBE & 

NCATE 

 

yes 

Temporary 

Authorization 

 

Special Education: Adapted Curriculum (K-12) baccalaureate ITP 4 + ** 3 

NCDPI/SBE & 

NCATE 

 

yes 

Temporary 

Authorization 

Special Education: Adapted Curriculum (K-12) 

Licensure-only Program* baccalaureate ITP 6 4 

NCDPI/SBE & 

NCATE 

 

yes 

Temporary 

Authorization 

Special Education: Behaviorally/Emotionally 

Disabled  (K-12) master ADV 
9À 

2 

NCDPI/SBE & 

NCATE Yes 

Temporary 

Authorization 

 

Special Education: Learning Disabled (K-12) master ADV 6 

NCDPI/SBE & 

NCATE Yes 

Temporary 

Authorization 

 

Theatre (K-12) baccalaureate ITP 4 2 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Theatre (K-12) 

Licensure-only Program* baccalaureate ITP -- -- 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

 

Biology (9-12) baccalaureate ITP 2 1 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Biology (9-12) 

Licensure-only Program* baccalaureate ITP -- -- 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

 

English (9-12) baccalaureate ITP 5 1 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

English (9-12) 

Licensure-only Program* baccalaureate ITP 3 5 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

 

Mathematics (9-12) baccalaureate ITP 4 2 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Mathematics (9-12) 

Licensure-only Program* baccalaureate ITP 1 3 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

 

Social Studies/History (9-12) baccalaureate ITP 6 1 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

Social Studies/History (9-12) 

Licensure-only Program* baccalaureate ITP 3 1 

NCDPI/SBE & 

NCATE 

 

yes 

Continuing 

Accreditation 

 323 195  

*6 degree-seeking Middle Grades candidates have not declared an area (Language Arts, Mathematics, Science, Social Studies). 

**6 additional degree-seeking special education majors have not declared an area (General or Adapted) 

À9 masters degree candidates have not declared an area (Behaviorally/Emotionally Disabled, Learning Disabled). 
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Enrollment trends over the last five years indicate undergraduate enrollment has remained 

steady, fluctuations in licensure-only enrollment and an overall increase in graduate program 

enrollment (see Overview Table 2). 

 

Overview Table 2: Teacher Education Program Enrollments 2003-07 

 

Teacher Education Program Enrollments

0

100

200

300
E

n
ro

ll
m

e
n

t

U 225 233 226 221 209

LO 193 178 195 219 170

G 8 14 30 23

2002-03 2003-04 2004-05 2005-06 2006-07

 
 

Overview Table 3 below provides data on the faculty of the teacher education program for 2007-

08.  The Coordinator of Alternative Licensure and Clinical Experiences is a staff member with 

faculty rank and the Director of Teacher Education has an appointment in the teacher education 

program.  Teacher education is supported by two clerical staff.  The Executive Assistant to the 

Director of Teacher Education is full-time to the unit and the Proctor Hall East Secretary is part-

time.  The Coordinator of the RCC/GC Program is a part-time staff position.  Qualified adjunct 

faculty are employed on a semester basis as needed to meet demand of classes or student 

teaching supervision. 

 

Overview Table 3: Academic Rank of Professional Education Faculty 2003-07 

 

 

Academic Rank 

 

# of Faculty with 

Tenure 

Non-tenured Faculty 

# on Tenure 

Track 

# Not on Tenure 

Track  

Professors 2 0 5 

Associate Professors 0 2 3 

Assistant Professors 0 0 6 

Instructors 0 0 1 

Lecturers 0 2 0 

Graduate Teaching Assistants 0 0 0 

Other  0 0 0 

Total 2 2 15 
For an explanation of faculty tracks, see Faculty Handbook, Section II, page 32 
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SECTION II:  CONCEPT UAL FRAMEWORK  

 

Brief Description, History and Changes 

ñTeachers as Reflective Practitionersò has been the central theme of the conceptual framework 

for the Teacher Education Program since 1990.  It guides the curriculum, instruction, and 

assessment, practices of all the licensure programs.  Prior to the 2003 accreditation visit, the 

literature base for the conceptual framework was reviewed and updated.  In 2006, the standards 

of the Interstate New Teacher Assessment and Support Consortium (INTASC) were correlated to 

the thematic components of the conceptual framework and inserted into the Executive Summary 

of the Conceptual Framework that is provided to all candidates admitted to the program. 
 

TEACHERS AS REFLECTIVE PRACTITIONERS  

In
itia

l 

        Lifelong Learning      Liberating Practice               Valuing Difference 

                                                        INTASC Standards 

    Core Standards 

   for All Teachers 

       Diversity 

      Standards 

      Technology 

       Standards 

           Specialty Area 

                Standards 

A
d

v
a

n
c
e

d 

       Lifelong Learning       Liberating Practice              Valuing Difference 

NC Advanced Licensure 

Standards C, D, E 

NC Advanced Licensure 

Standards A, B, C, D 

NC Advanced Licensure 

Standards B 

M.Ed. Program Goals and Objectives, National Board for Professional Teaching 

 Standards; North Carolina Special Education Advanced Licensure Standards 

 

The model of ñTeachers as Reflective Practitionersò rests upon three comprehensive 

dispositions: (1) liberating/best practices, (2) lifelong learning, and (3) valuing difference.  These 

broad dispositions encompass the goals of the Teacher Education Program, the INTASC 

Standards, and the North Carolina Program Area Standards including the Core, Diversity, 

Technology, and Specialty Area Standards. The Program faculty and our professional partners 

agree that reflective practitioners are teachers who use liberating or best practices, engage in 

lifelong learning/inquiry and value difference. Teachers who exhibit these dispositions reflect on 

practice to make appropriate instructional decisions, to solve the problems of daily life in the 

classroom, to respond compassionately to students and their families, to select meaningful 

professional activities, and to engage in examined assessment and research.  Liberating practices, 

lifelong learning and valuing difference rest in the knowledge bases of the progressive, 

reconstructionist and constructivist traditions of, among others, Dewey, Friere, Giroux, Greene, 

Noddings, Perrone, Purpel, and Whitehead. 

 

In 1990 as Greensboro College prepared for initial NCATE accreditation, a team of educators 

from the Adult Education Program, the Teacher Education Program, Arts and Sciences divisions, 

and administration worked together to develop the original knowledge base, ñTeachers as 

Reflective Practitionersò.  They suggested that reflective practice was evident in three primary 

ways: through liberating practice, lifelong inquiry, and valuing difference. In 1990 the unit and 

the institution embraced the model of ñTeachers as Reflective Practitionersò.  The commitment 

to the model was affirmed again in 1996 as the College planned for the continuing accreditation 

visit. The teacher education faculty and candidates supported ñTeachers as Reflective 

Practitionersò who use best practices, engage in lifelong inquiry, and value difference. In 

anticipation of the 2003 accreditation review, the unit examined its model of ñTeachers as 

Reflective Practitionersò and once again confirmed that this model best articulates the shared 
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values and beliefs of the program, College and the community it serves.  The teacher education 

faculty and advisory board members then used the three comprehensive components to identify 

the dispositions relevant to the reflective practitioner. The faculty and advisory board used the 

Model and the comprehensive components to structure the assessment system and to identify the 

knowledge, skills, and dispositions to be evaluated throughout the programôs clinical 

experiences. 

 

For almost two decades, the conceptual framework, ñTeachers as Reflective Practitionersò, has 

informed the Programôs decisions.  The conceptual framework has been the primary reference 

point for the design of teaching portfolios, organization of the assessment system, creation of 

evaluation instruments and definition of dispositions for professional educators.  The conceptual 

framework has served the College well as the program has responded to the ever-changing 

demands challenging teacher preparation.  Guided by ñTeachers as Reflective Practitionersò, the 

Teacher Education Program has been flexible and responsive to needs of the community and the 

profession while remaining grounded and purposeful in its action. 

 

Mission of the College 

The Greensboro College statement of institutional purpose and goals recognizes the importance 

of liberating practice in cultivating educated and responsible citizens: "Through a disciplined 

pursuit of truth, its students acquire knowledge and develop a critical awareness that allows them 

to live humanely, responsibly and productively in a free society."  A productive and meaningful 

life is one that includes self-reflection and responsible social action.  Once again, the statement 

of institutional purpose and goals articulates this social commitment: "A liberal education 

provides basic intellectual and communicative capabilities that enable a person to develop and to 

adapt throughout a productive lifetime." (Academic Catalog 2007-2008, page 4) 

 

Mission of the Teacher Education Program 

The Teacher Education Program is committed to cultivating teachers who are reflective 

practitioners and is designed to help prospective teachers become more literate, articulate, 

intellectually independent, and professionally competent.  Active learning, critical reflection, and 

disciplined inquiry are central to this program as candidates gain understanding about the 

thoughts and accomplishments of humanity. Theory and practice are combined to facilitate the 

development of professional educators who are prepared to meet challenges, celebrate diversity, 

and respond compassionately to their students. The Teacher Education Program Goals and 

Objectives reflect the Unitôs commitment to the ñTeacher as a Reflective Practitionerò model and 

the three broad dispositions/knowledge bases: liberating practices, lifelong learning and valuing 

of difference. The goals and objectives of the Unit are to develop candidates who: 

 Understand the social, historical and philosophical foundations of education; who 

recognize the moral and social dimensions of classroom practice; who know school law, 

educational policy and professional ethics (liberating practices)  

 Are reflective practitioners, who can evaluate the effects of their choices and actions and 

who actively seek opportunities to grow professionally (lifelong learning) 

 Understand the technology, central concepts, tools of inquiry, and structure of their 

discipline. (liberating practices) 
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 Understand learning and development and who can provide learning opportunities that 

support intellectual, moral, social, and personal development. (liberating practices and 

valuing of difference) 

 Understand how learners differ in approaches to learning, in degrees of handicapping 

conditions, in experience, in culture, in ethnicity, and in social background. (liberating 

practices and valuing of difference) 

 Assess, plan, implement, and evaluate instruction based on subject matter, students, 

community, and curriculum. (liberating practices and valuing of difference) 

 

Assessment 

The conceptual framework, in addition to guiding instruction and curriculum decisions, provides 

the structure for the assessment of candidate knowledge, skills, and dispositions.  The Teaching 

Portfolio and the Greensboro College Clinical Evaluation Instrument (GCCEI) are assessment 

tools that document candidate proficiencies.  The structures of these instruments are correlated to 

the Reflective Practitioner Model.  The portfolio and the GCCEI are central to the assessment 

system in that they are the means by which the candidates demonstrate and document the 

knowledge, skills and dispositions necessary to becoming reflective practitioners. The portfolio 

requires candidates to identify artifacts from their professional and specialty area courses, 

including clinical experiences, and to link these artifacts to the INTASC standards ï which have 

been correlated to the state standards and the Teacher as Reflective Practitioner Model. The 

portfolio includes rationale statements for each standard.  The rationale statements identify the 

artifacts in the portfolio and provide a justification and reflection on how the artifacts 

demonstrate knowledge, skills, and dispositions relevant to the standards. 

 

During clinical experiences, candidates use the Greensboro College Clinical Observation 

Instrument (GCCOI) to focus their observations. Candidates reflect on their own skills and the 

knowledge, skills, and dispositions of their cooperating teacher.  The candidates use the GCCEI 

to gain insight into their own development at the beginning, middle and end of their field 

placements and student teaching. The GCCEI is used throughout the clinical program and is 

designed to reflect the knowledge, skills and dispositions expected of the beginning, 

intermediate, and advanced clinical practitioner.  During EDU 4930, Student Teaching Seminar, 

student teachers selectively use components of the GCCEI to assess aspects of classroom 

practice and they compare the GCCEI results to understand their own strengths and weaknesses.  

This information is then used to develop individual growth plans.  

 

The Reflective Practitioner model is affirmed each time a curriculum or assessment decision is 

reached. The model and conceptual frameworks are central to program decision making. See 

Alignment of Conceptual Framework/Dispositions with Assessment Structures 
 
Knowledge Bases 

The conceptual framework was built on a knowledge base of educational theory, research and 

philosophy.  For the Teacher Education Program, the conceptual framework guides the 

development of curriculum and policies regarding the assessment of both the candidates and the 

program.  The following sections present a discussion of the three major themes of the 

framework. 

 

http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/Alignment_CF_Assessments.pdf


GC NCATE Report, page 14 

Liberating Practices 

Liberating practices are linked to the traditions of social reconstruction, critical theory, the 

sociology of knowledge, constructivism and reflective teaching.  They embrace the theories and 

practices of such philosophers and educators as Dewey, Counts, Freire, Giroux, Greene, Perrone, 

Vygotsky and others who have expressed and continue to articulate the social and political nature 

of education as well as its transformative and emancipatory possibilities.  Grounded in 

democratic theory, liberating practices value the cultivation of self-reflection and transformative 

social action as they culminate, for both teachers and students, in the development of moral 

vision and civic courage. 

 

The capacity to "reflect critically" (Greene) or to engage in "reflective thought" (Dewey) is 

central to the development of liberating and reflective practices that can both effect action and 

reshape personal understanding.  Such practices, according to Giroux, are based upon the 

principle of critique and action aimed at criticizing that which is restrictive and oppressive while 

at the same time supporting action in the service of the individual freedom and well-being (1983, 

p. 340).  In other words, they develop a wakeful and critical consciousness not only for the 

purpose of facilitating personal liberation and self-fulfillment but in the hope of cultivating that 

moral responsibility and compassion which frees us to respond in ethical and just ways.  Clearly 

to capture such awareness requires critical reflection upon our own realities, an awareness of our 

own biases, and a degree of wide-awakeness.  It depends on our ability to be cognizant of our 

standpoints and to be open to the world  (Greene, 1978, p. 117). 

