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Introduction: The purpose of this research was to describe the extent New Hampshire’s 

public educational leaders have integrated the five essential and research-based 

competency-based education (CBE) characteristics in the CBE models implemented at 

their high schools.  

 

Problem of Practice: There is no comprehensive research that describes New 

Hampshire’s public high school CBE models. This presents a problem of practice in New 

Hampshire. In order to determine the effectiveness of CBE on student outcomes, 

knowledge of CBE implementation is necessary. 

 

Research Method: This quantitative study relied on the collection of data via a Likert-

type survey instrument. Interval data from the instrument, categorized by the five 

essential CBE characteristics, was analyzed via descriptive statistical procedures, then 

mean scores grouped by the participants’ current role were inferentially analyzed using 

one-way analysis of variance and Tukey Kramer HSD post hoc tests. Local forces, 

impacting the implementation of each CBE characteristic, along with general CBE 

prompts were also analyzed via descriptive statistical algorithms. 

 

Summary of Findings: A majority of participants agreed that their public high school’s 

CBE model included explicitly stated and measured outcomes, varied and authentic 

assessment practices, timely interventions, and a focus on learner mindsets. New 

Hampshire’s public high school CBE models have yet to fully implement student 

advancement upon mastery. Teacher values and beliefs was the most significant local 

force impacting the implementation of each of the five CBE characteristics.  

 

Limitation(s) of Study: This study collected data from New Hampshire’s public high 

school and district administrators; thus, the results may not be transferrable to other states 

implementing CBE models. 

 

Implications/Significance of Study: This study is the first comprehensive description of 

the CBE models implemented in New Hampshire’s public high schools and may provide 

a foundation for future studies by moving the field further toward a common 

understanding of CBE implementation. Knowledge of CBE implementation is a 

necessary precursor to determining the impact of CBE on student outcomes.  
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Chapter 1 – Establishing the Problem of Practice  

 

Competencies in Public Secondary Education 

Increasingly, public high schools throughout the United States are designing and 

implementing competency-based education (CBE) models (Casey, 2018; Curl, 2014; 

Levine & Patrick, 2019; Truong, 2019). As of May 30, 2019, Wyoming was the only 

state in the nation without state-level policies on CBE (Truong, 2019). However, in spite 

of all of this CBE activity, there is no clear and consistent approach to CBE 

implementation (Gallagher, 2014; Gervais, 2016; Scheopner Torres et al., 2018, Spady, 

1977; Steele et al., 2014). Additionally, there is scant empirical evidence on the 

educational impacts of CBE (Ryan & Cox, 2017; Scheopner Torres et al., 2015; 

Scheopner Torres et al., 2018; Sturgis, 2019).  

For more than 150-years, CBE and synonymous terms (competencies, 

competency-based, proficiency-based, outcome-based, and standards-based), have been 

part of the vernacular in education (Curl, 2014; Gervais, 2016). At its surface, CBE 

models are purported to bring forth an outcome-based approach in training and education 

that removes time-based barriers, increases accessibility, focuses on accountability, and 

reports out on progress using individualized contextual categories and specific skills 

(Casey, 2018; Frank, 2014; Freeland, 2014; Levine, 2019; Sturgis et al., 2011; Sturgis, 

2016; Sturgis, 2017). Spady (1994), describes outcome-based education (OBE) as 

“clearly focusing and organizing everything in an educational system around what is 

essential for all students to be able to do successfully at the end of their learning 

experiences” (p. 1).  
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Competency-based education distinguishes end-goals, called competencies, via 

subject specific outcomes expressed as skills or overarching content knowledge 

categories. Accordingly, CBE is considered an outcome-based approach. Content-

specific standards (also referred to as content standards or standards) and competencies 

are often conflated (Curl, 2014). This exacerbates misunderstandings. Competency-based 

and other outcome-based models, focus on student mastery of identified content-specific 

standards (Curl, 2014); however, a competency can overarch a subset of related content-

specific standards. Whereas Ainsworth (2004) has identified 20 content-specific 

standards as the ideal number for each individual course, in New Hampshire many CBE 

models include 4 to 6 competencies per course. In these CBE models, articulated 

competencies overarch a subset of content-specific standards. In simpler terms, a 

competency is a larger unit of measure than a content-specific standard. Steele et al. 

(2014) identify the difference between a competency and content-specific standard by 

writing, “[t]he emerging literature distinguishes ‘competencies’ from content-specific 

standards by noting that competencies are broadly applicable skills that students should 

master before completing high school, whereas content standards are more granular and 

narrow” (p. 6). 

In 2011, a national advocacy group known as CompetencyWorks published a list 

of five CBE characteristics (Levine & Patrick, 2019; Sturgis et al., 2011). Following a 

competency-based learning summit held in March of 2011, “a working definition of 

competency-based learning approaches” was brought forth. (Sturgis et al., 2011, p. 6). 

These characteristics are referred to in contemporary CBE literature and are considered 

essential to a high-quality CBE model. For context, these CBE characteristics are: 
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explicitly stated and measured competencies (clearly stated outcomes for students); 

personalized and flexible student advancement (student progressions that are not tied to 

pre-determined academic calendars); authentic and meaningful assessment practices 

(assessments that are personalized and require students to transfer their knowledge and 

skills into real-world scenarios); timely and responsive remediation strategies (support 

and enrichment opportunities that are reactive to student learning); and a focus on 

important learner skills and dispositions (habits of mind and learner characteristics) 

(Casey, 2018; Freeland, 2014; Levine, 2019; Levine & Patrick, 2019; Scheopner Torres 

et al., 2018; Sturgis et al., 2011; Sturgis, 2016; Sturgis, 2017). Considering these essential 

characteristics, for the purpose of this research, the term competency-based education is 

defined as an educational approach that clearly articulates expected student outcomes 

where students are engaged and supported in personalized journeys with varied, 

authentic, and meaningful assessments and develop habits and dispositions critical for 

success. 

Varying interpretations of CBE, a dearth of clarity, and wide-ranging 

implementation strategies have followed CBE (Batalden et al., 2002; Frank et al., 2010; 

Gervais, 2016; Nodine, 2016; Spady, 1977). New Hampshire’s public high school CBE 

models are a microcosm of this, with a wide array of various models implemented 

throughout the state (Freeland, 2014). There is no salient message uniting CBE 

implementation in New Hampshire. Public high schools have forged their own distinct 

and local CBE models (Kaput, 2017). Although research reveals there is no commonly 

accepted definition of CBE in terms of policy and implementation, relevant literature 

does consistently indicate the intent of CBE includes moving away from time-based 
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tethers and creating outcome-based targets for students rooted in authentic learning 

experiences (Gervais, 2016). 

Implemented with fidelity, researchers posit that CBE can meaningfully impact 

educational opportunities for all students (Casey, 2018; Curl, 2014; Freeland, 2014; 

Scheopner Torres et al., 2018; Sturgis et al., 2011; Sturgis, 2016; Sturgis, 2017). With 

this in mind, in 2005 the New Hampshire State Board of Education officially codified 

New Hampshire’s entrance into CBE via education statute Ed 306.27. This statute 

identified the school year 2008-2009 as the first year that the issuance of high school 

credit depended on students mastering course-level competencies (New Hampshire 

Department of Education, 2006).  

New Hampshire’s public education students, teachers, parents, and communities 

have been officially engaged in CBE since 2008; however, a common understanding of 

CBE implementation is lacking (Gervais, 2016; Nodine, 2016; Spady, 1977) and little is 

known relative to the impacts of CBE on student achievement (Ryan & Cox, 2017; 

Scheopner Torres et al., 2015; Scheopner Torres et al., 2018; Sturgis, 2019). By 

describing the extent New Hampshire’s public educational leaders have integrated the 

five essential and research-based CBE characteristics in the CBE models implemented at 

their high schools, this study begins to fill this gap in the research and may provide 

foundational knowledge to begin to unify disparate CBE efforts, bring forth a better 

understanding of CBE implementation, and highlight initial areas in need of 

improvement. As Ryan & Cox (2017) state, “in order to develop a body of empirical 

evidence about how competency-based education is related to student outcomes, it will 

be necessary to continue building a better understanding of variability in implementation” 
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(p. 6). To that end, this researcher surveyed New Hampshire’s public educational leaders 

asking them to describe the extent that they have integrated the five essential and 

research-based CBE characteristics in the CBE models implemented at their high schools. 

Social, Cultural, and Historical Perspectives on the Problem 

Interest in the progressive learning movement in the 1900s and Benjamin 

Bloom’s research regarding mastery learning during the 1970s elevated CBE in the 

public education lexicon (Gervais, 2016; Scheopner Torres et al., 2018; Steele et al., 

2014). In the 1970s, Oregon was the first state to implement CBE in public secondary 

education (Savage, 1978). However, mutable understandings, locally developed models, 

and inconsistent guidance plagued this initiative (Savage, 1978). Savage (1978), writes of 

high schools in Oregon establishing anywhere from 12 to 200 competency standards. The 

diverging views of CBE in Oregon effectively foreshadowed what was to come. Nearly 

fifty years later, CBE models are gaining in momentum throughout the United States; 

however, similar to Oregon’s experience, CBE clarity remains an issue (Scheopner 

Torres et al., 2018). 

 As of May 2019, 49 states had officially adopted CBE policies (Truong, 2019). 

Competency-based education is ubiquitous in public secondary education. However, 

these policies range from state-level mandates to loosely articulated recommendations 

(Levine & Patrick, 2019; Truong, 2019). Competency-based education has been touted as 

a means to improve educational outcomes for all students (Casey, 2018; Curl, 2014; 

Kaput, 2017; Scheopner Torres et al., 2015; Scheopner Torres et al., 2018). Although 

there is no commonly accepted CBE definition, particularly among New Hampshire’s 

public high schools, contemporary and multiple sources reveal essential CBE 
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characteristics (Casey, 2018; Freeland, 2014; Levine, 2019; Levine & Patrick, 2019; 

Scheopner Torres et al., 2018; Sturgis et al., 2011; Sturgis, 2016; Sturgis, 2017). 

This comprehensive investigation of the CBE models implemented in New 

Hampshire’s public high schools, aimed at describing the inclusivity of these essential 

CBE characteristics, may highlight areas of CBE improvement for educational leaders 

thus affording more students the opportunities inherent in CBE approaches—clearly 

articulated, accessible, and measurable outcomes; advancement upon mastery; exposure 

to authentic, meaningful, and transferable assessment strategies; timely intervention 

strategies; and a focus on important learner skills and dispositions. In terms of social 

implications, consistently applied, CBE models may be transferable between school 

systems, thus ensuring learning continuity for transient students. Flexible pacing allows 

for personalized learner progressions, aligning instruction and assessment practices with 

unique student needs, thus affording more equity for students as they access their learning 

(Freeland, 2014). Competency-based education removes one-size-fits-all modalities and 

establishes a learner-centric model for education (Casey, 2018; Curl, 2014; Levine, 

2019). Competency-based education provides a means to thoughtfully move away from 

the factory-style of education that pervades the United States’ public high schools 

(Casey, 2018; Curl, 2014; Levine, 2019). 

Local Contextual Perspectives on the Problem 

In 2003, Fred Bramante, then chair of the New Hampshire State Board of 

Education, spoke “to the board about creating an action plan to begin the first full-scale 

education reform effort in the state of New Hampshire since 1919” (Bramante & Colby, 

2012, p. 28). The New Hampshire State Board of Education hoped “[r]emoving seat-time 
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from state regulations [would] open up more opportunities for students to advance upon 

mastery and for educators to measure student progress in terms of authentic learning, 

rather than in hours and minutes” (Freeland, 2014, p. 1). However, since 2008, the 

official launching of CBE in New Hampshire (New Hampshire Department of Education, 

2006), contrary to Bramante’s call for an action plan and a full-scale education reform 

(Bramante & Colby, 2012), CBE has been relegated to local schools and districts to 

decipher and implement (Freeland, 2014; Kaput, 2017).  

These localized efforts, although well-meant, have resulted in a wide-range of 

CBE models and interpretations throughout New Hampshire’s public high schools. This 

reveals a misstep in the New Hampshire Department of Education’s (DOE) initial CBE 

messaging. In New Hampshire, despite the intent of the State Board of Education to 

implement CBE as a reform effort, there was never any widespread clarity among 

administrators and teachers regarding how to initially approach and implement CBE 

(Freeland, 2014; Kaput, 2017). Research indicates that effective school reform takes 

strategy and precision (Hargreaves, 2005) along with a keen understanding of 

institutionalized and local practices (Bridwell-Mitchell, 2015). It follows that 

competency-based education must be treated with the same appropriate significance 

(Casey, 2018).  

However well-intentioned, loosely articulated and malleable reasoning for CBE 

along with New Hampshire’s reliance on local control has not created a shared or 

consistent foundation of CBE knowledge in New Hampshire (Freeland, 2014; Kaput, 

2017). New Hampshire has always been a local control state. Local control refers to 

locally elected boards being charged with policy setting and management of resident 
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school systems (Partnership, 2014). Consequently, school-based governance beliefs, 

politics, and policies in neighboring districts can be very different. While the state does 

set educational standards and statutes, in New Hampshire each school district determines 

the processes they will use to comply. The tradition of local control has impacted the 

development and implementation of CBE (Freeland, 2014). Technical advisories from the 

DOE, in the form of portable document format (PDF) files, served as the primary means 

of initially communicating the CBE initiative (New Hampshire Department of Education, 

2006). Early policies and advisories encouraged locally developed models and 

interpretations through statements like, “by the 2008-2009 school year, the local school 

board shall require that a high school credit can be earned by demonstrating mastery of 

required competencies for the course” (New Hampshire Department of Education, 2006, 

p. 1). The prospect and auspices of local control (Freeland, 2014) had significant impact 

on the way this information was received and treated. New Hampshire’s public high 

schools were emboldened to forge their own distinct CBE paths (Kaput, 2017).  

Competency-based education in New Hampshire was initiated to replace the 

Carnegie Unit (Freeland, 2014). Preceding CBE, the Carnegie Unit served as New 

Hampshire’s gatekeeper for secondary academic credit (Freeland, 2014; Kaput, 2017). 

The Carnegie Unit defines a criterion for seat time, based on hours, as the standard for 

high school course credit (Carnegie Foundation, 2014). Commencing with the 2008-2009 

school year, competencies officially replaced the Carnegie Unit as the measure for 

academic credit in New Hampshire (New Hampshire Department of Education, 2006); 

however, a lack of timely guidance from the New Hampshire Department of Education, 
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combined with New Hampshire’s reliance on local control, has led to 15-years of isolated 

and diverse competency journeys (Freeland, 2014; Kaput, 2017). 

Prior to 2011, when CompetencyWorks identified the five essential and research-

based CBE characteristics (Levine & Patrick, 2019; Sturgis et al., 2011), New Hampshire 

launched their CBE initiative (Freeland, 2014; Kaput, 2017). In doing so, New 

Hampshire fell prey to the same pitfalls that beset previous CBE iterations in other states 

and professional fields. A lack of fidelity in implementation historically connected to 

CBE (Batalden et al., 2002; Frank et al., 2010; Gervais, 2016; Nodine, 2016; Spady, 

1977), has repeated itself in New Hampshire public secondary education. As a result, 

CBE exists in isolated efforts throughout the state. While the flexibility to adjust CBE 

model implementation by locality can be beneficial, there is no unifying rallying cry 

effectively bringing statewide stakeholders together. School districts, schools, 

administrators, teachers, parents, and students all have different perceptions and 

understandings of CBE. Consequently, CBE conversations across the state run the risk of 

devolving into acrimonious ideological debates. 

By officially adopting CBE in the 2008-2009 school year and moving away from 

the Carnegie Unit (Freeland, 2014), New Hampshire is widely considered a national 

leader in CBE (Deye, 2018; Freeland, 2014; Truong, 2019). This perception masks the 

true picture. With no clear message uniting CBE and guiding implementation, “school 

districts were given enormous latitude to define what competency-based education meant 

in their particular context” (Freeland, 2014, p. 5). Throughout New Hampshire, districts 

have implemented their own brand of CBE and have become entrenched in their own 

local interpretations (Freeland, 2014). From this investigator’s nearly three decades of 
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experience in New Hampshire public secondary education, which includes almost two 

decades of work implementing CBE models as a classroom teacher, a department chair, 

an academic dean, an assistant superintendent, and a superintendent of schools, instead of 

connecting educational efforts, CBE is disruptive and polarizing—with local high schools 

understandably protecting their own unique work. High school personnel, including 

teachers and administrators, have invested significant time and effort into their local CBE 

models. Reasonably, teachers and administrators are reticent to completely abandon their 

work product. In many cases, previous CBE work has become the foundation upon which 

ongoing CBE work is layered.  

As Freeland (2014) further states, “the countervailing force of local control” 

introduced a wide range of forces impacting CBE implementation at each building (p. 5). 

These forces include: local control, successes and failures of previous educational 

initiatives, administrative turnover, community values, and teacher values and beliefs. 

Many unanswered questions relative to CBE resound throughout New Hampshire’s 

public high schools.  

Following CompetencyWorks published list of CBE characteristics (Levine & 

Patrick, 2019; Sturgis et al., 2011), no study has reviewed and assessed these CBE 

characteristics, implementation, or processes in New Hampshire’s public high schools. 

To what extent have New Hampshire’s public school administrators implemented these 

essential CBE characteristics? There is no clear answer. New Hampshire has pockets of 

CBE-excellence. However, to positively move forward, evolve in CBE practices, and 

begin to determine the impact on student outcomes, research describing CBE 

implementation must occur (Ryan & Cox, 2017).  
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Purpose of, and Rationale for a Study based on the Specific Problem of Practice 

An understanding of CBE implementation is critical in bringing forth empirical 

evidence regarding the impact of CBE on student learning (Ryan & Cox, 2017). Robust 

evidence describing CBE implementation in New Hampshire’s public high schools, 

assessed by the inclusivity of the five essential CBE characteristics (Sturgis et al., 2011), 

is crucial and will establish foundational knowledge necessary to further assess CBE 

impact. Additionally, an understanding of CBE implementation may begin to bring 

schools together in their CBE journeys. This would be a significant change to the isolated 

and siloed CBE experiences that have widely characterized New Hampshire’s CBE 

efforts to this point. Educational initiatives should be focused on positively impacting 

student outcomes. To that end, this study may fill that void and provide a basis for future 

studies on CBE effectiveness. This quantitative study described the extent New 

Hampshire’s public educational leaders have integrated the five essential and research-

based CBE characteristics in the CBE models implemented at their high schools. 

This investigator has extensive and diverse experience in CBE implementation 

throughout New Hampshire as a teacher, building and systems leader, and as a consultant 

working across the state. Based on over 15-years of conversations with teachers and 

administrators in New Hampshire’s public high schools, it is evident that there is no 

understanding if the CBE models implemented in New Hampshire’s public high schools 

include the essential CBE characteristics. For example, throughout New Hampshire, 

competencies are stated differently within CBE models depending on the high school and 

district (Freeland, 2014; Kaput, 2017). Competency-based education outcomes and 

student progress toward competency mastery are measured and reported differently 
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across the state (Freeland, 2014; Kaput, 2017). Echoing recent literature on CBE, a New 

Hampshire associate superintendent reported that processes being implemented to 

support flexible student advancement in New Hampshire’s public high schools are not 

known, consistent, or commonly utilized (E. Asbell, personal communication, June 30, 

2019; see also Freeland, 2014; Kaput, 2017). Assessment types used to demonstrate 

levels of student knowledge and skill are inconsistent. Educators are often deploying their 

own, locally developed assessment practices to align with distinct CBE models (Freeland, 

2014; Kaput, 2017). Interventions and additional learner support opportunities and 

strategies are erratic and wide-ranging (Freeland, 2014). There is still much to learn in 

regard to soft-skills, habits of mind, and learner dispositions and how they are integrated 

into CBE models (Haynes et al. 2016).  

This researcher surveyed New Hampshire’s public high school administrators and 

school administrative unit (SAU) academic decision-makers, using the five essential 

characteristics of CBE via a quantitative instrument. With 90 respondents, representing a 

majority of New Hampshire’s public school districts, this study was the first investigation 

aimed at comprehensively describing all the CBE models implemented in New 

Hampshire’s public high schools by assessing the inclusivity of the five essential CBE 

characteristics. This study fills an important gap in the field of CBE research. Multiple 

CBE theorists have emphasized the need for additional research focused on CBE 

implementation in order to gain clarity and determine the impact of CBE on student 

outcomes (Gervais, 2016; Ryan & Cox, 2017; Scheopner Torres et al., 2015; Scheopner 

Torres et al., 2018; Sturgis, 2016).  
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From the onset of CBE in New Hampshire, public high schools have been the 

epicenter of CBE efforts and implementations. With CBE now serving as the threshold 

and standard for the issuance of public high school course credit, New Hampshire’s 

public high schools were the ideal location to launch this study. Moreover, credits are 

only issued at the high school level. Essentially, course credits are used to keep track of a 

high school student’s progress toward graduation (Carnegie Foundation, 2014; Freeland, 

2014; Kaput, 2017). For these reasons, public high schools are where the history of CBE 

in New Hampshire is the longest. There are more than 100 public high schools in New 

Hampshire and likely thousands of closely held and differing CBE understandings among 

teachers, students, and learning communities.  

Leadership Perspectives on the Problem 

 I am fortunate to have had multiple opportunities to consult on CBE in various 

districts throughout New Hampshire. These consultations have afforded me the chance to 

engage in many stakeholder conversations on the topic of CBE. I have learned in these 

interactions that too many schools are simply attempting to comply with CBE statutes, 

while other schools are outright ignoring CBE. This has led to further inconsistencies in 

CBE beliefs and implementation strategies in New Hampshire’s public high schools. 

Almost a decade and a half after the DOE officially launched this initiative, too many 

CBE conversations are still focused on a search for initial clarity and beginning 

implementation plans. 

From this investigator’s nearly three decades of experience in New Hampshire 

public secondary education, in various roles, the CBE models implemented in New 

Hampshire’s public high school vary widely. Administrators, teachers, students, and 
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parents must navigate New Hampshire’s proud tradition of local control and manage 

forces that impact CBE. Due to a lack of initial parameters and procedures associated 

with this push from the DOE, the focus of CBE has been obfuscated and what could be 

an extraordinarily beneficial initiative now evokes eye-rolls and sighs of exasperation 

among many New Hampshire students and professionals in education.  

As a current superintendent, and in my previous educational roles, I have 

witnessed these CBE frustrations in my travels, interactions, and connections with 

educators, administrators, parents, and students across the state over the past 15 years. I 

have seen professionals attempting to “wait out” CBE, believing that like many previous 

educational initiatives, this too shall pass. I have been approached by practitioners and 

educational leaders who feel rudderless and stymied by a lack of clear purpose associated 

with CBE in New Hampshire. 

In my role as a superintendent, I am charged with helping students find and 

cultivate their unique passions as they prepare for their next steps in college and/or career 

and to provide the educational resources, personnel, leadership, and training to meet this 

lofty goal. Additionally, systems leaders must establish a clear and accessible 

organizational vision that focuses on students, empowers professionals, encourages 

reflection, and promotes continuous growth (Curl, 2014; Hargreaves, 2005). 

Competency-based education can do this by clearly articulating student targets and 

putting structures in place that allow for personalized learning. However, there is no clear 

and consistently accepted definition of CBE or shared understanding of implementation 

(Gallagher, 2014; Gervais, 2016; Scheopner Torres et al., 2018, Spady, 1977; Steele et 

al., 2014). This lack of understanding creates an obstacle educational leaders must 
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overcome in their efforts to initiate and sustain CBE models. A clear, compelling, and 

strategically communicated purpose for reform is necessary to elicit support (Hargreaves, 

2005). The goal in this research was to describe the extent educational leaders have 

integrated the five essential and research-based CBE characteristics in the CBE model 

implemented at their high schools; thus, moving the field toward a common 

understanding of CBE implementation and providing the field with a foundational study 

to launch subsequent research. 

Problem of Practice 

 New Hampshire’s public high schools are required to implement CBE. 

Throughout the state, public high schools have developed their own local and unique 

CBE models within their learning communities. Although essential and common 

characteristics of CBE repeat in recent and relevant CBE literature, a clear void in 

research exists when it comes to assessing how CBE models have been implemented 

(Gallagher, 2014; Gervais, 2016; Scheopner Torres et al., 2018, Spady, 1977; Steele et 

al., 2014). There is no comprehensive research that reports out on New Hampshire’s CBE 

models. This presents a problem of practice in New Hampshire. Public high schools are 

still searching for CBE clarity and will never be able to definitively describe the impact 

of CBE on student outcomes without first understanding how CBE models have been 

implemented (Ryan & Cox, 2017). This study brings forth a description of the CBE 

models implemented in New Hampshire’s public high schools, from educational leaders, 

and based on the essential CBE characteristics; therefore, filling this void in CBE 

research.  
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For the past decade and a half, CBE has been part of the New Hampshire public 

high school experience. However, New Hampshire high school students, parents, 

teachers, and administrators are faced with a mix of competency models that range from 

complex, over-prescribed, daunting, and rigid, to simple, loosely monitored, and locally 

grown. For too long, New Hampshire’s educators and learners have engaged in CBE 

without a shared understanding or clarity of implementation of CBE characteristics 

(Freeland, 2014; Kaput, 2017; Scheopner Torres et al., 2018). The feeling of 

competency-fatigue is real and affirmed by this researcher’s extensive experience in the 

field. Bringing forth a comprehensive and descriptive study on CBE implementation may 

begin to provide the necessary clarity to mitigate this fatigue. The CBE labors of 

educators should be focused with a clear strategy and purpose.  

The manner in which New Hampshire originally launched and continues to 

sustain CBE is faulty; there is no unifying message joining this work (Freeland, 2014; 

Kaput, 2017; Scheopner Torres et al., 2018). Effective reform requires clarity; without a 

clear and tangible reason, change is doomed to fail (Gelbart, 2019). This is true for CBE 

in New Hampshire’s public high schools. For change to last, an awareness of local 

dynamics is essential (Gelbart, 2019). As a current district-level superintendent and 

former instructor in various New Hampshire public high schools, this investigator has 

first-hand experience and has witnessed the frustrations associated with CBE 

implementation. 

The purpose of this research was to describe the extent New Hampshire’s public 

educational leaders have integrated the five essential and research-based CBE 

characteristics in the CBE models implemented at their high schools. These 
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characteristics provide an invaluable lens to delve into New Hampshire’s implemented 

CBE models because researchers posit that high-quality CBE models ought to include 

these characteristics (Sturgis et al., 2011). Investigating New Hampshire’s public high 

school CBE models via these five characteristics also ensured that the collected data 

aligned with these CBE characteristics and that the resulting analysis brought forth CBE 

descriptions that were grounded in these five areas. This study addressed the problem of 

practice and filled a void in existing CBE research by comprehensively describing the 

CBE models implemented in New Hampshire’s public high schools through the lens of 

the professionals charged with implementation, supervision, and ongoing CBE support.  

Research Questions 

This study described the extent New Hampshire’s public educational leaders have 

integrated the five essential and research-based CBE characteristics in the CBE models 

implemented at their high schools. The following characteristics were used to collect data 

and structure the analyses: competencies are explicitly stated and measured; student 

advancement upon mastery; varied, authentic, transferable, and meaningful assessment 

practices; intervention strategies respond to student progress in a timely fashion; and 

learning outcomes focused on competencies along with important skills and dispositions. 

Correspondingly, five research questions guided this study: 

1. To what extent are New Hampshire public high schools implementing 

competencies that are explicitly stated and measured within their CBE models? 

2. To what extent are New Hampshire public high schools implementing the element 

of student advancement upon mastery within their CBE models? 

3. To what extent are New Hampshire public high schools implementing varied, 

authentic, transferable, and meaningful assessment practices within their CBE 

models? 

4. To what extent are New Hampshire public high schools implementing timely 

intervention strategies within their CBE models? 
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5. To what extent are New Hampshire public high schools implementing skills and 

dispositions within their CBE models? 

Analyzing these responses allowed this researcher to describe the extent to which New 

Hampshire educational administrators believe their public high school’s CBE models are 

inclusive of these essential CBE characteristics. As a result, this study brings forth a 

comprehensive analysis of the CBE models implemented throughout the state. 
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Chapter 2 – Review of Educational Research 

In 1973, Schmieder described CBE as a revolutionary and “significant lever for 

educational reform” (p. viii). In the subsequent 50 years, the promise of CBE has been 

similarly reiterated; however, neither a clear method to implement CBE models nor an 

understanding of the impact of CBE on student outcomes have resolved (Gervais, 2016; 

Nodine, 2016; Ryan & Cox, 2017; Scheopner Torres et al., 2015; Scheopner Torres et al., 

2018; Spady, 1977; Sturgis, 2019). This review of the educational literature will examine 

CBE in terms of history in education—particularly in the K-12 setting, the five essential 

CBE characteristics, and CBE in New Hampshire’s public high schools. Following this 

exploration, the theoretical framework for the study is explained in detail and described 

as it was used in this study. 

