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Abstract 

Researchers have examined the relationship between ability grouping and academic self-

concept in math, science, and English, and have found varying results.  However, 

previous studies have not examined the relationship between ability grouping and 

academic self-concept for the subject of Talmud.  Middle school presents a unique 

opportunity to examine this relationship because middle school is when both ability 

grouping for Talmud and the study of Talmud begin.  The purpose of this correlational 

study was to assess the relationship between ability grouping and the academic self-

concept for Talmud in middle school students.  The predictive relationship among 

individual academic achievement, school average achievement, and academic self-

concept for Talmud was also examined.  Two-hundred ninety-three 6th and 7th graders 

from single-gender, traditional Jewish Orthodox boy schools in a suburb of New York 

City completed a self-report questionnaire measuring academic self-concept for Talmud.  

The collected data were analyzed using analysis of variance and multiple regression 

analyses.  According to the results of the study, students placed in the lower-ability 

grouping had a statistically significant lower academic self-concept for Talmud than did 

those in the middle- and higher-ability grouping.  In addition, individual academic 

achievement was a predictive factor of academic self-concept for Talmud whereas school 

average achievement was not found to be a predictive factor in this particular study.  By 

understanding the impact of ability grouping, school administrators can develop policies 

for class placement and can provide additional care to balance the effects of ability 

grouping for those middle school student negatively affected by placement.   
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 Chapter 1: Introduction to the Study   

Introduction 

 The educational practice of ability grouping began in the United States in the mid- 

19th century (Ireson & Hallam, 2009).  At that time, students were divided by ability per 

teacher recommendation, and the “higher-ability” group was given the opportunity to 

progress through school faster than lower-ability students.  Ability grouping refers to the 

educational practice, by schools, teachers, or educational authorities of placing students 

together on the basis of their abilities, as defined by standardized tests and demonstrated 

past academic achievement (Carroll, 1999; Cheung & Rudowicz, 2003).  Throughout the 

following century, different criteria were used as a basis for grouping (e.g., individual 

needs, heterogeneous grouping, level of intelligence, competence).  Since the early 1920s 

there has been ongoing research to investigate the academic and social outcomes of 

ability grouping (Abadzi, 1983).  Those who oppose ability grouping are concerned that 

it will have negative outcomes for students placed in lower- ability groups (e.g., 

underachievement, lack of academic success, low self-esteem; Cheng, Lam, & Chan,  

2008; Oakes, 1985; Powell, 2008; Prince, 2004).  Others express concern that more 

experienced teachers prefer to teach stronger classes, leaving less experienced teachers 

instructing lower-ability students (Prince, 2004).  Teachers also may lower expectations 

for lower-ability students resulting in those students receiving a lower quality education 

(Kususanto, Ismail, & Jamil, 2010).  Despite the number of studies in this area, the debate 

regarding the effects of ability grouping still continues after 30 years of research with 

little additional clarity (e.g., Alpert & Bechar, 2008; Dai & Rinn, 2008; Hallam, & 
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Ireson, 2009; Lleras & Rengel, 2009; Marsh, Seaton, & Trautwein, 2008; Nomi, 2010; 

Brull & Prekel, 2008; Brull & Prekel, 2010).   

 In the context of ability grouping, low self-concept as an outcome measure is of 

particular importance as it has been found to be correlated with depression, suicide in 

boys, criminal activity, a lack of coping skills, poor health, low socioeconomic status 

(SES), and future antisocial behavior (Pakiz  & Reinherz, 1997; Trzesniewski et al., 

2006).  Self-concept is defined as a multidimensional construct that refers to an 

individual’s overall perception of self, including the roles an individual plays and his or 

her evaluation of performance in those roles.  Some domains that make the self-concept 

are academics, gender roles, sexuality, racial identity, socialization, and intelligence.  It 

includes the constructs of self-esteem and self-efficacy (Bandura 1994).  For the purpose 

of this study, self-esteem was defined as a specific feeling based on an individual’s 

evaluation of his or her performance.  It is considered one aspect of a broader construct of 

self-concept and will be discussed more in-depth in Chapter 2.   

 Students who have difficulty learning and experience low academic self-concept 

tend to attribute their academic successes to external factors and their failures to internal 

factors (Banks & Woolfson, 2008).  Academic self-concept refers to students’ self-

concept in relation to school, academic skills, and intelligence (Byrne & Shavelson, 

1986).  There can be subject-specific academic self-concepts like verbal self-concept, 

math self-concept and Talmud self-concept.  This will be explained more in depth later in 

the paper.  Even when students achieve academic success, they do not always correctly 
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self-evaluate and often fail to attribute their success to their own efforts.  This negative 

self-attribution only perpetuates negative self-image, resulting in low self-concept.   