 

Something like the reflective thought process articulated by John Dewey informs the sort of 

liberating practices that unveil our standpoints and awaken us to the world.  The components of 

Dewey's reflective process parallel the inductive and deductive stages of research methods: (a) a 

felt difficulty; (b) its location and definition; (c) suggestion of possible solution; (d) 

development, by reasoning, of bearings on the suggestion; (e) further observation and experiment 

leading to acceptance or rejection (Dewey, 1933, p. 72).  It is a movement from a given partial 

and confused picture to a suggested "comprehensive whole" and back away from the 

"comprehensive whole" to the particular facts.  The backward and forward movement of such 

inquiry is intended to connect the particular facts with additional facts as suggested by the 

"comprehensive whole."  It is a dynamic and interrelated process which offers a "freeing" 

capability, a freedom in which action is informed by a knowing examination of and an assumed 

responsibility for the connections. 

 

Liberating practices thus assume that transformation is vital to the generation of experience, 

knowledge, and life; that participation is central to the cultivation of commitment, responsibility, 

and decision-making capabilities; and that reflection is linked to personal freedom and to the 

development of moral and ethical consciousness.  Liberating practices require actions that 

stimulate reflection, motivate participation, and affirm transformation. 

 

Both in theory and practice, moreover, instructional experiences at Greensboro College are 

designed to enhance transformation, participation, and reflection--the basic tenets of liberating 

practice. Giroux (1983), for example, summarizes some of the pedagogical assumptions and 

practices that need to be clarified if such transformation, participation, and reflection are to 

occur.  He, along with John Dewey, recognizes that effective learning comes from doing and 
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acting on the world and that candidates must be active in the learning process.  Candidates must 

be able to challenge, engage, and question the learning process.  They must be able to think 

critically in order to understand their own frames of reference and to juxtapose different 

worldviews against their own.  They must be able to think dialectically in order to develop and 

clarify values and to understand why certain values are indispensable to human life.  They must 

comprehend the source of their own beliefs and actions as well as recognize how values are 

transmitted and what interests they support regarding the quality of human existence.  They must 

learn about the structural and ideological forces that influence their lives in ways that make 

justice, equity, inclusion, and freedom problematic. Vygotsky and the constructivist philosophy 

of learning continue to address the fact that learning is social and embedded in a particular 

cultural setting (Cobb and Bowers 1999).  Further constructivist practice involves: complex 

learning environments, authentic tasks, multiple representations of content, shared responsibility 

for learning, constructed knowledge, and student focused instruction (Woolfolk 2001).  Although 

it is not desirable to reduce liberating practice to a set of methods that guarantee transformative 

outcomes, Woolfolk, Frerie and others have identified central themes that point to educational 

practices that are in keeping with liberating/best practices.  Teaching and learning relationships 

that are student centered and incorporate participation, discussion, critique, dialogue, 

cooperation, collaboration, journal writing, and other such forms of interaction and reflection 

seem to be generative of the aims of liberating practice.  It is a pedagogy which takes seriously 

the responsibility for fostering and guiding the development of critical, compassionate candidates 

with moral vision and civic courage who will become the next generation of reflective teachers 

and who will remain always--students of teaching. 

 

At Greensboro College,  faculty members share the belief that liberating practices establish the 

foundation for cultivating reflective practitioners.  Faculty, candidates and members of the 

educational community share the belief that liberating practices establish the foundation for 

cultivating reflective practitioners.  It is the hope of the faculty that candidates who exit this 

program will have developed these insights: 

A.  Knowledge is interrelated.  It is the responsibility of the program to prepare teachers who 

help candidates discover fundamental relationships between and among disciplines.  This 

belief leads the Greensboro College faculty to emphasize cooperative learning, Socratic 

methodology, integration of content, and whole language.  Consequently, faculty also 

engage in considerable dialogue as they share experiences, research, and concerns during 

Teacher Education Committee, Subcommittee and Advisory Board meetings. 

B.  Students learn in diverse ways. Learning itself is shaped by numerous factors such as 

prior knowledge, experience, and achievement.  Interrelatedness of cultural and linguistic 

diversity; overall societal expectations, beliefs, and values; and the lived life experiences 

of candidates, students and families impact on how and what one learns.  Such beliefs 

encourage the faculty to become more flexible and versatile in teaching and planning 

instruction.  It requires us to critically observe and listen to our students, and evaluate 

ourselves so that we may model reflective practice for our candidates.  This belief system 

encourages us as individuals and as a professional body, to value human diversity.  

Faculty members emphasize a variety of teaching methods and techniques, including 

cooperative and active learning.  Such methods facilitate the release of gifts, talents, and 

insights. 
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C.  Continuous critical inquiry and self-improvement are essential.  Such a belief frees us to 

critically examine ourselves, our teaching and our profession.  It gives us the moral 

courage to seek a better self, a better profession, a better community, and indeed a better 

society.  We hope our candidates will become committed to lifelong inquiry, self-

reflection, and will assume responsible positions in schools and communities while acting 

with civic and moral courage.  We therefore encourage our candidates to attend seminars 

and professional meetings as well as to join community and professional organizations. 

 

D.  Theory and practice cannot be divorced. As responsible practice is informed by 

legitimate theory, theory is then reformed by reflective practice.  A continuous process of 

development and transformation therefore emerges. Consequently, we hope our 

candidates will be skillful, artistic practitioners who continuously question why they do 

what they do.  Therefore, we require our candidates to engage in a series of 

developmental fieldwork experiences, which culminate in the student teaching 

opportunity.  Theory and practice are linked in action and critical reflection. 

 

Learning as  a Lifelong Process 

Approximately one-third of the student body at Greensboro College is over the age of twenty-

three and enrolled in the Professional and Graduate Studies Program.  Greensboro College, 

however, conceives learning as a lifelong process not narrowly, as merely the Professional and 

Graduate Studies Program, but broadly, as a continuing and lifelong reconstruction of 

experience, as articulated, for example, by Malcolm Knowles: 

 
Clearly ólifelong education,ô which until the early seventies had been used as a synonym for 

continuing or adult education, [has taken] on a educational enterprise as one continual process 

from birth to death.  Obviously a new institutional form [is] in the process of development to 

accommodate this new conception.  And when this new institutional form has finally taken shape, 

adult education, as we have known it, will have disappeared.  There will no longer be early 

childhood education, youth educators, and adult educators.  There will only be facilitators and 

resource persons of self-directing lifelong learners (Knowles, 1977, p. 349). 

 

Knowlesô ideas about the active, participatory, transformational character of learning and the 

facilitating nature of teaching are consistent with the liberating practices discussed above and 

encompassed in particular within Paulo Freireôs problem-posing educational model.  Freire 

writes that the teacher in the problem-posing model is no longer the ñone-who teaches, but one 

who is himself taught in dialogue with the students, who in turn while being taught also teach.ò  

Thus students and teachers become ñjointly responsible for a process in which all growò (Freire, 

1974, p. 67). 

 

Both Knowles and Freire agree that learning is a lifelong engagement and that young and old 

alike are involved in the continuous process of facing new challenges, making connections, and 

forming and re-forming understandings.  Freire writes: 

 
Problem-posing education affirms men as beings in the process of becomingïas unfinished, 

uncompleted beings in and with a likewise unfinished reality.  Indeed, in contrast to other animals 

who are unfinished, but not historical, men know themselves to be unfinished; they are aware of 

their incompletion.  In this incompletion and in this awareness lie the very roots of education as an 

exclusively human manifestation.  The unfinished character of men and the transformational 

character of reality necessitate that education be an ongoing activity (Freire, 1974, p. 72). 
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Learning as a lifelong process, in short, transcends the domain of adult education and 

psychological development to touch on issues fundamental to the nature of our being human and 

compassionate beingsïthe quest to know that is not confined to a chronological or developmental 

period. 

 

At Greensboro College, teacher education candidates are challenged to begin the journey of 

lifelong learning and professional development by joining a professional educational 

organization as a requirement for admission into the Teacher Education Program.  During 

student teaching candidates are asked to develop an Individual Growth Plan based on their 

teaching strengths and weaknesses.  At the completion of their Teaching Portfolio candidates are 

required to reflect on the process of portfolio development and its connection to their continued 

growth and development.  Reflective Practitioners challenge themselves to grow as they engage 

in continuous inquiry and lifelong learning.     

 

The Valuing of Difference 

At Greensboro College, as our college student population changes and as the P-12 student 

population changes radically over the next two or three decades, we expect not merely to 

acknowledge and defend difference on our campus but to embrace and appreciate it so that our 

teacher candidates will be prepared to teach in the 21
st
 century. We have elected to use the 

NCATE definition of diversity as we set forth to prepare candidates for an increasingly diverse 

world: 

 
Differences among groups of people and individuals based on ethnicity, race, socioeconomic 

status, gender, exceptionalities, language, religion, sexual orientation and geographical area 

(NCATE 2001) 

 

Our student teachers and our teacher graduates will naturally need to adapt to teaching in the 

present and future classroom, as described, for example, by Vitro Perrone: 

 
To teach in the schools today, it is necessary to be particularly attentive to difference, to 

acknowledge the handicapped and non-handicapped, English speaking and non-English speaking, 

and members of most of the worldôs racial, ethnic, and religious groups.  Our schools have never 

been as universal nor our population so varied (Perrone, 1991, p. 45). 

 

Such classrooms, according to Perrone and others, are the result of profound changes in the 

social structure of the world.  Perrone points out further, for instance, that recent immigrant 

populations no longer share the European history and origin to which ñweò are accustomed. 

Recent immigration groups are less likely than prior immigration groups to assimilate to the 

dominant culture as the price for social, political and economic legitimacy. They are often Asian 

or Mexican.  Our native American population is also growing.  In addition, in our largest school 

districts, an on-going national trend can be seen: ña significant percentage of students who come 

to the schools each day have a first language other than Englishò (Perrone, 1991, p. 45). 

 

Lee F. Anderson similarly points to the accelerating growth of global interdependence, to the 

decline of western dominance, and to the decline of American hegemony as factors necessitating 

ñglobal educationò (Anderson, 1990, p. 72).  And Ida Urso suggests that while increasingly rapid 

changesïpolitical, social, and economicïmay make our world sometimes seem to be ñspinning 



GC NCATE Report, page 18 

out of control,ò global education ñhelps teachers and students connect with and make sense of 

the quickly changing world around us (p. 102): 

 
Teachers everywhere, and especially in the United States, are becoming aware of the need to 

prepare young people for a different kind of lifeïa life in which new conditions will require 

constructive adaptation, and new problems will require creative solutions (Urso, 1990, p. 100). 

 

In spite of the existing social, economic, and political conditions that have called our attention to 

multicultural education, Perrone reminds us that ñwe have been a culturally pluralistic nation for 

most of our existence.  But we have tended to want a single model for defining the goodò 

(Perrone, 1991, p. 47).  He goes on to point out that our response to difference has generally been 

one of disdain rather than affirmation.  We have isolated and tracked our different candidates so 

they could reach their potential and therefore gain equality.  We have put in place one model of 

success and have responded to diversity by attempting to fit everyone into a single image of the 

good and the beautiful.   Consequently, we may have fallen victim to the mind set suggested by 

Gitlin in which our love for the common people is undistinguishable from our contempt for them 

(McLaren and Hammer, 1989).  Further, MacCannell suggests, ñOur celebration of difference, in 

actuality, is a form of sucking difference out of difference [and an affirmation of] the old 

arrogant Western Ego that wants to see it all, know it all, and take it all in, an Ego that is isolated 

by its belief in its own superiorityò (1989, pp. xiv-xv). 

 

What remains before us, as indicated by the shifting demographics, is an increasingly diverse 

student body within our institutions of higher education as well as within our public schools.  

Thus our educational response can no longer afford to be one of arrogant ñsucking difference 

from differenceò but must be one of ïas Vito Perrone suggestsïñdifference sustained with 

honor.ò  At Greensboro College we remain mindful of the obligation to prepare graduates who 

will become morally responsible citizens and teachers who value, honor, and appreciate human 

and cultural difference. 

 

Using guidance from Banks (1993, 1994) who suggests five dimensions of multicultural 

teaching, Greensboro College candidates and faculty are committed to content integration, 

knowledge construction, prejudice reduction, equitable pedagogy, and empowering the school 

culture.  Reflective writing assignments, observation and evaluation instruments, clinical field 

placements, and classroom discussions are designed to guide candidates as they construct 

classrooms that place democracy, equity, and social justice as the foundation for all interactions.  

As Gollnick and Chin (2002) suggest, such classrooms are student centered, promote human 

rights, respect cultural differences, analyze oppression and power relationships, build on life 

histories of all students, critique society in the interest of justice and equality, participate in 

collective social action and adhere to the belief that all students can and do learn. Such 

classrooms are modeled and critiqued throughout the candidate preparation program.  The 

Alumni Diversity Board was established in March of 2002 to provide guidance, assess 

curriculum, and design programs to address diversity at Greensboro College. 

 

Conclusion 

It is not surprising that three liberating ideas ï liberating practices, lifelong learning, and the 

valuing of difference ï emerge as the conceptual framework themes that inform instructional 

practices found at Greensboro College.  First, a review of the Academic Catalog and mission 
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statements affirms the Collegeôs commitment to ñliberating practiceò in its most freeing and 

responsible dimensions.  In addition, Greensboro Collegeôs concern for learning as a lifelong 

process is reflected not only in the traditions of a liberal arts education but also in its actual 

establishment of a Professional and Graduate Studies Program to promote the quest for 

knowledge among older, non-traditional candidates.  Currently, approximately one-third of the 

student body is composed of non-traditional candidates.  This fact not only demonstrates a 

named commitment to the concept of learning as a lifelong process but also adds to the rich 

diversity of age and experience within the student body. 