Terms and Literature Review Protocols 

The terms competency, competencies, competency-based, and competency-based 

education (CBE) have been used in education for over a century; however, there is a 

repeating problem of practice in regard to CBE implementation (Batalden et al., 2002; 

Frank et al., 2010; Gervais, 2016; Nodine, 2016; Spady, 1977). The long history of CBE 

is marked by a lack of clarity, varying definitions and utilizations, as well as wide-

ranging understandings and beliefs about CBE (Batalden et al., 2002; Frank et al., 2010; 

Gervais, 2016; Nodine, 2016; Spady, 1977). Moreover, while CBE implementation is 

expanding rapidly throughout the United States in K-12 education settings (Casey, 2018; 

Curl, 2014; Levine & Patrick, 2019; Truong, 2019), little is known relative to the impact 

of CBE on student outcomes (Scheopner Torres et al., 2015; Scheopner Torres et al., 

2018; Sturgis, 2019).  
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The singular word, competency, is a term for a specific and discernable skill or 

understanding. Merriam-Webster (2020) defines competency as the possession of 

sufficient knowledge or skill within a specific area. In the realm of public K-12 

education, competencies are essentially the end-goals of a CBE model. For the purpose of 

this research, the term competency-based education is defined as an educational approach 

that clearly articulates expected student outcomes where students are engaged and 

supported in personalized educational journeys with varied, authentic, and meaningful 

assessments and develop habits and dispositions critical for current and future success.  

Adding to the lack of clarity often associated with CBE, competencies and 

content standards are oftentimes used as interchangeable terms (Curl, 2014; Scheopner 

Torres et al., 2018). In describing the difference between a competency and a standard, 

Colby (2019) writes, “[i]t is better to think of a competency as a student’s ability to apply 

clusters of standards” (p. 30). Marzano & Kendall (1996) state that “content standards 

provide goals for individual student achievement” (p. 13). In comparing a competency to 

a content standard, Steele et al. (2014) describe standards as more narrowly focused, 

whereas competencies are broader in nature. 

Competency-based education is an outcome-based term that has been used in 

other fields, most notably medical education, teacher preparation, and higher education, 

prior to its connection to student expectations and the issuance of high school course 

credit (Batalden et al., 2002; Frank et al. 2010; Gervais, 2016; Nodine, 2016). In an 

article for the American Association of School Administrators (AASA) magazine, Spady 

(1994) describes outcome-based education (OBE) as “clearly focusing and organizing 

everything in an educational system around what is essential for all students to be able to 
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do successfully at the end of their learning experiences” (p. 1). Outcome-based models 

have predefined end-goals. Programs like karate instruction, figure skating, Eagle Scouts, 

and legal and medical licensing are all OBE examples (Spady, 1994). Spady (1994) 

identifies different attributes within an outcome-based system. For example, Spady 

suggests the necessary shift from time to accomplishments or exit outcomes, “if time and 

accomplishments don’t mesh…outcomes must take precedence over time” (p.4). Like 

OBE, CBE focuses on exit outcomes. Competency-based education distinguishes end-

goals, called competencies, via subject specific outcomes expressed as skills or 

overarching content knowledge categories. Although there is no consistently adopted 

definition, CBE is considered an outcome-based model. 

Currently, a gap in research exists when it comes to determining a consistent 

understanding for CBE in secondary public education; simply stated, there is no widely 

accepted approach or process for CBE implementation (Gallagher, 2014; Gervais, 2016; 

Scheopner Torres et al., 2018, Steele et al., 2014). New Hampshire was one of the first 

states to replace the Carnegie unit and require a competency-based model (Freeland, 

2014). Because of this, New Hampshire is regarded as a leading state in competency-

based education (Deye, 2018; Freeland, 2014; Truong, 2019). However, no research base 

or consistent processes are guiding the implementation of CBE models and little is 

known about the existing CBE models in New Hampshire’s public high schools. 

Additionally, local forces such as New Hampshire’s reliance on local control, the success 

and failures of previous educational initiatives, administrative turnover, community 

values and beliefs, and teacher values and beliefs have impacted CBE implementation in 

New Hampshire’s public high schools. The purpose of this quantitative study was to 
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describe the extent New Hampshire’s public educational leaders have integrated the five 

essential and research-based CBE characteristics in the CBE models implemented at their 

high schools. Researchers agree that effective CBE models should include competencies 

that are explicitly stated and measured; student advancement upon mastery; varied, 

authentic, transferable, and meaningful assessment practices; intervention strategies that 

respond to student progress in a timely fashion; and learning outcomes focused on 

competencies along with important skills and dispositions (Casey, 2018; Freeland, 2014; 

Levine, 2019; Levine & Patrick, 2019; Sturgis et al., 2011; Sturgis, 2016; Sturgis, 2017). 

These characteristics are explored in more detail later in this chapter. Leveraging these 

characteristics as a means to assess CBE models in New Hampshire directed this 

investigation. 

Due to the lack of a clear and consistent understanding of CBE, multiple sources 

were utilized in order to gain a broader understanding and context of CBE prior to 

exploring its use in public secondary education. An exhaustive literature search employed 

Google Scholar along with multiple academic databases including Academic Search 

Premier, EBSCOhost, ERIC, JSTOR, PsycARTICLES, Social Sciences Citation Index, 

and Teacher Reference Center. Search terms used included competencies, competency-

based education, competency definition, school reform, education reform, credit, 

personalized learning, outcome-based, proficiency-based, high school, CBE, and New 

Hampshire. Using Boolean strings, many combinations of these terms were iterated to 

return relevant and peer reviewed sources.  
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Competency-Based Education (CBE) 

Reviewing the literature reveals the history of CBE in varied disciplines is marked 

by a dearth of a clear understanding (Gallagher, 2014; Gervais, 2016; Scheopner Torres 

et al., 2018, Spady, 1977; Steele et al., 2014). Additionally, empirical research on the 

specific use of CBE in public high school education is extremely sparse (Scheopner 

Torres et al., 2015; Scheopner Torres et al., 2018; Sturgis, 2019). For these reasons, 

important sources that are nearly five decades old were included in this study and review. 

These seminal sources provided a valuable framework and underpinning to the 

contemporary competency-based education initiative and highlight the intent of 

competencies in public secondary education. Examining scholarly research and articles 

related to CBE, it is clear that specific research is necessary to identify similarities and 

differences in CBE implementation practices, confirm foundational knowledge, clearly 

articulate CBE and related terminology, and to guide future efforts in this initiative 

(Scheopner Torres et al., 2015; Scheopner Torres et al., 2018; Sturgis, 2019). The 

subsequent review of the literature commences with a brief foray into the background of 

CBE and how the term is used in other educational fields. From there, the five essential 

CBE characteristics from the literature on CBE are examined and described in more 

detail. 

Competency-Based Education in Other Educational Fields 

Prior to and concurrent with the current trend of CBE in K-12 public education, 

CBE models have been employed in other educational fields to include medical training, 

teacher training, and higher education. Reviewing the relevant literature reveals that other 

educational fields have a history of uncertainty in regard to consistently defining CBE 
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and how to effectively implement CBE models. Frank et al. (2010) sought to inform an 

applicable working definition of CBE for the medical education field. Prior to this 

analysis, touted as “the first comprehensive systematic review of the medical education 

definitions related to CBE” (p. 636), this study purports there was no common definition 

of CBE in the field of medical education. The definition from Frank et al.’s study is: 

Competency-based education (CBE) is an approach to preparing 

physicians for practice that is fundamentally oriented to graduate outcome 

abilities and organized around competencies derived from an analysis of 

societal and patient needs. It de-emphasizes time-based training and 

promises greater accountability, flexibility, and learner-centeredness. (p. 

636) 

This 2010 study, conducted by Frank et al., is a comprehensive systematic review of 173 

unique sources. The researchers identified themes in CBE as they synthesized a definition 

for CBE in medical education. This study re-emphasizes one of the characteristics of 

CBE in public education–moving away from time-based measures, otherwise referred to 

as advancement upon mastery. Other similar and connecting concepts are evident in the 

outcome-based nature and the focus on personalized learning found within this study’s 

definition of CBE in the medical education field. 

Competency-based education models have existed in teacher preparatory 

education programs for decades. In the discipline of teacher higher education, Schmieder 

(1973) completed a seminal mixed methods study on CBE and explained the “state of the 

scene” describing CBE in teacher training institutions during the early 1970s. In this 

research, Schmieder (1973) sent questionnaires to 1,200 teacher training institutions “in 
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order to obtain a rough estimation of the degree of involvement of those institutions in 

competency-based education” (p. 11). Quotes from the teachers interviewed in this 

investigation include phrases like, “old wine, new bottles” and “it sounds like a good idea 

if you can figure out what it is” (p. 1). Much like today, 50-years ago the term CBE 

evoked a wide-range of reactions. The purpose of Schmieder’s (1973) work was to bring 

some initial clarity to this growing movement. In reviewing the study, it becomes 

apparent that almost 50-years ago CBE, although not widely understood, was targeted at 

personalization, accountability, assessments, and learner motivation. Schmieder’s 

analysis never clearly defines CBE; however, he does theorize that “CBE is rapidly 

becoming the most significant lever for educational reform since Sputnik” (p. viii). 

Schmieder also highlights issues with CBE to include: no national strategy, no single 

operating model, and a lack of common terminology (Schmieder, 1973). Additionally, 

Schmieder’s study reveals “a severe shortage of CBE program software” (p. 27). In the 

1970s there were no software programs that allowed institutions to succinctly report out 

on progress in competency models. This portends obstacles in modern-day CBE 

implementations as well. 

Nodine & Johnstone’s 2015 qualitative research and Nodine’s 2016 review of 

available CBE literature in higher education share conclusions with Schmieder’s analysis 

of competencies in higher education programs for teachers from the 1970s. Nodine & 

Johnstone’s 2015 interview with a “group of community colleges that have developed 

their own versions of CBE programs” concludes that CBE models in higher education are 

gaining in popularity; however, most models are in their infancy (Nodine & Johnstone, 

2015, p. 62). Similarly, Nodine’s 2016 review of the available literature of competency-
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based programs in higher education suggests most CBE models in are less than 5-years 

old. Moreover, these CBE models vary widely in implementation and approach (Nodine, 

2016). It is clear in Nodine & Johnstone’s research that the college leaders interviewed 

are striving to implement CBE models that emphasize an outcome-based approach and 

bring a focus to student demonstration of learning and knowledge through actions and 

performances (Nodine & Johnstone, 2015; Nodine, 2016). The historical focus on seat-

time as a standard of measure within higher education programs is also a salient point in 

Nodine’s investigations, highlighting flexible timeframes and personalization as shifts 

that must occur within traditional systems. Nodine (2016) concludes, “there remains a 

substantial variety of approaches and there is no widespread agreement on how to define 

‘competency’” (p. 10).  

Nodine (2016) also provides a brief historical perspective on outcome-based 

approaches, stating these programs “can be traced back hundreds of years to craft guilds, 

apprenticeship training programs, technical training programs (in the military, etc.), and 

licensure programs (for doctors, lawyers, etc.)” (p. 6). Competency-based education in 

higher education can be followed back to 1968 (Nodine, 2016). Again, like Schmieder’s 

study from decades prior, current CBE models in higher education include specific 

learner-centric objectives, personalization, a focus on using assessment evaluation and 

feedback, along with an evolving viewpoint on the use of time in education—meaning 

not all students advance at the same pace (Nodine, 2016). Although CBE models are 

currently witnessing an increased use in higher education, the overwhelming majority of 

colleges and universities are still not implementing CBE frameworks. The bulk of 

institutions implementing CBE are in a transitional phase, “developing and testing pilot 
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programs from the ground up” (Nodine, 2016, p. 10), and most notably there is no 

universally accepted definition of CBE in higher education (Nodine & Johnstone, 2015; 

Nodine, 2016). To further explain the current state of CBE implementation in higher 

education, Nodine (2016) writes, “[u]ntil there is broader agreement about, and program 

fidelity around, what counts as competency-based, it is likely that the current phase of 

CBE implementation will be a transitional one” (p. 10). 

Staying in the realm of higher education, Gervais (2016) performed research by 

reviewing CBE literature and engaging in key stakeholder interviews. Publishing findings 

comparable to Nodine, Gervais (2016) postulates “there is no commonly accepted 

definition, competencybased education (CBE) lacks conformity around standards and a 

theoretical backing thus making it difficult to clearly define and implement consistently 

across programs” (p. 98). Gervais (2016) asserts “that not everyone learns at the same 

pace” (p. 99) and therefore self-directed learning environments are necessary. Like 

Nodine, Gervais (2016) also refers to CBE as an outcome-based model. Both of these 

researchers demonstrate that in the decades that elapsed since Schmieder, CBE efforts in 

postsecondary education have progressed in a disjointed manner. Competency efforts 

continue to emerge; however, CBE has yet to gain clarity or cohesion. 

Considering the CBE literature from medical education, teacher preparation, and 

higher education, is important in examining the current state of CBE in public secondary 

education. Studies from Frank et al., Schmieder, Nodine, and Gervais all reveal similar 

findings. These studies attest to the historical issues connected to CBE implementation, 

the current increased interest in CBE, and the same issues that plagued previous efforts 

resounding once again. In these fields, CBE lacks a consistent and widely accepted 
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definition along with common implementation strategies and processes (Frank et al., 

2010; Gervais, 2016, Nodine & Johnstone, 2015; Nodine, 2016; Schmieder, 1973). 

Competency-Based Education in Public Secondary Education 

Competency-based education has a long history in K-12 public education. Some 

of the same issues in regard to a consistent understanding and implementation 

experienced in other educational fields are also exposed in reviewing CBE literature 

connected to K-12 public education. While CBE is garnering renewed and increased 

interest across the United States (Casey, 2018; Curl, 2014; Levine & Patrick, 2019; 

Truong, 2019), the literature reveals public school districts searching for clarity and 

struggling with implementation. 

Nationally, CBE became part the public education vernacular in the 1900s with 

the growth of progressive education ideology (Scheopner Torres et al, 2018). Progressive 

education is a child-centered educational philosophy that Reese (2001), summarizes by 

writing the “child should be an active, not passive learner; that the teacher should be a 

guide, not master” (p. 23).  Likewise, CBE garnered further attention in the 1970s and 

1980s with increased interest in Benjamin Bloom’s research on mastery learning 

(Gervais, 2016; Nodine, 2016; Scheopner Torres et al., 2018; Steele et al., 2014). Bloom 

believed that the overwhelming majority of students can master educational content; to 

that end, it is incumbent on instruction to create the circumstances and educational 

environment that allow students to master what they are taught (Gervais, 2016). Like 

progressive education, mastery learning is a student-centered approach to teaching and 

learning. On the heels of Bloom’s research, Oregon was among the first states to 

aggressively pioneer CBE in public secondary education almost 50-years ago (Savage, 
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1978; Spady, 1977). However, the initiative was plagued by a scarcity of clear direction 

and definition (Savage, 1978).  

Digging deeper into CBE in public secondary education, in a magazine article 

written for Educational Leadership, Savage (1978) describes high school teachers in 

Oregon developing anywhere from 12 to 200 minimum competencies, also expressed as 

“competency standards” and “competency statements” in the study. In his 1978 article, 

Savage refers to CBE as a “grand experiment that is far from over” (p. 15). Savage’s 

published review quotes a superintendent from Oregon claiming that, “it’s about time we 

were specific in what we intend to obtain from education” (p. 12). This statement attests 

to the outcome-based approach in Oregon’s CBE efforts. Savage also suggests the debate 

on defining a competency will endure and establishing a common ground will not be 

easy. State department leaders in Oregon were panned for their lack of leadership in 

bringing CBE forth. Additionally, Oregonians were emboldened to take individualized 

approaches in crafting competency standards (Savage, 1978). Just like in New 

Hampshire, schools were able to implement their own local and unique CBE models. 

This is exemplified in Portland and Beaverton’s tactics as outlined in Savage’s work. 

Even though Beaverton is a suburb to the city of Portland, about 10-miles apart, their 

CBE implementations were completely dissimilar. Whereas Portland’s high school 

teachers took a streamlined approach, establishing 12 competency statements, 

Beaverton’s high school teachers ended up with 127 competencies (Savage, 1978). 

Although it is clear that Oregon lacked a common process for establishing competencies, 

Savage (1978) extols the benefits competencies brought to secondary education in 

Oregon. Despite the wide range of CBE approaches, the competency initiative in Oregon 
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compelled teachers and administrators to take a unique look at education and to clearly 

articulate expected outcomes.  

Fast-forward nearly 50 years where the current CBE movement has similarly 

“been heralded as a promising means of improving student outcomes and ensuring that 

students graduate with the skills and knowledge they need to be ready for postsecondary 

success” (Scheopner Torres et al., 2015, p. 20). The current evolvement of CBE in public 

secondary education echoes that of past CBE efforts. Scheopner Torres et al. (2015) 

reviewed state legislation policies in all seven states in the Regional Education 

Laboratory (REL) Northeast and Islands region: Connecticut, Maine, Massachusetts, 

New Hampshire, New York, Rhode Island, and Vermont. This study shows that while 

many states in the region “have started to consider and implement competency-based 

learning” (p. i), CBE lacks a common definition. Much like Savage’s work in Oregon 

decades prior, this study identified inconsistent policies and structures impeding CBE 

growth. Moreover, Scheopner Torres et al. (2015) clearly illuminate the necessity of 

further empirical research on competency-based learning. Suggested future studies 

indicated in Scheopner Torres et al. (2015) include a necessary focus on “critical 

elements to competency-based learning…[to] determine whether the elements outlined in 

this study are shared more broadly across districts and schools implementing this reform” 

(p. 17). CBE has not gained the necessary clarity or momentum to become consistently 

applied. It seems the passage of time has not explicated the meaning of CBE (Savage, 

1978; Scheopner Torres et al., 2015; Spady, 1977). 

Competency-based education in public education suffers from the lack of a clear 

definition (Gallagher, 2014; Scheopner Torres et al., 2015; Scheopner Torres et al., 2018; 
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Spady, 1977; Steele et al., 2014). Additionally, CBE models are conflated with other 

educational initiatives such as inquiry-based learning (IBL). Like CBE, IBL seeks to 

motivate learners while actively engaging students in hypothesizing during their 

exploration of content (Johnson et al., 2017). Inquiry-based learning, like CBE, is an 

outcome-based model The focus of IBL is on end-goals and articulated learner targets. 

This intermingling of terminology further impacts the clarity of CBE, as terms like 

competency-based, proficiency-based, standards-based, outcome-based, and mastery-

based all are employed, sometimes interchangeably, when discussing CBE (Curl, 2014; 

Levine & Patrick, 2019; Patrick, & Sturgis, 2015; Scheopner Torres et al., 2018).  

Essential CBE Characteristics 

Although a consistent definition is lacking, recent research identifies essential 

CBE characteristics (Casey, 2018; Freeland, 2014; Levine, 2019; Levine & Patrick, 2019; 

Scheopner Torres et al., 2018; Sturgis et al., 2011; Sturgis 2016; Sturgis, 2017). On the 

heels of a 2011 summit on CBE, these characteristics were highlighted as fundamental to 

any high-quality CBE model (Sturgis, 2011). However, it remains unclear if the CBE 

models implemented in New Hampshire’s public high schools include these 

characteristics. For the sake of this quantitative study, CBE models were investigated 

using the five research-based characteristics identified at the 2011 CBE summit: 

competencies are explicitly stated and are measured; students advance upon mastery; 

assessment practices focus on varied, authentic, transferable, and meaningful 

experiences; intervention strategies respond to student progress in a timely fashion; 

outcomes include a focus on dispositions and mindsets for learning (Casey, 2018; 

Freeland, 2014; Levine, 2019; Levine & Patrick, 2019; Scheopner Torres et al., 2018; 
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Sturgis et al., 2011; Sturgis 2016; Sturgis, 2017). In this investigation, collected data was 

analyzed using descriptive statistics as well as inferential algorithms in an attempt to 

describe the state of CBE implementation in New Hampshire’s public high schools. 

Combined, these characteristics can describe a student’s journey through a CBE model. 

In CBE models that include at least two of these characteristics, there is an 

interdependence (Figure 1). These five characteristics are analyzed in more detail in 

subsequent sections of this chapter. 

Figure 1 

Five Essential Characteristics of CBE Models 
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Figure 1 illustrates the five essential and research-based CBE characteristics and their 

interconnectivity. An example of these characteristics working together is seen in how 

students advance upon mastery within a CBE model. Competencies must be clearly 

stated and various assessments aligned with these competencies must be designed. 

Progress must be reported in an ongoing fashion to ensure current and updated 

information regarding student growth is easily accessible. Additionally, while students 

will progress at different rates, and some students may require additional and timely 

interventions, focusing on skills such as resilience and advocacy are also necessary to 

embolden each student’s unique path toward mastery.  

Competencies are Explicitly Stated and Measured 

Within CBE models, an essential CBE characteristic is learning objectives that are 

explicitly stated and measured Sturgis et al., 2011). This means that expected learner 

outcomes should be transparent and clearly defined. Additionally, to support student 

agency and personalization, students need easy access to these stated competency targets 

(Freeland, 2014). To foster accessibility to competencies, many schools publish CBE 

outcomes (called competencies) in student-friendly language as well. Among the goals of 

explicitly stated competencies is engendering student ownership of their own learning 

(Levine, 2019).  

Scheopner Torres et al. (2018) conducted a case study examining CBE models 

implemented in three New Hampshire schools. As part of the research, Scheopner Torres 

et al. conducted a brief literature review as well. In describing the essential characteristics 

of CBE, Scheopner Torres et al. wrote, “[r]ather than focusing on discrete skills and 

concepts, competencies are intended to be clear, transparent, measurable objectives that 
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define the content, skills, and dispositions” (p. 2). Ensuring competencies are clearly 

stated also repeats in the work of Le et al. (2014). Le et al. penned a report for Jobs for 

the Future; in identifying the essential components of CBE in this report, Le et al. wrote 

that CBE “places a greater emphasis on achieving mastery of clearly defined and rigorous 

knowledge and skills” (p. 10). Both of these studies emphasize the need for clearly stated 

competencies in a CBE model.  

Once competencies are clear and accessible, the measurement of student progress 

toward these competency outcomes is also integral to CBE—by “working together, they 

improve instruction and assessment literacy, and build a deeper understanding of learning 

progressions” (Sturgis, 2017, p. 12). Sturgis’s (2017) report and case studies also suggest 

that CBE measurement should focus on continuous improvement as competency models 

are not grounded in time-based measures. Students are expected to master the stated 

competencies; however, each student’s journey is personalized and within a CBE model 

time is variable and end-goals, stated as competencies, are the constant. While the 

reporting of student progress can happen differently within CBE models, every CBE 

model must include a clear measurement system (Casey, 2018; Freeland, 2014; Levine, 

2019; Sturgis et al., 2011; Sturgis, 2016; Sturgis, 2017).  

Whether it is through averaging assessments and reporting out progress in a 

traditional letter-grade manner, shifting to a non-graded model, or using non-traditional 

descriptors and terms such as, “distinguished,” “proficient,” and “developing” to report 

out on student progress, competency measurement must take place. This particular aspect 

of CBE is extremely nuanced and has been influenced by local administrations along 

with teacher values and beliefs. Additionally, educational communities are highly vested 
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in high school grading practices. Whether it is based on how a community experienced or 

perceives education, or concerns on how post-secondary institutions look at grades and 

student achievement, grading is a major topic educational administrators must grapple 

with when implement CBE. Grading and reporting practices are worthy of continued and 

deeper research. However, for the purpose of this study, this literature review focuses on 

the essential characteristic that competencies must be clearly stated and measured. The 

focus of this research is not on how the competencies are measured. The next essential 

CBE characteristic centers on how a student progresses and advances within a CBE 

model. 

Advancing Upon Mastery 

Student advancement based on mastery of stated competencies, instead of time 

spent in the classroom, is an essential CBE characteristic (Casey, 2018; Freeland, 2014; 

Levine, 2019; Ryan & Cox, 2017; Sturgis et al., 2011; Sturgis, 2016; Sturgis, 2017). 

Advancing upon mastery is also referred to as “flexible progressions.” Both phrases 

imply that time spent in a particular course is adaptable and variable. In a CBE model, 

students ought to advance within the course and progress to subsequent courses when 

they have demonstrated their understanding of the requisite topics and skills (Casey, 

2018; Freeland, 2014; Levine, 2019; Ryan & Cox, 2017; Sturgis et al., 2011; Sturgis, 

2016; Sturgis, 2017). A traditional 18-week course might take some students 12 weeks to 

complete and other students might need 20 weeks to master the competencies. 

Additionally, students should advance within the course based on their own personal 

performance. This aspect of CBE is problematic for schools (Freeland, 2014; Scheopner 

Torres et al., 2018; Steele et al., 2014) because most schools are structured for time-based 
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progressions. Traditional, age-based, and 180-day per year approaches still determine 

student progression calendars and advancement dynamics in most of New Hampshire’s 

public high schools (Freeland, 2014; Scheopner Torres et al., 2018). Most high school 

calendars are based on quarters and semesters. Calendars and bell schedules were 

designed with the Carnegie Unit in mind. With these traditional structures in place, how 

can high schools implement CBE models where students advance upon mastery? How 

does an educational administrator mediate stakeholder mindsets to implement 

individualized student progressions? 

In 2017, Ryan & Cox reported results from a survey of two high schools in the 

Northeast. In this study, 83 students responded to survey questions asking for their 

experiences within the CBE models at their high school. In this study, Ryan & Cox 

(2017) describe that “at the core of competency-based education is an approach to 

teaching and learning that allows students to advance in school based on demonstrated 

mastery” (p. 7). In 2014, Freeland penned a report for the Clayton Christensen Institute. 

Reaching out to 22 schools in New Hampshire, this report profiles 13 New Hampshire 

schools as they are “undergoing the transition to competency-based education” (p. 1). 

Within the report, Freeland highlights challenges these schools faced regarding student 

advancement within CBE models. Freeland theorizes underlying all CBE obstacles in 

New Hampshire is “the countervailing force of local control” (p. 5). Specifically 

addressing student advancement, the study highlights some of the variability that exists in 

the CBE models she profiled. Advancement could mean moving on to more difficult 

concepts in the same subject; however, this solution does not deconstruct time-based 

paradigms such as bell-schedules and semesters that preclude students from advancing 
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when they are ready (Freeland, 2014). Like Freeland, Casey (2018) suggests 

advancement could mean that “learners may be able to pursue personalized pathways 

forward rather than linear progressions” (p. 9). In 2018, Casey wrote a report for 

CompetencyWorks. Included within this report are 10 case studies from schools around 

the nation that are implementing CBE models. Reviewing these case studies reveals that 

even a common understanding of student advancement within CBE models is inconstant. 

Much like the overarching understanding of CBE, some of the repeating characteristics 

within CBE models also lack consistent meaning in the field. 

Freeland (2014) identifies other obstacles related to flexible pacing and 

advancement including student information systems (SIS) and learning management 

systems (LMS). The issues with these reporting applications represent the future versions 

of software obstacles identified by Schmieder nearly five decades ago (Schmieder, 1973). 

Student information system applications are primarily used to retain student records, keep 

track of attendance and discipline, and to report out individual student progressions and 

benchmark grades. Student information system portals provide students, parents, and 

teachers with real time and accessible information on assessments, competency 

expectations, and overall course averages. Learning management systems provide 

additional functionality above a typical SIS. Along with reporting student progress, LMS 

applications equip teachers with the capabilities of curating and storing accessible content 

information and resources for students. Additionally, LMS software packages focus on 

organizing curriculum standards and related efforts. Increasingly, the lines between SIS 

and LMS applications are blurring. Modern SIS programs include options for uploading 

assessments and cultivating curriculum maps as well. Much like SIS programs, LMS 
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applications meet similar assessment and competency reporting needs. New Hampshire’s 

public high schools lack conformity in their use of SIS and LMS applications. 

Additionally, various vendors and a wide-range of applications are being used throughout 

New Hampshire’s public high schools. A lack of conformity around how to effectively 

report competency progress continues and stymies CBE growth. As Freeland (2014) 

states, “[e]ven those schools committed to creating a learning environment with flexible 

pacing and numerous pathways for their students to advance along have struggled to find 

the learning management software and student tracking technology to support their 

models” (p. 20). Being able to clearly articulate student progress is vital in a high-quality 

CBE model. 