Scholars (Ireson & Hallam, 2009; Ireson, Hallam, & Plewis, 2001; Kususanto, Ismail, & 

Jamil, 2010; Lleras & Rangel, 2009; Nomi, 2010; Norris & Aleixo, 2003) to date have 

investigated ability grouping for secular subjects.  However, there is widespread use of 

ability grouping for Talmud in Jewish schools (Sigel, 2009).  From a traditional Orthodox 

Jewish perspective, Talmud is the measure for all other study and is given more value 

than the study of secular subjects (Hayman, 1997).  As a result, the study of Talmud may 

be a greater determinant of academic self-concept for this population than secular 

subjects.  A Talmud scholar has higher social standing and is often given leadership 

positions in the community (Benor, 2004).  Before Orthodox Jewish children learn the 

alphabet, they are indoctrinated into the belief that one of the most important goals in life 

is to be a great scholar, particularly in Talmud (Benor, 2004).  The goal of this study was 

to examine the predictive relationship among individual academic achievement, school 

achievement, and academic self-concept in Talmud in four Jewish Orthodox middle 

schools that practice ability grouping.   

Statement of the Problem 

Because of the overriding social and cultural implications of Talmud study, the 

academic self-concept for Talmud of middle school students in a traditional Jewish 

Orthodox school may be influenced by ability grouping that begins in the seventh grade.  

By understanding the relationship between ability grouping and academic self-concept, 

educators can provide the most effective learning environment for students while 
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supporting positive self-concept for all students.  Although the relationship between 

ability grouping and academic self-concept has been researched before, no researcher has 

investigated the relationship between ability grouping and academic self-concept for 

Talmud and there is no research on the predictive relationship between individual 

academic achievement, school average achievement, and academic self-concept for 

Talmud.   

Purpose of the Present Study 

The purpose of this quantitative study was to examine the relationship between 

ability grouping for the study of Talmud and academic self-concept for Talmud of 

middle school students.  In the first part of the study, I compared the means on an 

academic self-concept measure for Talmud of middle school students placed in a high 

level class to those middle school students placed in a low class.  In the second part of 

the study, I correlated the predictive relationship among covariates, individual academic 

achievement and school average achievement, and academic self-concept for Talmud.  

Middle school students were chosen as the sample population because the educational 

experience during the middle school years has been found to affect the development of 

self-concept in the general population (Danielsen, Hetland, Samdal, & Wold, 2009).  

Furthermore, middle school is when ability grouping for students in the Orthodox 

Jewish schools begins for the study of Talmud.  



 
 

 
 

5 

Research Questions and Hypotheses 

1. Will students placed in the lower ability group have a lower academic self-

concept for the subject of Talmud than students placed in the higher ability 

grouped class?  

 H01: There will be no significant difference between the Academic Self Concept 

for Talmud as measured by a self-report questionnaire based on the SDQ-2 (Marsh, 1992) 

when the scores of the high ability class are compared to the low ability class.  

 H11: There will be a significant difference between the Academic Self Concept 

for Talmud as measured by a self-report questionnaire based on the SDQ-2 (Marsh, 1992) 

when the scores of the high ability class are compared to the low ability class.  

Does school academic achievement and Individual academic achievement predict 

academic self- concept in Talmud?  

 H02: There will not be a predictive relationship between individual academic 

achievement, school achievement and academic self-concept for Talmud. 

 H12: School academic achievement, as measured by GPA, will have a negative 

relationship with academic self-concept for Talmud which will be measured by a self-

report questionnaire based on the SDQ-2 (Marsh, 1992).   

Students from four schools were assessed for academic achievement in Talmud 

and academic self-concept in Talmud. To test these hypotheses, a multilevel regression 

analysis was performed to analyze the relationships between individual academic 

achievement, school academic achievement, and academic self-concept for Talmud.  

In Chapter 3, I will discuss the research questions in greater detail.  
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Research Objectives 

There were two objectives of the performed research.  The first objective was to 

examine the effect of ability grouping on the academic self-concept for Talmud of middle 

school students.  This was done by showing a significant difference in academic self-

concept scores between the low and high ability levels.  The second objective was to 

examine the relationship among individual academic achievement, school average 

academic achievement, the interaction between the two, and academic self-concept for 

Talmud.   

Theoretical Basis for the Study 

The Big Fish Little Pond Effect  

The theoretical basis of the big fish little pond effect (BFLPE) is founded in the 

understanding of the development of self-esteem and self-concept while incorporating the 

idea that every individual has a frame of reference by which to compare his or her 

performance (Marsh & Hau, 2004).  According to the BFPLE, academic self-concept is 

developed through a student’s evaluation of his or her performance or academic standing 

relative to other students. This concept was originally investigated by Davis (1966), who 

found that student performance and student career aspirations were adversely affected in 

highly selective schools.  However, Davis did not investigate the effect of the process of 

comparison to other students.  Figure 1 explains the predictive relationship and 

interaction among individual academic achievement, school/class average achievement 

and Academic self-concept. 

  



 
 

 
 

7 

 

 

 

 

 

 

 

 

 

 

Figure 1. The big fish little pond effect. The predictive relationship between individual 

achievement, school/class average achievement, and individual academic self-concept 

(Marsh & Hau, 2009).  