 

Historically, moreover, Greensboro College has demonstrated a commitment to the valuing of 

difference.  It participated, for example, in the Greensboro Intercollegiate Fellowship, which 

brought together black and white students and faculty members from the communityôs campuses 

during the 1930s and 1940s (Chafe, 1981, p. 29).  And as the civil rights movement was sparked 

by the Woolworth sit-in in Greensboro on February 1, 1960, the communityôs college students 

provided rotating relief for the four North Carolina A & T freshmen: ñWith telephones buzzing 

between campuses, word flashed that even some white students from Greensboro College 

wanted to sit in with themò (Branch, 1989, p. 271).  Diversity and Multicultural interests 

continue to be addressed at Greensboro College as evident in growing student involvement in the 

Celebrating Diversity organization and Precis freshman seminar.  In 1995-96, the College was 

designated as a Title III institution.  In 1996-97 the Teacher Education Program initiated a 

collaboration project with Bennett College (Historically Black College).  This relationship 

included faculty exchange, student forum, and plans for continued partnership. In 1998-99 in 

collaboration with Bennett College, Greensboro College received a grant to establish an 

alternative licensure program in the Piedmont to serve the increasing number of lateral entry 

teachers. The PAL has assisted over 210 adult candidates to obtain licensure.  Approximately 

one-fourth of the PAL candidates represent non-white groups, one-third are male, and two-thirds 

are over 30 years old.  In 2002 the Teacher Education program established the Alumni Diversity 

Board which provides guidance for programs, policy, and curriculum.  The board is composed of 

Greensboro College alumni who represent a wide range of ethnic, racial, cultural, exceptionality, 

and regional difference. 

 

Greensboro College has exhibited a long-standing commitment to diversity in its establishment 

of a special education teacher program in 1971.  This program has contributed to the preparation 

of teachers who enter the classroom with knowledge about special populations and compassion 

for the individuals who experience, daily, the barriers created by handicapping conditions.  This 

special education program at Greensboro College is dedicated to developing that consciousness 

among teachers which facilitates attention to difference, that quality which Vito Perrone says is 

essential to teach effectively in todayôs schools. 

 

Current research findings, sound professional practice, and philosophical inquiry have been used 

to guide the development of the conceptual framework themes from which the Greensboro 

College Teacher Education Program model was derived.  Liberating practice, learning as a 

lifelong process, and the valuing of difference have resulted in discussions about the nature of 

the theories and practices that constitute freeing and generative educational experiences.  These 

conversations have enabled us to articulate the educational model most congruent with the values 

and practices at Greensboro College, that of Teachers as Reflective Practitioners.  



GC NCATE Report, page 20 

 

Undergraduate Programs Alignment with Professional, State, and Institutional Standards 

The model for the conceptual framework, Teachers as Reflective Practitioners, and its three 

broad dispositions ï liberating/best practice, lifelong learning, and valuing differences ï inform 

and guide the two alternative licensure programs in basically the same ways in which it serves 

the undergraduate programs that lead to the SP1 License.  The conceptual framework determines 

the content of the courses, the assessment of candidates, and all the policies and procedures that 

provide the structures for program operation.  Though the courses involved in the different 

programs of study vary slightly, based on the background of the candidates entering the program, 

all candidates are assessed with the same instruments and procedures, all of which are correlated 

to the conceptual framework.  See CF Table 1 for the correlations among the three themes of the 

conceptual framework and national, state, and institutional standards. 

 

Graduate Programs Alignment with Professional, State, and Institutional Standards 

The masterôs programs in elementary and special education are, in effect, extensions of the 

undergraduate programs.  The conceptual framework and its three themes represent the core 

goals and values of the graduate program of studies. When the graduate programs were 

developed, 2001-2003, the programsô goals and objectives were correlated to the conceptual 

framework and were viewed as an extension of the INTASC Standards and inclusive of the 

National Board for Professional Teaching Standards (NBPTS). In January 2006, the North 

Carolina State Board of Education adopted revised standards for Advanced Licensure for All 

Teachers and specialty area standards for special education.  Course content and basic 

requirements for all graduate candidates (i.e. ï a product of learning, either an advanced 

licensure portfolio or an action research thesis) have subsequently been aligned to those revised 

standards.  As in the undergraduate programs, candidates are introduced to the conceptual 

framework early in the program of studies and are continually assessed through standards and 

objectives that correlate to the conceptual framework.  See CF Table 2 for the correlations 

among the three themes of the conceptual framework and national, state, and institutional 

standards. 

 

Indicators for Conceptual Framework 

 

Shared Vision: 

In 1990 as Greensboro College prepared for initial NCATE accreditation, a team of educators 

from Adult Education, Teacher Education, Arts and Sciences, and the administration worked 

together to develop the original knowledge base, ñTeachers as Reflective Practitionersò. They 

also suggested that reflective practice was evident in three primary ways: through liberating 

practice, lifelong inquiry, and valuing difference. In 1990 the unit and the institution embraced 

the model of ñTeachers as Reflective Practitionersò.  In 1996 as the College planned for the 

continuing accreditation visit, the teacher education faculty and candidates affirmed their 

commitment to preparing candidates to become Reflective Practitioners who utilize best 

practices, engage in lifelong inquiry, and value difference. In anticipation of the 2003 

accreditation review, the unit examined its model of ñTeachers as Reflective Practitionersò and 

once again confirmed that this model best articulates the shared values and beliefs of the 

program, College and the community it serves.  Faculty and the Greensboro College Teacher 

Education Advisory Board members then used the Model and the three comprehensive 

http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/CF_Table_1.pdf
http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/CF_Table_2.pdf
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components to develop the dispositions they believe best identify the reflective practitioner. With 

input from the newly created Alumni Diversity Board and teacher education candidates the 

Reflective Practitioners model was affirmed and used to discuss best practices and commitment 

to preparing teachers to teach an increasingly diverse population. For almost two decades the 

Greensboro College teacher education faculty members have been engaged in dialogue with 

colleagues, candidates and public school partners as they have developed programs, assessment 

system, revised curriculum, and purchased instructional resources.  All of these conversations 

have taken place within the context of the Reflective Practitioner model.  The conceptual 

framework reflects the shared vision and commitment to preparing teachers as reflective 

practitioners at Greensboro College.  

 

 

Coherence: 

The Greensboro College model, ñTeachers as Reflective Practitionersò, along with the three 

comprehensive knowledge bases/dispositionsïliberating practices, lifelong learning, and valuing 

differencesïguide the policy, curriculum revision, planning and assessment decisions for the 

program.  In addition to on-going conversation about how the conceptual framework drives the 

program, three specific examples can be cited to illustrate the coherence among the curriculum, 

instruction, assessment and clinical experiences for the programôs candidates. Using the 

conceptual framework as a guide, the Greensboro College faculty designed a teaching portfolio 

linked to the framework standards.  Through the support of the federal catalyst grant Preparing 

Tomorrowôs Teachers to use Technology (PT3) the program used the expertise of Helen Barrett 

to design a teaching portfolio based on standards.  The programôs conceptual framework 

provided the structure and the standards for the electronically formatted portfolio.  A second 

example of coherence provided by the conceptual framework is the work of the ad hoc Clinical 

Experiences Subcommittee in designing the Greensboro College Clinical Evaluation Instrument 

(GCCEI). (See 2000-Level, 3000-Level, Student Teaching/Clinical Practicum)  The GCCEI is to 

be used by teachers and faculty to evaluate the skills of teacher education candidates.  The 

GCCEI evaluates liberating practices through categories that focus on content pedagogy, 

motivation and management, communication and technology, planning, and assessment. (See 

GCCEI Sections I, V, VI, VII and VIII) The GCCEI assesses valuing of difference through 

categories focusing on student development, diverse learners, and multiple strategies. (See 

GCCEI Sections II, III, and IV of GCCEI)  The GCCEI focuses on lifelong learning through 

evaluation of school and community, reflective practice/professional growth, and personal and 

professional attributes. (See GCCEI Sections IX, X, XI)   ñTeachers as Reflective Practitionersò 

provided the model needed to design the comprehensive evaluation instrument. A third example 

of how the conceptual framework provides program coherence is in the articulation of program 

dispositions.  The Standards/Dispositions subcommittee examined the conceptual framework and 

decided that the dispositions of the reflective practitioner were already described in the three 

comprehensive themes.  The subcommittee identified liberating practices, lifelong learning and 

valuing of difference as being the defining characteristics of a reflective practitioner. The 

requirements for admission to the Teacher Education Program include recommendations from 

faculty members in which candidate dispositions relevant to liberating practices, lifelong 

learning and valuing differences are rated. (See Recommendation for Teacher Education) 

 

 

http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/GCCEI_2000.pdf
http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/GCCEI_3000.pdf
http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/ST_Practicum_GCCEI.pdf
http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/TEP_Recommendation.pdf
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Professional Commitments and Dispositions: 

Since 1990, the Greensboro College model, ñTeachers as Reflective Practitionersò, has been 

affirmed for its consistency in identifying the professional attributes and dispositions that the 

faculty value in teachers. Reflective practice is central to identifying and utilizing liberating 

practices, in valuing and appreciating diversity, and in engaging in meaningful professional and 

lifelong learning. Reflection is embedded in the professional studies and specialty area courses 

and is an intentional component of all clinical and student teaching experiences. Reflection is the 

key practice in developing the rationale statements for all teaching portfolio artifacts and 

reflection is a primary goal in most professional studies courses. (See any teaching portfolio.) 

The unitôs conceptual framework is grounded in INTASC, NBPTS, North Carolina Core 

Standards and program objectives.   

 

 

Commitment to Diversity: 

The valuing of difference is one of the three comprehensive knowledge bases and dispositions 

that are included in the model of ñTeachers as Reflective Practitionersò.  The unitôs commitment 

to appreciating difference, to identifying practices that are appropriate for all learners and to 

engaging in democratic practices rooted in equity and social justice is explicit. Through course 

work and clinical experiences the faculty members challenge candidatesô preconceived notions 

and existing prejudices as they are directed toward the development of multicultural perspectives 

and inclusive understandings about students, society and knowing.  Examination of course 

descriptions, syllabi, field components, and student journals will support the Unitôs commitment 

to diversity. Once again, Greensboro College uses the inclusive NCATE description of diversity: 

 

Differences among groups of people and individuals based on ethnicity, race, socioeconomic 

status, gender, exceptionalities, language, religion, sexual orientation and geographical area 

(NCATE 2001) 

 

Commitment to Technology: 

Technology is infused throughout the Greensboro College curriculum and the Teacher Education 

Program. Since 2006, candidates and faculty have made extensive use of LiveText, an on-line 

application and web service, for building portfolios, assessing clinical experiences, and 

aggregating and disaggregating assessment data. Our commitment to technology is reflected in 

the conceptual framework and disposition that addresses liberating/best practices.  Reflective 

Practitioners think about how and what they teach. They assess their instructional decisions.  

Their use of technology demonstrates an on-going commitment to liberating practice.  As a part 

of the Professional Studies curriculum all candidates complete EDU 3100 Introduction to 

Planning, Instruction, and Educational Technology. This course includes instruction in the 

technology concepts, processes, and applications identified in the National Educational 

Technology Standards and Performance Indicators for All Teachers.  All candidates are required 

to prepare a technology portfolio in order to be eligible for licensure recommendation in North 

Carolina. That technology portfolio is now imbedded in Section 6 of the Teaching Portfolio. The 

Teaching Portfolio, with the imbedded technology portfolio, is now built through the LiveText 

application. Candidates are introduced to the Teaching and Technology portfolios in EDU 3100. 

In addition to the knowledge and skill developed through this particular course, faculty members 

model best technology practices in many other courses. 
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Candidate Proficiencies Aligned with Professional and State Standards: 

Teacher Education Program objectives are based upon research related to constructivist, 

reconstructionist and progressive pedagogy that supports ñTeachers as Reflective Practitionersò.  

The program goals are aligned with INTASC principles, North Carolina Core Standards, and 

NBPTS propositions.  The Teaching Portfolio and the Greensboro College Clinical Evaluation 

Instrument are used to document performance outcomes and proficiencies.  Both of these 

documents are based upon the three themes of the conceptual framework, which are in turn 

aligned with professional and state standards.   
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DESCRIPTION OF MODEL DERIVATION  

 

identification of: 

 

 

 

 

 

 

leads to: 

 

results in: 

 

 

Conceptual Framework Components/Dispositions 

L IBERATING ñBESTò PRACTICES  

LEARNING AS A L IFELONG PROCESS 

VALUING OF DIFFERENCES 

Reflection upon and discussion about: 

THE PRACTICE OF TEACHING AND THE NATURE OF STUDENT-TEACHER/TEACHER-STUDENT RELATIONSHIPS 
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SECTION III.  EVIDENCE FOR MEETING  EACH STANDARD  

 

Standard 1:  Candidate Knowledge, Skills, and Dispositions 

Candidates preparing to work in schools as teachers or other professional school personnel 

know and demonstrate the content, pedagogical, and professional knowledge, skills, and 

dispositions necessary to help all students learn.  Assessments indicate that candidates meet 

professional, state, and institutional standards. 