Regardless of whether a school is tracking and reporting competencies through an 

SIS or an LMS, for individual student advancement to occur within a CBE model based 

on mastery, progress reporting must be done in real-time. However, Freeland’s (2014) 

report indicates that “tracking progress in an individualized and modular way remains 

challenging” (p. 11). In a CBE model, teachers cannot rely on reporting study progress at 

predetermined dates according to a 180-day school calendar. Freeland’s research 

describes some schools in New Hampshire utilizing Excel spreadsheets to track 

individual student progress while other schools are employing locally developed digital 

portfolios (Freeland, 2014). These inconsistencies regarding how applications are being 

used to consistently used to track and communicate student “advancement upon mastery” 

add to the CBE confusion and pervade other characteristics of established CBE models. 
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Assessment Practices 

Irrespective of the educational model, educators are required to assess student 

learning in some manner. In New Hampshire’s public high schools, previous educational 

initiatives certainly impact assessment strategies and expectations. Measuring and 

reporting on student progress and assessment are inexorably connected. Assessments are 

the tasks that students must perform to demonstrate their knowledge and skills. These 

assessments vary and often include homework, quizzes, tests, reports, various projects, 

presentations, labs, demonstrations, debates, and speeches, to name just a few assessment 

types. Competency-based models also rely on a balanced approach to assessment using 

both formative and summative measures (Casey, 2018; Freeland, 2014, Le et al., 2014). 

In a CBE model, formative assessments are used “to track [student] learning progress and 

modify curriculum and instruction as needed” (Le et al., 2014, p. 19). These formative 

assignments are utilized prior to summative assessments. Whereas formative assessments 

are used to inform instruction, in a CBE model, “summative assessments are used as 

‘gateways’ to the next set of competencies” (Le et al., 2014, p. 19). In a high-quality CBE 

model, summative assessments should be performance-based tasks that require students 

to transfer their knowledge and skills (Casey, 2018). Within a CBE model, teachers are 

tasked with developing and implementing assessments that are clearly aligned with 

competencies and require students to engage in deeper learning as they are compelled to 

demonstrate their knowledge and skills through authentic and transferrable tasks (Casey, 

2018; Freeland, 2014; Levine, 2019; Sturgis et al., 2011; Sturgis, 2016; Sturgis, 2017). 

Bloom’s revised taxonomy provides a framework for deeper learning. The 

taxonomy describes a continuum of learning based on cognitive processes from factual 
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knowledge—recall of terms and details—to metacognitive knowledge—knowledge of 

self (Armstrong, 2016). At the base of the revised taxonomy is the ability to remember 

information. This is a precursor to higher levels of learning with the ultimate goal of 

becoming a creator of original academic work (Armstrong, 2016). Findings reveal that 

students involved in deeper learning programs in schools that practice authentic 

assessments, portfolios, real world experiences, and exhibitions outperform their peers on 

standardized tests and report higher levels of engagement, motivation, self-efficacy, and 

communication skills (Sturgis, 2016; Sturgis, 2017; Taylor, 2014). For CBE models to 

achieve the objective of including authentic assessments that compel students to engage 

in deeper learning, thoughtful assessment design is necessary. 

In a 2016 report for CompetencyWorks, Sturgis reviews competency-based 

efforts in the Northeast. In discussing an early adopter of CBE, Sturgis describes a school 

purposefully engaging students as active participants in their learning through project-

based assessments (Sturgis, 2016). Multiple studies indicate that empowering and 

engaging students in personalized and meaningful education is a hallmark of CBE 

(Casey, 2018; Freeland, 2014; Levine, 2019; Sturgis et al., 2011; Sturgis, 2016; Sturgis, 

2017). To engage students effectively, assessment practices ought to include tasks that 

inspire, empower, and create flow (Azzam & Pink, 2014; Csikszentmihalyi, 1990; 

Shernoff et al., 2003). In the context of student assessment, flow refers to an assessment 

striking a balance between rigor and ability. To further clarify flow, Azzam & Pink 

(2014) discuss the concept of “Goldilocks tasks…ones that are not too difficult and not 

too easy” (p. 15). Student engagement is piqued as the task is simultaneously challenging 

and achievable (Azzam & Pink, 2014). To further achieve flow, the rewards for 
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assessment completion must be focused on intrinsic and positive outcomes. Contingent 

rewards and coercion are not effective motivators. Rather, assessment should focus on 

engagement and not compliance (Azzam & Pink, 2014). Crafting these assessments 

requires a personalized approach, as one size does not fit all students (Azzam & Pink, 

2014). Competency-based education models afford students skill-oriented challenges, 

with well-communicated expectations and feedback, along with a mix of rigor and play 

(Sturgis, 2016; Sturgis, 2017). Additionally, these tasks help answer the oft-asked student 

question of why is this knowledge or skill important to learn (Azzam & Pink, 2014). The 

concept of flow is invaluable in engaging students in their personalized CBE 

assessments. 

Within a CBE model, meaningful and personalized assessment is an essential 

characteristic (Casey, 2018; Freeland, 2014; Levine, 2019; Sturgis et al., 2011; Sturgis, 

2016; Sturgis, 2017). Recognizing CBE assessments must be authentic and meaningful, 

the concept of flow provides practitioners with a construct to meet this CBE 

characteristic. Closely associated with assessment is the need for timely response to 

student learning (Freeland, 2014). 

Timely Interventions 

Responding to student learning is inherent in all education models. Often times, if 

a student is struggling, a traditional high school system includes interventions that are 

initiated upon course closure; whereas, nimble and timely intervention and response 

strategies are an essential characteristic in a CBE model (Casey, 2018; Freeland, 2014; 

Levine, 2019; Sturgis et al., 2011; Sturgis, 2016; Sturgis, 2017). For a student to progress 

from one competency to the next, they must demonstrate mastery. Therefore, in CBE, 
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timely interventions are central to student advancement. Interventions are data-based 

support opportunities for students providing additional support to their learning. The data 

for this support emerges from the assessment of student-work. Responding to student 

assessment data, and establishing interventions, is an essential characteristic of CBE. 

More simply stated, CBE requires agility in formally reacting to and supporting student 

learning (Casey, 2018; Freeland, 2014; Levine, 2019; Steele et al., 2014; Sturgis et al., 

2011; Sturgis, 2016; Sturgis, 2017).  

One method of collecting real-time information and data about student learning is 

through the use of formative assessments—further illustrating the connection and 

interdependence of the five essential CBE characteristics. In her collection of CBE case 

studies, Casey (2018) highlights the importance of using formative assessments to meet 

learners where they are. These formative assessments provide the data to determine if 

students are ready for a summative assessment or if they need additional support by way 

intervention prior to demonstrating their knowledge and skills on a summative 

assessment (Casey, 2018). With student learning data in-hand, schools engaged in CBE 

must have structures in place to expediently react to and support student learning. 

In some New Hampshire high schools, this type of timely support is exemplified 

in the form of structured flex time during the day. Flex time approaches include dedicated 

time allotments within a high school’s daily or weekly schedule for students to meet with 

teachers for additional academic help, thereby providing a structure to swiftly react to 

student progressions within a CBE model. Levine (2019) refers to this as “a rapid 

response capacity on the part of educators to support students when they are stuck or 

begin to disengage in frustration” (para. 20). These types of supports involve proactive 
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budgeting and planning, “providing additional opportunities for learning after school, on 

weekends, and into the summer” (Sturgis, 2017, p. 16). Just-in-time supports—measures 

that do not wait until a course is completed—are essential to CBE (Freeland, 2014).  

Even with these timely supports built into some high school schedules, other 

schools are supplementing flex time with competency remediation opportunities after the 

course is over. Post-course remediation opportunities, focused only on the competencies 

that students have yet to master, highlight some of the structural impediments that move 

on when ready models pose. Traditional high school models have definite end-dates for 

courses. When a new semester starts, or an academic year concludes, some students may 

not have mastered all the stated competencies. Thus, post-course recovery plans are 

designed to provide students with additional time to provide the evidence that they should 

be awarded credit and that they are ready for the next course. 

One of the most prevalent and timely intervention strategies in a CBE model is 

the opportunity for students to retake an assessment. However, teacher mindsets are a 

local force that administrators must mediate in implementing student retake 

opportunities. If a student does not meet the expected standard on an assessment, in a 

CBE model, they are afforded multiple opportunities on the same assessment. 

Assessment retakes are discussed in a 2014 report that Steele et al. penned for the Bill 

and Melinda Gates Foundation. This report presents results from the Project Mastery 

grant program. This program supported CBE initiatives in three recipient organizations. 

Among these three organizations, five school districts with a total of 12 public secondary 

schools engaged in pilot CBE models over two school years (Steele et al., 2014). In each 

of the pilot schools, pilot leaders were interviewed, classrooms were observed, students 
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were surveyed, and assessment results were analyzed. The researchers involved in this 

mixed methods study write of teachers in all five districts requiring students to redo 

assessments before progressing. Steele et al. (2014) state that “[e]ven more critically, 

students working in a competency-based system are given time to redo assignments and 

revisit material until they have mastered it” (p. 7). In a 2018 article, Scheopner Torres et 

al. highlight all three schools in their study utilizing reassessment and recovery 

assessment practices. However, the prospects of retakes and reassessments left some 

students in this study feeling that this practice is unfair to students who met the standards 

on their first attempt (Scheopner Torres et al., 2018). 

To encourage and support students in retakes and recovery, motivation and 

mindsets are important in a CBE model. Steele et al.’s report indicates anecdotal 

evidence from teacher interviews that states, “a competency-based approach may 

disproportionately favor highly motivated learners” (p. 49). That being the case, an 

essential characteristic of CBE is focusing on these mindsets and learner dispositions thus 

seeking to engender motivation in all students. 

Skills and Dispositions 

A focus on important student skills and dispositions is highlighted in CBE (Casey, 

2018; Freeland, 2014; Levine, 2019; Steele et al., 2014; Sturgis et al., 2011; Sturgis, 

2016; Sturgis, 2017). Student skills and dispositions are learner habits and attitudes, or 

mindsets, that are essential for success. Local administrative turnover impacts the outlook 

and focus on skills and dispositions. Bringing a focus on learner skills and disposition 

requires well-articulated plan and consistent supervision. Freeland (2014), describes this 

common CBE characteristic, specifically skills, “in terms of what a competent student 



TOWARD A COMMON UNDERSTANDING OF CBE IMPLEMENTATION  45 

can do and that student’s ability to acquire and demonstrate knowledge within real-world 

settings” (p. 19). Competency-based education aims to equip students with transferrable 

skills, knowledge, and mindsets (Casey, 2018; Freeland, 2014; Levine, 2019; Sturgis et 

al., 2011; Sturgis, 2016; Sturgis, 2017). Through a balanced use of formative, summative, 

and project-based assessments, CBE includes application of knowledge and skills outside 

of traditional classroom settings, compelling students to transfer their knowledge 

(Freeland, 2014). As Bloom’s Revised Taxonomy describes, higher levels of student 

learning occur when students apply their knowledge to new situations (Armstrong, 2016). 

Applying knowledge and skills is central to CBE; Sturgis (2016) writes that “success in 

college and careers takes more than comprehension of core academic subjects” (p. 6), 

meaning academic skill transcends a simple understanding. Students must be able to 

apply their knowledge in authentic ways (Casey, 2018; Freeland, 2014; Levine, 2019; 

Sturgis et al., 2011; Sturgis, 2016; Sturgis, 2017). Real world or authentic learning 

opportunities highlight tasks and projects a student might encounter in a professional 

setting. These types of assessments are an integral part of a CBE model. These 

assessments challenge students to persevere and problem-solve. This is a way that CBE 

focuses on important skills and dispositions. 

Casey (2018) highlights the need for CBE models to focus on developing 

problem-solving, perseverance, and independent learning skills. Real world challenges 

show students that succeeding in a work environment also requires the skills of 

communication along with empathy, collaboration, and cultural responsiveness—

understanding their own culture and how that differs from other cultures (Sturgis, 2016). 

These learner attributes are aimed at student mindsets or dispositions. Within a CBE 
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model, in order to effectively prepare students for education, work, or citizenship, 

supporting learners includes a broadening of outcomes and learner mindsets thus creating 

the important skills and dispositions vital to student success (Casey, 2018). Competency-

based education models have elevated the focus on these important learner skills and 

dispositions. 

 These five essential CBE characteristics repeat in the relevant literature. Theorists 

and researchers have identified these characteristics as the essential components CBE 

models should possess (Casey, 2018; Freeland, 2014; Levine, 2019; Sturgis et al., 2011; 

Sturgis, 2016; Sturgis, 2017). These characteristics, first articulated as an essential quintet 

in 2011 (Sturgis et al., 2011), encompass the attributes that schools ought to have in their 

CBE models (Casey, 2018; Freeland, 2014; Levine, 2019; Sturgis et al., 2011; Sturgis, 

2016; Sturgis, 2017). These characteristics work together to provide the structure and 

expectations for students within a high-quality CBE model. 

Competency-Based Education in New Hampshire 

To thoroughly explore New Hampshire’s public high school CBE models, it is 

necessary to have an understanding of the state’s history and local context when it comes 

to the issuance of credit in secondary education. Currently, student mastery of stated 

competencies within a CBE model determines how credits are earned in New 

Hampshire’s public secondary schools (Part Ed 306 Minimum Standards for Public 

School Approval, n.d.). Prior to competencies, like most states, New Hampshire 

historically relied on the Carnegie Unit as the standard for academic credit. Since the 

early 1900s, this measure has been universally accepted when it comes to high school 

course credit (Freeland, 2014; Kaput, 2017; Carnegie Foundation, 2014). The threshold is 
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120-hours of seat time equates to one-academic credit (Silva et al., 2015). Competency-

based education represents a significant disruption to New Hampshire public education as 

the state has departed from the historic and long-serving Carnegie Unit. The transition 

from the Carnegie Unit to CBE took place in a siloed manner in school districts and high 

schools throughout the state (Freeland, 2014; Kaput, 2017). While public high schools in 

New Hampshire are implementing CBE, it remains uncertain if a clear message is 

coalescing this initiative and bringing forth a common understanding of CBE 

implementation processes. 

New Hampshire Education statute, Ed 306.27 (d), outlined the overarching 

expectation of CBE—that public high schools can issue credit based on mastery of 

competencies (New Hampshire Department of Education, 2006). Ed 306.27 was entitled, 

“High School Curriculum, Credits, Graduation Requirements, and Cocurricular Program” 

(New Hampshire Department of Education, 2006, p. 1). The statute further stated that 

“the local school board shall require that a high school credit can be earned by 

demonstrating mastery of required competencies for the course” (p. 1). Additionally, 

through this statute, the Department of Education emphasized that local districts were 

charged with creating their own CBE models. However, the Department of Education has 

yet to audit CBE implementations in New Hampshire and to determine if these models 

are implemented with any commonality. This statute clearly highlighted New 

Hampshire’s public high schools as the origin for CBE in the state. As a result, this 

investigation focused on ground zero of the CBE movement in New Hampshire: public 

high schools.  
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As the first state to officially jettison the Carnegie Unit and replace it with 

competencies, New Hampshire is recognized nationally as a leader in the CBE movement 

(Deye, 2018; Freeland, 2014). Educational leaders in New Hampshire recognized the 

flaws inherent in the Carnegie Unit. In a Carnegie Unit educational model, where credit is 

awarded only after the cumulative average and required seat-time standards are met, gaps 

in learning open up. A student could have an overall course average that meets the 

minimum grade requirement, without having met all the expected standards and required 

content. For example, in an English 9 course, in a Carnegie Unit system, a student can 

meet the standard on all writing assignments, but fail to demonstrate knowledge and skill 

on reading assignments. In this case, if their cumulative course average is a 60% or above 

(for example), after they’ve met the attendance and seat-time requirements, they are 

awarded the course credit and advance to the subsequent course with fundamental gaps in 

their knowledge and skills. Additionally, the Carnegie Unit prevents other students from 

progressing if they have already mastered all the required content in a course. 

  The New Hampshire State Board of Education (BOE) recognized these Carnegie 

Unit limitations and officially introduced CBE in the 2005-2006 school year (Freeland, 

2014; New Hampshire Department of Education, 2006). At the time, State Board of 

Education Chair, Fred Bramante, touted CBE as an opportunity to reinvent public 

education (Bramante & Colby, 2012). The premise behind this move was for New 

Hampshire to improve its educational outcomes for students, focusing on students’ ability 

to demonstrate knowledge and skills in a more transparent fashion (Kaput, 2017). In the 

ensuing decade and a half, New Hampshire’s teachers have operated in a system without 

a consistent vision of how to implement CBE (Scheopner Torres et al., 2018). New 
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Hampshire has 111 public high schools (“New Hampshire High Schools,” 2018). Wide-

ranging understandings, beliefs, contextual forces—local control, successes and failures 

of previous initiatives, administrative turnover, community values and beliefs, and 

teacher values and beliefs, along with uniquely-local implementation efforts have created 

a morass of competency-based education models throughout New Hampshire. Freeland’s 

2014 analysis of 13 New Hampshire schools found that “each [school] demonstrate[s] a 

distinct approach to competency-based education in their local context” (p. i). Local 

control and the state’s “live free or die” motto have impacted the development of CBE in 

the state. In fact, Scheopner Torres et al. (2018), find that “districts reported that they 

were still working to address inertial, technical, normative, and political forces so they 

could implement competency education fully” (p. 6). Essentially, districts were still 

considering how CBE would work in their community of learners. Additionally, 

administrators were charged with building a consensus for this change among their 

teachers. While Scheopner Torres et al.’s 2018 study was an examination of three 

schools, the research does identify obstacles these districts faced in implementing their 

CBE models, highlighting many of the normative and traditional mindsets that CBE 

models challenge. Many local traditions, understandings, obstacles, funding streams, and 

beliefs in regard to learning and teaching impact CBE implementation across New 

Hampshire. 

As CBE models were being developed in New Hampshire an associated initiative, 

New Hampshire’s Performance Assessment of Competency Education (PACE), was 

launched (Becker et al., 2017; Evans, 2019). The PACE initiative came as a result of the 

DOE gaining permission from the United States Department of Education in the spring of 
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2015 to be waived from the standardized testing requirements outlined in the federal 

Every Student Succeeds Act, which replaced the No Child Left Behind Act (Becker et al., 

2017). With permission from the federal government, and in lieu of standardized testing, 

New Hampshire “agreed to pilot an accountability system based on PACE” (Becker et 

al., 2017, p. 1). To further describe PACE, Becker et al., wrote that PACE “relies upon 

locally developed, locally administered performance assessment tasks aligned with local 

district grade and course competencies” (Becker et al., 2017, p. xiii). Essentially, in 

PACE districts these local performance assessments took the place of federal grade-level 

standardized testing requirements in grades three through eight and in grade 11 (Becker 

et al., 2017; Evans, 2019).  

In their 2017 report, prepared for the DOE and published by the Human 

Resources Research Organization (HumRRO), Becker et al. performed a formative 

evaluation of PACE in New Hampshire. In their research, data was collected via site 

visits at six PACE districts, through observations at various PACE meetings, and by way 

of surveys at nine PACE school districts in New Hampshire (Becker et al., 2017). 

Qualitative findings from this report suggest that PACE was well-received among the 

constituent groups—teachers, students, and parents—in the participating districts (Becker 

et al., 2017). Becker et al. attempted to determine if PACE positively impacted student 

outcomes. When quantitatively comparing PACE results to standardized testing data, in 

schools not participating in the PACE initiative, there is no demonstrable impact. 

However, the researchers “would not expect the results to be interchangeable” (p. 16). 

There were questions about scalability and some difficulty in making clear comparisons. 
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Comparing PACE data for students of different grade levels over different years allowed 

for a “strong and positive, but not perfect” correlation (Becker et al., 2017, p. 17).  

Evans (2019) conducted a study of student level data sets furnished by the DOE. 

In the research, Evans compared the test results of students in New Hampshire who 

participated in the state’s standardized test for students in grades eight and 11 for English 

language arts (ELA) and mathematics against the results for the same grade-level 

students from PACE districts (Evans, 2019). While there were many limitations to the 

results, such as New Hampshire changing the standardized test, her analysis did suggest 

some positive effects on student achievement in PACE schools. At its height, there were 

approximately 15 school districts engaged in PACE (New Hampshire Department of 

Education, 2019); however, as of the 2021-2022 school year, there is not a PACE 

assessment currently used for the purposes of a federal or state accountability measure for 

student performance.  

New Hampshire is a proud local control state and this is an aspect of New 

Hampshire politics that cannot go unheeded because it impacts how educational statutes 

are put into place in school districts throughout the state (Freeland, 2014; Kaput, 2017). 

Local control refers to locally elected officials being charged with interpretation and 

implementation of state-level initiatives. Specific to public education in New Hampshire, 

locally elected school boards grapple with educational statutes, set policies and local 

procedures, and are allowed to interpret intent, meaning, and make isolated and 

autonomous decisions (Partnership, 2014). Partnership (2014) explains that New 

England’s long history of local control, when it comes to school governance in particular, 

can lead to educational inconsistencies and even create ideological rifts and local 
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frictions. Under the guise of local control, New Hampshire schools were provided very 

little initial guidance on how to implement CBE; therefore, local interpretations filled in 

the blanks (Freeland, 2014). Some research suggests that initiating school improvement 

efforts with little guidance is a faulty approach (Bridwell-Mitchell, 2015; Dufour, 2007; 

Hargreaves, 2004). New Hampshire districts were left to establish their own brand of 

competencies and establish unique and localized CBE models (Freeland, 2014, New 

Hampshire Department of Education, 2006). A theoretical framework provides a lens to 

examine the unique CBE models implemented in New Hampshire’s public high schools. 

Theoretical Framework 

Creswell & Creswell (2018) write “a theory becomes a framework for the entire 

study, an organizing mode for the research questions…and for the data collection 

procedure” (p. 56). Lempriere (2019) simplifies this description writing, “the theoretical 

framework is like a toolbox” (para. 2). Lempriere further explains this concept by stating 

the theoretical framework identifies the tools—the theories and propositions—that the 

researcher will use to fill the identified gap in the research (Lempriere, 2019). The 

purpose of this study was to describe the extent New Hampshire’s public educational 

leaders have integrated the five essential and research-based CBE characteristics in the 

CBE models implemented at their high schools. Recognizing that educational leaders are 

faced with many forces as they implement educational initiatives, a theory that provided a 

framework to consider these forces within each school system was necessary for this 

study. In this researcher’s experience, local control, the successes and failures of previous 

initiatives, administrative turnover, community values and beliefs, and teacher values and 

beliefs have all influenced the implementation of CBE in New Hampshire. These 
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categories are generalized and effectively capture the forces educational leaders 

encountered in implementing CBE. 

In a 1972 article for the Teachers College Record, McGivney & Moynihan 

describe a conceptual framework for viewing change in education (McGivney & 

Moynihan, 1972). In the article, the authors posit that previous views on how schools are 

situated in communities are too simple. A recognition of the forces, both external and 

internal, that impact change within a school is necessary (McGivney & Moynihan, 1972). 

McGivney & Moynihan (1972) state that “each type of school-community interface calls 

forth different demands and challenges for the administrator” (p. 223). In their work, 

McGivney & Moynihan bring forward a framework, referred to as the “zone of 

tolerance,” that is “designed to allow us to understand the dynamics of politics and 

education” (p. 224). 

The zone-of-mediation framework has been used in other educational studies. 

These studies provide further insight into the framework. In 2005, Oakes et al. applied 

the framework of the zone-of-mediation (also known as the zone of tolerance) to their 

analysis “from a recent study of ten racially mixed secondary schools that were 

attempting to alter their grouping practices” (p. 282). In their analysis, Oakes et al. (2005) 

characterize schools as “‘mediating institutions,’ themselves situated within locally 

constructed ‘zones’” (p. 283). Schools serve as locations that “channel larger social, 

economic, and political forces…into particular sites where they impact individuals” (pp. 

289-290). Oakes et al. describe these forces as “a myriad of normative and political 

forces at the local, regional, national, and global levels” (p. 289). These contextual forces 

shape personal understandings and local implementations. More simply stated, the zone-



TOWARD A COMMON UNDERSTANDING OF CBE IMPLEMENTATION  54 

of-mediation framework describes schools as locations (or zones) where a variety of 

forces must be effectively handled (or mediated). A keen understanding of the forces 

being channeled into a local site (in this case a school building) is necessary. Local 

district and school administrators must navigate these forces to implement educational 

reform. The zone-of-mediation framework brings to light the importance of educational 

leaders recognizing the active forces within their schools (Oakes et al., 2005). 

New Hampshire is a state that has historically relied on local control (Freeland, 

2014; Kaput, 2017; Scheopner Torres et al., 2018). Due to this reliance, CBE models 

throughout New Hampshire’s public high schools have been designed and implemented 

in a variety of manners (Freeland, 2014). Teacher values and beliefs about teaching and 

learning, local school board policy based on educational statutes, and community values 

about education have all impacted CBE (Freeland, 2014). To describe the extent 

educational leaders have integrated the five essential and research-based CBE 

characteristics in the CBE models implemented at their high schools, special 

consideration must be paid to local forces impacting the implementation of CBE models. 

Asking participants about their high school’s unique and locally developed CBE model 

requires a framework designed to consider these forces and influences. To collect data on 

New Hampshire’s CBE models, this researcher surveyed those charged with CBE 

implementation, CBE monitoring and evaluation, and developing CBE policies in public 

high schools throughout the state. The quantitative instrument was organized by the five 

essential CBE characteristics. Additionally, after each section, participants were asked to 

rank the impact of local forces influencing their CBE implementation. The zone-of-

mediation framework was an ideal framework to organize this study.  
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In their 2018 study, Scheopner Torres et al. also employed the zone-of-mediation 

framework to examine CBE implementations in three New Hampshire schools. The zone-

of-mediation framework highlights forces that must be addressed in school reform. These 

forces encompass a wide-range of possibilities and include, “direct and indirect 

influences at the local, regional, national, and even global levels that can affect schools 

and how they address reforms, such as influential people and groups, social movements, 

events, and legislation or court decisions” (Scheopner Torres et al., 2018, p. 3).  

In regard to this study, the zone-of-mediation framework provided a structure to 

describe the extent New Hampshire’s public educational administrators have 

implemented the five essential and research-based CBE characteristics in the CBE 

models at their high schools. How have the identified forces impacted the CBE models 

implemented in New Hampshire’s public high schools? Are high schools implementing 

the common and essential characteristics of CBE models? Are local forces, such as local 

control, previous initiatives, administrative turnover, community values and beliefs, or 

teacher values and beliefs impacting implementation? Political and local forces, such as 

teacher and community values and beliefs, are important to consider when assessing 

educational reform (McGivney & Moynihan, 1972). As such, the quantitative instrument 

in this study asked educational leaders about the impact of local forces on CBE 

implementation. Demographic data was also collected to see if unique local 

characteristics, such as geographic region in New Hampshire, length of administrative 

tenure in current role, years of professional experience in New Hampshire public 

education, and school size had an impact on CBE implementation.  
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 Figure 2 was created by the researcher of this study to illustrate how the zone-of- 

mediation framework applied to this study. As educational initiatives are brought to 

school districts, educational leaders must be cognizant of and effectively mediate various 

forces. From this investigator’s nearly three decades of experience in New Hampshire 

public secondary education, to include almost two decades of work implementing CBE 

models as a classroom teacher, a department chair, an academic dean, an assistant 

superintendent, and a superintendent of schools, these forces include: local control, 

successes and failures of previous educational initiatives, leadership turnover, parent / 

community values, and teacher values and beliefs. 

Figure 2 

The Zone-of-Mediation Framework applied to CBE in New Hampshire’s Public High 

Schools 
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Figure 2 indicates how the zone-of-mediation framework connects with this examination 

of CBE in New Hampshire’s public high schools. Schools become the zones where local 

forces are mediated and educational initiatives, such as CBE, are implemented. With no 

unifying message or consistent processes in place guiding CBE, these forces have 

emboldened homegrown CBE models (Freeland, 2014). In this instance, public school 

educational leaders work with their stakeholders to implement CBE. 

Summary 

One constant with CBE has been inconsistency. In the disciplines of teacher 

training, higher education, and medical education, research reveals CBE is plagued by a 

lack of clarity and inconsistent implementation. Comparably, within public secondary 

education in New Hampshire, there is no consistent, applicable, and commonly accepted 

understanding of CBE in terms of implementation. Additionally, throughout New 

Hampshire local contextual forces, interchangeable terminology, limited oversight, and 

ineffective messaging have left CBE in a fugue state. The United States, and New 

Hampshire in particular, are heavily involved in CBE initiatives, yet CBE suffers from a 

long-standing lack of consistency in meaning. Moreover, the absence of a clear and 

constant CBE understanding results in a wide range of implementations, understandings, 

beliefs, and associated methodologies. While CBE literature describes five essential 

characteristics that CBE models should include, it is not clear to what extent New 

Hampshire’s public high school CBE are inclusive of these characteristics.  