 

Reflective Practitioners must have substantial knowledge of the subjects they teach. To develop 

the knowledge, skills, and dispositions to teach P-12 students, Greensboro College candidates 

complete a strong liberal arts general education program, a well designed professional studies 

program, and a comprehensive specialty studies program. These programs are linked to the 

stateôs teacher education program approval standards, the Unitôs conceptual framework and the 

INTASC standards. The general education, specialty and professional studies courses are 

designed to reflect the content, pedagogy, and professional knowledge expected of all 

candidates. Candidates are assessed at all levels of the college curriculum.  The Unit collects and 

summarizes grade point averages (at admission to the Teacher Education Program and at 

program completion), PRAXIS I scores for all degree seeking, undergraduate candidates, Praxis 

II scores for elementary and special education graduates and all lateral entry candidates, 

evaluations of portfolios, clinical experiences and student teaching, and surveys of graduates, 

candidates, cooperating teachers, supervising faculty and employers.   

 

The Unit carefully tracks the data about candidate performance.  Since 2003, the average GPAs 

of candidates entering the program has been at least 3.16 (well above the required minimum of 

2.5. The average scores on the three Praxis I subtests range 4-7 points above the required 

minimum scores.  These assessments ensure that candidates enter the program with appropriate 

qualifications and complete the program with the knowledge, skills, and dispositions needed to 

be effective teachers. 

 

1.1 Content Knowledge for Teacher Candidates: Initial Preparation of Teachers 

To fulfill its mission as a liberal arts institution, Greensboro College has established a set of 

general education requirements that must be completed successfully by all candidates for 

degrees.  These requirements are based upon fifteen objectives. Upon completion of degree 

requirements, graduates will be able to: 

 1.  Read critically a variety of texts.  

 2.  Write effectively for different purposes and audiences.  

 3.  Speak effectively for different purposes and audiences.  

 4.  Reason to reach logical conclusions.  

 5.  Understand and effectively use technology.  

 6.  Think critically about ethics and values.  

 7.  Analyze numerical data critically.  

 8.  Analyze critically and/or perform/produce creative art.  

 9.  Explore and understand human behavior.  

 10.  Explore and understand the natural world in a scientific fashion.  

 11.  Explore and understand the historical nature of civilization.  

 12.  Develop a global perspective.  
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 13.  Understand personal fitness/wellness.  

 14.  Explore and understand the biblical tradition.  

 15.  Use and understand a language other than English.  

 

To satisfy the general education requirements of Greensboro College all candidates must 

successfully complete courses in the following disciplines: 

 

English  (8 hours).  Candidates complete ENG 1100 or ENG 1110,  and ENG 1120 or ENG 

1122.  Candidates in the George Center for Honors Studies Program may satisfy these 

requirements with HON 1010 and HON 1020.    Full-time candidates must complete these 

courses within the first three semesters of enrollment; part-time candidates must complete these 

courses within the first four semesters of enrollment.  Candidates who have not completed the 

English requirement within the specified time must obtain permission from the Vice President 

for Academic Affairs to enroll at the College for a subsequent semester.     

  

Fine Arts (4 hours).  Candidates choose from among these approved fine arts courses: 

ART 1100 DAN 1210 MUS 1604 THE 1030 THE 1225 THE 2235 

ART 1205 DAN/KIN1510 MUS 1605 THE 1050 THE 1235 THE 2255 

ART 1305 DAN 2010 MUS 1607 THE 1110 THE 1240 THE 3000 

ART 1405 DAN 2110 MUS 1608 THE 1120 THE 1255 THE 3110 

ART 1505 DAN 2210 MUS 1609 THE 1125 THE 2110 THE 3125 

ART 2705 DAN 3020 MUS 1612 THE 1130 THE 2125 THE 3135 

ART 2805 DAN 3610 MUS 1614 THE 1135 THE 2135 THE 4110 

ART 2900 DAN 4500 MUS 1615 THE 1155 THE 2145 THE 4230 

ART 2905 MUS 1100 MUS 1616 THE 1165 THE 2155  

DAN 1010 MUS 1601 MUS 2080 THE 1175 THE 2175  

DAN 1110 MUS 1602 THE 1010 THE 1185 THE 2225  

 

Foreign Language (8 hours). Candidates must attain proficiency in a foreign language through 

the elementary level.  Courses listed below count toward the foreign language requirement.  

Candidates who place into higher levels in a foreign language than these courses listed will earn 

credit for elementary proficiency according to the guidelines stated in the Academic Catalog in 

the section titled Required Proficiency in Foreign Language.       

FRE 1110 GER 1110 GRK 1110 HEB 1110 SPA 1100 SPA 1120 

FRE 1120 GER 1120 GRK 1120 HEB 1120 SPA 1117 SPA 1127 

 

Global Perspective (4 hours). Candidates complete at least one course designated Global 

Perspective. The courses that will fulfill the Global Perspective requirement are as follows:       

ART 1100 ECO 3400 ENG 3050 HIS 1120 POL 2110 SOC 2207 

ART 2900 ENG 1122 ENG 3540 HIS 2142 POL 3410 SOC 3308 

BUS 4210 ENG 2110 ETH 3420 HIS 2150 POL 3420 SPA 2306 

BUS 4310 ENG 2120 ETH 3430 HIS 2160 REL 2120 SPA 2310 

BUS 4420 ENG 2160 FRE 3360 HIS 3220 SOC 1012 THE 3110 

    SOC 2010 WGS 2000 
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History  (4 hours).  Candidates choose from among these approved history courses:     

HIS 1110 HIS 1130 HIS 2110 HIS 2130 HIS 2142 HIS 2160 

HIS 1120 HIS 1140 HIS 2120 HIS 2140 HIS 2150 HON 2010 

 

Kinesiology (4 hours).  Candidates will successfully complete one specific course in 

Kinesiology:  KIN  1100.  Candidates should complete this requirement in the first year of 

enrollment.     

 

Mathematics  (4 hours). Candidates choose from among these approved mathematics courses: 

MAT 1010 MAT 1050 MAT 2050 MAT 2360 MAT 3020 

MAT 1030 MAT 2000 MAT 2060 MAT 2500  

 

Full-time candidates must complete the mathematics general education requirement within the 

first three semesters of enrollment; part-time candidates must complete the mathematics general 

education requirement within the first four semesters of enrollment.  Candidates who have not  

completed the mathematics requirement within the specified time must obtain permission from 

the Vice President for Academic Affairs to enroll at  the College for a subsequent semester.       

 

Natural Sciences (4 hours, including a laboratory component).  Candidates choose from 

among these approved natural science courses:     

BIO 1100 BIO 1180 BIO 1350 BIO 3450 PHY 1100  

BIO 1110 BIO 1300 BIO 2300 CHM 1100 PHY 1200  

 

Religion  (8 hours). Candidates will successfully complete either REL 1110 or REL 1120, and  

another course from this list of approved ethics, religion, and philosophy  courses.  Candidates 

may satisfy the requirement by completing REL 1110 and  REL 1120.   

ETH 2110 PHL 2120 REL 1120 REL 2120 

PHL 2110 REL 1110 REL 22110  

 

Candidates enrolled in the George Center for Honors Studies Program may earn four hours of 

credit toward the religion general education requirement upon completion of HON 1010, HON 

1020, and either REL 1110 or REL 1120.       

 

Social Sciences  (4 hours). Candidates choose from among these approved social science 

courses: 

ECO 1100 POL 1100 PSY 1100 SOC 1010 SOC 2010  

ECO 1120 POL 2110 PSY 2100 SOC 1012 SOC 2207  

HON 2020 POL 3420 PSY 2200 SOC 1050   

 

The Liberal Arts focus of the general education core introduces candidates to a variety of areas 

as they learn ideas and develop skills from disciplines outside their major area of study.  As a 

result of the liberal studies focus, candidates learn multiple ways of examining problems and 

understanding events and people from around the world.  The general education curriculum 

provides them with the foundation for reflective practice.  The average GPA of 3.34 for 2005-06 

and 3.43 for 2006-07 for candidates admitted to Teacher Education is evidence of adequate 

content knowledge. 
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Knowledge and skills in the content areas are more fully developed through the majors. The 

specialty studies core is aligned with the major.   The teacher education faculty members, in 

consultation with the academic departments, have developed programs for each licensure area.  

The North Carolina Specialty Area Standards and Indicators were used to select and design 

courses for each licensure area, thus ensuring appropriate content and professional education 

preparation for the candidates. These standards, adopted by the State Board of Education in 

2002, include the Core Standards for All Teachers, the Diversity Standards, the Technology 

Standards, Specialty Area Standards and the North Carolina Program Approval Standards. The 

specific course requirements for all majors and licensure areas are listed in the 2007-08 

Academic Catalog.  The correlations among the major course requirements, the Specialty Area 

Standards and Indicators, and the conceptual framework of the Teacher Education Program are 

provided in the specialty area reports for each licensure area. 

 

The Teacher Education Committee provides oversight of the appropriateness and effectiveness 

of all teacher education programs of study.  The assessment system, developed and monitored by 

the Teacher Education Committee, ensures that candidates complete the programs with the 

necessary knowledge, skills and dispositions. There are five checkpoints in the assessment 

system for initial licensure. At application for admission to teacher education (Checkpoint 1), 

GPA is used to demonstrate candidate content knowledge and Praxis I scores are used to 

demonstrate candidateôs basic skills with reading, writing, and mathematics. See Table 1.1.1.    

 

Table 1.1.1: Checkpoint 1 Admission Criteria 
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Checkpoint 1 

GPA 

Undergrad Degree-seeking 3.43 3.43 3.34 322 3.31 3.28 3.19 3.23 3.35 

Undergrad Licensure-only 3.65 3.62 3.39 3.18 3.12 3.12 3.20 3.20 3.36 

Graduate degree-seeking 3.79 3.86 3.67 3.90 3.80 -- -- -- -- 

PRAXIS/Equivalent 

PPST Reading (176) 179 180 179 180 180 181 182 183 181 

PPST Writing (173) 177 177 177 177 179 179 179 180 177 

PPST Mathematics (173) 179 180 181 180 180 182 180 183 182 

CBT Reading (323) 328 328 327 329 331 331 330 330 328 

CBT Writing (319) 319 319 319 322 325 326 325 325 325 

CBT Mathematics (318) 322 322 323 327 328 329 328 328 325 

SAT Total (1100) 1165 1153        

SAT Verbal (550) 594 620        

SAT Mathematics (550) 577 577        

ACT Total (24) 26 26        

ACT Verbal (24)          

ACT Mathematics (24)          

PPST Composite (522) 527 527        

GRE (No minimum) 785 847 825 816      

MAT (No minimum)   27 27      

Candidates Admitted to Program 

Undergrad Degree-seeking 80 77 64 59 63 63 60 59 37 

Undergrad Licensure-only 97 142 146 131 163 149 111 64 28 

Graduate Degree-seeking 17 25 21 12 4     
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At admission to student teaching (Checkpoint 2), content mastery is determined by GPA and 

candidate performance in specialty area courses and fieldwork. See Table 1.1.2.  

 

Table 1.1.2: Checkpoint 2 Admission Criteria 
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Checkpoint 2-Admission to Student Teaching Program 

GPA 

Admission to Student Teaching 3.63 3.48 3.32 3.19 3.33 3.27 3.35 3.11 3.34 

Candidates Admitted to ST Program 34 44 24 18 28 22 24 18 25 

 

The Teaching Portfolio Summative Assessment (TPSA) and the Greensboro College Clinical 

Evaluation Instrument (GCCEI) are comprehensive instruments that demonstrate the knowledge, 

skills and dispositions of candidates at the end of student teaching. During pedagogy courses, 

fieldwork and student teaching candidates select evidence of their mastery of content and 

effectiveness of teaching by linking assignments, lesson plans, and videotapes to particular 

INTASC standards.  CF Table 1 shows the correlation between the Unitôs conceptual framework 

and the INTASC standards. Since the INTASC standards are used as comprehensive standards 

that correspond to the conceptual framework and the State standards, when candidates meet the 

INTASC standards, they are also meeting the Unitôs program goals and the Stateôs Core 

Standards, Diversity Standards, and Technology Standards.  

 

The cooperating teacher and supervising faculty use the TPSA and GCCEI to determine student 

teachersô knowledge and skills  at the completion of student teaching (Checkpoint 3).  Table 

1.1.3 shows the GCCEI ratings of the 2006-07 student teachers.  Table 1.1.4 shows the Teaching 

Portfolio ratings for the 2006-2007 student teachers. References to these tables will occur 

frequently throughout this section of the report. All student teachers were rated at meets 

expectations or higher on the content pedagogy sections of the both the GCCEI and the TPSA.  

These ratings indicate the Unitôs program of study has provided the candidates with adequate 

content knowledge required for successful teaching. 