While there are various iterations of CBE models implemented throughout public 

high schools in the state of New Hampshire, there is no comprehensive study that has 

analyzed these CBE models to determine if there is any commonality in implementation. 
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Additionally, local control and mutable interpretations serve as barriers to establishing 

CBE models and obstacles for districts seeking collaboration with other districts in New 

Hampshire. This quantitative study described the state of CBE implementation in New 

Hampshire’s public high schools as assessed by the inclusivity of the five essential and 

research-based CBE characteristics. This study filled a gap in CBE research and may 

serve as a foundational as other academicians seek to examine the impact of CBE on 

student achievement. 
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Chapter 3 – Methods and Design for Action 

Study Purpose 

 New Hampshire’s public high schools are beholden to educational statutes to 

include the establishment of competencies. There is no comprehensive research that 

reports out on New Hampshire’s CBE models. Furthermore, there is no shared and 

common definition of CBE. As a result, New Hampshire’s public high schools have 

implemented their own local and unique CBE models in their learning communities. The 

purpose of this quantitative and descriptive study was to describe the extent educational 

leaders have integrated the five essential and research-based CBE characteristics in the 

CBE models implemented at their high schools. Competency-based education researchers 

and experts have identified the following essential characteristics that CBE models 

should include: competencies are explicitly stated and measured; student advancement 

upon mastery; varied, authentic, transferable, and meaningful assessment practices; 

intervention strategies respond to student progress in a timely fashion; and learning 

outcomes focused on competencies along with important skills and dispositions (Sturgis 

et al., 2011). This study also described the impact of local forces have on the inclusion of 

these characteristics. 

These essential CBE characteristics were used to investigate the CBE models 

implemented in New Hampshire’s public high schools. New Hampshire’s public high 

schools are required by educational statute to issue high school credit based on student 

competency attainment; however, homegrown interpretations and local forces have 

created a diverse range of CBE models across the state. There is no unifying message or 

approach coalescing CBE work. Prior to this study, no formal research has 
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comprehensively analyzed CBE model implementation and processes in New 

Hampshire’s public high schools, nor has any study comprehensively examined the 

extent to which New Hampshire’s public high school CBE models are inclusive of the 

five essential and research-based CBE characteristics. This quantitative study filled a 

void in the current CBE field of research and may provide the field with a foundational 

study to gird further investigations. Once there is a baseline knowledge of the extent to 

which New Hampshire’s CBE models are inclusive of the five essential and research-

based CBE characteristics, future studies can examine the impact of CBE on student 

achievement and delve into the processes associated with these models. However, prior to 

that, foundational knowledge is necessary. Knowledge of CBE implementation is a 

necessary precursor to determining the impact of CBE on student outcomes (Ryan & 

Cox, 2017). 

Research Method 

This quantitative study relied on the collection of data via a Likert-type survey 

instrument. Describing the extent to which New Hampshire public high school CBE 

models are inclusive of these five essential and research-based characteristics aligns with 

a quantitative methodology and statistical analysis of collected data. O’Dwyer & 

Bernauer (2014) describe quantitative research as an attempt to discover new knowledge 

by “distilling complex phenomena into simpler representations” (p. 44). This study 

described the extent to which the phenomena of CBE models are inclusive of the five 

essential and research-based CBE characteristics. By using descriptive and inferential 

statistics, the complex state of CBE in New Hampshire’s public high schools was 

simplified. Quantitative methods are “derived from the philosophical and epistemological 
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system known as positivism” (O’Dwyner & Bernauer, 2014, p. 45). Through the 

quantification of survey results, a descriptive and inferential analysis of CBE in New 

Hampshire’s public high took place (Creswell, J. W., & Creswell, J. D., 2018). In this 

investigation, the researcher crafted quantitative questions that were distributed by way of 

a Qualtrics survey.  

This quantitative study relied on the analysis of dependent and independent 

variables. The independent variables included current roles, independent demographics 

connected to the location and size of the respondent’s current high school, and respondent 

characteristics such as overall experience in public education and experience in their 

current role. Dependent variables included respondent perceptions of their public high 

school’s CBE model, rooted in the five research-based and essential CBE characteristic. 

To what extent does their high school’s CBE model include these characteristics? To 

describe the extent New Hampshire’s public educational leaders have integrated the five 

essential and research-based CBE characteristics in the CBE models implemented at their 

high schools, a quantitative data collection instrument was used to survey public 

education decision makers. The specific decision makers surveyed included high school 

principals, high school assistant principals, directors of curriculum, assistant 

superintendents, and superintendents. All of these roles are responsible for the 

development, implementation, and ongoing supervision of CBE at their respective public 

high schools.  

Comparing participant responses of the dependent variables, the inclusivity of 

CBE characteristics, to the independent variable current role, allowed the researcher to 

determine if there were any significant differences in perceptions influenced by the 
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participant’s current role. For example, does a participant’s current role influence 

perception of the inclusivity of a particular CBE characteristic? Did any local force 

impact the implementation of each essential characteristic? This method of analysis 

aligned well with the chosen theoretical framework for this study—the zone-of-mediation 

framework. Along with seeking perceptions of the inclusivity of CBE characteristics, the 

survey asked respondents to assess the impact of local factors influencing CBE 

implementation and the inclusivity of CBE characteristics. The zone-of-mediation 

framework describes schools as zones where local forces must be mediated while 

educational initiatives are implemented. This study situated CBE as a reform effort. Thus, 

as educational administrators implement CBE at their respective zones (schools), they 

must mediate local forces in that effort.  

This investigation focused on the whole of CBE models implemented in New 

Hampshire’s public high schools, while also addressing the constituent parts individual 

high-quality CBE models should include (Sturgis et al., 2011) via the inclusion of the five 

essential and research-based CBE characteristics. Essentially, this study examined a 

representative sample of New Hampshire’s public high school CBE models, in order to 

make valid inferences about the entire population. This positioned a quantitative analysis 

as the clear choice for the research design of this study, as a cross-section of 

representative educational leaders with various roles were surveyed and asked for their 

insights and perceptions in this study. Quantitative data allowed for a description of the 

sample and the comparison of variables and results to make further inferences about the 

entire population. 
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Research Questions 

By analyzing the collected data, this study described the extent New Hampshire’s 

public educational leaders have integrated the five essential and research-based CBE 

characteristics in the CBE models implemented at their high schools. The following 

characteristics were used to collect data and structure the analyses: competencies are 

explicitly stated and measured; student advancement upon mastery; varied, authentic, 

transferable, and meaningful assessment practices; intervention strategies respond to 

student progress in a timely fashion; and learning outcomes focused on competencies 

along with important skills and dispositions. Correspondingly, five research questions 

guided this study: 

1. To what extent are New Hampshire public high schools implementing 

competencies that are explicitly stated and measured within their CBE models? 

2. To what extent are New Hampshire public high schools implementing the element 

of student advancement upon mastery within their CBE models? 

3. To what extent are New Hampshire public high schools implementing varied, 

authentic, transferable, and meaningful assessment practices within their CBE 

models? 

4. To what extent are New Hampshire public high schools implementing timely 

intervention strategies within their CBE models? 

5. To what extent are New Hampshire public high schools implementing skills and 

dispositions within their CBE models? 

Analyzing these responses allowed this researcher to describe the extent to which New 

Hampshire educational administrators believe their public high school’s CBE models are 

inclusive of these essential CBE characteristics. As a result, this study brings forth a 

comprehensive analysis of the CBE models implemented throughout the state. 

Participants 

 Participants chosen for this study were the key administrative decision-makers 

connected to public high schools in New Hampshire. These positions include: 

superintendents, assistant superintendents, directors of curriculum, high school principals, 
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and high school assistant principals. All survey respondents held one of these 

administrative positions when they completed the survey. District-level administrators—

superintendents, assistant superintendents, and directors of curriculum—are charged with 

ensuring educational statutes are implemented in their districts. Related policies are 

passed through school boards and district administration then collaborate with building-

level administrators, in this case high school principals and high school assistant 

principals, to ensure compliance. Essentially, district administrators are charged with the 

“big picture” and macro-level supervision while building-level administrators are more 

involved with the day-to-day and ongoing discrete supervision of initiatives. Building-

level administrators work with teachers to implement initiatives and educational reform 

efforts, such as CBE. 

In this study participants ranged in age from 24 and 67 years old. This study 

included participants who are predominantly Caucasian (based on New Hampshire’s 

demographics) with advanced college degrees, due to professional credentialing 

requirements. Participants held current positions of either superintendent, assistant 

superintendent, or director of curriculum at one of the 104 School Administrative Units 

(SAUs) in New Hampshire or held the position of high school principal or high school 

assistant principal at one of the 111 public high schools in New Hampshire. Teachers, 

staff, students, and parents were not part of this study. Programmatic and curricular 

decisions fall under the auspices of district (school administrative units) and building-

level administration. As such, teachers, staff, students, and parents were excluded from 

this study. 
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 For quantitative data collection, the investigator identified current SAU 

superintendents, assistant superintendents, directors of curriculum, high school principals, 

and high school assistant principals via the database maintained by the New Hampshire 

Department of Education (DOE) as well as school and district websites. The investigator 

created a mailing list from the available email addresses on the DOE database or by 

visiting each SAU’s and school’s website. Next, the investigator sent an email to all 

potential participants, inviting them to take part in this study. This email included the 

investigator’s contact information should interested parties have questions. Follow-up 

emails were distributed and the investigator connected with key stakeholders to help 

solicit responses to the survey invitation. These subsequent steps included reaching out to 

the executive director of the New Hampshire Association of School Principals to request 

assistance in encouraging participation of high school principals and assistant principals 

specifically. Additionally, follow-up emails were sent directly to district-level 

administrative colleagues throughout the state to encourage wider participation at both 

levels—district and high school. Ultimately, 90 respondents completed the required 

informed consent and submitted answers to the survey. 

Data Collection Tools 

Quantitative Instrument 

Quantitative data for this investigation was collected through a Likert-style 

instrument designed by the researcher. Using Qualtrics, a survey was developed 

(Appendix B) for distribution upon each participant’s signal of interest and completion of 

informed consent. The questions on this data collection instrument were focused on the 

five essential and research-based CBE characteristics. This ensured alignment to the 
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study’s research questions. The quantitative instrument was divided into five specific 

sections, representative of the five essential and research-based CBE characteristics, and 

one general CBE question section. The order, arrangement, and grouping of questions 

were designed to aid in readability, understanding, and flow (Cohen et al., 2018). After 

the request for brief demographic information, each of the subsequent sections had five to 

seven supporting questions along with questions designed to assess the impact of local 

influences on that particular CBE characteristic. Combined, there was a total of 66 items 

on the survey.  

Participants were asked to respond via a 7-point equally spaced Likert-style 

response scale, with the choice of “n/a” if an item was not applicable. The Likert-style 

response scale had an equal number of positive and negative responses. Participants were 

faced with a 0 – 10 impact scale (with zero being no influence and 10 being maximum 

influence) to provide feedback on the impact of local influences. From this investigator’s 

nearly three decades of experience in New Hampshire public secondary education, to 

include almost two decades of work implementing CBE models as a classroom teacher, a 

department chair, an academic dean, an assistant superintendent, and a superintendent of 

schools, these forces include: local control, successes and failures of previous educational 

initiatives, administrative turnover, community values / beliefs, and teacher values and 

beliefs. In the final general survey category, participants were asked to respond to the 

following general CBE prompts: 

• Competencies have a positive impact on student learning. 

• Competencies have a positive impact on instruction. 

• I know the reason(s) why New Hampshire shifted to competencies. 

• Competencies have been clearly defined by the New Hampshire Department of 

Education. 

• Competencies have changed high school education in New Hampshire. 
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• During my educational career, the approach towards competencies in the 

building(s) I’ve worked in has/have changed… 

The first five prompts in this section required response via a 7-point Likert scale, whereas 

the last question presented participants with four categorical responses (frequencies) to 

choose from. 

Data Analysis 

Independent Variables 

This study was designed to describe the extent to which New Hampshire’s public 

high school CBE models are inclusive of the five essential and research-based CBE 

characteristics. Quantitative data analysis and reporting in this study relied on a 

descriptive and inferential statistical approach. Demographic questions from the data 

collection are the basis for the independent variables used for comparing respondent 

perceptions regarding the inclusivity of the five essential and research-based CBE 

characteristics in their high school’s CBE model. These independent variables were 

derived from questions regarding the participant’s current role, tenure in current role, 

tenure in New Hampshire public education, New Hampshire State Senatorial District, 

New Hampshire School Administrators Association (NHSAA) Region, current high 

school enrollment, and current high school free and reduced lunch (F&R) percentage. 

Table 3.1 displays the demographic questions posed in this study along with the 

independent variables used in the subsequent data analysis. 
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Table 3.1 

Demographic Questions and Independent Variables 

Number Question/Prompt Independent Variable 

D1 Identify your current role or the role that 

is closest to your current position. 

Current Role 

D2 How long have you been in your current 

role? 

Tenure in Current Role 

D3 How many years have you been employed 

in public education in New Hampshire? 

Experience in Public 

Education 

D4 Which New Hampshire State Senate 

District is your current high school located 

in? 

New Hampshire Senatorial 

District 

D5 Which New Hampshire School 

Administrators Association (NHSAA) 

Region is your current high school located 

in? 

NHSAA Region 

D6 How many students are enrolled in your 

current district’s high school? 

High School Enrollment 

D7 What is the Free and Reduced (F&R) 

percentage at your current high school? 

F&R Percentage 

 

Dependent Variables 

Dependent variables were determined by the instrument’s questions as 

categorized by the five essential and research-based CBE characteristics and general CBE 

questions. As outlined in Table 3.2, the first set of dependent variables include: the extent 

to which participants feel their high school’s CBE model has competencies that are 

explicitly stated and measured (ESM); administrator’s perceptions on student 

advancements within their high school’s CBE model (ADV); the inclusion of authentic, 

meaningful, and transferable assessment practices within their high school’s CBE model 

(ASSMNT); the extent to which their high school’s CBE model includes timely 
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intervention strategies (INT); and the connection of learner skills and dispositions in their 

high school’s CBE model (SD).  

Each of the five CBE characteristic had a subset of questions to help determine 

the overall extent to which the respondent’s perceived that their current high school’s 

CBE model was inclusive of each characteristic. Responses from these underlying 

questions were combined and summarized by each dependent variable (Table 3.2) to 

provide a comprehensive inclusivity ranking for each of the five characteristics. 

Combining the sub-questions in each category allowed the research to analyze larger data 

sets as well. 

Table 3.2. 

Dependent Variables – Research-Based and Essential CBE Characteristics 

Code Essential CBE Characteristic 

ESM Competencies are explicitly stated and measured. 

ADV Students advance upon mastery. 

ASSMNT CBE model includes authentic and meaningful assessments. 

INT CBE model includes timely intervention strategies. 

SD 
Competencies include important learner skills and 

dispositions? 

 

Other dependent variables were categorized by contextual local influences that 

respondents determined to have impacted the implementation of their current high 

school’s CBE model and the inclusivity of the five essential and research-based CBE 

characteristics. These questions were posed in each of the five CBE categories outlined in 

Table 3.2. Based on this researcher’s extensive experience in New Hampshire public 

education, as a teacher, a department chair, a public high school administrator, an 
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assistant superintendent of schools, a superintendent of schools, and an independent 

educational consultant, the following categories were employed to capture these local 

influences: local control, previous initiatives, leadership (building and SAU level) 

turnover, parent and/or community values, and teacher values and beliefs. Table 3.3 

identifies the codes used along with a brief description of these variables. 

Table 3.3 

Dependent Variables – Local Forces Influencing CBE Implementations 

Code Essential CBE Characteristic 

LC Local control. New Hampshire is a “local control” state. 

PI 
Previous initiatives. Prior educational reform efforts at the high school 

may have impact on the implementation of CBE. 

LT 
Leadership turnover. Changes in administrative personnel bring new 

priorities and new CBE interpretations.  

PCV 
Parent and community values. Local expectations from parents and 

the community may impact the characteristics of the CBE model. 

TVB 
Teacher values and beliefs. As implementors of CBE, teachers must 

enact the CBE policies and protocols. 

 

 The last set of dependent variables in this study emerged from the general CBE 

questions that participants answered. The first question in this section asked the 

participant’s opinion in regard to the impact CBE has on student learning. This allowed 

the researcher to delve further into participant beliefs. The question about student 

involvement in the development of the high school’s CBE model provided insight into 

the initiative’s process. The perceived impact of CBE on instruction, awareness of the 

reasons New Hampshire shifted to CBE, participant opinion of the clarity of CBE 

messaging from the New Hampshire Department of Education, and the number of times 

the CBE approach has changed at the participant’s current high school brought forth 
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additional data about the local influences and forces impacting CBE implementations at 

public high schools, providing more information connected to the theoretical framework 

chosen for this investigation.  

The theoretical framework for this study, zone-of-mediation, describes schools as 

zones where various local forces must be mediated when educational initiatives are 

launched. These variables were included to provide further context into the 

implementation of CBE at the participant’s current high school and highlighted additional 

local influencers that have impacted the extent to which CBE models are inclusive of the 

five essential and research-based CBE characteristics. Table 3.4 outlines this final set of 

dependent variables. The first five questions in this section asked participants to respond 

via a 7-point Likert scale, while the last question (GEN6) included four categorical 

choices. 

Table 3.4 

Dependent Variables – General CBE Prompts 

Code General CBE Prompt 

GEN1 
Competencies at your current high school have a positive impact on student 

learning. 

GEN2 
Students were involved in the development of the CBE model at your 

school. 

GEN3 Competencies at your high school have a positive impact on instruction.  

GEN4 I know the reason(s) why New Hampshire shifted to competencies. 

GEN5 Competencies have been clearly defined by the DOE. 

GEN6 
The approach towards competencies at your current school has changed 

(how many times) … 
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Data Analysis and Integration 

This quantitative study was designed to describe the extent New Hampshire’s 

public educational leaders have integrated the five essential and research-based CBE 

characteristics in the CBE models implemented at their high schools. Education 

administrators connected to New Hampshire public high schools were surveyed in this 

study. The independent variables collected by way of basic demographic questions were 

used in comparisons to the dependent variables as categorized by the five essential and 

research-based CBE characteristics. Descriptive statistics–mean, median, mode, and 

standard deviation–were used to analyze data to provide information and descriptions of 

the sample population. From there the sub-questions in each category were combined and 

examined to make inferences about the perceptions of respondents by their current 

position. To that end, the researcher employed a one-way analysis of variance (ANOVA) 

to determine if there were any statistically significant differences between the means of 

the responses of the independent variable current role. 

In the first research-based CBE category, whether competencies are explicitly 

stated and measured (ESM), there were six specific ESM questions asking respondents 

about their perspectives on the CBE model implemented at their current high school. 

These responses were recorded via a 7-point Likert scale. In addition to these specific 

ESM question, respondents were asked about local influences that have impacted the 

ESM values. These local influences include: local control, previous initiatives, leadership 

(building and SAU level) turnover, parent and/or community values, and teacher values 

and beliefs. On a scale of zero through 10 (10 being the most significant impact), survey 

participants were asked to assess the impact of each influence on their current high 
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school’s CBE model within the context of each specific trait. These results were also 

analyzed via descriptive algorithms (mean, median, mode, and standard deviation) to 

determine the most impactful influence. From there, independent variable groupings and 

frequencies were analyzed to determine any patterns, trends, and anomalies and bring 

forth further descriptions of the data. 

One-way analysis of variance tests compared the means of different groups 

(independent variables) assuming the null hypothesis that the means of the different 

groups are equal (ANOVA (Analysis of Variance), n.d.). Stated differently, the null 

hypothesis was H0: μ1 = μ2 = ... = μr, and assumed all the means were the same 

regardless of the independent variables being compared. Conversely, the alternative 

hypothesis, H1, assumed that two or more means were different (Comparing more than 

two means: One-Way ANOVA, 2020). An alpha level threshold of .05 (α=.05) was 

employed in these ANOVA tests, which indicated “the researcher is willing to accept up 

to a 5% chance of rejecting the null hypothesis when the null hypothesis is actually true” 

(Interpreting Your Data Analysis, 2017).  

When each CBE category was analyzed, should the ANOVA have returned a p-

value greater than .05, the alpha threshold, this meant there was weak evidence against 

the null hypothesis. Alternatively, a p-value below .05 was considered statistically 

significant and indicated that further testing was necessary to identify where the variance 

existed. The ANOVA tests also returned an F-value or F-statistic. This was analyzed to 

identify the probability of whether or not the differences between the means of 

independent variables were statistically significant (ANOVA (Analysis of Variance), 

n.d.). While the p-value is a probability, the F-value is considered a test statistic (F 
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Statistic / F Value, n.d.). Both measures are used as thresholds to quantify if compared 

mean values vary and if the participant’s current role shaped their perceptions of the 

extent their local high school CBE model was inclusive of a specific research-based CBE 

characteristic. 

This same process was followed for each one of the CBE categories and 

subsequent local influence questions on the instrument. Sub-questions were combined. 

Descriptive statistics were used. Finally, inferential statistics, by way of ANOVA tests, 

were employed to compare means, determine if variances existed, and test the null 

hypothesis. Based on inferential results, post-hoc tests were employed. These post-hoc 

tests were used to determine where, between which groups, the variances existed. 

Specific Process and Practices 

 Commencing with the email and survey link sent to affirmative respondents, the 

data collection for this study began on Saturday, April 17, 2021 and concluded on Friday, 

May 21, 2021. Throughout this initial phase, informed consent forms were also 

transmitted and collected to ensure participants were aware of their rights and protections 

during their participation. On Saturday, May 22, 2021, the investigator began the process 

of data analysis. Table 3.5 presents the timeline for the quantitative survey distribution 

and data collection. 
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Table 3.5 

Timeline for CBE Survey and Resulting Data Collection. 

Activity Timetable 

Initial email sent to identified participant groups. Saturday, April 17, 2021 

Friendly reminder sent to identified participant groups 

(minus those who had already responded). 

Friday, April 23, 2021 

Email to regional superintendents requesting their 

assistance in encouraging their administrators to 

participate in the study. 

Monday, April 26, 2021 

Email to New Hampshire Association of School 

Principals (NHASP) Executive Director to request 

assistance in encouraging high school principals and 

assistant principals to participate in the study 

Monday, April 26, 2021 

Qualtrics survey closed. No more responses to be 

collected. 

Friday, May 21, 2021 

Initiation of data analysis commenced. Saturday, May 22, 2021 

 

Targets and Benchmarks Used to Evaluate Study Data 

Mitigating Bias 

 The aim of this researcher was to publish findings that are accurate and 

representative the extent New Hampshire’s public educational leaders have integrated the 

five essential and research-based CBE characteristics in the CBE models implemented at 

their high schools. This researcher has been intimately involved in CBE in New 

Hampshire. First as a teacher and department chair, next as a high school building-level 

administrator, then as an assistant superintendent, and currently as a superintendent, this 

researcher has been engrossed in CBE since its onset in New Hampshire with various 

roles and responsibilities. Additionally, this researcher has been contracted as a 

consultant and presenter in multiple high schools over the last 15 years. These 

professional experiences have led to opinions and firmly held beliefs regarding CBE and 
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related strategies. This researcher is professionally invested in and passionate about CBE. 

As such, confirmation bias was important to be aware of and avoid. Confirmation bias 

happens when a researcher allows previous experiences to influence how they seek and 

interpret evidence (Nickerson, 1998). To avoid this, all respondent data was objectively 

analyzed and included in the study. No data was excluded. Additionally, all data was 

anonymized and the researcher did not have access to any individual responses or 

identifiable information about the schools and districts where participants were 

employed. Throughout the study, this researcher remained neutral. The researcher had no 

influence and was not involved in any of the collected data.   

Minimizing Risk 

 This study posed minimal risk to participants, no more than what would be 

experienced in the participants’ daily lives. While there were no alternative ways to 

engage in this study, participation was completely voluntary and participants were able to 

withdraw from this study at any time without penalty. To further minimize risk, 

participant privacy was protected. All quantitative data collected was completely 

anonymous. Quantitative data was collected via Qualtrics and stored on the university’s 

servers. The investigator edited the Qualtrics settings to ensure Internet Protocol (IP) 

addresses of participants were not collected. Internet Protocol addresses can be used to 

identify devices on a local network or the internet. Only the investigator had access to the 

surveys, raw data, and associated communications. On a daily basis, quantitative survey 

results were downloaded to a password protected USB thumb drive. This data was 

removed from any and all Qualtrics and associated university servers daily as well. This 
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anonymous data will be stored for three years on a password secured, USB thumb drive 

that will be kept in a locked cabinet in the investigator’s home office. 

Summary 

 The purpose of this study was to describe the extent New Hampshire’s public 

educational leaders have integrated the five essential and research-based CBE 

characteristics in the CBE models implemented at their high schools. All of New 

Hampshire’s public school district superintendents, assistant superintendents, public high 

school principals, and public high school assistant principals were invited to participate in 

this quantitative survey. Based on educational attainments, certifications, and typical 

experiences required to serve in these professional roles, participants ranged from 24 to 

67 years of age. Using five essential and research-based CBE characteristics, a 

quantitative instrument was designed for data collection. The data collection for this 

research commenced with an email invitation recruiting participants, followed by the 

distribution of a survey link to affirmative respondents. Once this survey window was 

closed, and after quantitative data was analyzed, descriptive statistics were used to 

quantify results, and inferential analyses were used to make further interpretations and 

findings. Those results, implications, and recommendations are discussed in Chapter 

Four.  
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Chapter 4 – Data Analysis, Discussion, Implications, and Recommendations 

This chapter is divided into two distinct parts. The first part presents the data 

analysis, to include statistical descriptions and inferences, derived from the collected data 

in this quantitative study. Once these results are presented, the next section of this chapter 

includes discussion, implications, and recommendations for further research. Five 

specific research questions organized the data collection and subsequent analyses, 

discussion, and suggestions for this study. 

Research Questions 

By analyzing the data collected via the quantitative instrument, this researcher 

described the extent New Hampshire’s educational leaders have integrated the five 

essential and research-based CBE characteristics in the CBE models they have 

implemented in their public high schools. The following essential CBE characteristics 

were used to collect data and structure this analysis: competencies are explicitly stated 

and measured; student advancement upon mastery; varied, authentic, transferable, and 

meaningful assessment practices; intervention strategies respond to student progress in a 

timely fashion; and learning outcomes focused on competencies along with important 

skills and dispositions. As a result, five research questions were posed and used to guide 

this study: 

1. To what extent are New Hampshire public high schools implementing 

competencies that are explicitly stated and measured within their CBE models? 

2. To what extent are New Hampshire public high schools implementing the element 

of student advancement upon mastery within their CBE models? 

3. To what extent are New Hampshire public high schools implementing varied, 

authentic, transferable, and meaningful assessment practices within their CBE 

models? 

4. To what extent are New Hampshire public high schools implementing timely 

intervention strategies within their CBE models? 
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5. To what extent are New Hampshire public high schools implementing skills and 

dispositions within their CBE models? 

Independent Variables Described 

Ninety participants (N=90) completed the informed consent and engaged in the 

survey for this quantitative study. The independent variables for this study were gleaned 

via the first section of demographic questions posed in the quantitative instrument 

(Appendix B). Table 4.1 illustrates these independent variables. These independent 

variables were used to analyze participant responses and describe the extent to which 

educational administrators perceive their current high school CBE models are inclusive 

of the five essential and research-based CBE characteristics. 

Table 4.1 

Independent Variables 

Code Independent Variable 

IV1 Current Role 

IV2 Tenure in Current Role 

IV3 Experience in Public Education 

IV4 New Hampshire Senatorial District 

IV5 NHSAA Region 

IV6 High School Enrollment 

IV7 High School F&R Percentage 

 

Current Role 

To begin the data analysis, all seven independent variables were organized by 

frequency and percentage in comparison to the sample. Table 4.2 through Table 4.8 

present the principal subgroupings as collected by questions D1 through D7 on the 

quantitative instrument. As Table 4.2 illustrates, with a subgroup sample size (n) of 32, 
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superintendents were the most prevalent group of respondents, accounting for 35.6% of 

the sample. Building-level administrators—high school principals and high school 

assistant principals—comprised 37.8% of the respondents (20.0% and 17.8% 

respectively). The remaining 26.6% of the group came from the district-level 

administrative positions of assistant superintendent (n=13) and director of curriculum 

(n=13). Overall, the entire responding group leaned more towards district-level 

administration in comparison to building-level administrators. 

Table 4.2 

Categorical Independent Variable – Current Role (IV1) 

Number Question/Prompt 

D1 Identify your current role or the role that is closest to your current position. 

Current Role n Percent N 

Assistant Principal 16 17.8 90 

Assistant Superintendent 12 13.3 90 

Director of Curriculum 12 13.3 90 

Principal 18 20.0 90 

Superintendent 32 35.6 90 

 

Tenure in Current Role 

Respondents were also asked about their length of service, or tenure, in their 

current role. This allowed the researcher to see if this independent variable had any 

impact on the respondent’s perception of the inclusivity of CBE characteristics. Table 4.3 

displays survey responses for this independent variable. Forty-percent of the respondents 

had only 0-3 years of experience in their current role. Nearly three-quarters of the 
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respondents had less than six years of experience in their current position (73.3%). 

Twenty-four of the 90 respondents, or 26.7% had seven or more years of experience in 

their current administrative positions. 

Table 4.3 

Categorical Independent Variable – Tenure in Current Role 

Number Question/Prompt 

D2 How long have you been in your current role? 

Tenure n Percent N 

0 – 3 years 36 40.0 90 

4 – 6 years 30 33.3 90 

7 – 10 years 14 15.6 90 

More than 10 years 10 11.1 90 

 

Experience in New Hampshire Public Education 

The next demographic question asked respondents to indicate how many years of 

experience they had in New Hampshire public education. Table 4.4 displays the 

frequency and percentages of responses. This allowed the researcher to make statistical-

inferences in regard to experience and its impact on participant perceptions. While survey 

participants were relatively novice in their current roles, data indicated that the sample 

had extensive experience in New Hampshire public education, with 67 out of 90, or 

74.5%, of the group having 16 or more years of experience. Twenty-eight of the 90 

respondents had more than 25-years of experience, making this the most frequent 

response in this independent variable. 
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Table 4.4 

Categorical Independent Variable – Experience in New Hampshire Public Education 

Number Question/Prompt 

D3 
How many years have you been employed in public education in New 

Hampshire? 

Experience n Percent N 

0 – 10 years 12 13.3 90 

11 – 15 years 11 12.2 90 

16 – 20 years 25 27.8 90 

21 – 25 years 14 15.6 90 

More than 25 years 28 31.1 90 

 

State Senate District 

 The theoretical framework chosen for this study, zone-of-mediation, describes 

schools as zones where local factors must be mediated as educational initiatives are 

implemented. One of these influential factors is local control. In an effort to reveal if any 

patterns or trends emerged in participant responses, related to local control, by way of 

local politics, those surveyed were asked to report in which New Hampshire Senatorial 

District their current high school was located. Does the high school’s New Hampshire 

Senatorial District have any influence on respondent’s perceptions of the inclusivity of 

the five essential and research-based characteristics in their high school’s CBE model? 

Only two of the 24 New Hampshire Senatorial Districts were unrepresented in the 

sample responses. The first was New Hampshire Senatorial District 13, located in 

Nashua, New Hampshire. The other unrepresented district was Senatorial District 20, 

located in Manchester, New Hampshire. At the time of this study, these districts were 
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going through a change in leadership. Additionally, the high schools in the Nashua 

School District and the Manchester School District are the only high schools in their 

respective Senatorial Districts. High schools from the remaining 22 Senatorial Districts, 

representing 91.7% of the total Senatorial Districts in New Hampshire, were included in 

this analysis. District 1, New Hampshire’s northern most Senatorial District, inclusive of 

the northern part of Grafton county and all of Coos county (The Demographic Statistical 

Atlas of the United States - Statistical Atlas, n.d.), contained the highest number of 

respondents based on collected data with a total of 10 participants identifying that their 

high school was located in this Senatorial District. The results from the remaining 21 

New Hampshire Senatorial Districts ranged from one to eight responses (Table 4.5). 
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Table 4.5 

Categorical Independent Variable – State Senate District 

Number Question/Prompt 

D4 
Which New Hampshire State Senate District is your current high school 

located in? 

District n Percent N 

District 1 10 11.1 90 

District 2 5 5.6 90 

District 3 7 7.8 90 

District 4 5 5.6 90 

District 5 1 1.1 90 

District 6 3 3.3 90 

District 7 4 4.4 90 

District 8 7 7.8 90 

District 9 3 3.3 90 

District 10 2 2.2 90 

District 11 3 3.3 90 

District 12  3 3.3 90 

District 13 0 0.0 90 

District 14 4 4.4 90 

District 15 8 8.9 90 

District 16 4 4.4 90 

District 17 6 6.7 90 

District 18 2 2.2 90 

District 19 3 3.3 90 

District 20 0 0.0 90 

District 21 2 2.2 90 

District 22 3 3.3 90 

District 23 4 4.4 90 

District 24 1 1.1 90 
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New Hampshire School Administrators Association Region 

Systems-level administrators in New Hampshire receive support from the New 

Hampshire School Administrators Association (NHSAA). The NHSAA focuses on 

supporting and sharing leadership and educational practices in the state of New 

Hampshire (About Us | New Hampshire School Administrators | NHSAA | Home, n.d.). 

Competency-based education has been a major topic of conversation and was featured as 

a spotlight topic for each NHSAA region in the 2018-2019 school year. All five of the 

NHSAA regions are represented in the collected data (Table 4.6). The Lakes and South 

West Regions had the most respondents with 20 each. Twenty responses from each 

region represented 22.2% of the entire sample respectively; combined these two regions 

accounted for 44.4% of the entire sample. The region with the fewest respondents in the 

sample was the North Country, with 14 participants who indicated that their current 

public high school was located in this region. This survey question allowed the researcher 

to examine if location, as determined by the NHSAA region, impacted participant’s 

perception of the inclusivity of the five essential and research-based CBE traits in their 

current public high school’s CBE model. 
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Table 4.6 

Categorical Independent Variable –New Hampshire School Administrators Association 

Region 

Number Question/Prompt 

D5 
Which New Hampshire School Administrators Association (NHSAA) 

Region is your current high school located in? 

Region n Percent N 

North Country 14 15.6 90 

Lakes Region 20 22.2 90 

South West 20 22.2 90 

South Central 18 20.0 90 

South East  18 20.0 90 

 

High School Enrollment 

There are 111 public high schools in New Hampshire and student enrollments 

vary from 38 students at Pittsburg High School to 3,111 students at Pinkerton Academy 

(“New Hampshire High Schools,” 2018). Asking respondents about the number of 

students enrolled in their current public high school allowed the researcher to use 

descriptive and inferential statistics to determine if the size of the high school impacted 

the respondent’s perception of the inclusivity of the five essential and research-based 

CBE characteristics in their high school’s CBE model.  

As Table 4.7 illustrates, 30% of the survey participants indicated that their current 

high school’s student enrollment exceeded 1,000 students. The next most frequent 

response, at 27.8%, was high schools with student enrollments between 601-800 students. 

Combined, the ranges of 201-400 and 401-600 accounted for 26.7% of the responses. The 
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student enrollment range of 801-1000 had the fewest responses with only two participants 

who identified this demographic trait for their current public high school. 

Table 4.7 

Categorical Independent Variable – High School Enrollment 

Number Question/Prompt 

D6 How many students are enrolled in your current district’s high school? 

Enrollment n Percent N 

Less than 200 12 13.3 90 

201 - 400 9 10.0 90 

401 - 600 15 16.7 90 

601 - 800 25 27.8 90 

801 - 1000  2 2.2 90 

More than 1000 27 30.0 90 

 

Free and Reduced Lunch Percentage 

 Free and Reduced (F&R) lunch is the primary indicator of poverty in New 

Hampshire public high schools. To qualify for F&R lunch, a student must live in 

household that earns 185% less than the Federal Poverty Level. For context, if the student 

comes from a family of four, the household income cannot exceed $45,510 (Reaching 

Higher NH, Inc. 2020). This question allowed the researcher to describe any patterns or 

trends that emerged related to poverty level and how that impacted participant 

perceptions of the inclusivity of the five essential and research-based CBE characteristics. 

As Table 4.8 illustrates, the most frequent F&R range was between 10% - 14.9%. 

Seventeen of the 90 participants indicated that their current public high school fell in this 
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range. The range with the fewest number of responses was 25% - 29.9%. The majority of 

participants, 64.4%, indicated that their current public high school’s F&R percentage was 

less than 25%; however, high schools in the state of New Hampshire have an overall 

average F&R percentage of 30.99% (“New Hampshire High Schools,” 2018). 

Table 4.8 

Categorical Independent Variable – Free and Reduced Lunch Percentage 

Number Question/Prompt 

D7 
What is the Free and Reduced (F&R) percentage at your current high 

school? 

Percentage n Percent N 

Less than 4.9% 9 10.0 90 

5% - 9.9% 10 11.1 90 

10% - 14.9% 17 18.9 90 

15% - 19.9% 10 11.1 90 

20% - 24.9%  12 13.3 90 

25% - 29.9% 5 5.6 90 

30% - 34.9% 7 7.8 90 

35% - 39.9% 6 6.7 90 

40% - 49.9% 8 8.9 90 

50% or higher 6 6.7 90 

  

The demographic questions in the quantitative instrument led to the establishment 

of seven independent variables. Based on the data collected, a frequency analysis for each 

independent variable helped describe the sample and led to inferential analyses about the 

entire population. With a deeper understanding of the responding sample, the researcher 
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analyzed data in each of the five essential and research-based CBE characteristics. Each 

CBE characteristic’s sub-questions were combined by each particular CBE category for 

further descriptive and inferential data analysis. It should be noted that beyond the 

independent variable of current role, analyses of the remaining demographic data, 

seeking patterns and trends in tenure, experience, high school location, size, and free and 

reduced lunch percentage did not reveal any noteworthy findings. As such, the inferential 

statistics used focused on the independent variable, current role, and its relationship to the 

dependent variables captured by the five essential CBE characteristics. 

Likert Scale Data and Inferential Statistics 

Analyzing the five essential and research-based CBE characteristics included the 

use of inferential statistics. The use of Likert data with inferential statistics is 

controversial (Simon, 2017). Simon (2017) explains that a researcher must be 

comfortable with the equal intervals assumption, meaning that respondents view the 

difference between a seven (strongly agree) and a six (agree) in the same manner as the 

difference between a three (neither agree nor disagree) and a two (disagree). This study 

used the one-way analysis of variance (ANOVA) algorithm to compare means, or 

average responses, between pairwise groups; otherwise referred to as independent 

variables. This was done as a way to identify if variances appeared among average 

responses from identified independent variables in this study.  

Whether data gleaned from a Likert scale survey is commonly considered to be 

ordinal or interval is a topic of much debate (Annamalah, 2018). Ordinal data is non-

normal, as such, testing for normality may not be applicable. However, it is important to 

analyze the data using statistical methods to examine responses, patterns, variability, and 
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to draw informed conclusions. Annamalah (2018) explains that “Likert scales…are 

generally treated as if they were interval scales” (para. 1). Basic descriptive analyses such 

as mean, median, mode, and standard deviation provided valuable measures to view 

results. Additionally, tests for variance, such as an ANOVA can determine if variances 

between respondent groups exists. Depending on results, post hoc, Latin for “after this,” 

tests may be necessary. With that in mind, each of the five essential and research-based 

CBE characteristics were analyzed using descriptive and inferential statistical algorithms 

from data collected by way of Likert scale responses (Table 4.9). 

Table 4.9 

Likert-scale Response Choices 

Likert Value Response 

1 Strongly disagree 

2 Disagree 

3 Somewhat disagree 

4 Neither agree nor disagree 

5 Somewhat agree 

6 Agree 

7 Strongly agree 

 

To What Extent are Competencies Explicitly Stated and Measured (ESM)? 

 This research question is connected to the first, of five, research-based and 

essential CBE characteristics. Within the quantitative instrument used in this study, this 

particular category included six specific sub-questions (Appendix B). Survey respondents 

were asked about their perceptions of their current high school’s CBE model by 
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responding, via a 7-point Likert scale, to the following explicitly stated and measured 

(ESM) prompts: 

1. Each course at your current high school has clearly stated competencies. 

2. At your current high school, the competencies for each course are accessible to 

students, parents, and teachers. 

3. At your current high school, competencies are presented in clear language for 

student and parent/guardian understanding. 

4. At your current high school, competencies include language that empowers 

students and engenders student ownership of their learning. 

5. At your current high school each course competency is assessed and measured. 

6. At your current high school, competency progress is clearly communicated to 

students and parents. 

To evaluate the extent to which educational administrators believed their high 

school’s CBE model was inclusive of the characteristic of the dependent variable 

explicitly stated and measured (ESM), the responses from each of the six ESM sub-

questions were combined under the independent variable current role (IV1). From there, 

mean, mode, median, and standard deviation scores of the Likert-responses for each role 

were calculated. 

ESM Findings 

Descriptive statistics began the analysis of the results in the first CBE category—

are competencies explicitly stated and measured (ESM). To what extent did educational 

administrators believe that their current high school’s CBE model was inclusive of ESM? 

Considering the 7-point Likert scale utilized in this study (Appendix B), all respondents, 

combining the subgroups under the independent variable, current role, “somewhat agree” 

(M = 5.1) that their high school’s CBE model was inclusive of the research-based 

characteristic and dependent variable—explicitly stated and measured. The subgroup 

roles under this independent variable included, high school assistant principal, assistant 

superintendent, director of curriculum, high school principal, and superintendent. 



TOWARD A COMMON UNDERSTANDING OF CBE IMPLEMENTATION  92 

Responses, categorized by each role, were all analyzed via descriptive measures (Table 

4.10). The current role of high school principal returned the highest mean and median 

values for this response. Whereas, the lowest mean value came from directors of 

curriculum (M=4.6). The most frequent response from directors of curriculum was a 

seven—the maximum value on the Likert scale. High school assistant principals, assistant 

superintendents, and superintendents had similar mean values. The position, director of 

curriculum, returned the high mode score (Mo=7.0). With the lowest mean and high 

mode, this position also had the greatest standard deviation (SD=2.2). 

Table 4.10 

Descriptive Statistics for ESM by Current Role 

Current Role M Mdn Mo SD 

Assistant 

Principal 

5.1 5.5 6.0 1.8 

Assistant 

Superintendent 

4.9 5.0 6.0 1.4 

Director of 

Curriculum 

4.6 5.0 7.0 2.2 

Principal 5.4 6.0 6.0 1.5 

Superintendent 5.2 5.0 5.0 1.3 

Note. N=90 

 To further analyze ESM results, a one-way analysis of variance (ANOVA) was 

conducted to compare the effect of current role on the respondent’s perception of the 

inclusivity of ESM in their current high school’s CBE model. Results indicated there was 

a significant effect of current role on the respondent’s perception of ESM inclusivity at 

the p<.05 level for the three conditions [F(4, 535) = 3.25, p = .012]. The ANOVA’s p-

value of .012 was less than the established p-value threshold of .05; inversely a 
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confidence level of 95%. This disproved the null hypothesis that current role had no 

impact on mean values. While the ANOVA identified that variance existed, a post hoc 

test was necessary to determine where and between which current roles the variances 

were statistically significant. At a confidence level of 95%, with 4 degrees of freedom 

(df) between groups, and 535 df within groups, the studentized critical value equaled 

3.8719. This established the threshold number to compare the resulting q-statistics. Q-

statistics were used to assess the significance of pairwise, or matched, samples when 

compared to studentized critical values (“Q-Statistic,” 2010). The q-statistic established a 

threshold value based on the alpha value, or p-value threshold, and the number of 

observations between and within groups. A post hoc test that returned a q-statistic above 

this threshold when comparing the means of included groups (current roles) indicated that 

variance, identified in the ANOVA, existed between these specific pairwise groups.  

In this case, a post hoc comparisons using the Tukey-Kramer HSD test indicated 

that the mean score for the current role of assistant superintendent (M = 4.9) when 

compared to the mean score of the role superintendent (M = 5.2) resulted in a q-statistic 

of 4.00, which exceeded the threshold of 3.8719. This established that a variance existed 

between these current roles. Similarly, the pairwise comparison of the mean score of the 

role director of curriculum (M = 4.6) and the role principal (M = 5.4) led to a q-statistic of 

4.65, which highlighted another role-based variance. Finally, a comparison of the role 

director of curriculum and the role superintendent resulted in a q-statistic of 4.00. This 

identified a variance between those two current roles as well. This informed the 

researcher where the statistically significant variances existed among the ESM mean 

values. With five positions included in the independent variable, current role, there were 
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10 unique pairwise comparisons; meaning, these five positions all compared against each 

other led to a total of 10 overall comparisons. Three of these paired-comparisons had 

statistically significant variances, which the post hoc test identified. 

Beyond the initial descriptive analysis and ANOVA, data was further 

descriptively examined. While a combination of all current roles in the ESM category 

showed a mean value of 5.1, which corresponded to a rating of “somewhat agree” in the 

Likert scale, additional analysis identified patterns and trends that contributed added 

credence to the assertion that there is no common understanding of CBE and the CBE 

characteristic, explicitly stated and measured, in New Hampshire’s public high schools. 

Of the 90 respondents, only 13, or 14% of the sample, replied that they “agree” or 

“strongly agree” that their CBE model was inclusive of the CBE characteristic ESM. This 

showed that very few respondents were confident that this specific CBE characteristic—

competencies are explicitly stated and measured—was included in their high school’s 

CBE model. Zero survey participants with 0 – 10 years of experience in New Hampshire 

public education were among these 13 respondents. Perhaps experience helps explicate 

meaning and grow confidence in regard to CBE knowledge and understanding? Or, more 

likely, there is confusion among New Hampshire’s public high school administrators in 

regard to this CBE characteristic.  

The ANOVA identified that statistically significant variances existed between 

current roles. Delving deeper into the data, there were zero assistant superintendents 

among the 13 respondents who “agree” or “strongly agree” that their high school’s CBE 

model was inclusive of the characteristic ESM. Assistant superintendents are intimately 

involved in the creation and ongoing supervision of CBE models. Assistant 
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superintendents are typically charged with overall academic system oversight. This 

investigator surmised that this level of responsibility, insight, and experience compelled 

assistant superintendents to be more critical of their high school’s CBE model and this 

insight and perspective was not shared among other administrative positions. Anomalies 

also existed between the five NHSAA regions. Twenty-two percent of the survey 

respondents denoted that, according to NHSAA boundaries, their current high school was 

located in the South West region of the state. There were zero respondents from this 

region who answered “agree” or “strongly agree” that overall, their high school’s CBE 

model had competencies that were explicitly stated and measured. This result signified 

that even among the five NHSAA regions, incongruity existed in responses and 

perceptions. 

Local Forces Impacting ESM 

The purpose of this study was to describe the extent public school educational 

administrators have integrated the essential CBE characteristics in the CBE models in 

their high schools. Recognizing administrators must mediate local influences in their 

implementation efforts, survey respondents were asked to gauge the impact these local 

forces had on the inclusivity of ESM in their current high school’s CBE model. Table 

4.11 illustrates responses. 
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Table 4.11 

Descriptive Statistics for Local Influences on ESM 

Local Influence M Mdn Mo SD 

Local Control 6.0 7.0 8.0 3.3 

Previous Initiatives 5.5 6.0 5.0 3.1 

Leadership Turnover 6.0 6.0 5.0 3.1 

Parent/Community Values 

and Beliefs 

4.9 5.0 4.0 2.7 

Teacher Values and 

Beliefs 

7.2 8.0 8.0 2.1 

Note. N=90 

 Within the ESM category, “teacher values and beliefs” was the most influential 

force that schools (zones) must navigate (mediate) in implementing their CBE model. 

Descriptive statistics—mean, median, mode, and standard deviation—identify the 

significant impact respondents perceived that “teacher values and beliefs” had on CBE 

implementations. “Local control,” with higher values in median and mode, as compared 

to the rest of the sample, came in as the second most significant impact. As educational 

leaders implement CBE models, and specifically the characteristic of explicitly stated and 

measured competencies, teachers and their values and beliefs must be effectively 

mediated. Based on the 10-point impact scale, “parent/community values” were 

perceived as the least impactful local influence. 

To What Extent do Students Advance Upon Mastery (ADV)? 

 This research question is connected to the second, of five, research-based and 

essential CBE characteristics. Within the quantitative instrument used in this study, this 

particular category included five specific sub-questions (Appendix B). Survey 



TOWARD A COMMON UNDERSTANDING OF CBE IMPLEMENTATION  97 

respondents were asked about their perceptions of their current high school’s CBE model 

by responding, via a 7-point Likert scale, to the following student advancement (ADV) 

prompts: 

1. A common understanding of student advancement within your CBE model exists 

at your current high school. 

2. Assuming earned credit, student advancement (to a higher level or subsequent 

courses) at your current high school happens at quarterly, semesters, and/or yearly 

dates. 

3. Assuming earned credit, student advancement (to a higher level or subsequent 

courses) at your current high school is flexible and based on individual student 

mastery of stated competencies within each course. 

4. Individual course credit at your current high school is solely based on mastery of 

stated competency areas within each course. 

5. Your current high school can accommodate flexible and independent student 

progressions in each course. 

Ninety participants completed the previous demographic and ESM sections of the 

instrument. However, one participant did not complete the remainder of the survey. One 

director of curriculum did not finish the survey. This changed the n of that specific role 

from 12 to 11 and that role’s percent of the entire sample (N) fell from 13.3% to 12.6%. 

As a result, the N size for the following analysis and subsequent CBE categories was 89, 

while the preceding CBE category and demographic analysis included 90 respondents. 

Table 4.12 illustrates the N size and current role independent variable n size and 

percentage for these 89 respondents. The shift from 90 to 89 respondents very subtly 

impacted the percentage breakdown of the current roles within the sample. 
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Table 4.12 

Categorical Independent Variable – Current Role 

Number Question/Prompt 

D1 
Identify your current role or the role that is closest to your current 

position. 

Group n Percent N 

Assistant Principal 16 18.0 89 

Assistant Superintendent 12 13.5 89 

Director of Curriculum 11 12.6 89 

Principal 18 20.2 89 

Superintendent 32 36.0 89 

 

To evaluate the extent to which educational administrators believed their high 

school’s CBE model was inclusive of the characteristic of the dependent variable, 

students advance upon mastery (ADV), the responses from each of the five ADV sub-

questions were combined under the independent variable current role (IV1). From there, 

mean, mode, median, and standard deviation scores of the Likert-responses for each role 

were computed (Table 4.13). 
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Table 4.13 

Descriptive Statistics for ADV by Current Role 

Current Role M Mdn Mo SD 

Assistant Principal 4.7 5.0 7.0 2.2 

Assistant Superintendent 4.3 5.0 6.0 1.9 

Director of Curriculum 4.0 4.0 2.0 2.1 

Principal 4.6 5.0 6.0 1.9 

Superintendent 4.5 5.0 5.0 1.6 

Note. N=89 

ADV Findings 

These descriptive statistics began the analysis of the results in the second CBE 

category. To what extent did educational administrators believe that their current high 

school’s CBE model was inclusive of ADV? Considering the 7-point Likert scale utilized 

in this study, on average combined responses for this whole category fell between 

“somewhat agree” and “neither agree nor disagree” (M = 4.5) that their current high 

school’s CBE model was inclusive of this research-based characteristic. Mean, median, 

and mode algorithms highlighted assistant principals as the role that most highly 

perceived the inclusivity of ADV in their current high school’s CBE model—with a mean 

value 4.4% higher than the overall average. The mode (Mo) for the role of assistant 

principal ranked as a 7.0 or “strongly agree.” This was the highest value possible in the 

utilized Likert scale. On average, the role of director of curriculum “neither agree nor 

disagree” that their current high school’s CBE model was inclusive of ADV (M = 4.0). 

Similarly, assistant superintendents neither agreed nor disagreed that their CBE models 
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included ADV (M = 4.3). High school principal and superintendent responses aligned 

with the overall average, returning mean values of 4.6 and 4.5 respectively. 

To further analyze results within this category, an ANOVA was conducted to 

compare the effects of the independent variable, current role, on the respondent’s 

perception of the inclusivity of ADV in their current high school’s CBE model. There 

was not a statistically significant effect of current role on the respondent’s perception of 

ADV inclusivity at the p<.05 level for the three conditions [F(4, 439) = 1.61, p = .170]. In 

this case, this proved the null hypothesis that the respondent’s current role had no impact 

on their perception of the inclusivity of ADV in their current high school’s CBE model. 

In this category (ADV), the independent variable, current role, did not demonstrate to a 

statistically significant variation in the mean values of each unique current role. 

Additional analysis revealed that only one respondent among the 89 who 

completed this section of the survey chose “agree” or “strongly agree” that their current 

high school’s CBE model was inclusive of the essential CBE characteristic students 

advance upon mastery. Conversely, 88 out of 89, or 98.9% of respondents, assessed the 

inclusivity of this CBE characteristic as a five or below on a 7-point Likert scale. Due to 

the one-sided nature of responses in this category, no further trends or patterns among the 

independent variables emerged. Current role did not have any significant influence on 

respondent’s beliefs of the inclusivity of the CBE characteristic of student advancement 

upon mastery.  

Local Forces Impacting ADV 

Within this particular category, analyzing responses via descriptive statistics 

(Table 4.14), the local influence of “teacher values and beliefs” surfaced as the most 
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impactful local influence (M = 7.3) that educational decision-makers navigated in regard 

to the students advancing upon mastery in their local high school’s CBE model. To 

effectively integrate the characteristic of ADV in their high school’s CBE model, 

administrators must navigate local influences. The mean value for teacher values and 

beliefs ranked 25.9% higher in perceived impact in comparison to the next highest mean 

for the influence of “leadership turnover” (M = 5.8). Descriptive statistics revealed that 

“local control” varied the most from its mean value (M = 5.5) with a standard deviation 

of 3.5. This variance was further confirmed considering the mode value of 10.0 in this 

influence. The most frequent answer respondents offered when asked about the influence 

of local control was 10.0. However, the median value of 6.0 and mean of 5.5 

demonstrated a wide range of answers. 

Table 4.14 

Descriptive Statistics for Local Influences on ADV 

Local Influence M Mdn Mo SD 

Local Control 5.5 6.0 10.0 3.5 

Previous Initiatives 4.8 5.0 5.0 2.8 

Leadership Turnover 5.8 6.0 8.0 3.1 

Parent/Community Values 

and Beliefs 

4.8 5.0 5.0 2.8 

Teacher Values and 

Beliefs 

7.3 8.0 8.0 2.1 

Note. N=89 

Respondents assessed “previous initiatives” and “parent/community values and 

beliefs” as moderately impactful forces in implementing student advancement upon 

mastery in their CBE model. Both influences had identical descriptive statistic values; 
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median and mode values for both influences resulted in scores of 5.0 on a 0 – 10-point 

impact scale. Within this particular CBE category, these local influences were similarly 

ranked in comparison to the first essential and research-based characteristic—

competencies are explicitly stated and measured. Educational leaders must effectively 

mediate “teacher values and beliefs,” as the most impactful local force, while they 

implement the characteristic of ADV in the CBE models at their public high schools.  

To What Extent are CBE Assessment Practices Varied, Authentic, Transferable, 

and Meaningful (ASSMNT)? 

This research question is connected to the third, of five, research-based and 

essential CBE characteristics. Within the quantitative instrument used in this study, this 

particular category contained six specific sub-questions. Survey respondents were asked 

about their perceptions of their current high school’s CBE model by responding, via a 7-

point Likert scale, to the following CBE assessment practices prompts: 

1. For each competency, your current high school has a related / connected 

performance task(s). 

2. Multiple assessments are used to determine the competency progress at your 

current high school. 

3. At your current high school, competency assessments include tasks of varying 

complexity and challenge. 

4. At your current high school, competency assessment practices include formative 

and summative measures. 

5. At your current high school, competency assessment practices include student 

product / assessment choice. 

6. Students are allowed to retake or makeup failed assignments at your current high 

school. 

To evaluate the extent to which educational administrators believed their high 

school’s CBE model was inclusive of the characteristic of—assessment practices that are 

varied, authentic, transferrable, and meaningful (ASSMNT)—responses from each of the 

six ASSMNT sub-questions were combined under the independent variable current role 
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(IV1). From there, mean, mode, median, and standard deviation scores of the Likert-

responses for each role were calculated (Table 4.15). 

Table 4.15 

Descriptive Statistics for ASSMNT by Current Role 

Current Role M Mdn Mo SD 

Assistant Principal 5.3 6.0 5.0 1.6 

Assistant Superintendent 5.0 5.0 5.0 1.5 

Director of Curriculum 5.1 5.0 7.0 1.7 

Principal 5.6 6.0 7.0 1.3 

Superintendent 5.2 5.0 5.0 1.0 

Note. N=89 

ASSMNT Findings 

 Per the chosen quantitative methodology, descriptive statistics began the analysis 

of the results in the third CBE category—CBE assessment practices are varied, authentic, 

transferable, and meaningful. To what extent did educational administrators believe that 

their current high school’s CBE model was inclusive of the essential and research-based 

CBE characteristic? Considering the 7-point Likert scale utilized in this study, the 

average response for the entire sample was “somewhat agree” (M = 5.0) that their current 

high school’s CBE model was inclusive of ASSMNT. Mean, median, and mode 

algorithms highlighted principals as the role that most highly perceived the inclusivity of 

ASSMNT in their current high school’s CBE model—with a mean of 5.6, 12.0% above 

the overall characteristic average. The mode (Mo) for the role of director of curriculum 

and principal both ranked as a 7.0 or “strongly agree.” This was the highest value 

possible in the utilized Likert scale. However, the comparable difference from the mean 



TOWARD A COMMON UNDERSTANDING OF CBE IMPLEMENTATION  104 

response from the role director of curriculum (M=5.1), indicated the possibility of 

variance among the current roles. The role of assistant superintendent aligned with the 

entire sample’s results. The ASSMNT mean, median, and mode for this role were all 5.0 

or “somewhat agree” on the Likert scale. Similarly, superintendents assessed the 

inclusivity of this CBE characteristic at “somewhat agree” (M = 5.2). Median and mode 

values for this role were both 5.0 on a 7-point Likert scale. 