 

Table 1.1.3: 2006-07 GCCEI - All Student Teachers 
 Exceeds (4) Meets (3) Nds Imp(2) Unsat(1) Mean 

1. Content Pedagogy 19 17 0 0 3.53 

2. Student Development 24 12 0 0 3.67 

3. Diverse Learners 16 20 0 0 3.44 

4. Multiple Instruct. Strategies 20 16 0 0 3.56 

5.Planning 22 14 0 0 3.61 

6. Time Management 19 17 0 0 3.53 

7. Behavior & Motivation 22 14 0 0 3.61 

8. Assessment 12 24 0 0 3.33 

9. Communication 25 11 0 0 3.69 

10. Technology 23 13 0 0 3.64 

11. Personal & Prof. Attributes 30 6 0 0 3.83 

12. Reflective Prac/ Prof. Growth 26 10 0 0 3.72 

13. School and Community 19 17 0 0 3.53 

 

 

http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/CF_Table_1.pdf
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Table 1.1.4: 2006-07 Teaching Portfolio - All Student Teachers 
 Exceeds(4) Meets(3) Needs Im(2) Unsat(1) Mean 

Item 1: Content Pedagogy 

 

     

Rationale 22 17 0 0 3.56 

Artifacts 24 15 0 0 3.62 

Item 2: Student Development      

Rationale 28 18 0 0 3.61 

Artifact(s) 26 19 1 0 3.54 

Item 3: Diverse Learners      

Rationale 27 12 0 0 3.69 

Artifact(s) 31 8 0 0 3.79 

Item 4: Multiple Instructional Strategies      

Rationale 25 14 0 0 3.64 

Artifact(s) 24 15 0 0 3.62 

Item 5: Motivation and Management      

Rationale 29 15 0 0 3.66 

Artifact(s) 33 10 1 0 3.73 

Item 6: Communication and Technology      

Rationale 24 20 0 0 3.55 

Artifact(s) 29 15 0 0 3.66 

Item 7: Planning      

Rationale 25 13 1 0 3.62 

Artifact(s) 26 13 1 0 3.64 

Item 8: Assessment      

Rationale 25 19 0 0 3.57 

Artifact(s) 26 17 0 0 3.6 

Item 9: Reflective Practice/Professional Development      

Rationale 27 17 0 0 3.61 

Artifact(s) 29 14 1 0 3.64 

Item 10: School and Community Involvement      

Rationale 23 21 0 0 3.52 

Artifact(s) 24 18 2 0 3.5 

 

At Checkpoint 4, the Executive Assistant, Director of Teacher Education, and Registrar 

document content mastery by tracking the PRAXIS II scores (see Table 1.1.5), GPA (see Table 

1.1.6), technology competence and LEA recommendations.  

 

Table 1.1.5: Student Teachers PRAXIS II Pass Rate 

  2002-03 2003-04 2004-05 2005-06 2006-07 2007-08 

PRAXIS Tests N NT 
N 

Pass PRT NCR N NT 
N 

Pass PRT NCR N NT 
N 

Pass PRT NCR N NT 
N 

Pass PRT NCR N NT 
N 

Pass PRT NCR N NT 
N 

Pass PRT NCR 

Birth-Kindergarten (B-K) 1 *       3 *                 1 *       1 *       5 *       

Elementary (K-6) 10 9 9 100 96 8 8 8 100 97 12 12 12 100 96 4 3 3 100 97 12 12 12 100 97 21 20 20 100 TBA 

Middle Grades LA (6-9)                                                             

Middle Grades M (6-9)                     1 1 1 100 99 2 *                 1 *       

Middle Grades SS (6-9)                                                             

Biology (9-12) 1                                                           

English (9-12)                                                   1 *       

Mathematics (9-12)                     3 3 3 100 84 1 *       3 *       2 *       

Social Studies (9-12) 1 1 1 100 96 1 1 1 100 99 1 1 1 100 96 2 *       1 *                 

Art (K-12) 1 1 1 100 90 1 1 0 0 94                                         

Music (K-12) 1 1 1 100 95 2 1 1 100 97 1 1 1 100 94                     2 *       

Physical Education (K-12) 3 2 0 0 83 2 1 1 100 94 3 3 3 100 84 2 *       4 *       4 *       

Spanish (K-12)           1                   3 *                           

SPED LD (K-12) 3 3 3 100 100           1 1 1 100 99 3 3 3 100 96 1 1 1 100 100           

SPED MD (K-12)                     2 2 2 100 98                               
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Table 1.1.5: Student Teachers PRAXIS II Pass Rate 

  2002-03 2003-04 2004-05 2005-06 2006-07 2007-08 

PRAXIS Tests N NT 
N 

Pass PRT NCR N NT 
N 

Pass PRT NCR N NT 
N 

Pass PRT NCR N NT 
N 

Pass PRT NCR N NT 
N 

Pass PRT NCR N NT 
N 

Pass PRT NCR 

SPED BED (K-12) 1         7 7 7 100 100                                         

SPED Adapted                                         2 2 2 100 100 1 1 1 100 TBA 

SPED Generalist                                                   6 5 5 100 TBA 

Theatre (K-12) 2 *                 1 *                                     

PK/PLT                                                             

Total Test Takers 24 17 15 88 N/A 25 19 18 95 97 25 24 24 100 95 18 6 6 100 97 24 15 15 100 98 43 26 26 100 TBA 

Student Teachers 2001-02 2002-03 2003-04 2004-05 2005-06 2006-07 

                                        

N = Number Program Completers                  

NT = Total Test Takers                    

N Pass = Number Test Takers Passing Tests                

PRT = Percent Pass Rate                    

NCR = North Carolina Pass Rate                  

* = No test required                                       

 

Table 1.1.6: Checkpoint 3 & 4 Exit Criteria 
 F

a
ll 0

7 

2
0
0
6-0

7 

2
0
0
5-0

6 

2
0
0
4-0

5 

2
0
0
3-0

4 

2
0
0
2-0

3 

2
0
0
1-0

2 

2
0
0
0-0

1 

1
9
9
9-0

0 

Checkpoint 3-Program Completion 

GPA 

Undergrad Program Exit (ST)  3.48 3.46 3.39 3.52 3.41 -- -- -- 

Undergrad Program Exit (Lic-only)  3.82 3.82 3.93* 3.79* 3.86* -- -- -- 

Graduate Program Exit  3.97 3.88 3.79 -- -- -- -- -- 

Candidates Completing Program 

Undergrad Degree-seeking  31 23 14 22 23 20 18 23 

Undergrad Licensure-only  61 43 51 71 47 42 13 8 

Graduate degree-seeking  11 12 2 -- -- -- -- -- 
Checkpoint 4-Licensure Completion 

GPA 

Undergrad Program Exit  3.48 3.46 3.39 3.52 3.41 -- -- -- 

Undergrad Program Exit (Lic-only)  3.82 3.82 3.93* 3.79* 3.86* -- -- -- 

Graduate Program Exit  3.97 3.88 3.79 -- -- -- -- -- 

Candidates Completing Licensure 

Undergrad Degree-seeking  30 22 12 21 22 15 14 20 

Undergrad Licensure-only  58 41 51 69 47 40 13 6 

Graduate degree-seeking  11 12 2 -- -- -- -- -- 

 
*Only licensure-only candidates completing programs through student teaching are reported prior to 2005-06. 

 

At Checkpoint 5, surveys of first year program completers, their employers and mentors suggest 

the Unitôs program has provided candidates with the knowledge and skills to succeed in 

teaching. Table 1.1.7 presents data from the surveys. Respondents were asked to rate the 

program on a scale of one to four (four being the highest).  From 2003 to 2007, all three groups 

of respondents rated the overall quality of the program above the 3.0 level. In addition to asking 

respondents to judge the overall quality of the program, they were also asked about specific 

aspects of their preparation, including effectiveness of the program to prepare initially licensed 

teachers to manage the classroom, use technology to enhance learning, address the needs of 

diverse learners, and deliver the curriculum through a variety of instructional strategies.  For 

each year, almost all groups judged each aspect of preparation at well above the 3.0 level. 
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Greensboro College program completers, including degree-seeking and licensure-only 

candidates have received a variety of teaching awards at the school and system level, including 

Rookie Teacher of the Year, Teacher of the Year, and National Board Certification. These 

awards are further evidence that Greensboro College program completers have competence in 

content knowledge, pedagogical content knowledge, and pedagogical knowledge, skills and 

dispositions.  Greensboro College program completers receiving awards are recognized annually 

at the Teacher Education Banquet, and their names are displayed on plaques displayed in Proctor 

Hall East classrooms.  

 

Curriculum Changes Impacting Content Knowledge 

In 2003, the SACS Leadership Team, comprised of faculty members and administrators, 

developed a Quality Enhancement Plan to improve curriculum and instruction. After several 

months of study, the Team chose to revise the academic curriculum from a three-credit course 

model to a four-credit model. Under the previous, 3x5 model the typical teaching load was four, 

three-credit courses per semester. Under the new 4x4 model, that typical teaching load has 

become three, four-credit courses. The four-credit model allows candidates and faculty alike to 

focus more intensely on fewer courses, thus the College's name for the Quality Enhancement 

Plan: ñFocused Learning, Focused Teachingò. The goal of the QEP at Greensboro College has 

been to enhance student learning and to alter the academic climate on campus. More specifically, 

the goals of the 4 x 4 curriculum are to (1) increase the depth of student learning, (2) increase 

faculty use of active learning strategies, and (3) increase faculty professional development. See 

Focused Learning, Focused Teaching: A Plan for Quality Enhancement at Greensboro College. 

The multiple changes (related to the conversion to the 4x4 curriculum) in general education 

courses and in specialty area courses are detailed in program proposals that specify the course 

conversion process from the previous 3x5 curriculum to the 4x4 curriculum (see Standard 1, 

Notebook 7, in the Document Room).  

 

Content Knowledge for Licensure Only Candidates 

Licensure-only candidates are held to all the standards and requirements of the traditional, 

undergraduate candidates.  The Unit provides two well organized programs of study for the 

majority of licensure-only candidates.  The PAL Program was created in 1998 as a cooperative 

Table 1.1.7:  IHE Report Candidate and Employer Satisfaction Survey-Initial Licensure  
 Completers Employers Mentors 

 2003 2004 2005 2006 2007 2003 2004 2005 2006 2007 2003 2004 2005 2006 2007 

Managing the Class *  3.50 3.79 **  3.1 *  3.14 3.06 **  3.63 *  2.73 3.58 **  3.20 

Using Technology *  3.43 3.21 **  3.3 *  3.57 3.24 **  3.25 *  3.13 3.84 **  3.70 

Needs of Diverse Learners *  3.64 3.57 **  3.6 *  3.57 2.94 **  3.75 *  2.93 3.63 **  3.60 

Content & Delivery Strategies *  3.86 3.54 **  3.6 *  3.29 2.94 **  3.25 *  3.07 3.63 **  3.60 

General Preparation *  3.86 3.71 **  3.6 *  3.43 3.47 **  3.63 *  3.20 3.63 **  3.50 

Number of Surveys Received 3 14 14 4  10 4 7 17 6 8 3 15 19 9 10 

Number of Surveys Mailed 5 21 23 9 29 5 16 23 9 20 5 21 23 9 20 

Scale: 1-strongly disagree; 2=disagree, 3=agree; 4=strongly agree 

 

*  Less than five surveys returned in 2003.  The results were not reported.  Therefore, 2003 surveys have been included with 

those received in 2004. 

**  Less than five surveys returned in 2006.  Responses will be held and combined with those received in 2007. 

  Last year, less than five survey responses were received.  They are included with this yearôs responses. 

Note: Data regarding satisfaction with program is reported in the IHE Report which is prepared annually in compliance with 

the North Carolina Excellent Schools Act of 1997 

http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/QEP_Plan.pdf
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program with Bennett College. This program, initiated with a grant from the North Carolina 

Department of Public Instruction, serves lateral entry teachers in middle, secondary and K-12 

licensure areas.  The Licensure Plus Program, begun in 2004, provides a licensure-only program 

of study for elementary and special education licensure that combines undergraduate and 

graduate courses.  Some Licensure Plus candidates complete the program as lateral entry 

teachers; some complete the program via student teaching.  There are a few licensure-only 

candidates who are not candidates in the PAL or Licensure Plus Programs.  These candidates 

take all the specialty area and professional education courses and meet all the requirements of the 

traditional licensure programs. Since all licensure-only candidates pass through the same 

checkpoints and are assessed with the same instruments, the Unit has evidence they have 

adequate content knowledge, skills and dispositions. Because the PAL Program and the 

Licensure Plus Program are distinctly different, they will be described separately. 

 

PAL Candidates 

Most PAL candidates begin the program as lateral entry teachers.  A few start the program 

without lateral entry jobs, but with the understanding that the program cannot be completed 

without a lateral entry position. Admission requirements are based on The North Carolina State 

Board of Education requirements for lateral entry, including: 

 Hold at least a bachelors degree from a regionally accredited college or university 

and either have a major that is relevant to the teaching area, or 24 semester hours 

of course work in core area, or have a passing score on the PRAXIS II subject 

assessment test(s) for the area of licensure.  

Plus one of the following: 

 Have a cumulative 2.5 GPA, or   

 Have five years of relevant experience that occurred after the bachelor's degree, or 

 Pass the Praxis I tests  

 

Table 1.1.1 presents a summary of licensure-only candidates (including PAL candidates) GPAs 

and PRAXIS I scores (for those who must meet this requirement) at admission to Teacher 

Education. 

 

The program of study for PAL candidates is determined by an analysis of transcripts and work 

experience.  See Standard 1, Notebook 39 in the Document Room for sample programs of study.  

The programs of study are based on the guidelines issued by the Regional Alternative Licensure 

Centers. The prior bachelorôs degree and the requirement of the Praxis II exams for lateral entry 

teachers provide evidence of the content knowledge of PAL candidates. To further ensure that 

PAL candidates have adequate content knowledge, each candidate must take a content-specific 

pedagogy course relevant to his/her licensure area.  This requirement has been instituted since 

the 2003 accreditation visit.  Also, since the 2003 accreditation visit, the PAL 4980 Clinical 

Practicum has been implemented. This practicum includes observation of the lateral entry 

teacher, assessment with the GCCEI (Table 1.1.8), and the TPSA (Table 1.1.9). These 

assessments ensure that PAL candidates are held to the same standards of content knowledge, 

skills and dispositions as traditional program completers. Item 1 on both the portfolio assessment 

and the GCCEI provides a rating of the candidates' content knowledge - based on portfolio 

artifacts and classroom performance.   

 

http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/Table_1_1_1.pdf
http://www.ralc.ccs.k12.nc.us/
http://www.ralc.ccs.k12.nc.us/
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Table 1.1.8: 2005-07 GCCEI-PAL Program 
 

 

2005-06 2006-07 

Mean (N=16) Mean (N=19) 

Content Pedagogy 3.1 3.0 

Student Development 3.2 3.0 

Diverse Learners 3.2 2.6 

Multiple Instructional Strategies 3.3 3.1 

Planning 3.0 3.1 

Time Management 3.4 3.1 

Student Behavior and Motivation 3.3 3.6 

Assessment 3.1 3.1 

Communication 3.2 3.4 

Technology 3.1 3.1 

Personal and Professional Attributes 3.2 3.8 

Reflective Practice/Professional Growth 3.1 3.2 

School and Community 3.1 3.1 

 

Table 1.1.9: 2006-07 Teaching Portfolio-PAL Program 
 

 

2005-06 2006-07 

 Mean (N=19) 

Content Pedagogy Varied 

reporting 

methods 

 

3.6 

Student Development 3.2 

Diverse Learners 3.3 

Multiple Instructional Strategies 3.4 

Student Behavior and Motivation 3.4 

Communication and Technology 3.3 

Planning 3.4 

Assessment 3.3 

Reflective Practice/Professional Growth 3.7 

School and Community 3.3 

 

A year of successful teaching in a lateral entry position is substituted for the student teaching 

experience if the performance evaluation by the school district indicates the candidate is ñAt 

Standardò or ñAbove Standardò on all elements of the summative evaluation, Teacher 

Performance Appraisal Instrument (TPAI) as evaluated by the school administrator.  See Table 

1.1.10 for a summary of the TPAI data. 

 

Table 1.1.10: Teacher Performance Appraisal Instrument (TPAI) 2001-07 ï PAL 

Program 
 
 

 
2001-02 

 
2002-03 

 
2003-04 

 
2004-05 

 
2005-06 

 
2006-07 

 
Mean 

(N=19) 

 
Mean 

(N=15) 

 
Mean 

(N=41) 

 
Mean 

(N=24) 

 
Mean 

(N=16) 

 
Mean 

(N=19) 
 
Management of Instructional Time 

 
3.6 

 
3.5 

 
3.4 3.6 3.4 

 
3.2 

 
Management of Student Behavior 

 
3.7 

 
3.3 

 
3.4 3.4 3.5 

 
3.4 

 
Instructional Presentation 

 
3.6 

 
3.6 

 
3.3 3.6 3.4 

 
3.3 

 
Instructional Monitoring 

 
3.5 

 
3.4 

 
3.4 3.6 3.3 

 
3.1 

 
Instructional Feedback 

 
3.4 

 
3.6 

 
3.3 3.6 3.5 

 
3.2 

 
Facilitating Instruction 

 
3.6 

 
3.3 

 
3.3 3.4 3.2 

 
3.2 

 
Communicating in Educational 

Environment 

 
3.4 

 
3.5 

 
3.5 3.4 3.4 

 
3.5 

 
Performing Non-Instructional Duties 

 
3.6 

 
3.5 

 
3.6 3.5 3.4 

 
3.5 

 

http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/TPAI.pdf
http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/TPAI.pdf
http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/TPAI.pdf
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Since North Carolina still requires that lateral entry teachers take Praxis II exams, the scores on 

those exams present additional evidence of the content knowledge of PAL candidates. (PRAXIS 

Testing Requirements)   A summary of this data is presented in Table 1.1.11. 

 
Table 1.1.11: PAL PRAXIS II Pass Rate, 2002-07 

 2002-03 2003-04 2004-05 2005-06 2006-07 

PRAXIS Tests N NT 

N 

Pass PRT N NT 

N 

PASS PRT N NT 

N 

Pass PRT N NT 

N 

Pass PRT N NT 

N 

Pass PRT 

Elementary (K-6) 7 7 7 100 9 9 9 100 8 8 8 100         

Middle Grades LA (6-9) 4 4 4 100 1 1 1 100 2 2 2 100 1 1 1 100     

Middle Grades M (6-9) 1 1 1 100 2 2 2 100 3 3 3 100 5 5 5 100 5 5 5 100 

Middle Grades S (6-9)     7 7 6 86 4 4 4 100 2 2 2 100 3 3 3 100 

Middle Grades SS (6-9) 3 3 3 100 2 2 2 100 4 4 4 100     3 3 3 100 

Biology (9-12)     3 3 3 100     1 1 1 100 1 1 1 100 

English (9-12) 2 2 2 100 2 2 2 100 3 3 3 100 2 2 2 100 4 4 4 100 

Mathematics (9-12) 1 1 1 100     1 1 1 100 2 2 2 100 1 1 1 100 

Social Studies (9-12)     3 3 3 100 3 3 3 100     1 1 1 100 

Art (K-12) 2 2 2 100 2 2 2 100     2 2 2 100 1 1 1 100 

Music (K-12)         1 1 1 100     1 1 1 100 

Physical Education (K-12) 3 3 3 100 1 1 1 100     3 3 2 67 4 4 3 75 

Spanish (K-12)     2 2 2 100 1 1 1 100     3 2 2 100 

SPED LD (K-12) 1 1 1 100 9 9 9 100 2 2 2 100         

SPED MD (K-12) 1 1 1 100 2 2 2 100 1 1 1 100         

SPED BED (K-12) 1 1 1 100 1 1 1 100             

SPED Adapted (K-12)                     

SPED General (K-12)     3 3 3 100 3 3 3 100         

Theatre (K-12) 1 *                    

Total Test Takers  27 27 100  49 49 100  36 36 100  17 16 94  25 24 96 
N = Number Program Completers 

NT ï Total Test Takers 

N Pass = Number test takers Passing Tests 

PRT = Percent Pass Rate 

* = No test required 

 

Licensure Plus Candidates 

Because Licensure Plus candidates take some of their course work at the graduate level, they 

must have a minimum GPA of 3.0. Like other licensure-only candidates, they must have degrees 

from accredited institutions. Table 1.1.1 presents licensure-only GPA data including Licensure 

Plus candidates. 

 

The Licensure Plus Program requires the successful completion of at least 36 credit hours of 

coursework, approximately half at the undergraduate and half at the graduate level. The 

coursework includes 2-3 field components (2 for elementary licensure, 3 for special education 

licensure) and either student teaching or the clinical practicum if the candidate is hired as a 

lateral entry teacher. As with the other initial licensure completers, the Licensure Plus 

candidatesô content knowledge, skills and dispositions are assessed by a summative GCCEI 

(Table 1.1.12) and the Teaching Portfolio Summative Assessment (Table 1.1.13).  

 

Table 1.1.12: 2005-07 GCCEI-Licensure Plus 
 

 

2005-06 2006-07 

Mean (N=2) Mean (N=14) 

Content Pedagogy 3.4 3.3 

Student Development 3.6 3.6 

Diverse Learners 3.6 3.3 

Multiple Instructional Strategies 3.5 3.5 

Planning 3.4 3.3 

Time Management 4.0 3.6 

Student Behavior and Motivation 3.6 3.7 

http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/Table_1_1_1.pdf
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Table 1.1.12: 2005-07 GCCEI-Licensure Plus 
 

 

2005-06 2006-07 

Mean (N=2) Mean (N=14) 

Assessment 3.2 3.1 

Communication 3.7 3.3 

Technology 3.8 3.2 

Personal and Professional Attributes 3.8 3.6 

Reflective Practice/Professional Growth 3.9 3.5 

School and Community 3.6 3.3 

 

 Table 1.1.13: 2006-07 Teaching Portfolio-Licensure Plus 
 

 

2005-06 2006-07 

 Mean (N=14) 

Content Pedagogy  

 

 

 

Varied 

Reporting 

Methods 

3.4 

Student Development 3.3 
Diverse Learners 3.3 

Multiple Instructional Strategies 3.6 
Student Behavior and Motivation 3.4 
Communication and Technology 3.6 
Planning 3.5 
Assessment 3.2 
Reflective Practice/Professional Growth 3.4 
School and Community 3.4 

 

A year of successful teaching in a lateral entry position is substituted for the student teaching 

experience if the performance evaluation by the school district indicates the candidate is ñAt 

Standardò or ñAbove Standardò on all elements of the summative evaluation, Teacher 

Performance Appraisal Instrument (TPAI), as evaluated by the school administrator.  See Table 

1.1.14 for a summary of the TPAI data.  

 

Table 1.1.14: TPAI  ï 2004-07 ï Licensure Plus  
 
 

 
2004-05 

 
2005-06 

 
2006-07  

Mean (N=4) 
 
Mean (N=1) 

 
Mean (N=14) 

 
Management of Instructional Time 

 
3.0 

 
3.0 

 
3.2  

Management of Student Behavior 
 

3.0 
 

3.0 
 

3.3 
 
Instructional Presentation 

 
3.5 

 
3.0 

 
3.1 

 
Instructional Monitoring 

 
3.5 

 
3.0 

 
3.1 

 
Instructional Feedback 

 
3.5 

 
3.0 

 
3.0 

 
Facilitating Instruction 

 
3.5 

 
3.0 

 
3.2 

 
Communicating in Educational Environment 

 
3.0 

 
3.0 

 
3.3 

 
Performing Non-Instructional Duties 

 
3.0 

 
3.0 

 
3.4 

 

Since candidates for elementary and special education licensure must take PRAXIS II exams, the 

scores on those exams present additional evidence of the content knowledge of Licensure Plus 

candidates.  A summary of this data is presented in Table 1.1.15. 

 
Table 1.1.15: Licensure Plus PRAXIS II Pass Rate, 2004-07 

 2004-05 2005-06 2006-07 

PRAXIS Tests N NT 

N 

Pass PRT N NT 

N 

Pass PRT N NT 

N 

Pass PRT 

Elementary (K-6) 5 5 5 100 3 3 3 100 16 16 16 100 

SPED General (K-12)     2 2 2 100 7 6 6 100 

Total Test Takers  5 5 100  5 5 100  22 22 100 
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N = Number Program Completers 

NT ï Total Test Takers 

N Pass = Number test takers Passing Tests 

PRT = Percent Pass Rate 

* = No test required 

 

Licensure-only Candidates 

Licensure-only candidates take all the specialty area and professional education courses and meet 

all the requirements of the traditional licensure programs. A year of successful teaching in a 

lateral entry position is substituted for the student teaching experience if the performance 

evaluation by the school district indicates the candidate is ñAt Standardò or ñAbove Standardò on 

all elements of the summative evaluation. Since all licensure-only candidates pass through the 

same checkpoints and are assessed with the same instruments, the Unit has evidence they have 

adequate content knowledge, skills and dispositions. Table 1.1.1 presents GPA and PRAXIS I 

admission data for licensure-only candidates. Like the other initial licensure completers, the 

Licensure-only candidatesô content knowledge, skills and dispositions are assessed by a 

summative GCCEI (Table 1.1.16) and the Teaching Portfolio Summative Assessment (Table 

1.1.17).  Item 1, Content Pedagogy, on both the portfolio assessment and the GCCEI provides a 

rating of the candidates' content knowledge - based on portfolio artifacts and classroom 

performance.  The mean scores for all reported years on Item 1 are above the 3.0 (meets 

expectations) level. 

 

Table 1.1.16:  2005-07 GCCEI-Licensure-only 
 

 

2005-06 2006-07 

Mean (N=6) Mean (N=3) 

Content Pedagogy 3.1 3.3 

Student Development 3.4 3.5 

Diverse Learners 3.4 3.5 

Multiple Instructional Strategies 3.4 3.8 

Planning 3.4 3.0 

Time Management 4.0 4.0 

Student Behavior and Motivation 3.4 3.8 

Assessment 3.3 3.5 

Communication 3.4 3.8 

Technology 3.1 3.5 

Personal and Professional Attributes 3.5 4.0 

Reflective Practice/Professional Growth 3.4 3.8 

School and Community 3.4 3.5 

 

Table 1.1.17 ï 2006-07 Teaching Portfolio-Licensure-only 
 

 

2006-07 

Mean (N=3) 

Content Pedagogy 3.7 

Student Development 3.8 

Diverse Learners 3.8 

Multiple Instructional Strategies 3.8 

Student Behavior and Motivation 3.9 

Communication and Technology 3.8 

Planning 3.9 

Assessment 3.7 

Reflective Practice/Professional Growth 3.7 

School and Community 3.7 

 

http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/Table_1_1_1.pdf
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A year of successful teaching in a lateral entry position is substituted for the student teaching 

experience if the performance evaluation by the school district indicates the candidate is ñAt 

Standardò or ñAbove Standardò on all elements of the summative evaluation, Teacher 

Performance Appraisal Instrument (TPAI), as evaluated by the school administrator.  See Table 

1.1.18 for a summary of the TPAI data.   

 

Table 1.1.18: TPAI  ï 2004-07 ï Licensure Only 
 
 

 
2004-05 

 
2005-06 

 
2006-07 

 
Mean (N=17) 

 
Mean (N=6) Mean (N=3) 

 
Management of Instructional Time 

 
3.6 

 
3.6 

 
3.8  

Management of Student Behavior 
 

3.7 
 

3.5 
 

3.3 
 
Instructional Presentation 

 
3.6 

 
3.6 

 
3.1 

 
Instructional Monitoring 

 
3.6 

 
3.3 

 
3.1 

 
Instructional Feedback 

 
3.6 

 
3.3 

 
3.6 

 
Facilitating Instruction 

 
3.4 

 
3.4 

 
3.3 

 
Communicating in Educational Environment 

 
3.8 

 
3.6 

 
3.1 

 
Performing Non-Instructional Duties 

 
3.7 

 
3.5 

 
3.1 

 

Since North Carolina still requires that lateral entry teachers take Praxis II exams, the scores on 

those exams present additional evidence of the content knowledge of PAL candidates.  A 

summary of this data is presented in Table 1.1.19. 