To further analyze ASSMNT results, an ANOVA was conducted to compare the 

effect of the independent variable, current role, on the respondent’s perception of the 

inclusivity of ASSMNT in their current high school’s CBE model. Results indicated there 

was a significant effect of current role on the respondent’s perception of ASSMNT 

inclusivity at the p<.05 level for the three conditions [F(4, 523) = 2.06, p = .048]. The 

ANOVA’s p-value of .048 was less than the established p-value threshold of .05; 

otherwise known as a confidence level of 95%. This disproved the null hypothesis that 

current role had no impact on mean values. While the ANOVA identified that variance 

existed, a post hoc test was necessary to determine where and between which current 

roles the variances were statistically significant. At a confidence level of 95%, with 4 

degrees of freedom (df) between groups, and 523 df within groups, the studentized 

critical value equaled 3.685. This established the threshold number to compare the 

resulting q-statistics and highlighted between which groups the variances existed.  

A post hoc comparisons using the Tukey-Kramer HSD test indicated that one 

pairwise comparison had significant variance. With five positions included in the 

independent variable, current role, there were 10 unique pairwise comparisons. These 

five positions all matched against each other led to a total of 10 overall comparisons. 
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With a q-statistic of 3.85, the comparison of the current role assistant superintendent and 

role principal showed variance. This indicated that these current roles influenced 

respondent’s answers to the ASSMNT prompts on the instrument. Assistant 

superintendents are typically charged with overall assessment supervision and 

professional development duties. While principals are charged with systems-level 

operations at their high school, they may not be as intimately involved in the 

development of assessments within a CBE model. Assistant superintendents specialize in 

this particular aspect of educational administration and leadership. 

Local Forces Impacting ASSMNT 

 Recognizing schools as zones where local influences must be mediated to 

effectively implement CBE models and the essential characteristic of varied, authentic, 

transferrable, and meaningful assessment practices, further analysis into these local forces 

was necessary. Within this particular category, analyzing responses via descriptive 

statistics (Table 4.16), just as in previous the CBE characteristics, the local influence of 

“teacher values and beliefs” surfaced as the most impactful local influence (M = 7.9). 

Evidence revealed that educational administrators must be cognizant of this local force in 

their CBE implementation efforts. The mean value for teacher values and beliefs ranked 

33.9% higher in perceived impact in comparison to the next highest mean for the 

influence of “leadership turnover” (M = 5.9).  

Descriptive statistics revealed that “local control” varied the most from its mean 

value (M = 5.2) with a standard deviation of 3.7. This variance was further confirmed 

considering the mode value of 0.0 for this influence. The most frequent answer 

respondents offered when asked about the influence of local control was 0.0, or no 
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impact. However, the median value of 5.5 and mean of 5.2 demonstrated a wide range of 

answers. The influence of “parent/community values and beliefs” was assessed as the 

least impactful local force on the CBE characteristic ASSMNT. This demonstrated that as 

educational administrators were implementing their local public high school’s CBE 

model, and specifically the characteristic of ASSMNT, these efforts were not 

significantly impacted by this local influence. 

Table 4.16 

Descriptive Statistics for Local Influences on ASSMNT 

Local Influence M Mdn Mo SD 

Local Control 5.2 5.5 0.0 3.7 

Previous Initiatives 5.5 6.0 8.0 2.9 

Leadership Turnover 5.9 7.0 8.0 3.2 

Parent/Community Values 

and Beliefs 

4.5 5.0 0.0 2.9 

Teacher Values and 

Beliefs 

7.9 8.0 8.0 2.1 

Note. N=89 

To What Extent are New Hampshire Public High Schools Implementing Timely 

Intervention Strategies Within Their CBE Models (INT)? 

Responding to student learning in timely and flexible manner is an essential and 

research-based CBE characteristic. The quantitative instrument used in this study 

contained five specific sub-questions assessing the inclusivity of this particular CBE 

characteristic. Survey respondents were asked about their perceptions of their current 

high school’s CBE model by responding, via a 7-point Likert scale, to the following 

timely intervention strategy prompts: 
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1. Your current high school has processes, procedures, or protocols in place that 

allow for quick responses to student learning and progress (i.e., extra support / 

enrichment strategies and plans). 

2. Formative assessments are used to gather data for individualized instruction / 

extra supports at your current high school. 

3. Your current high school's schedule has a regular intervention / enrichment block 

(period) as part of the formal student schedule. 

4. At your current high school, additional competency supports and individualized 

instruction opportunities are available to students while a class is ongoing (during 

school, after school, or on weekends). 

5. At your current high school, after a course ends, students are offered applicable 

competency recovery opportunities (for example, summer school or between 

semesters). 

The first step in evaluating the extent to which educational administrators 

believed their high school’s CBE model was inclusive of the characteristic of, timely 

intervention strategies (INT), was a descriptive analysis. As such, the responses from 

each of the five INT sub-questions were combined under the independent variable current 

role (IV1). From there, mean, mode, median, and standard deviation scores of the Likert-

responses for each role were calculated (Table 4.17). 

Table 4.17 

Descriptive Statistics for INT by Current Role 

Current Role M Mdn Mo SD 

Assistant Principal 5.1 5.0 5.0 1.8 

Assistant Superintendent 4.8 5.0 6.0 1.6 

Director of Curriculum 4.9 5.0 5.0 1.7 

Principal 5.2 6.0 6.0 1.7 

Superintendent 5.3 5.0 5.0 1.3 

Note. N=89 
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INT Findings 

 The quantitative analysis for this CBE characteristic began with the descriptive 

statistics. To what extent did educational administrators believe that their current high 

school’s CBE model was inclusive of the essential and research-based CBE 

characteristic—timely intervention strategies (INT)? Considering the 7-point Likert scale 

utilized in this study, the average response (mean) for all respondents was a 5.1. This 

indicated that across current roles, respondents answered that they “somewhat agree” as a 

group that their current high school’s CBE model was inclusive of the essential and 

research-based characteristic—timely intervention strategies. Looking at current roles, 

specific positions did not significantly vary in their responses. Superintendents accounted 

for 36.0% of the 89 participants in the sample. In this category, superintendents had the 

highest appraisal of inclusivity with a mean value of 5.3. The lowest mean ranking 

emerged from the role of assistant superintendent (M=4.8). Median and mode analyses 

for INT were similar for all remaining current roles. The role of principal had the highest 

median with a value of 6.0. All other median values were calculated at 5.0; which 

compared similarly to the overall mean value for the group. 

To further analyze results within this category, an ANOVA was conducted to 

compare the effects of the independent variable, current role, on the respondent’s 

perception of the inclusivity of INT in their current high school’s CBE model. There was 

not a statistically significant effect of current role on the respondent’s perception of INT 

inclusivity at the p<.05 level for the three conditions [F(4, 439) = 1.62, p = .168]. In this 

case, this confirmed the null hypothesis that the respondent’s current role had no impact 

on their perception of the inclusivity of INT in their current high school’s CBE model. In 
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this category (INT), the independent variable, current role, did not lead to a statistically 

significant variation in the mean values of each unique current role. This indicated that 

participants, regardless of their current role, were uniform in their responses to the INT 

prompts. 

Local Forces Impacting INT 

 To analyze this characteristic via this framework, further analysis into the local 

forces impacting the inclusion of timely intervention strategies was necessary. Analyzing 

responses via descriptive statistics (Table 4.18), revealed that in this CBE characteristics 

the local influence of “teacher values and beliefs” surfaced as the most impactful local 

influence (M = 7.3, Mdn=8.0, and Mo=9.0). Just as in the previous three essential and 

research-based CBE characteristics, evidence revealed that educational administrators 

must be cognizant of this local force in their CBE implementation efforts.  

The mean value for “teacher values and beliefs” ranked 28.1% higher in 

perceived impact in comparison to the next highest mean for the influence of “leadership 

turnover” (M = 5.7). Descriptive statistics revealed that “local control” varied the most 

from its mean value (M = 5.3) with a standard deviation of 3.7. This variance was further 

confirmed considering the mode value of 0.0 in this influence. The most frequent answer 

respondents offered when asked about the influence of “local control” had on timely 

intervention strategies was 0.0, or no impact. However, the median value of 6.0 and mean 

of 5.3 demonstrated a wide range of answers and perhaps indicated the ambiguity of 

“local control” and what this influence encompasses. The influence of 

“parent/community values and beliefs” was assessed as the least impactful local force on 

the CBE characteristic INT. This local force had the lowest mean value (M=4.4), the 
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lowest median (Mdn=4.0), as well as the lowest mode (Mo=0.0). In terms of this research 

question, this indicated that “parent/community values and beliefs” was a local influence 

that educational administrators did not prioritize in their CBE implementation efforts. 

Table 4.18 

Descriptive Statistics for Local Influences on INT 

Local Influence M Mdn Mo SD 

Local Control 5.3 6.0 0.0 3.7 

Previous Initiatives 5.0 5.5 8.0 3.1 

Leadership Turnover 5.7 6.0 6.0 3.2 

Parent/Community Values 

and Beliefs 

4.4 4.0 0.0 3.0 

Teacher Values and 

Beliefs 

7.3 8.0 9.0 2.5 

Note. N=89 

To What Extent are New Hampshire Public High Schools Implementing Skills and 

Dispositions Within Their CBE Models (SD)? 

Competency-based education researchers have identified the characteristic of 

important skills and dispositions (SD) as an essential CBE characteristic. This is the fifth, 

and final, essential and research-based CBE characteristic. The quantitative instrument 

used in this study contained five specific sub-questions assessing the inclusivity of 

important skills and dispositions within the respondent’s current high school’s CBE 

model. Survey respondents were asked about their perceptions by responding, via a 7-

point Likert scale, to the following CBE skills and disposition prompts: 

1. Your current high school has competencies that define / connect to student work 

habits and learner dispositions. 

2. Reported learner dispositions at your current high school include student 

communication skills. 
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3. Reported learner dispositions include student creativity skills. 

4. Reported learner dispositions include student collaboration skills. 

5. Reported learner dispositions include student critical thinking skills. 

The initial step in evaluating the extent to which educational administrators 

believed their high school’s CBE model was inclusive of the characteristic, important 

skills and dispositions (SD), included combining the responses from each of the five SD 

sub-questions under the independent variable current role (IV1). From there, mean, 

mode, median, and standard deviation scores of the Likert-responses for each role were 

calculated (Table 4.19). 

Table 4.19 

Descriptive Statistics for SD by Current Role 

Current Role M Mdn Mo SD 

Assistant Principal 5.3 6.0 6.0 1.7 

Assistant Superintendent 5.7 6.0 6.0 1.2 

Director of Curriculum 5.4 6.0 6.0 1.8 

Principal 5.1 6.0 6.0 1.7 

Superintendent 5.3 6.0 6.0 1.5 

Note. N=89 

SD Findings 

 Mean, median, mode, and standard deviation algorithms were used to describe 

respondent’s perceptions to the SD prompts as categorized by the independent variable 

current role. To what extent did educational administrators believe that their current high 

school’s CBE model was inclusive of the essential and research-based CBE 

characteristic—important skills and dispositions (SD)? Considering the 7-point Likert 

scale utilized in this study, the average response (mean) for all respondents was 5.3. This 
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indicated that inclusive of all current roles, respondents answered 0.3 Likert scale points 

above “somewhat agree” as a group that their current high school’s CBE model was 

inclusive of SD. Looking at current roles, specific positions did not fluctuate much in 

their responses. In this category, assistant superintendents had the highest appraisal of SD 

inclusivity with a mean value of 5.7. This statistic was 7.5% above the categorical mean, 

5.7% above the next highest ranking, from the role of director of curriculum (M=5.4), and 

11.8% above the lowest current role ranking. The lowest mean ranking emerged from the 

current role of principal (M=5.1). Median and mode results for SD were the same for all 

five current roles with a value of 6.0 for each calculation. These median and mode values 

aligned with a judgement of “agree” on the 7-point Likert utilized in this study. As 

assessed by the median and mode values in this descriptive analysis, respondents 

conclusively answered that they “agree” their high school’s CBE model was inclusive of 

SD. 

To further analyze results within this category, an ANOVA was conducted to 

compare the effects of the independent variable, current role, on the respondent’s 

perception of the inclusivity of SD in their current high school’s CBE model. Results 

revealed there was not a statistically significant effect of current role on the respondent’s 

perception of SD inclusivity at the p<.05 level for the three conditions [F(4, 439) = 1.47, 

p = .212]. The p-value in this ANOVA exceeded the established threshold of .05. As 

such, this confirmed the null hypothesis that the respondent’s current role had no impact 

on their perception of the inclusivity of SD in their current high school’s CBE model. The 

pairwise-comparison of assistant superintendent and principal almost met the threshold 

level; however, in this category (SD), the independent variable, current role, did not 
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demonstrate a statistically significant variation in the mean values of each unique current 

role. This indicated that participants, regardless of their current role, were uniform in 

their responses to the SD prompts. 

Local Forces Impacting SD 

 To analyze this characteristic via the zone-of-mediation framework, further 

analysis into these local forces was necessary. Analyzing responses by way of descriptive 

statistics (Table 4.20), demonstrated that just as in previous CBE characteristic analyses, 

the local influence of “teacher values and beliefs” surfaced as the most impactful local 

influence (M = 7.2, Mdn=8.0, and Mo=8.0). Throughout the study, data indicated for all 

five essential and research-based CBE characteristics, educational administrators must 

prioritize “teacher values and beliefs” as the most impactful local force to mediate in their 

ongoing CBE implementation and supervision efforts. “Teacher values and beliefs” had 

the most significant impact on the inclusivity of all five of the essential CBE 

characteristics. 

The mean value for “teacher values and beliefs” ranked 30.9% higher in 

perceived impact in comparison to the next highest mean for the influence of “leadership 

turnover” (M = 5.5). Descriptive statistics revealed that “local control” varied the most 

from its mean value (M = 5.2) with a standard deviation of 3.9. This discrepancy was 

further confirmed considering the mode value of 0.0 in this influence. The most frequent 

answer respondents offered when asked about the influence “local control” had on the 

implementation of SD within their local high school’s CBE model was 0.0, or no impact. 

However, the median value of 5.0 and mean of 5.2 demonstrated a wide range of 

answers. These statistics revealed that “local control” may not be a widely understood 
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local influence. The influence of “parent/community values and beliefs” was assessed as 

the least impactful local force on the CBE characteristic INT. This local force had the 

lowest mean value (M=4.7) and the lowest median (Mdn=5.0). Once again, this local 

influence had the least amount of impact on the inclusivity of SD in the CBE models 

implemented in New Hampshire’s public high schools. 

Table 4.20 

Descriptive Statistics for Local Influences on SD 

Local Influence M Mdn Mo SD 

Local Control 5.2 5.0 0.0 3.9 

Previous Initiatives 5.3 5.5 5.0 3.2 

Leadership Turnover 5.5 6.0 8.0 3.2 

Parent/Community Values 

and Beliefs 

4.7 5.0 5.0 3.0 

Teacher Values and 

Beliefs 

7.2 8.0 8.0 2.5 

Note. N=89   

General CBE Prompts Findings 

The next section in the quantitative instrument queried participants with general 

CBE prompts. These questions were designed to gauge administrative perceptions on the 

impact CBE has on student learning, student involvement in CBE model creation, the 

impact CBE has on teacher instruction, knowledge on why CBE was brought forth by the 

New Hampshire Department of Education, and the number of times the CBE approach 

has changed at their current high school during their tenure. 

 There is a dearth of research in regard to the impact of CBE on student outcomes 

(Scheopner Torres et al., 2015; Scheopner Torres et al., 2018; Sturgis, 2019). Moreover, 
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this study situated CBE as an educational reform effort. Research indicates that 

educational reform is aided when there is clear knowledge in regard to purpose (Berson et 

al., 2015, Bridwell-Mitchell, 2015). The six general CBE prompts in this section were 

used to determine if a gap in this knowledge existed. Respondents were asked to answer 

the following general CBE prompts (Appendix B): 

1. Competencies at your current high school have a positive impact on student 

learning. 

2. Students were involved in the development of the CBE model at your current high 

school. 

3. Competencies at your current high schools have a positive impact on instruction. 

4. I know the reason(s) why New Hampshire shifted to competencies. 

5. Competencies have been clearly defined by the New Hampshire Department of 

Education. 

6. In your experience, the approach towards competencies at your current high 

school has change. 

The first five prompts required responses via the same 7-point Likert scale employed in 

the previous sections, while the sixth, and final, CBE prompt asked participants to answer 

by selecting one of four provided responses (“Never,” “2 – 3 times,” “4 – 5 times,” or 

“More than 5 times”). The resulting data described the general CBE perceptions of the 

entire sample. 

 Following previously utilized statistical methods, results for each of the general 

CBE prompts were descriptively analyzed by individual current role and then compared 

to the entire sample by combining all responses to calculate overall descriptive scores for 

each prompt. This allowed the researcher to compare specific current role responses to 

the entire sample’s score. In doing so, variances and rankings were brought forth and led 

to inferential findings. 

Eighty-nine participants completed the four CBE sections, ADV, ASSMNT, INT, 

and DS. However, one participant, a superintendent, did not complete the following 
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general CBE prompts. As a result, the N size for the ensuing analysis and subsequent 

categories was 88, while the four preceding categories included 89 respondents. Table 

4.21 illustrates the N size and current role independent variable n size and percentage for 

these 88 respondents.  

Table 4.21 

Categorical Independent Variable – Current Role 

Number Question/Prompt 

D1 
Identify your current role or the role that is closest to your current 

position. 

Group n Percent N 

Assistant Principal 16 18.2 88 

Assistant Superintendent 12 13.6 88 

Director of Curriculum 11 12.5 88 

Principal 18 20.5 88 

Superintendent 31 33.2 88 

 

Impact on Student Learning 

 Have competencies impacted student learning? Empirical data responsive to this 

question is scarce (Scheopner Torres et al., 2015; Scheopner Torres et al., 2018; Sturgis, 

2019) and this question was designed to elicit administrative opinions on this matter. 

Responding educational administrators collectively answered, on average, that they 

“somewhat agree” that CBE has had an impact on student learning (M=5.3). Additional 

measures, median and mode, indicated that all respondents “agree” that CBE has 

impacted student learning (Mdn=6.0 and Mo=6.0). Table 4.22 contains descriptive 

statistics to this first general CBE prompt categorized by current role. All previous CBE 
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questions were also examined using the independent variable, current role. Following this 

structure for the general CBE prompts added consistency to this study. Building-level 

administrators (assistant principals and principals) comprised 38.7% of the sample. 

According to mean values, the roles assistant principal and principal evaluated the impact 

on student learning more favorably than their administrative peers at the district-level 

(assistant superintendents, directors of curriculum, and superintendents).  

Principals, with a mean of 5.7 on a 7-point Likert scale, assessed the impact of 

CBE on student learning in the most positive manner. Their mean response was 0.3 

points below (or 4.3%) a value of “agree” considering the Likert scale employed in the 

study. Median and mode values for this current role were both 6.0 and aligned with 

“agree” as well. District-level administrators made up 61.3% of the sample. 

Superintendents were the largest subset in the independent variable, current role, 

accounting for 35.2% of the entire sample (N=88). Superintendents “somewhat agree” 

that CBE has impacted student learning according to the mean value (M=5.2). The 

median and mode calculations indicated that superintendents “agree.” The remaining 

district-level admins answered similarly; assistant superintendents and directors of 

curriculum both responded that they “somewhat agree” that CBE has impacted student 

learning with mean values of 5.3 and 5.1 respectively. Both median and mode values for 

assistant superintendents were a 5.0; whereas the role director of curriculum resulted in a 

median of 6.0 and a mode of 5.0. Overall, descriptive statistics agreed to the general CBE 

prompt. 
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Table 4.22 

Does CBE Impact Student Learning? 

Role M Mdn Mo 

Assistant Principal 5.3 6.0 6.0 

Assistant Superintendent 5.3 5.0 5.0 

Director of Curriculum 5.1 5.0 6.0 

Principal 5.7 6.0 6.0 

Superintendent 5.2 6.0 6.0 

Note: N=88 

Student Involvement in the Development of CBE Model 

 Were students involved in the development of their high school’s CBE model? 

This question was designed to provide some insight into CBE process and creation. 

Research suggests that CBE should empower students (Sturgis et al., 2011). Engaging 

students in CBE model implementation is one way to empower students and demonstrate 

that their voices matter. Educational administrators responded that they “somewhat 

disagree” that students were included in the development of their high school’s CBE 

model (M=3.0). Descriptive statistics brought forth this finding (Table 4.23). Median and 

mode values also indicated that all respondents “somewhat disagree” that students were 

involved in the development of their high school’s CBE model (Mdn=3.0 and Mo=2.0). 

Directors of curriculum had the highest mean, median, and mode values (M=3.6, 

Mdn=4.0, and Mo=4.0), while assistant principals responded the least favorably to this 

prompt with a mean value 33.3% lower than that of directors of curriculum (M=2.4) and 

median and mode values of 2.0 and 1.0 respectively. Assistant superintendents, 

principals, and superintendents all had mean scores close to the group’s average with 
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values of 2.8, 2.9, and 3.3. Overall, this data indicated that students did not have a 

significant impact on the inclusivity of the essential CBE characteristics. 

Table 4.23 

Were Students Involved in the Development of the CBE Model? 

Role M Mdn Mo 

Assistant Principal 2.4 2.0 1.0 

Assistant Superintendent 2.8 2.0 2.0 

Director of Curriculum 3.6 4.0 4.0 

Principal 2.9 2.5 2.0 

Superintendent 3.3 3.0 3.0 

Note: N=88 

Impact on Instruction 

 Does CBE impact teacher instruction? Teaching and learning are hallmarks of 

public education and there is very limited data on the impact of CBE on teaching and 

learning (Scheopner Torres et al., 2018). As such, this question was posed to bring forth 

educational perspectives on CBE’s impact on instruction. Additionally, this question 

provided data that was relevant but tangential to the research questions related to the 

inclusivity of the essential CBE characteristics. Two of the three descriptive measures 

indicated that survey participants collectively “somewhat agree” that CBE has influenced 

instruction (M=5.1 and Mdn=5.0). The most frequent response among respondents was a 

6.0 or “agree.” Statistical results for this general CBE prompt aligned with the previous 

general CBE prompt regarding CBE’s impact on student learning.  

Following this congruence, principals responded most positively with a mean 

score of 5.6, 9.8% higher than the mean for the combined responses of all current roles. 

The mode score for principals was a 6.0, which aligns with the response of “agree” on the 
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Likert scale. Table 4.24 contains descriptive statistics to this general CBE prompt 

categorized by current role. Assistant principals responded with a lower mean score 

(M=4.8)—a value 14.3% lower than their building-level colleagues. Assistant principals 

also responded with lower median and mode scores than their building-level colleagues. 

The current role director of curriculum had the lowest mean value (M=4.7) among all 

respondents. Assistant superintendents and superintendents answered similarly with mean 

scores of 5.1 and 5.2. Overall, these findings demonstrated the general feeling that CBE 

impacts instruction at the participants’ high school. With this positive outlook, 

participants may have the mindsets to continue with their CBE efforts. 

Table 4.24 

Does CBE Impact Instruction? 

Role M Mdn Mo 

Assistant Principal 4.8 5.0 5.0 

Assistant Superintendent 5.1 5.5 6.0 

Director of Curriculum 4.7 5.0 5.0 

Principal 5.6 6.0 6.0 

Superintendent 5.2 5.0 6.0 

Note: N=88 

Why was CBE Brought to New Hampshire? 

Researchers posit that educational initiatives are more successful if there is clarity 

(Berson et al., 2015; Bridwell-Mitchell, 2015). To that end, the next general research 

question asked participants about their awareness of the DOE’s reasons for bringing CBE 

to New Hampshire. Educational administrators were asked about their understanding in 

regard to why the DOE launched CBE in New Hampshire. Analyzed data indicated that 
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among the responding sample, there was an agreement (M=5.9) that the sample was 

aware of the DOE’s reasons for initiating CBE in the State of New Hampshire. 

Additional descriptive measures confirm the overall current role mean response value. 

Both median and mode calculations aligned with the value of “agree” on the quantitative 

instrument’s 7-point Likert scale (Mdn=6.0 and Mo=6.0). As Table 4.25 illustrates, the 

current role, director of curriculum, responded in the most positive manner with a mean 

response of 6.4 on a 7-point scale. Median and mode values for this role came in at 7.0, 

the highest value possible. Superintendents comprised 35.2% of the responding sample 

and descriptive measures indicated that this role also agreed that they knew the reasons 

why the DOE shifted New Hampshire public education toward competencies (M=5.9, 

Mdn=6.0, and Mo=6.0). Results from all current roles aligned with the entire sample’s 

mean value. Assistant principals, assistant superintendents, principals, and 

superintendents all returned median and mode values of 6.0. This research study 

described the extent that educational administrators have implemented the essential CBE 

characteristics in their high school’s CBE model. An understanding of why New 

Hampshire moved toward competencies revealed important data in regard to initiative 

clarity. This study situated CBE as an educational reform initiative. Initiative clarity is a 

necessary precursor to success (Berson et al., 2015; Bridwell-Mitchell, 2015). New 

Hampshire’s educational administrators resoundingly agreed that they were aware of the 

reasons the state pivoted to CBE. This bodes well for the continued evolvement of CBE. 

 

 

 



TOWARD A COMMON UNDERSTANDING OF CBE IMPLEMENTATION  122 

Table 4.25 

I Know the Reasons why New Hampshire Shifted Toward Competencies. 

Role M Mdn Mo 

Assistant Principal 5.9 6.0 6.0 

Assistant Superintendent 6.1 6.0 6.0 

Director of Curriculum 6.4 7.0 7.0 

Principal 5.7 6.0 6.0 

Superintendent 5.9 6.0 6.0 

Note: N=88 

Was CBE Clearly Defined by the Department of Education (DOE)? 

 Results from the previous general CBE prompt indicated that educational 

administrators were aware of why the DOE made the move toward competencies. 

However, were expectations clear—did the DOE define competencies for New 

Hampshire’s public high schools? Descriptive statistics indicated that this knowledge was 

not commonly held among education administrators. Combined, on a 7-point Likert 

scale, educational administrators “neither agree nor disagree” that competencies had been 

clearly defined by the DOE (M=3.8). The midpoint response, or median, for all current 

roles was congruent to the mean value (Mdn=4.0). The most frequent response from the 

sample, or statistical mode, trended slightly higher with a value of 5.0, which equates to a 

“somewhat agree” on the Likert scale. 

 Assistant superintendents responded the most negatively to this prompt with a 

mean value of 2.9 and a median of 2.5. Twenty-five percent of the responding assistant 

superintendents “strongly disagree” that the DOE clearly defined competencies. Another 

25% of assistant superintendents answered that they “disagree” that the DOE clearly 
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defined competencies. Assistant principals responded the most favorably with the highest 

mean (M=4.4), median (Mdn=5.0), and mode values (Mo=5.0). Their building-level 

counterparts, principals, had the next highest scores (M=4.2, Mdn=4.0, and Mo=4.0). 

Table 4.26 contains the descriptive statistics summarizing the responses to this general 

CBE prompt by the independent variable, current role. These results demonstrate that 

educational administrators do not feel as though the DOE has adequately communicated 

their CBE expectations for school districts. With New Hampshire’s school districts 

emboldened to make their own local CBE implementation decisions (Freeland, 2014), 

this data further shows that local control has impacted the inclusivity of the essential CBE 

characteristics in New Hampshire’s public high school CBE models. 

Table 4.26 

Competencies were Clearly Defined by the DOE? 

Role M Mdn Mo 

Assistant Principal 4.4 5.0 5.0 

Assistant Superintendent 2.9 2.5 5.0 

Director of Curriculum 3.5 3.0 5.0 

Principal 4.2 4.0 5.0 

Superintendent 3.7 4.0 5.0 

Note: N=88 

How Often has the Approach Toward Competencies Changed at your Current High 

School? 

 Are CBE approaches in New Hampshire’s public high schools time-tested and 

long-standing? Or, has the search for clarity and administrative turnover impacted CBE 

strategies? Asking this question demonstrated the volatility of implemented CBE models 
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and brings forth data that may have impacted the ability of educational leaders in terms of 

implementing the essential CBE characteristics in their high school’s CBE model. This 

general CBE prompt asked participants to answer by selecting one of four provided 

responses (“Never,” “2 – 3 times,” “4 – 5 times,” or “More than 5 times”). Fifty-seven of 

the 88 responding administrators (64.8%) indicated that their current high school’s 

approach toward competencies had changed “2 – 3 times” during their tenure.  