 
Table 1.1.19: Licensure-Only PRAXIS II Pass Rate, 2002-07 

 2002-03 2003-04 2004-05 2005-06 2006-07 

PRAXIS Tests N NT 

N 

Pass PRT N NT 

N 

PASS PRT N NT 

N 

Pass PRT N NT 

N 

Pass PRT N NT 

N 

Pass PRT 

Birth-Kindergarten (B-K)                 1 *    

Preschool Add-on 4 *    5 *        1 *    1 *    

Elementary (K-6) 11 11 11 100 8 8 8 100 12 12 12 100 14 14 14 100 5 5 5 100 

Middle Grades LA (6-9)         1 1 1 100         

Middle Grades M (6-9)                     

Middle Grades S (6-9)                     

Middle Grades SS (6-9)                     

Biology (9-12)     1 1 1 100             

English (9-12) 1 1 1 100                 

Mathematics (9-12)     2 2 2 100 1 1 1 100         

Social Studies (9-12) 1 1 1 100 1 1 1 100 1 1 1 100         

Art (K-12)                     

Music (K-12) 1 1 1 100 2 2 2 100             

Physical Education (K-12) 1 1 1 100     2 2 2 100     1 1 1 100 

Spanish (K-12)                     

SPED LD (K-12)     2 2 2 100 3 3 3 100 2 2 2 100     

SPED MD (K-12)         2 2 2 100         

SPED BED (K-12) 1 1 1 100 1 1 1 100     1 1 1 100     

SPED Adapted (K-12)                     

SPED General (K-12)         3 3 3 100 3 3 3 100 3 3 3 100 

Theatre (K-12)                     

Total Test Takers  15 15 100  17 17 100  25 25 100  20 20 100  9 9 100 
 

N = Number Program Completers 

NT ï Total Test Takers 

N Pass = Number test takers Passing Tests 

PRT = Percent Pass Rate 

* = No test required 

 

Advanced Licensure Candidates 

The purpose of the Master of Education Program (in elementary education and special 

education) is to help initially licensed teachers gain advanced levels of knowledge and skill. The 
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program is intended for fully licensed teachers.  The admission requirements for entry into the 

M.Ed. programs ensure that candidates have adequate content knowledge for their licensure 

areas. Admission requirements include: 

 A 3.0 cumulative grade point average from an accredited bachelorôs institution. 

 A valid and active SP1 license. 

 A satisfactory score on the GRE. 

 Submission of an essay. 

 Submission of two letters of recommendation, including letters from the candidateôs 
employer. 

 

Table 1.1.1 shows the average GPA of advanced licensure candidates admitted to the Teacher 

Education Program since temporary authorization was issued in 2004. 

 

While candidates enter the M.Ed. programs with the traditional content knowledge associated 

with a bachelorôs degree, the professional and specialty area programs of studies include courses 

and experience that develop the knowledge and skills associated with advanced instruction.  The 

general areas of knowledge and skill related to advanced instruction are identified in the North 

Carolina Advanced Licensure Standards.  Those standards are summarized below: 

 Standard A: Instructional Expertise. Candidates apply theoretical, philosophical and 

research bases for educational practice to improve student learning. 

 Standard B: Knowledge of Learners. Candidates incorporate knowledge of the learner, 

learning processes, variations in abilities and learning styles, and assessment to improve 

instruction. 

 Standard C: Research. Candidates use research to examine and improve instruction. 

 Standard D: Content Knowledge. Candidates demonstrate advanced depth and breadth of 

knowledge and skills in the academic discipline and in education. 

 Standard E: Professional Development and Leadership. Candidates engage in continued 

professional development and provide leadership in the classroom, school and 

community. 

 

Since course work in the M.Ed. program focuses primarily on theoretical, pedagogical and 

research topics, the admissions standards play an important role in ensuring that candidates have 

an adequate background of content knowledge.  The conceptual framework, The Teacher as 

Reflective Practitioner, and its three major themes ï liberating/best practices, lifelong learning, 

and valuing differences ï provide the philosophical values and foundation for the graduate 

program. The three themes of the conceptual framework correlate to the five advanced standards, 

as illustrated in Table 1.1.20 below. 

 

Table 1.1.20:  Correlation of Conceptual Framework and NC Standards for Advanced Licensure 
Conceptual Framework: Teacher as Reflective 

Practitioner 

   NC Standards for Advanced Licensure 

 

Liberating/Best Practice Standard A: Instructional Expertise 

Standard B: Knowledge of the Learner 

Standard C: Research 

Standard D: Content Knowledge 

Lifelong Learning Standard C: Research 

Standard D: Content Knowledge 

http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/Table_1_1_1.pdf
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Table 1.1.20:  Correlation of Conceptual Framework and NC Standards for Advanced Licensure 
Standard E: Professional Development and  

Leadership 

Valuing Differences Standard B: Knowledge of the Learner 

 

The six professional studies courses that are common to the M.Ed. programs ensure that all 

candidates for advanced licensure possess the content knowledge and the skills and dispositions 

that are necessary for advanced levels of performance as a teacher. The six professional studies 

courses are: 

 EDU 6210 Educational Measurement and Analysis 

 EDU 6250 Introduction to Educational Inquiry 

 EDU 6310 School, Community, and Family Collaboration 

 EDU 6720 Analysis of Effective Instructional Practices 

 EDU 6730 The Reflective Teacher as Instructional and Professional Leader 

 EDU 6990 Teacher as Researcher: Portfolio/Research Project Seminar 

 

EDU 6990 is the culminating experience of the M.Ed. programs in which a product of learning is 

developed and assessed.  The product of learning may be either an advanced teaching portfolio 

or an action research thesis.  At least one semester prior to enrolling in EDU 6990 candidates 

submit an intent to complete either the advanced teaching portfolio or the action research thesis. 

See M.Ed. Product of Learning Intent Form. The candidate selects or is assigned an advisor who 

will guide him/her through either the portfolio development process or the action research 

process.   

 

The advanced licensure portfolio is a collection of reflections and artifacts that demonstrate 

knowledge, skills, and dispositions related to North Carolinaôs Standards for Masters License.  

Each section of the portfolio presents artifacts related to the advanced standards.  Artifacts come 

from various courses in the program of study and from classroom data collected about student 

learning and effective instruction. See Elementary Licensure Portfolio Guidelines and Special 

Education Portfolio Guidelines. 

 

The action research thesis is conducted in a P-12 school and must be approved by the appropriate 

school system and by the Collegeôs Human Subjects Review Board.  It includes an appropriate 

topic related to effective instruction, a thorough review of professional literature, a description of 

the action research method, a presentation of the results of the data collection, and a discussion 

of the findings. See Advanced Licensure Thesis Guidelines. 

 

Candidates enrolled in EDU 6990 meet periodically in a seminar with other candidates and 

advisors and, at the end of the semester, present the completed portfolio or action research thesis 

to the seminar participants.  The portfolio and thesis are assessed by faculty and by outside 

evaluators with rubrics that are aligned to the Advanced Licensure Standards. 

 

Data from the assessment of the products of learning are displayed in Tables 1.1.21 and 1.1.21a 

Advanced Licensure Teaching Portfolio Assessment and Tables 1.1.22 and 1.1.22a Action 

Research Thesis Assessment. This data demonstrates that candidates for advanced licensure have 

acquired adequate content knowledge, skills and dispositions related to advanced licensure.   

 

http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/PL_Intent.pdf
http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/ELE_Adv_Lic_Portfolio.pdf
http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/SPE_Adv_Lic_Portfolio.pdf
http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/SPE_Adv_Lic_Portfolio.pdf
http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/SPE_Adv_Lic_Portfolio.pdf
http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/MEd_Thesis_Guide.pdf
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Table 1.1.21a: 2007-08 Aggregated  

Advanced Licensure Portfolio Summative Assessment 

Standard Rating 

N=8 Candidate O.Reviewer PL Advisor 

A. Instructional Expertise 3 2.58 2.56 

B. Knowledge of Learner 3 3 2.81 

C. Research 2.75 2.58 2.44 

D. Content Knowledge 2.5 3 2.38 

E. Professional Dev. & Leadership 3 2.75 2.63 

3=Exceeds Expectations     

2=Meets Expectations     

1=Needs Improvement     
  

 

 

 

Table 1.1.22: 2006-07 Aggregated 

Advanced Licensure Thesis Summative Assessment 

Standard Rating 

N = 5 Candidate O.Reviewer PL Advisor 

Introduction (Standard A & E) - 2 2.8 

Review of Literature (Standard A & C) - 2 2.8 

Research Methods (Standard C) - 2 2.4 

Results (Standard A) - 2 3 

Conclusions (Standard A, B, D, E) - 2 2.8 

Mechanics - 2 2.8 

3=Exceeds Expectations     

2=Meets Expectations     

1=Needs Improvement     

Note:  Ten candidates completed theses, however, only five were assessed using Advanced Licensure Standards 

 

 

Table 1.1.21: 2006-07 Aggregated 

Advanced Licensure Portfolio Summative Assessment 

Standard Rating 

N=1 Candidate O.Reviewer PL Advisor 

A. Instructional Expertise 3 3 3 

B. Knowledge of Learner 3 3 3 

C. Research 2 3 3 

D. Content Knowledge 2 3 3 

E. Professional Dev. & Leadership 3 3 3 

3=Exceeds Expectations     

2=Meets Expectations     

1=Needs Improvement     

Note:  Six candidates completed portfolios, however, only one was assessed using Advanced Licensure Standards 
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Special note: Requirements and assessment instruments have changed since the inception of the 

program in 2004. Program completers in 2005 and 2006 were required to complete both the 

portfolio and the action research thesis.  Portfolios were evaluated based on the eleven program 

goals and assessed by a graduate faculty member and one outside evaluator using rubrics adapted 

from the National Board of Professional Teaching Standards and the former North Carolina 

Performance-Based Licensure Product.  Oral presentations of action research theses were 

evaluated using a prescribed set of criteria/rubrics. The written project was considered a pass/fail 

assignment for EDU 6990, Teacher as Researcher: Portfolio/Research Seminar. Written reports 

were evaluated by the Instructor while the oral presentations were conducted in a public forum 

and program faculty participated in evaluations along with the professional community.   

 

Beginning with the 2006-07 year, completers were required to select one of the two options for 

the product of learning. Portfolios were assessed with the Advanced Licensure Portfolio Rubric 

and action research theses were assessed with the Advanced Licensure Thesis Rubric. Both 

instruments are based on the North Carolina Advanced Licensure Standards. 

 

As a part of the annual IHE Performance Report required by the North Carolina State Board of 

Education, the Department of Public Instruction (DPI) administers an annual satisfaction survey 

of graduates and employers. The results of these surveys for the advanced licensure program, 

beginning in 2005-06 are reported in Table 1.1.23. 

 
Table 1.1.23:  IHE Report Candidate & Employer Satisfaction Survey: Advanced Licensure 

Satisfaction withé 

Year 

2005-06 2006-07 

PC Emp PC Emp 
Quality of the Program *  *  4.00 3.80 
Connect subject matter & learnerôs needs *  *  3.78 3.80 
Implement research based approaches *  *  3.78 3.60 
Assume leadership roles *  *  3.33 3.20 
Facilitate learning for diverse students *  *  3.67 3.80 

Table 1.1.22a: 2007-08 Aggregated 

Advanced Licensure Thesis Summative Assessment 

Standard Rating 

N = 2 Candidate O.Reviewer PL Advisor 

Introduction (Standard A & E) 

 

3 2.5 

Review of Literature (Standard A & C) 

 

3 3 

Research Methods (Standard C) 

 

2.75 2.5 

Results (Standard A) 

 

3 2.5 

Conclusions (Standard A, B, D, E) 

 

3 3 

Mechanics 

 

2.5 2 

3=Exceeds Expectations     

2=Meets Expectations     

1=Needs Improvement     

 

http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/Adv_Lic_Portfolio_Rubric.pdf
http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/Adv_Lic_Thesis_Rubric.pdf
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Table 1.1.23:  IHE Report Candidate & Employer Satisfaction Survey: Advanced Licensure 

Satisfaction withé 

Year 

2005-06 2006-07 

PC Emp PC Emp 
Engage in continuous professional development *  *  3.56 3.60 
Number of Surveys Received *  *  9 5 

Number of Surveys Mailed *  *  10 12 

Scale: 1-strongly disagree; 2=disagree, 3=agree; 4=strongly agree 
PC=Program Completer; Emp=Employer 

*Less than five surveys returned in 2005-06.  The results were not reported.  Therefore, 2005-06 Surveys have been included 
with those received in 2006-07.   

   Last year, less than five survey responses were received.  They are included with this  

     yearôs  responses 
Note: Data regarding satisfaction with program is reported in the IHE Report which is prepared annually in compliance with 

the North Carolina Excellent Schools Act of 1997. 

 

1.2 Content Knowledge for Other Professional School Personnel 
Greensboro College does not prepare other professional school personnel. 

 

1.3 Pedagogical Content Knowledge for Teacher Candidates: Initial and Continuing 

Preparation of Teachers 
An important component of the Teacher Education Program is the content-specific pedagogy 

courses that develop the knowledge and skills to teach all P-12 students.  Knowledge about the 

interaction of the subject matter and effective teaching strategies is developed in pedagogy 

courses, clinical field experiences, student teaching and the student teaching seminar.  These 

pedagogy courses and clinical experiences also require candidates to understand the significance 

of the cultural backgrounds, prior knowledge and experiences of P-12 students.  Through these 

pedagogy courses candidates learn multiple instructional strategies needed to teach content 

effectively.   

 

In the content-specific pedagogy courses and the field experiences, candidates learn to plan, 

deliver and assess meaningful learning experiences for all students. The fieldwork placements 

are sequential experiences designed to develop candidatesô knowledge, skills and dispositions in 

a series of diverse settings. All licensure candidates complete 100 to 200 hours of fieldwork in 

public schools prior to the full semester of student teaching. Student Teaching, the culminating 

experience of all degree seeking candidates is a full, 16-week, semester.  Lateral entry candidates 

must complete a full year of successful teaching, as documented by a summative TPAI 

completed by the principal or designee and by a final GCCEI evaluation based on observations 

of a college supervisor. 

 

Cooperating teachers and supervising faculty use the GCCEI to evaluate candidatesô clinical 

growth. The instrument is divided into three developmental categories: Beginning Level which is 

used in 2000-level fieldwork experiences, Intermediate Level which is used in 3000-level 

fieldwork experiences, and Advanced Level which is used in student teaching and clinical 

practicum. The GCCEI addresses eleven areas that reflect the conceptual framework and 

correspond to the INTASC standards.  The eleven areas include Content Pedagogy, Student 

Development, Diverse Learners, Multiple Instructional Strategies, Motivation and Management, 

Communication and Technology, Planning, Assessment, Reflective Practice and Professional 

Growth, School and Community, and Personal and Professional Attributes.  Each category has a 
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set of indicators that suggest the degree to which the candidate is proficient in any given 

category.   

 

The use of the GCCEI in all clinical and student teaching settings allows the candidate and the 

Unit to compare the development of a candidate over time.  Items 1 and 5 of the GCCEI are 

particularly relevant to the candidatesô content-specific knowledge and skills.  Table 1.1.3 shows 

the ratings of the 2006-07 student teachers on these two elements of the GCCEI. All student 

teachers scored at or above level 3 (meets expectations) on both areas. Over half of them scored 

at level 4 (exceeds expectation). 

 

The Teaching Portfolio is based on the Unitôs conceptual framework and is linked to the 

INTASC standards.  Portfolio artifacts, reflective essays, and the GCCEI evaluation are used as 

comprehensive assessments of a candidateôs content-specific pedagogical knowledge and skills. 

Through artifact selection, candidates provide evidence of their ability to plan, deliver and assess 

instruction. The portfolio provides evidence of candidatesô ability to (1) use information about 

the learning/teaching context and individual differences to plan instruction and assessment, (2) 

use technology to equalize the educational opportunities for all students and integrate its use into 

the teaching/learning process, and (3) use reflection to modify and improve instructional 

strategies. During the student teaching seminar candidates refine their ability to become 

ñReflective Practitionersò as they use the Reflective Teaching Cycle to analyze their practice.  

Student teachers reflect on lessons, observations of cooperating teachers, and videotapes of their 

own teaching. During the Student Teaching Seminar candidates present their portfolios to peers, 

cooperating teachers and supervising faculty.   

 

By viewing the reports in the LiveText Exhibit Center, one can see aggregated and disaggregated 

data for the 2006-07 year.  Specific program area reports are contained in named folders.  The 

following discussion explains how the data in the Exhibit Center demonstrate content-specific 

pedagogical content knowledge. 

 

The report in the LiveText Exhibit Center titled All Teaching Portfolios, 2006-07 aggregates 

data about the Teaching Portfolios completed by student teachers.  The report contains the 

ratings of artifacts and rationale statements for the INTASC Standards.  Since this is a 

comprehensive portfolio, usually begun several semesters before student teaching and completed 

during student teaching, the artifacts are selected by the candidates after receiving feedback from 

instructors.  The final rating of the portfolios is completed by the student teaching supervisor and 

the cooperating teacher.  The vast majority (99%) of the ratings on each INTASC standard are at 

or above meets expectations level.  The ratings of the artifacts represent judgments about 

candidatesô knowledge and skill relevant to each standard. The ratings of the rationale statements 

reflect the candidatesô ability to reflect on their personal level of skill and knowledge.  By 

viewing the reports in the LiveText Exhibit Center, reviewers can follow the links from the data 

in the reports to individual portfolios and can compare student work products across and within 

licensure areas. 

 

The 2006-07 All Student Teachers: GCCEI Report in the LiveText Exhibit Center presents 

the aggregated data from the student teaching exit GCCEI (same as Table 1.1.4 in this report). 

The ratings reflect the supervising faculty membersô and cooperating teachersô judgment about 

http://teachered.gborocollege.edu/pdfs/NCATE_Rpt/Reflective_Cycle.pdf
http://www.livetext.com/
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candidatesô knowledge, skills and dispositions as indicated by performance during student 

teaching. While the average rating of all candidates on all elements is relatively high ï 3.59, an 

examination of the charts and the average ratings for each element reveals varying areas of 

programmatic strengths and areas in which candidates appear to be less well prepared, i.e. ï 

teaching diverse students and assessing learning. The LiveText folders for the various specialty 

areas show the disaggregated data for the GCCEI and the Teaching Portfolios. The disaggregated 

data allow program coordinators to compare the performance of their licensure candidates to the 

aggregated, Unit-wide data. 

 

Passing rates on the Praxis II exams also provide clear evidence that candidates have acquired 

adequate levels of pedagogical content knowledge.  Since 2005, only elementary majors, special 

education majors and lateral entry candidates have been required to take Praxis II exams for 

licensure.  Table 1.1.5 (p. 32) presents aggregated data on Praxis II pass rates since 2002. 

 

PAL Candidates 

PAL candidates take content-specific pedagogy courses for their licensure area ï a change since 

2003. PAL candidates were not required to subscribe to LiveText until January, 2007, so data 

about their performance are not yet in the LiveText Exhibit Center.  Table 1.1.8 (p. 36) presents 

aggregated data for PAL candidates on the GCCEI and Table 1.1.9 (p.36) presents Teaching 

Portfolio data.  Artifacts in the Teaching Portfolios created by the PAL candidates come from a 

variety of PAL courses, including the content-specific courses. Both tables show that PAL 

candidates were rated at or above expectations on content pedagogy and planning. (Note: Prior to 

2006-07, the Clinical Practicum Teaching Portfolio was not assessed using the Greensboro 

College Teaching Portfolio Summative Assessment Rubric. Beginning Fall 2006, this rubric is 

the standard for assessing all initial licensure teaching portfolios.) The PAL candidatesô passing 

rates on Praxis II exams (Table 1.1.11, p. 37) provide further evidence of their pedagogical 

content knowledge.  

 

Licensure Plus Candidates 

Licensure Plus candidates complete a prescriptive program of courses for their licensure area.  

Aggregated data about Licensure Plus candidatesô performance on the GCCEI and the Teaching 

Portfolios are presented in Tables 1.1.12 (p. 37) and 1.1.13 (p. 38). On both assessments, the 

mean scores on content pedagogy and planning are above the meets expectations rating. (Note: 

Prior to 2006-07, the Clinical Practicum Teaching Portfolio was not assessed with the current 

rubric.) Licensure Plus candidatesô passing rates on PRAXIS II exams (Table 1.1.15, p. 38)  

provide further evidence of their pedagogical content knowledge.   

 

Licensure-only Candidates 

Licensure-only candidates take all the specialty area and professional education courses and meet 

all the requirements of the traditional licensure candidates. Many licensure-only candidates 

complete student teaching requirements while others complete requirements through classroom 

experience as a lateral entry teacher. Aggregated data about licensure-only candidates on the 

GCCEI, Teaching Portfolios, and Praxis II exams are presented in Tables 1.1.16 (p. 39), 1.1.17 

(p. 39) and 1.1.19 (p. 40).  All the data indicate that licensure-only candidates meet or exceed 

expectations on content pedagogy and planning. (Note: Prior to 2006-07, the Clinical Practicum 
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Teaching Portfolio was not assessed using the Greensboro College Teaching Portfolio 

Summative Assessment Rubric.)   

 

Advanced Licensure Candidates 

Content specific pedagogical knowledge is developed for advanced licensure candidates through 

the specialty area courses in their licensure area.  The specialty area courses for elementary 

education include: 

 ELE 5780 Classroom Assessment 

 ELE 6580 Current Issues in Elementary Education 

 ELE 6760 Reading and Writing Across the Curriculum 

 ELE 6770 Diagnosis and Remediation in Elementary Content Areas 

 ELE 6790 Standards and Accountability in Elementary Education 

 SPE 5280 Exceptionality, Diversity, and Difference 

Specialty area courses for special education, learning disabilities, include: 

 SPE 5100 Learning Disabilities 

 SPE 5720 Curriculum and Instruction for Teaching the Learning Disabled 

 SPE 5750 Psycho-educational Assessment in Special Education 

 SPE 6250 Brain Research and Learning 

 SPE 6550 Current Issues in Learning Disabilities 

 SPE 6730 Educational Programs and Transition Options for the Learning Disabled 

Specialty area courses for special education, behavioral and emotional disabilities, include: 

 SPE 5370 Behavioral Disorders in Children and Adolescents 

 SPE 5750 Psycho-educational Assessment in Special Education 

 SPE 5770 Behavior Management for the Mildly and Moderately Disabled 

 SPE 6250 Brain Research and Learning 

 SPE 6560 Current Issues in Behavioral and Emotional Disabilities 

 SPE 6700 Delivery Systems and Intervention Strategies for the Behaviorally and 

Emotionally Disabled 

 

Advanced levels of knowledge and skill related to pedagogical content knowledge and skill are 

demonstrated by data from the assessment of the products of learning ï either the Advanced 

Licensure Portfolio or Action Research Thesis.  In the portfolio, advanced candidates must 

present artifacts related to Advanced Standard A: Instructional Expertise.  These artifacts must 

demonstrate instructional expertise by applying the theoretical, philosophical, and research bases 

for educational practice to improve student learning. Table 1.1.21 (p.43) 2006-07 Advanced 

Licensure-Teaching Portfolio, summarizes the data since fall 2006.  Portfolios prior to fall 2006 

were evaluated based on the eleven program goals and assessed by a graduate faculty member 

and one outside evaluator using rubrics adapted from the National Board of Professional 

Teaching Standards and the former North Carolina Performance-Based Licensure Product. Some 

of the portfolios can be found in the LiveText Exhibit Center.  Other portfolios can be located in 

elementary and special education program evidence. 

 

Candidates who elected to write an Action Research Thesis demonstrate the content pedagogical 

knowledge through the ratings on the Advanced Licensure Thesis Assessment, Element 2 

(Review of Literature) and Element 3 (Methodology).  These sections of the theses demonstrate 



GC NCATE Report, page 49 

the candidatesô ability to synthesize instructional and theoretical literature related to the topic of 

study and their ability to construct a method for collecting and analyzing data relevant to 

improving classroom instruction. Table 1.1.22 (p. 43) summarizes the thesis ratings. 

 

1.4 Professional and Pedagogical Knowledge and Skills for Teacher Candidates: Initial and 

Continuing Preparation of Teachers 

The professional and pedagogical knowledge core at Greensboro College is designed to provide 

all prospective candidates with an understanding of the foundations of education.  The core also 

includes knowledge about human development and learning, diversity, literacy and educational 

technology. The professional studies core is critical for developing reflective practitioners who 

value difference, use liberating ñbestò practices and engage in lifelong learning. The courses and 

experiences identified in the professional studies core include:  
  

 EDU 2000      Introduction to the Teaching Profession (2) 

 EDU 2001      Field Component for EDU 2000 (1) 

 PSY  3200      Educational Psychology (4) 

 SPE 2100       Introduction to Exceptional Children and Adolescents (4) 

 SPE 2101 Field Component for SPE 2100 (1) or SPE 3000 Introduction to Mild and  

  Moderate Disabilities  (3) 

 SPE 3001 Field Component for SPE 3000 (1)   

 EDU 3100 Introduction to Educational Planning, Instruction, and Technology (4) 

 EDU 3700 Literacy and Learning (2) 

 EDU 3701 Field Component for EDU 3700 (1) 

 EDU 4100 Classroom Management (2) 

 EDU 4900 Educational Foundations (4) 

 EDU 4930 Student Teaching Seminar (2) 

 EDU 4940 Student Teaching (10) or EDU 4950  Student Teaching: K-12 Programs (5)  

  and EDU 4960 Student Teaching: K-12 Programs (5) or EDU 4980 Clinical  

  Practicum (2) (for lateral entry teachers) or EDU 4990 Student Teaching: 

  Licensure Plus (8) 

 

Since 2003, through survey data collected from graduates, candidates, cooperating teachers, 

faculty supervisors, and employers, changes have been made to assure greater professional and 

pedagogical knowledge. The conversion to the 4x4 curriculum has resulted in significant 

changes to the professional studies required of all candidates.  Content from some courses has 

been combined into new courses and one new course has been created.  

 EDU 2000 Introduction to the Profession was decreased from three credit hours to two 

credit hours and combined with the required early field component ï EDU 2001. It 

continues to serve as the ñgate-keepingò course for all initial licensure candidates.  The 

course, or its equivalent, is required for admission to the Teacher Education Program. 

 EDU 3100 Introduction to Planning, Instruction, and Educational Technology ï 

integrates basic principles of instructional planning (previously only offered to 

elementary majors) with basic knowledge and skill related to educational technology 

(offered in the old courses EDU 325 and EDU 375). 

 SPE 3000 Introduction to Mild and Moderate Disabilities (an option to SPE 2100 

Introduction to Exceptional Children and Adolescent) was added in response to the need 