Combining the last two response options, “4 – 5 times” and “more than 5 times,” 

20.5% of the entire sample also indicated that their current high school’s approach toward 

CBE had changed four or more times during their tenure. Superintendents, individuals 

charged with leading school districts, responded overwhelmingly that the CBE approach 

at their current high schools had changed multiple times during their tenure, with 93.5% 

of superintendents indicating that the CBE approach had changed two times or more. 

This result for the specific role of superintendent, trended slightly higher than that for all 

current roles, with 85.2% of the entire sample responding that the approach toward CBE 

had changed at least twice during their tenure. Tables 4.27 and 4.28 illustrate the results 

to this general CBE prompt. The frequency of responses indicated that CBE models have 

changed multiple times during professional tenures. 
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Table 4.27 

How Often has your Current High School’s CBE Approach Changed? 

Response n % of Sample 

Never 13 14.8 

2 – 3 times 57 64.8 

4 – 5 times 11 12.5 

More than 5 times 7 8.0 

Note: N=88 

Table 4.28 

CBE Approach Change Response by Current Role 

Role n Never 
2 – 3 

times 

4 – 5 

times 

More than 5 

times 

Assistant Principal 16 18.8% 56.3% 6.3% 18.8% 

Assistant 

Superintendent 
12 8.3% 75.0% 16.7% 0.0% 

Director of 

Curriculum 
11 27.3% 72.7% 0.0% 0.0% 

Principal 18 22.2% 50.0% 16.7% 11.1% 

Superintendent 31 6.5% 71.0% 16.1% 6.5% 

Note: N=88 

 Interpreting and discussing these results is vital to understanding the inclusivity of 

the essential CBE characteristics in New Hampshire’s public high school CBE models. 

Does this data move the field toward a common understanding of the CBE models 

implemented in New Hampshire? What impact do these descriptive and inferential 

statistic have on the field? Do these findings answer the research questions in this study? 

What implications and recommendations emerge from the data analyses? The next 
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section of this chapter outlines a discussion of each CBE characteristic grounded in the 

descriptive and inferential results. From there, recommendations are posed to encourage 

future and related studies. 

Discussion, Implications, and Recommendations 

This research was aimed at describing the extent educational leaders have 

integrated the five essential and research-based CBE characteristics in the CBE models 

they are implementing in their high schools. The essential characteristics are: explicitly 

stated and measured competencies; personalized and flexible student advancement; 

authentic and meaningful assessment practices; timely and responsive remediation 

strategies; and a focus on important learner skills and dispositions. Correspondingly, five 

research questions were posed in this study: 

1. To what extent are New Hampshire public high schools implementing 

competencies that are explicitly stated and measured within their CBE models? 

2. To what extent are New Hampshire public high schools implementing the element 

of student advancement upon mastery within their CBE models? 

3. To what extent are New Hampshire public high schools implementing varied, 

authentic, transferable, and meaningful assessment practices within their CBE 

models? 

4. To what extent are New Hampshire public high schools implementing timely 

intervention strategies within their CBE models? 

5. To what extent are New Hampshire public high schools implementing skills and 

dispositions within their CBE models? 

By surveying public high school and SAU administrators, the researcher analyzed 

participant responses via a quantitative instrument which included these five CBE 

characteristics as overarching survey categories. Sub-questions in each of the five 

characteristics were combined prior to descriptive and inferential analyses. In the next 

section of Chapter Four, these results are discussed and lead to implications and 

recommendations for future research. Next, potential study limitations are denoted. 

Finally, overall conclusions are presented. 
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During this investigation into the inclusivity of the five essential and research-

based CBE characteristics, it became increasingly evident that CBE is a topic that 

requires significant additional research. Each of the five essential CBE characteristics and 

underlying strategies are worthy topics of individual dissertations and academic studies. 

This quantitative study begins to fill a foundational gap of research in the field by 

bringing forth quantitative data that describes the current state of New Hampshire’s 

public high school CBE models in terms of the five essential and research-based CBE 

characteristics. From this study, deeper, differentiated, and related investigations can 

occur. An understanding of the extent these essential and research-based CBE 

characteristics are included in New Hampshire’s public high school CBE models 

provides a data-based grounding to further examine this important topic. 

Study Participants 

 Participants chosen for this study were the key administrative decision-makers 

connected to public high schools in New Hampshire. These positions include: 

superintendents, assistant superintendents, directors of curriculum, high school principals, 

and high school assistant principals. All survey respondents held one of these 

administrative positions when they completed the survey. District-level administrators—

superintendents, assistant superintendents, and directors of curriculum—are charged with 

ensuring educational statutes are implemented in their districts. Related policies are 

passed through school boards and district administration then collaborate with building-

level administrators, in this case high school principals and high school assistant 

principals, to ensure compliance. Essentially, district administrators are charged with the 

“big picture” and macro-level supervision while building-level administrators are more 
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involved with the day-to-day and ongoing discrete supervision of initiatives. Building-

level administrators work with teachers to implement initiatives, such as CBE. 

 Discussion. The data collected from survey participants, in regard to tenure in 

their current role, suggests that many respondents were novice to their current roles and 

had yet to gain the wisdom of positional experience. Analyzed data described this 

inexperience with 40.0% of the entire sample having “0 – 3 years” of experience in their 

current role. Additionally, 73.3% of the entire sample had been in their current position 

for less than seven years. New positions typically result in new responsibilities. This 

finding is noteworthy to the collected results and analyses, as this could have influenced 

participant responses. There is a learning curve to any new position, as such many 

participants may have yet to gain the requisite positional experience to respond to the 

survey prompts. 

Administrative and positional experience may impact CBE perceptions. 

Conversely, data from this study revealed that while the majority of responding 

administrators were new to their current role, they had extensive experience in New 

Hampshire public education. This extensive experience, as indicated by 74.5% of the 

sample having 16 or more years of experience, suggests that the majority of the sample 

had been involved with CBE from its onset in New Hampshire. This is notable 

considering New Hampshire’s public high schools were not officially beholden to 

competencies until the 2008-2009 school year. The representative population queried in 

this study have substantial educational experience connected to CBE and this adds 

validity and trustworthiness to the collected data. The participants in the survey have a 

significant amount of experience in terms of implementing CBE. Data indicated 74.5% of 
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the sample have been in New Hampshire public education the entire time competencies 

have been an expectation as codified in New Hampshire educational rules. 

In this study, superintendents were the most prevalent respondents, accounting for 

35.6% of the entire sample (N=90) in the demographic and first CBE characteristic 

sections. As indicated in Table 4.12, after the first CBE category, one respondent did not 

complete the remainder of the survey. Thus, in the remaining four CBE characteristics, 

superintendents comprised 36.0% of the entire sample (N=89). Table 4.21 illustrates the 

slight change in current role frequencies as one additional respondent did not complete 

the final general CBE prompts section. This changed the entire sample size to 88 and 

35.2% of these respondents were current superintendents. The rest of the sample (N), in 

all instances, included an even distribution of roles contextually ranging from 20.5% 

(principal) to 12.5% (director of curriculum).  

 Beyond validating the representative nature of the sample, analysis of the 

remaining demographic data, seeking patterns and trends in location, size, and free and 

reduced lunch percentage did not reveal any noteworthy demographic findings. The New 

Hampshire School Administrators Association has five regions—North Country, Lakes, 

South West, South East, and South Central. All regions, framed by NHSAA boundaries, 

and virtually all regions (91.7%), as indicated by the 24 New Hampshire Senatorial 

Districts, were included in the sample. Additionally, all high school enrollment 

stratifications and free and reduced lunch percentage classifications were part of the 

sample. This wide and varied representation indicated that the responding sample was 

representative of the entire population of public high schools in New Hampshire and 

descriptions and inferences from this study can be applied to the whole population. There 
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were no evident patterns or trends that emerged from the location, size, and free and 

reduced lunch percentage variables of the sample.  

Subsequent analyses explored if the perceived inclusivity of the five essential and 

research-based CBE characteristics were influenced specifically by the independent 

variable current role. Variance, framed by the independent variable, current role, existed 

in two of the five CBE characteristics. Discussion and recommendations in the ensuing 

sections of Chapter Four suggest reasons for these incongruities and submit 

recommendations for further study.  

Data Binning 

Considering the 7-point Likert scale employed in this research study, to more 

clearly answer the posed research questions, data binning was necessary. Table 4.29 

illustrates the binning of the 7-point Likert scale data in this study. 

Table 4.29 

Binning of 7-point Likert Scale Data 

7-point Likert Response Bin Category 

7 - Strongly agree 

Agree 6 - Agree 

5 - Somewhat agree 

4 - Neither agree nor disagree Neither 

3 - Somewhat disagree 

Disagree 2 - Disagree 

1 - Strongly disagree 
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Through data binning, the 7-point Likert results were assigned into one of three distinct 

categories—“Agree," “Neither,” and “Disagree.” Data binning is essentially a method of 

categorizing information and “is a way to simplify and compress a column of data, by 

reducing the number of possible values or levels represented in the data” (Introduction to 

Data Binning, 2019, p. 3).  

Are Competencies Explicitly Stated and Measured (ESM)? 

 Discussion. The first characteristic that CBE models must include is 

competencies that are explicitly stated and measured (ESM). Researchers have identified 

this as an essential CBE characteristic (Sturgis et al., 2011; Sturgis, 2016; Sturgis, 2017). 

The results from the sub-questions in this category, combined, provided 540 responses 

toward describing the extent to which high school and SAU administrators believe their 

high school’s CBE models include explicitly stated and measured competencies. Data 

collected, combined, and descriptively analyzed, grouped by the independent variable 

current role, indicated that respondents in this study “somewhat agree” (M=5.1) that their 

public high school’s CBE model included competencies that were explicitly stated and 

measured. The median score was 5.0 and the most frequent response, or Mode, was 6.0. 

Framed by 7-point Likert scale employed in this investigation, these descriptive statistics 

presented the central tendency of responses. 

To determine the extent to which competencies are explicitly stated and measured 

in a more straightforward fashion, the combined responses in this characteristic were 

binned, or aggregated, into three categories—“Agree,” “Neither,” and “Disagree.” To 

what extent are New Hampshire public high schools implementing competencies that are 

explicitly stated and measured within their CBE models? Table 4.30 illustrates these 
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binned results showing 74.4% of respondents agreed that their high schools are 

implementing CBE models with competencies that are clearly stated and measured. 

Table 4.30 

Binned ESM Responses 

Binned Category Responses % of Combined Responses 

Agree 402 74.4 

Neither 30 5.6 

Disagree 108 20.0 

 

These descriptive and binned findings are noteworthy as they suggest that according to 

educational administrators in New Hampshire, a majority of the state’s public high 

schools include CBE models with competencies that are explicitly stated and measured. 

This clearly answers the first research question in this study. 

Within this CBE characteristic, inferential data analysis revealed a disagreement 

among current roles in regard to this finding. A one-way analysis of variance (ANOVA) 

returned a p-value of .012, less than the established p-value threshold of .05. This 

indicated that even among experienced educators, there was divergence in perceptions 

and responses to questions about whether competencies are explicitly stated and 

measured within their high school’s CBE model. Comparing each of the five current roles 

led to 10 unique pairwise comparisons. Post hoc analysis showed that among these 10 

comparisons, three of comparisons varied. These included the comparison of assistant 

superintendents to superintendents; the comparison of directors of curriculum to 

principals; and the comparison of directors of curriculum to superintendents. This 

indicated that the perception of ESM was influenced by current role, suggesting there is 
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statistically significant disagreement among New Hampshire’s public high school and 

SAU-level administrators as to the extent CBE models include competencies that are 

explicitly stated and measured. The juxtaposition of this variance along with 74.4% 

agreement to the inclusivity of ESM, could also infer that much like CBE is plagued by a 

lack of clarity (Batalden et al., 2002; Frank et al., 2010; Gervais, 2016; Nodine, 2016; 

Spady, 1977), the characteristic ESM is not clearly defined. However, the fact that the 

majority of high school CBE models were inclusive of ESM indicated that educational 

leaders effectively mediated local forces and were able to implement this essential CBE 

characteristic. 

Implications and Recommendations. Results, framed by the 7-point Likert scale 

and determined by descriptive statistics, suggest that among the supporting ESM sub-

questions in this category, there is need for further study on competency language that 

empowers student ownership (M=4.5) and whether New Hampshire’s CBE models 

clearly communicate competency progress (M=4.6). These statistics were lower than the 

combined mean value for the category (M=5.1). Comparing these sub-question results 

with previous research suggests that student information systems (SIS) may be barriers to 

effectively communicating student progress and could be impacting respondent’s 

perceptions of the inclusivity of ESM in their high school’s CBE model (Freeland, 2014). 

Respondent answers fell between “neither agree nor disagree” and “somewhat agree” 

when asked specifically if their CBE model clearly communicates competency progress. 

Student information systems are the applications used to communicate a student’s 

academic progress to students, parents, teachers, and other stakeholders. Consequently, 

the field would benefit from studies into the effective use of SIS applications in 
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communicating competency progress. A specific research study on student information 

systems and competency reporting would add valuable information to the field of CBE 

by bringing forth data to help answer the following questions: What methods of reporting 

are effective, clear, and consistent? What are stakeholders seeking in regard to 

competency progress reports? Which SIS systems are effective in communicating 

competencies and student progress in CBE models? 

Do Students Advance Upon Mastery (ADV)? 

Discussion. Student advancement upon mastery through a CBE model—also 

referred to as flexible student progressions—is an essential and research-based CBE 

characteristic (Sturgis et al., 2011; Sturgis, 2016; Sturgis, 2017). The second research 

question in this study asked educational administrators about student advancement in 

their high school’s CBE model. Combining the sub-questions in this category provided 

444 data points to analyze. Based on descriptive measures, survey respondents 

collectively answered that their perception of the inclusivity of this trait fell between 

“somewhat agree” and “neither agree nor disagree” (M=4.5) as calibrated by the 7-point 

Likert scale used in this study. Statistics describing the central tendency of responses 

brought forth additional data to consider, Mdn=5.0 and Mo=6.0. However, these statistics 

require further explanation. The Likert scale adjective, “somewhat” and the description 

“neither agree nor disagree” leave room for inference. To what extent are New 

Hampshire public high schools implementing the element of student advancement upon 

mastery within their CBE models? To answer the research question in a more succinct 

manner, the responses in this characteristic were binned, or aggregated, into three 
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categories—“Agree,” “Neither,” and “Disagree.” Table 4.31 displays these binned 

results. 

Table 4.31 

Binned ADV Responses 

Binned Category Responses % of Combined Responses 

Agree 259 58.3 

Neither 25 5.6 

Disagree 160 36.0 

 

A collective mean of 4.5 is not strong evidence that student advancement upon mastery is 

a characteristic consistently included in New Hampshire’s public high schools CBE 

models. This result described that student advancement is a characteristic that high school 

and SAU administrators are not completely confident their CBE models include. Binned 

results indicate 58.3% of the sample agree and 36.0% disagree that students advance 

upon mastery in their high school’s CBE model (Table 4.31). 

There was no statistically significant variance in this response by the independent 

variable, current role. That being the case, there was consistent evidence from New 

Hampshire’s educational administrators. The low collective mean score (M=4.5), along 

with binned data indicating that only 58.3% of respondents agree that students advance 

upon mastery in their high school’s CBE model, and binned data revealing 36.0% of 

respondents disagree that students advance upon mastery in their high school’s CBE 

model suggest that student advancement upon mastery is a characteristic that merits 

further study. Competency-based education models are focused on breaking down 

traditional time-based progressions and establishing learner-centric educational journeys 
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(Casey, 2018; Curl, 2014; Levine, 2019). How can New Hampshire’s public high schools 

more adeptly foster student advancement upon mastery? Considering bell schedules, 

quarters, semesters, and high school graduation requirements this characteristic is 

difficult to effectively and consistently implement. 

 Implications and Recommendations. This study reveals that among the five 

essential and research-based CBE characteristics, respondents perceive student 

advancement upon mastery as the least included in their high school’s CBE model. With 

this study revealing only 58.3% of respondents agreeing that their high school’s CBE 

model includes student advancement upon mastery, this indicates there remains much to 

be discovered in regard to this particular CBE characteristic. Therefore, research focused 

on student advancements will benefit CBE by bringing forth new knowledge for 

practitioners to consider and deploy. How can students advance upon mastery within a 

CBE model? How are students advancing in the 58.3% of models where this 

characteristic is included? Student advancement within a CBE model does not have to be 

linear and solely focused on progressions to subsequent courses upon mastery. Perhaps 

students can advance upon mastery by enriching and deepening their studies in currently 

enrolled courses through continued personalized study in the subject’s competency areas 

while a particular course is in progress? These findings can be the impetus behind further 

research focused on student advancement upon mastery within a CBE model. 

Considering the theoretical framework for this study, data indicated that educational 

administrators have not been able to mediate local forces in their ADV implementation 

efforts. 
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Are CBE Assessment Practices Varied, Authentic, Transferable, and Meaningful 

(ASSMNT)? 

Discussion. How are students being asked to demonstrate their knowledge and 

skills within their public high school’s CBE model? What assessment strategies are being 

utilized? Are competency assessments, varied, authentic, transferable, and meaningful? 

The intent of this study was to bring forth reliable data that allowed the researcher to 

describe to what extent New Hampshire’s public high schools CBE models are inclusive 

of the five essential and research-based CBE characteristics. As such, the third research 

question in this study asked participants about their perceptions in regard to their public 

high school’s CBE model’s inclusivity of varied, authentic, transferable, and meaningful 

assessments. All of the results from the sub-questions in this category combined provided 

530 responses toward answering the research question—to what extent are New 

Hampshire public high schools implementing varied, authentic, transferable, and 

meaningful assessment practices within their CBE models? Framed by the 7-point Likert 

scale utilized in this study, collectively (N=89), responding administrators answered that 

they “somewhat agree” that their high school’s CBE model included varied, authentic, 

transferable, and meaningful assessment practices (M=5.0).  

To answer the research question through the lens of binned data, the responses in 

this characteristic were aggregated into three categories—“Agree,” “Neither,” and 

“Disagree.” Table 4.32 displays these binned results. 
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Table 4.32 

Binned ASSMNT Responses 

Binned Category Responses % of Combined Responses 

Agree 416 78.5 

Neither 33 6.2 

Disagree 81 15.5 

  

These binned results bring forth a clear response to the third research question. As 

indicated in Table 4.32, an overwhelming majority, 78.5%, of respondents believe their 

high school’s CBE model includes varied, authentic, transferable, and meaningful 

assessment practices. 

While the binned data reveals a clear result, the 7-point Likert scale employed in 

this study included the option “somewhat agree.” The numerical response that aligns with 

this option is a five. The combined mean score of the 530 responses in this category 

(M=5.0), along with the binned data suggests that while participants agree to the 

inclusivity of this characteristic, the adjective “somewhat” leaves room for interpretation. 

Despite the high level of binned agreement (78.5%), there may be some divergence in 

that level of overall agreement. This deduction was supported by inferential data that 

revealed there was some variance in the survey responses influenced by the participant’s 

current role. Among the 10 pairwise comparisons, there was one comparison that 

indicated variance. The pairwise comparison of the role assistant superintendent and 

principal varied enough in their responses to infer that current role influenced their 

answers. Data from this study, descriptively and inferentially analyzed, indicates a high 

level of agreement that New Hampshire’s high school CBE models include assessment 
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practices that are varied, authentic, transferable, and meaningful. However, the same 

ambiguity that CBE suffers from may also pervade administrative perceptions of the 

assessment strategies New Hampshire’s public high schools are employing in their CBE 

models. For the field to evolve in the realm of CBE, CBE and its component parts must 

be clearly understood. 

 Implications and Recommendations. Researchers propose that competency 

assessment practices ought to include project-based and authentic assessment strategies 

(Casey, 2018; Freeland, 2014; Levine, 2019; Sturgis et al., 2011; Sturgis, 2016; Sturgis, 

2017). The data collected, analyzed, and binned in this study indicates that 78.5% of the 

sample feels their high school’s CBE model includes assessments that are varied, 

authentic, transferable, and meaningful. However, this study does not include a thorough 

analysis of CBE assessment practices. That said, future research could focus on CBE 

assessment strategies now that the perceived inclusivity of the characteristic has been 

described. How are educational administrators supporting these varied, authentic, 

transferable, and meaningful assessment practices? Aspiring academicians can delve into 

this particular topic to build upon this research study by bringing forth information on 

how assessment practices within CBE are asking students to demonstrate their knowledge 

and skills. Data revealed that New Hampshire’s educational administrators are effectively 

mediating local forces in implementing CBE assessments that are meaningful, authentic, 

and transferable. With this knowledge of implementation, future research could explore 

what makes an assessment meaningful within in CBE model? What makes an assessment 

transferable in a CBE model? What makes an assessment authentic in a CBE model? 

What mixture of assessment strategies is most effective in a CBE model? 
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Are CBE Intervention Strategies Timely and Responsive (INT)? 

Discussion. Do CBE models include timely and responsive intervention 

strategies? How do CBE models afford opportunities for teachers to quickly react to 

student progress and learning? The fourth research question in this study queried 

administrators about this essential CBE characteristic. Sub-questions in this category 

provided 439 responses to evaluate this research question. With a collective mean value 

of 5.1, calibrated by the 7-point Likert scale, participants answered that they “somewhat 

agree” that their high school’s CBE model included timely and responsive intervention 

strategies. The median value for combined results provided a similar result (Mdn=5.0), 

while the most frequent of the 439 responses, the mode, was 6.0. To answer the research 

question in a more concise manner, and bring clarity to the overall mean value of 

“somewhat agree,” the responses in this characteristic were binned, or aggregated, into 

three categories—“Agree,” “Neither,” and “Disagree.” Table 4.33 displays these binned 

results. 

Table 4.33 

Binned ASSMNT Responses 

Binned Category Responses % of Combined Responses 

Agree 339 77.2 

Neither 25 5.7 

Disagree 75 17.1 

  

Along with these descriptive statistics, inferential data signaled that the current 

role of survey participants did not influence their perception of the inclusivity of this 

essential and research-based characteristic in their high school’s CBE model in any 
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statistically significant manner. Analyzing the responses in this category in a descriptive 

fashion illustrated participants “somewhat agree” that their high school’s CBE model was 

inclusive of this CBE characteristic and binned data lends further clarity to the results. As 

indicated in Table 4.33, the majority of respondents, 77.2% based on binned data, agree 

that their high school’s CBE model includes timely intervention strategies. The adjective 

“somewhat,” associated with the combined mean value may insinuate that there is an 

overall uncertainty about these timely CBE intervention strategies; however, inferential 

analysis did not indicate any variance based on the independent variable, current role. 

 Implications and Recommendations. Researchers have identified timely 

interventions as an essential CBE characteristic (Casey, 2018; Freeland, 2014; Levine, 

2019; Sturgis et al., 2011; Sturgis, 2016; Sturgis, 2017). This study did not include a 

thorough analysis of timely CBE intervention strategies; however, the data collected, 

analyzed, and binned in this study indicated that 77.2% of the sample feels their high 

school’s CBE model includes timely intervention strategies. This demonstrated that 

educational leaders have been effective in mediating local forces during their INT 

implementation efforts. That said, future research could focus on identifying the timely 

intervention strategies being used. How are schools supporting these timely intervention 

strategies? Which schedules are most effective? Additional studies exploring intervention 

strategies would bring forth valuable information about the capacity of schools when it 

comes to supporting responsive intervention strategies in their CBE models. Research 

that examines the efficacy of intervention strategies and which schedules foster and 

support timely intervention strategies would benefit the field and assist ongoing CBE 

efforts.  
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With an understanding of the extent to which New Hampshire’s public high 

school CBE models include timely intervention strategies, associated and more specific 

research can occur. Academic research involving specific intervention practices, the 

nexus of assessments and interventions, and how competency progress data is leveraged 

to identify necessary interventions, would provide state agencies and local districts with 

valuable information for their local CBE implementations and continued CBE 

evolvement. Timely and responsive intervention strategies are essential to CBE. Much 

research can occur in this realm. What are schools using for timely intervention 

strategies? Which intervention strategies are effective in remediating student learning 

within a CBE model? How are schools organizing their resources to nimbly react to 

student learning? 

Do Competencies Include a Focus on Important Skills and Dispositions (SD)? 

Discussion. The final research question in this study focused on the fifth essential 

and research-based CBE characteristic and asked to what extent are New Hampshire 

public high schools implementing skills and dispositions within their CBE models? 

Researchers assert that CBE models should emphasize student mindsets and how they 

acquire knowledge and skills (Casey, 2018; Freeland, 2014; Levine, 2019; Sturgis et al., 

2011; Sturgis, 2016; Sturgis, 2017). The sub-questions in this category provided 430 

combined data points to analyze and describe if New Hampshire public high school’s 

CBE models include important skills and dispositions. As assessed by the 7-point Likert 

scale utilized in this study, descriptive statistic indicated that the entire sample (N=89) 

responses fell between “somewhat agree” and “agree” that their high school’s CBE 
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model included a focus on important skills and dispositions (M=5.3, Mdn=6.0, and 

Mo=6.0).  

Binning the 430 responses answers this fifth research question in a more concise 

manner. As such, the responses in this characteristic were binned, or aggregated, into 

three categories—“Agree,” “Neither,” and “Disagree.” Viewing the data in this 

compressed fashion, strips away the adjective “somewhat” included in the 7-point Likert 

scale and provides a different lens to view the descriptive statistics. Table 4.34 displays 

these binned results. 

Table 4.34 

Binned SD Responses 

Binned Category Responses % of Combined Responses 

Agree 337 78.4 

Neither 23 5.3 

Disagree 70 16.3 

  

Binned results bring forth a clear answer, 78.4% of respondents agree that their high 

school’s CBE model includes a focus on important learner skills and dispositions (Table 

4.34). Additionally, inferential analysis revealed that this perception did not vary based 

on the respondent’s current role. That being the case, a clear answer emerges—important 

skills and dispositions are included in New Hampshire’s public high school CBE models. 

 Implications and Recommendations. How are schools embedding important 

skills and dispositions into their CBE models? What are these important skills and 

dispositions? On the heels of this foundational study, further research could delve into 

this CBE characteristic. Additional research would benefit the field and provide 
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practitioners with useful and timely information as they explore CBE as well as the 

characteristic of important learner skills and dispositions. This researcher sought to 

establish foundational knowledge describing the extent to which learner skills and 

dispositions are included in New Hampshire’s public high school CBE models. As such, 

the included discussion of skills and dispositions is relatively cursory in nature, simply 

seeking perceptions about inclusivity. This study determined that 78.4% of the sample 

agreed that their CBE model includes skills and dispositions (Table 4.34). 

However, the broad topic of learner skills and dispositions has garnered increased 

interest with the terms grit and perseverance lending context to these skills and 

dispositions and rising to educational “buzzword” status in the past decade (Stokas, 

2015). Additionally, and more recently, social emotional learning (SEL) adds further 

definition to important skills and dispositions and has also risen to prominence (Lawlor, 

2016). Grit, perseverance, and SEL are connected to learner skills and dispositions 

(Lawlor, 2016; Stokas, 2015). What is the nexus of these topics and the characteristic of 

skills and dispositions within a CBE model? With data that describes the extent to which 

this characteristic is included in New Hampshire’s public high school CBE models, 

school districts and state agencies would benefit from further study about skills and 

disposition by clearly defining this characteristic. Do the current trends of grit, 

perseverance, and social emotional learning connect to skills and dispositions within a 

CBE model?  

Along with the five research questions posed in this study, additional data was 

collected to bring forth data in regard to general CBE perceptions. This data provided 

additional information connected to the theoretical framework used in this study, zone-of-
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mediation. This framework identifies schools as “zones” where local forces must be 

mediated as educational initiatives are deployed. The general CBE questions bring forth 

additional information connected to these local forces. 

General CBE Prompts 

Has CBE Impacted Student Learning? Among the responding administrators 

and based on the 7-point Likert scale used in this study, central tendency algorithms 

described that the sample agreed that CBE impacts student learning (M=5.3, Mdn=6.0, 

and Mo=6.0). Binning the data provides a manner to view the results in an aggregated 

fashion. The 7-point Likert scale was combined into three categories—“Agree,” 

“Neither,” and “Disagree.” Table 4.35 displays these binned results. 

Table 4.35 

Does CBE Impact Student Learning? Binned Responses 

Binned Category Responses % of Combined Responses 

Agree 67 76.1 

Neither 15 17.0 

Disagree 6 6.8 

 Note: N=88 

Compressing this data brings forth a clear response, 76.1% of polled administrators 

believe that CBE impacts student learning (Table 4.35). This result is noteworthy in that 

it indicates high school assistant principals, high school principals, directors of 

curriculum, assistant superintendents, and superintendents agree that CBE impacts 

student learning. This result can be leveraged as state-level agencies and local school 

districts continue with their CBE efforts. As educational administrators mediate teacher 

values and beliefs and community values and beliefs, a general belief that CBE impacts 
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student learning is an important underlying condition. Implementing CBE is not easy. 

The fact that these efforts impact student learning will help administrators as they 

continue to mediate the local influences within their current schools and learning 

communities. 

Were Students Involved in the Creation of the CBE Model? CBE seeks to 

empower students (Sturgis et al., 2011). Therefore, the quantitative instrument used in 

this study asked if students were involved in the creation of their high school’s CBE 

model. Were student voices heard? Data revealed that students were not included in the 

development of their high school’s CBE model (M=3.0). The median value (Mdn=3.0) 

and mode (Mo=2.0) indicated participants disagreed when asked if students were 

involved in the creation of their high school’s CBE model. Viewing participant responses 

in a compressed 3-point scale strips away the adjective “somewhat” that was part of the 

7-point Likert scale utilized in the study. 

Table 4.36 

Were Students Involved in the Creation of CBE Model? Binned Responses 

Binned Category Responses % of Combined Responses 

Agree 15 17.0 

Neither 17 19.3 

Disagree 56 63.6 

 Note: N=88 

Binning the data involved aggregating the 7-point Likert values into three categories—

“Agree,” “Neither,” and “Disagree.” Table 4.36 displays these binned data for this 

general CBE prompt. These results indicate that 63.6% of respondents felt students were 

not included in the development of their high school’s CBE model. An aim of CBE is 
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student empowerment and engendering student ownership of their own learning. This is 

evident in the way researchers describe the five essential CBE characteristics (Levine, 

2019). Whether it is in the way competencies are explicitly stated, in the personalized 

assessments, or in the intervention strategies used, student empowerment is a consistent 

theme in CBE (Levine, 2019). 

Has CBE Impacted Instruction? Results described administrator responses 

landed between “somewhat agree” and “agree” when asked if CBE has impacted 

instruction. Framed by the study’s 7-point Likert scale, mean, median, and mode 

calculations described the central tendency of responses (M=5.1, Mdn=5.0, and Mo=6.0). 

To view these results in a condensed manner, the 7-point Likert responses were binned 

into three categories—“Agree,” “Neither,” and “Disagree.” Table 4.37 displays these 

binned results for this general CBE prompt. 

Table 4.37 

Does CBE Impact Instruction? Binned Responses 

Binned Category Responses % of Combined Responses 

Agree 68 77.3 

Neither 10 11.4 

Disagree 10 11.4 

 Note: N=88 

Table 4.37 illustrates that 77.3% of respondents agreed that CBE impacts 

instruction. Much like the perceived impact on student learning (Table 4.35), this result 

bodes well for continued CBE efforts. Since there is agreement that CBE impacts 

learning and teaching, these perceptions suggest that stakeholders will continue to invest 

their time and energies into CBE. This finding is significant as prior to this 
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comprehensive study, stakeholder perceptions, representative of all New Hampshire 

public high schools in regard to the value of CBE, were unknown. This results also 

suggests that administrators will continue to mediate the local forces at their public high 

schools to implement the essential CBE characteristics. 

Aware of the Reasons New Hampshire Implemented CBE? Collected and 

analyzed data also concluded that respondents “agreed” that they were aware of the 

reasons the New Hampshire Department of Education (DOE) shifted public high schools 

toward competencies. As framed by the 7-point Likert scale, descriptive statistics 

(M=5.9, Mdn=6.0, and Mo=6.0) bring forth this result. Binning the data provides a 

manner to view the responses in an aggregated fashion. The 7-point Likert scale values 

were combined into three categories—“Agree,” “Neither,” and “Disagree” and results 

were redistributed appropriately into these categories. Table 4.38 displays these binned 

results. 

Table 4.38 

I Know the Reasons why New Hampshire Shifted Toward CBE? Binned Responses 

Binned Category Responses % of Combined Responses 

Agree 76 86.4 

Neither 11 12.5 

Disagree 1 1.1 

 Note: N=88 

Overall, 86.4% of participants responded that they were aware of the reasons the 

DOE brought CBE to New Hampshire (Table 4.38). This finding is noteworthy and 

valuable to the field. This suggests that the majority of educational administrators were 

aware of the reasons CBE was brought to New Hampshire. Mission clarity is imperative 
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for initiatives to meet with success (Berson et al., 2015). State agencies and local district 

administrators can use this knowledge to bolster their continued CBE implementation 

efforts. However, this positive result may be offset by the DOE’s inability to define CBE 

and put forth cogent expectations and standards for this initiative. Despite almost 15 

years of implementation, this lack of clarity from the DOE still has some schools 

grappling with initial implementation efforts (Scheopner Torres et al., 2015). 

Was CBE Clearly Defined by the DOE? Data indicates that study participants 

“neither agree nor disagree” that the DOE clearly defined CBE. Descriptive statistics, 

frame by the 7-point Likert scale describe these results (M=4.2, Mdn=4.0, and Mo=4.0). 

To view the results of this prompt in a more streamlined fashion, the data was binned into 

three groupings. Binning the data involved aggregating the 7-point Likert values into 

three categories—“Agree,” “Neither,” and “Disagree.” Table 4.39 displays these binned 

results for this general CBE prompt. 

Table 4.39 

CBE was Clearly Defined by the DOE? Binned Responses 

Binned Category Responses % of Combined Responses 

Agree 41 46.6 

Neither 10 11.4 

Disagree 37 42.0 

 Note: N=88 

Only 46.6% of participants responded that they felt the DOE has clearly defined 

competencies (Table 4.39). This result demonstrates that the DOE did not clearly define 

CBE in New Hampshire. By failing to clearly describe CBE, the DOE continued a trend 
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in CBE that has befell previous iterations in other states and professional fields (Batalden 

et al., 2002; Frank et al., 2010; Gervais, 2016; Nodine, 2016; Spady, 1977). 

Implications and Recommendations. These general CBE prompts revealed 

some very promising results and a few areas of concern. Educational administrators 

believe that CBE is making a difference in teaching and learning. However, results from 

this investigation indicate that students were not involved in developing CBE models. As 

CBE seeks to empower students, involving them in CBE decisions is a step toward that 

goal. Additionally, the DOE must clearly define competencies and establish appropriate 

expectations therein. Without clarity, initiatives are doomed to fail (Gelbart, 2019). Local 

control, previous initiatives, leadership turnover, parent / community values and beliefs, 

and teacher values and beliefs have all led to unique and locally implemented CBE 

models. The DOE must pay proper homage to these diverse CBE journeys and bolster 

CBE efforts with a well-articulated definition and strategically conceived set of 

expectations for the field. 

Local Forces Influencing CBE in New Hampshire 

 Discussion. The theoretical framework chosen for this study, zone-of-mediation, 

describes schools as locations (or zones) where a variety of forces must be effectively 

handled (or mediated) as educational initiatives are introduced and implemented. From 

this investigator’s nearly three decades of experience in New Hampshire public 

secondary education, to include almost two decades of work implementing CBE models 

as a classroom teacher, a department chair, an academic dean, an assistant superintendent, 

and a superintendent of schools, these forces include: local control, successes and failures 

of previous educational initiatives, teacher values and beliefs, administrative turnover, 
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and community values. Results from this quantitative study in regard to the most 

impactful force were incredibly consistent. 

 Following the subset of categorical questions connected to each of the five 

essential CBE characteristics, respondents were asked to assess which local forces were 

most impactful on the inclusion of the CBE characteristic. The following categories were 

employed to capture these responses: local control, previous initiatives, leadership 

(building and SAU level) turnover, parent and/or community values, and teacher values 

and beliefs. The response scale was 0 – 10 with 0 being no impact and 10 indicating 

maximum impact.  

In each of the five essential and research-based CBE characteristic, the force that 

respondents identified as the most impactful was “teacher values and beliefs.” Statistics 

described the central tendency of the influence “teacher values and beliefs” in the 

following manner. Table 4.40 illustrates the descriptive responses to “teacher values and 

beliefs.” 

Table 4.40 

Descriptive Data – The Impact of Teacher Values and Beliefs (Scale of 0 – 10) 

Essential CBE Characteristic M Mdn Mo 

Impact on Explicitly Stated and Measured (ESM) 7.2 8.0 8.0 

Impact on Student Advancement (ADV) 7.3 8.0 8.0 

Impact on Assessment Strategies (ASSMNT) 7.9 8.0 8.0 

Impact on Timely Interventions (INT) 7.3 8.0 9.0 

Impact on Skills and Dispositions (SD) 7.2 8.0 8.0 

Note: N=88 
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On a scale of zero through 10 (10 being the most significant impact), survey participants 

were asked to assess the impact of “teacher values and beliefs” on their current high 

school’s CBE model within the context of each specific trait. Combining the responses 

from all five categories and considering the 10-point impact scale, participants responded 

with a mean value of 7.4, a median value of 8.0, and the most frequent response—or 

mode—was 9.0 (Table 4.40). The evidence is clear, teacher values and beliefs are the 

most significant local force that must be considered at schools as educational initiatives 

are implemented. Data from this study provided descriptive statistics that affirmed that 

teacher values and beliefs must be effectively addressed as CBE models are 

implemented.  

Implications and Recommendations. Without a doubt, when administrators are 

bringing forth CBE implementation and evolvement efforts, they must be cognizant of 

teacher values and beliefs. As aforementioned, both SAU and high school administrators 

believe that CBE is impacting teaching and learning. Leveraging that perception to 

engage teachers in continued CBE practices is highly recommended. 

 General CBE Conclusions. Competency-based education is not a well-

researched topic (Scheopner Torres et al., 2015; Scheopner Torres et al., 2018; Sturgis, 

2019). By describing the extent to which New Hampshire’s high school and SAU 

administrators perceive that public high schools CBE models are inclusive of the five 

essential and research-based CBE characteristics, this foundational study fills an 

important gap in the field and can buttress future and related academic inquiries. At the 

highest level, this study described the inclusion of the five essential and research-based 

CBE characteristics in New Hampshire’s public high school CBE models as perceived by 



TOWARD A COMMON UNDERSTANDING OF CBE IMPLEMENTATION  153 

high school and SAU administrators. This revealed if New Hampshire’s CBE efforts are 

valid in terms of the characteristics CBE models ought to include. Educational 

administrators were also asked about the impact of local influence in their 

implementation efforts. Before student advancement within a CBE model can be 

explored, for example, there should be foundational knowledge describing if these 

characteristics exist in the CBE models implemented in New Hampshire’s public high 

schools.  

Competency-based education is ubiquitous in the United States (Levine & 

Patrick, 2019; Truong, 2019). However, CBE is referred to by a few different names. 

Some states refer to CBE as proficiency-based learning, while other states are operating 

in standards-based systems. Still other states are engaged in inquiry-based or mastery-

based learning models (Curl, 2014; Levine & Patrick, 2019; Patrick, & Sturgis, 2015; 

Scheopner Torres et al., 2018). All of these outcome-based systems share common goals. 

A comprehensive study on the outcome-based education systems in the United States 

may help unite the field as well.  

Limitations 

 While this study was designed to be a comprehensive analysis of the inclusivity of 

the five essential and research-based CBE model characteristics in New Hampshire’s 

public high schools CBE models, this study had limitations. The first limitation is the fact 

that the research was focused solely in New Hampshire. This was an obvious geographic 

constraint. Additionally, based on New Hampshire’s demographic profile, this study was 

also limited in racial and ethnic diversity. New Hampshire is predominantly Caucasian 

and the state’s demographics are not commonly shared across other states and regions. 
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For context, in 2020 New Hampshire’s “White alone” percentage was 88.3% according 

to the United States Census Bureau. Comparatively, the “White alone” percentage for the 

United States was 61.6%. New Hampshire’s “Diversity Index” was 23.6% while 

nationally the “Diversity Index” was 61.1% (U.S. Census Bureau, 2021). New 

Hampshire’s population is relatively homogenous in comparison to the national average. 

Findings and conclusions may not be transferable to other states.  

This research highlighted New Hampshire’s reliance on local control. Other states 

implementing CBE, or other outcome-based educational models, may not have the same 

local forces influencing implementation efforts. New Hampshire’s long history of local 

control is unique. Additionally, the scope of this study was focused on public schools and 

only secondary education institutions (high schools). All private and sectarian schools, as 

well as public middle and elementary schools were excluded from this research. Findings 

were limited to New Hampshire’s public high schools. Moreover, five research-based and 

essential CBE characteristics were used to organize this investigation. Competency-based 

process questions, analysis, findings, and conclusions were limited to these 

characteristics. Data analyses relied on responses of educational administrators from New 

Hampshire’s public-school districts and public high schools. All of these administrators 

have experienced CBE differently as local influences impacted their experiences and 

perceptions. That said, each administrator has developed their own interpretations and 

beliefs in regard to CBE. Additionally, with Likert style surveys, there is a risk of inflated 

results, as respondents may not wish to portray themselves or their organization in a 

negative manner. 
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The fact that superintendents accounted for more than one-third of the participants 

in this study is a potential limitation. Their responses have a greater influence on the 

inclusivity findings than any other current role. As the researcher was a currently serving 

superintendent in the state of New Hampshire, the predominance of superintendents in 

the sample can be explained through this collegial connection. Moreover, follow up 

emails, after the initial general invite to all public-school superintendents, assistant 

superintendents, directors of curriculum, assistant principals, and principals were sent 

directly to superintendents, requesting their active participation, and entreating 

superintendents to encourage their administrative colleagues (assistant superintendents, 

directors of curriculum, assistant principals, and principals) to engage in the study. 

Conclusions 

 Researchers have identified the essential characteristics CBE models should 

include (Casey, 2018; Freeland, 2014; Levine, 2019; Levine & Patrick, 2019; Scheopner 

Torres et al., 2018; Sturgis et al., 2011; Sturgis 2016; Sturgis, 2017). These 

characteristics are: competencies are explicitly stated and measured; student advancement 

upon mastery; varied, authentic, transferable, and meaningful assessment practices; 

intervention strategies respond to student progress in a timely fashion; and learning 

outcomes focused on competencies along with important skills and dispositions. New 

Hampshire’s public high schools have been operating under the auspices of competencies 

since the 2008-2009 academic year. However, prior to this study, no research has 

described the extent to which New Hampshire’s administrators have integrated these 

CBE characteristics in the CBE models implemented at their public high schools. 
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 This study provides that foundational knowledge. Data, from a representative 

sample of high school (assistant principals and principals) and district-level (directors of 

curriculum, assistant superintendents, and superintendents) administrators, descriptively 

and inferentially analyzed, led to the following conclusions: 

1. The majority of New Hampshire’s public high school CBE models include 

competencies that are explicitly stated and measured. 

2. New Hampshire’s public high school CBE models have yet to fully implement 

student advancement upon mastery. 

3. Varied, authentic, transferable, and meaningful assessments are found in the 

majority of New Hampshire’s public high school CBE models. 

4. The majority of New Hampshire’s public high school CBE models include timely 

and responsive intervention strategies. 

5. The majority of New Hampshire’s public high school CBE models focus on 

important learner skills and dispositions. 

6. Teacher values and beliefs must be addressed while implementing CBE models. 

7. The majority of high school assistant principals, high school principals, directors 

of curriculum, assistant superintendents, and superintendents believe that CBE 

impacts student learning and teaching. 

8. Students were most often not involved in CBE model design and decisions. 

9. The majority of high school assistant principals, high school principals, directors 

of curriculum, assistant superintendents, and superintendents understand why 

New Hampshire shifted toward competencies. 

10. Officials at the New Hampshire Department of Education have not clearly defined 

CBE expectations for local districts and schools. 

There is scant empirical evidence on the educational impacts of CBE (Scheopner 

Torres et al., 2015; Scheopner Torres et al., 2018; Sturgis, 2019). Despite that, 

competency-based education exists in 49 of the 50 United States (Levine & Patrick, 

2019; Truong, 2019). This foundational study, identifying the extent to which New 

Hampshire’s educational administrators have integrated the five essential CBE 

characteristics in their public high school’s CBE model fills an important gap in research. 

Information about CBE implementation is a necessary precursor to studying the impact of 

CBE on student achievement (Ryan & Cox, 2017). This study is the first comprehensive 

description of the CBE models implemented in New Hampshire’s public high schools 
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and may provide a foundation for future studies by moving the field further toward a 

common understanding of CBE implementation. 
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Appendix B – Quantitative Instrument 

 

 

 

 

 

 

 Page 1 of 18 

Quantitative Data Collection Instrument | 
Towards a Common Understanding of 
Competencies 
 

 

Start of Block: Introduction 

 

Towards a Common Understanding of Competencies      

Please complete this anonymous survey on competency-based education (CBE) 

implementation within your current district's high school. This quantitative survey is 

completely anonymous. The aim of this investigation is to determine to what extent New 

Hampshire’s public high school CBE models are inclusive of the five essential and research-

based CBE characteristics, thus providing a foundational study to support continued CBE efforts 

and research throughout New Hampshire.      

 

Thank you in advance for your time and consideration. Please do not hesitate to reach out with 

questions or concerns. 

 

End of Block: Introduction 
 

Start of Block: Demographic Questions 

 

D1 Please identify your current role or the role that is closest to your current position (choose one). 

o Assistant Principal 

o Assistant Superintendent 

o Director of Curriculum 

o Principal 

o Superintendent 
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D2 How long have you been in your current role (inclusive of this year)? 

o 0 - 3 years 

o 4 - 6 years 

o 7 - 10 years 

o More than 10 years 

 

 

 

D3 How many years have you been employed in public education in New Hampshire (inclusive of this 

year)? 

o 0 - 10 years 

o 11 - 15 years 

o 16 - 20 years 

o 21 - 25 years 

o More than 25 years 

 

 

 

D4 Which New Hampshire State Senate District is your current high school located in? For your 

reference and confirmation, please access the following link (or paste the address in your browser) 

- http://gencourt.state.nh.us/Senate/members/DistrictMap.aspx. 
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o District 1 

o District 2  

o District 3 

o District 4 

o District 5 

o District 6 

o District 7 

o District 8 

o District 9 

o District 10 

o District 11  

o District 12  

o District 13  

o District 14  

o District 15  

o District 16  

o District 17 

o District 18  

o District 19  

o District 20 
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o District 21  

o District 22  

o District 23  

o District 24  

 

 

 

D5 Which New Hampshire School Administrators Association (NHSAA) Region is your current high 

school located in?  

(click on the image below for a larger view) 

 

 

o North Country  

o Lakes  

o South West  

o South Central  

o South East  
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D6 How many students are enrolled in your current district’s high school? Please choose one. 

o Less than 200 

o 201 - 400 

o 401 - 600 

o 601 - 800  

o 801 - 1000  

o More than 1000  

 

 

 

D7 What is the Free and Reduced (F&R) percentage at your current high school? 

 (This public data from the UNH Carsey Center of Public Policy) has 2019-2020 F&R rates by public 

high school). 

o Less than 4.9%  

o 5% - 9.9% 

o 10% - 14.9%  

o 15% - 19.9% 

o 20% - 24.9% 

o 25% - 29.9% 

o 30% - 34.9%  

o 35% - 39.9% 

o 40% - 49.9%  

o More than 50%  

End of Block: Demographic Questions 
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 Page 3 of 18 

Start of Block: Competencies are explicitly stated and measured 

 

Competencies are Explicitly Stated and Measured  

For the following CBE questions, please choose an answer based on your experiences and 

perspective at your current high school. If a question does not apply (in your opinion), please 

choose “n/a.” 

 

 

 

ESM1 - Each course at your current high school has clearly stated competencies. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Clearly 
stated?  o  o  o  o  o  o  o  o  

 

 

 

 

ESM2 - At your current high school, the competencies for each course are accessible to students, 

parents, and teachers. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Accessible?  o  o  o  o  o  o  o  o  
 

 

 

 

ESM3 - At your current high school, competencies are presented in clear language for student and 

parent/guardian understanding. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 
agree 

n/a 

Clear 
language?  o  o  o  o  o  o  o  o  
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ESM4 - At your current high school, competencies include language that empowers students and 

engenders student ownership of their learning. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 
agree 

n/a 

Empowers 
ownership? o  o  o  o  o  o  o  o  

 

 

 

 

ESM5 - At your current high school, each course competency is assessed and measured. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 
agree 

n/a 

Assessed 
and 

measured? o  o  o  o  o  o  o  o  
 

 

 

 

ESM6 - At your current high school, competency progress is clearly communicated to students and 

parents. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Progress 
communicated? o  o  o  o  o  o  o  o  
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ESM7 - Please identify if the following local influences have impacted the nature in which 

competencies are stated and measured at your current high school. Rank the impact of each 

influence with zero (0) being no influence and ten (10) being maximum influence.  

 _______ Local Control 

 _______ Previous Initiatives 

 _______ Leadership (Building-level or SAU) Turnover 

 _______ Parent and/or Community Values 

 _______ Teacher Values and Beliefs 

 

End of Block: Competencies are explicitly stated and measured 
 

Start of Block: Student Advancement 

 

Student Advancement (Learner Progressions) within CBE Model  

For the following CBE questions, please choose an answer based on your experiences and 

perspective at your current high school. If a question does not apply (in your opinion), please 

choose “n/a.” 

 

 

 

ADV1 - A common understanding of student advancement within your CBE model exists at your 

current high school. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Understand 
advancement? o  o  o  o  o  o  o  o  

 

 

 

 

ADV2 - Assuming earned credit, student advancement (to a higher level or subsequent courses) at 

your current high school happens at quarterly, semesters, and/or yearly dates. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 
agree 

n/a 

Advancement 
based on a 

date? o  o  o  o  o  o  o  o  
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ADV3 - Assuming earned credit, student advancement (to a higher level or subsequent courses) at 

your current high school is flexible and based on individual student mastery of stated competencies 

within each course. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Advancement 
is flexible 
based on 
mastery of 

competencies? 

o  o  o  o  o  o  o  o  

 

 

 

 

ADV4 - Individual course credit at your current high school is solely based on mastery of stated 

competency areas within each course. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Credit 
based on 

competency 
mastery? 

o  o  o  o  o  o  o  o  
 

 

 

 

ADV5 - Your current high school can accommodate flexible and independent student progressions in 

each course. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 
agree 

n/a 

Individual 
student 

progressions? o  o  o  o  o  o  o  o  
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ADV6 - Please identify if the following local influences have impacted the nature in which student 

advancement takes place within the CBE model at your current high school. Rank the impact of each 

influence with zero (0) being no influence and ten (10) being maximum influence. 

 _______ Local Control 

 _______ Previous Initiatives  

 _______ Leadership (Building-level or SAU) Turnover  

 _______ Parent and/or Community Values  

 _______ Teacher Values and Beliefs  

 

End of Block: Student Advancement 
 

Start of Block: Assessment Practices 

 

CBE Assessment Practices      

For the following CBE questions, please choose an answer based on your experiences and 

perspective at your current high school. If a question does not apply (in your opinion), please 

choose “n/a.” 

 

 

 

ASSMNT1 - For each competency, your current high school has a related / connected performance 

task(s). 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Each 
competency 

has a 
performance 

task? 

o  o  o  o  o  o  o  o  
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ASSMNT2 - Multiple assessments are used to determine competency progress at your current high 

school. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 
agree 

n/a 

Multiple CBE 
assessments? o  o  o  o  o  o  o  o  

 

 

 

 

ASSMNT3 - At your current high school, competency assessments include tasks of varying complexity 

and challenge. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 
agree 

n/a 

Varying 
complexity 

and 
challenge? 

o  o  o  o  o  o  o  o  
 

 

 

 

ASSMNT4 - At your current high school, competency assessment practices include formative and 

summative measures. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Formative 
and 

summative? o  o  o  o  o  o  o  o  
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ASSMNT5 - At your current high school, competency assessment practices include student product / 

assessment choice. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Product 
choice? o  o  o  o  o  o  o  o  

 

 

 

 

ASSMNT6 - Students are allowed to retake or makeup failed assignments at your current high school. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Retakes? o  o  o  o  o  o  o  o  
 

 

 

 

ASSMNT7 - Please identify if the following local influences have impacted the CBE assessment 

practices at your current high school. Rank the impact of each influence with zero (0) being no 

influence and ten (10) being maximum influence.  

 _______ Local Control 

 _______ Previous Initiatives 

 _______ Leadership (Building-level or SAU) Turnover 

 _______ Parent and/or Community Values 

 _______ Teacher Values and Beliefs 

 

End of Block: Assessment Practices 
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Start of Block: Timely CBE Interventions 

 

Timely CBE Interventions      

For the following CBE questions, please choose an answer based on your experiences and 

perspective at your current high school. If a question does not apply (in your opinion), please 

choose “n/a.” 

 

 

 

INT1 - Your current high school has processes, procedures, or protocols in place that allow for quick 

responses to student learning and progress (i.e., extra support / enrichment strategies and plans). 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 
agree 

n/a 

Quick 
response 

strategies? o  o  o  o  o  o  o  o  
 

 

 

 

INT2 - Formative assessments are used to gather data for individualized instruction / extra supports at 

your current high school. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Formative 
data? o  o  o  o  o  o  o  o  
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INT3 - Your current high school's schedule has a regular intervention / enrichment block (period) as 

part of the formal student schedule. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 
agree 

n/a 

Regular 
intervention 

block? o  o  o  o  o  o  o  o  
 

 

 

 

INT4 - At your current high school, additional competency supports and individualized instruction 

opportunities are available to students while a class is ongoing (during school, after school, or on 

weekends). 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Ongoing 
competency 
supports? o  o  o  o  o  o  o  o  

 

 

 

 

INT5 - At your current high school, after a course ends, students are offered applicable competency 

recovery opportunities (for example, summer school or between semesters) 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Competency 
recovery? o  o  o  o  o  o  o  o  
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INT6 - Please identify if the following local influences have impacted timely CBE intervention 

practices at your current high school. Rank the impact of each influence with zero (0) being no 

influence and ten (10) being maximum influence.  

 _______ Local Control 

 _______ Previous Initiatives 

 _______ Leadership (Building-level or SAU) Turnover 

 _______ Parent and/or Community Values 

 _______ Teacher Values and Beliefs 

 

End of Block: Timely CBE Interventions 
 

 

Start of Block: Skills and Dispositions 

 

CBE Outcomes include Learner Skills and Dispositions      

For the following CBE questions, please choose an answer based on your experiences and 

perspective at your current high school. If a question does not apply (in your opinion), please 

choose “n/a.” 

 

 

 

SD1 - Your current high school has competencies that define / connect to student work habits and 

learner dispositions. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Habits and 
dispositions?  o  o  o  o  o  o  o  o  

 

 

 

SD2 - Reported learner dispositions at your current high school include student communication skills. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 
agree 

n/a 

Communication?  o  o  o  o  o  o  o  o  
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SD3 - Reported learner dispositions include student creativity skills. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 
agree 

n/a 

Creativity?  o  o  o  o  o  o  o  o  
 

 

 

SD4 - Reported learner dispositions include student collaboration skills. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 
agree 

n/a 

Collaboration?  o  o  o  o  o  o  o  o  
 

 

 

SD5 - Reported learner dispositions include student critical thinking skills. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Critical 
thinking? o  o  o  o  o  o  o  o  

 

 

 

SD6 - Please identify if the following local influences have impacted the inclusion of learner skills and 

dispositions in the CBE model at your current high school. Rank the impact of each influence with 

zero (0) being no influence and ten (10) being maximum influence.  

 _______ Local Control 

 _______ Previous Initiatives 

 _______ Leadership (Building-level or SAU) Turnover 

 _______ Parent and/or Community Values 

 _______ Teacher Values and Beliefs 

 

End of Block: Skills and Dispositions 
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Start of Block: General CBE Questions 

 

General CBE Questions      

For the following CBE questions, please choose an answer based on your opinion. If a question 

does not apply (in your opinion), please choose “n/a.” 

 

 

 

GEN1 - Competencies at your current high school have a positive impact on student learning. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Impact 
student 

learning? o  o  o  o  o  o  o  o  
 

 

 

 

GEN2 - Students were involved in the development of the CBE model at your current high school. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Student 
involvement? o  o  o  o  o  o  o  o  

 

 

 

 

GEN3 - Competencies at your current high school have a positive impact on instruction. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 
agree 

n/a 

Impact 
instruction? o  o  o  o  o  o  o  o  
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GEN4 - I know the reason(s) why New Hampshire shifted to competencies. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Why 
competencies? o  o  o  o  o  o  o  o  

 

 

 

 

GEN5 - Competencies have been clearly defined by the New Hampshire Department of Education. 

 
Strongly 
disagree  

Disagree  
Somewhat 
disagree 

Neither 
agree 

nor 
disagree  

Somewhat 
agree 

Agree 
Strongly 

agree 
n/a 

Clearly 
defined? o  o  o  o  o  o  o  o  

 

 

 

 

GEN6 - In your experience, the approach towards competencies at your current high school has 

changed... 

o Never  

o 2 -3 times  

o 4 - 5 times  

o More than 5 times  

 

End of Block: General CBE Questions 
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