 

Multidimensional self-concept theory. The two theories that provide the 

theoretical basis for BFLPE are multidimensional self-concept theory and social 

comparison theory.  Multidimensional self-concept theory was first introduced by 

Shavleson (1976) who proposed that a global self-concept based on academic and 

nonacademic domains.  Marsh (1986) later expanded on Shavelson’s original 

formulation by specifying the academic domain into particular subjects like 

mathematics, language arts, science, and general school functioning.  

Frame of reference hypothesis. Social comparison theorists posit that a 

person compares his/her ability to the ability of others (Dai & Rinn, 2008).  In the 
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language of BFLPE, social comparison theory is termed frame of reference.  

According to the frame of reference theory, when surrounded by outstanding 

achievers a student’s self-concept will be lowered; however, when surrounded by 

students who have a lower achievement level, the student’s self-concept will be 

higher (Trautwein, Marsh, & Seaton (2008).   

There are two ways the process of frame of reference occurs: contrast effect and 

assimilation or reflected glory effect.  Marsh and Craven (2002) explained that the 

contrast effect occurs when an individual of lower ability compares him or herself to 

individuals with higher ability.  Assimilation or reflected glory effect occurs when an 

individual is part of a group that performs well and takes pride in having membership 

within the group.  The BFLPE results in a stronger contrast effect and a weaker 

assimilation or reflected glory effect (Trautwein, 2008).  According to Marsh and 

Craven (2006), children become less positive about their self-evaluations as they move 

through middle school.  Marsh and Craven (2006) theorized that there is more social 

comparison and external feedback (e.g., competition, stricter grading, social standing) in 

middle school resulting in a more realistic assessment of abilities and social standing.  

Nature of the Study 

The nature of the study was a quantitative study with a between subject design.  I 

used Analysis of Variance (ANOVA)and multilevel regression analyses to analyze the 

results.  Data were collected from middle school Talmud students from four schools that 

practiced ability grouping for Talmud.  In the first part of the study, the independent 

variable was the class placement of the students.  Students were placed by their schools 
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prior to the study into a higher, middle, or lower level class.  The dependent variable 

was academic self-concept for Talmud.  In the second part of the study, the predictor 

variables of the study, individual academic achievement and school average academic 

achievement, were both measured in a quantitative manner through Grade Point Average 

(GPA). This design is the same design that has been used in previous research on the 

BFLPE and the effect of ability grouping on academic self-concept (Marsh, Seaton, & 

Trautwein, 2008; Marsh, Hau, & Craven, 2004).   

The predictor variables of individual and school average academic achievement 

were measured by using archival data of student GPA in Talmud from school records.  

The outcome variable, academic self-concept for Talmud, was based on the average of 

responses from a Likert-based questionnaire.  Each participant received an academic 

self-concept score, which was the total of the Likert responses to the questionnaire.  The 

scores were recorded on a self-made record form.  The mean academic self-concept 

scores were analyzed using an ANOVA and the relationship among school average 

achievement, individual academic achievement, and academic self-concept for Talmud 

were analyzed using a multilevel regression analyses.  These tests were used to see 

whether there was a statistically significant difference between the different ability 

groups and whether there was a predictive relationship among the variables.  The results 

may provide insight into some of the dynamics of ability grouping and the academic 

self-concept for the subject of Talmud.  The effects of ability grouping for Talmud on 

academic self-concept has not been researched before.    
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Definition of Key Terms 

Ability grouping: Ability grouping refers to the educational practice, by schools, teachers, 

or educational authorities of placing students together on the basis of their abilities, as 

defined by standardized tests and demonstrated past academic achievement (Carroll, 

1999; Cheung & Rudowicz, 2003).   

Academic self-concept:  Academic self-concept refers to students’ self-concept in relation 

to school, academic skills, and intelligence (Byrne & Shavelson, 1986).  There can be 

subject-specific academic self-concepts like verbal self-concept, math self-concept and 

Talmud self-concept.  This includes academic accomplishments, academic competence, 

expectations of academic success or failure, and academic self-beliefs.   

Frame of reference:  Every individual has a frame of reference by which to compare his 

or her performance.  This term refers to the idea that students use the other students in 

their academic environment as a frame of reference in making self-evaluations about their 

academic performance (Bing, Whanger, Davison, & VanHook, 2004). 

Global self-concept: Global self-concept is defined as a multidimensional construct that 

refers to an individual’s overall perception of self including the roles an individual plays 

and his or her evaluation of performance in those roles (Byrne, 1984).   Some domains 

that make up the global self-concept are academics, gender roles, sexuality, racial 

identity, socialization, and intelligence.  

Global self-esteem: Global self-esteem refers to the students’ overall evaluative feeling a 

person has about themselves and is based on the person’s evaluation of his or her 
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performance and feedback from others in many domains (Harter, 1993).  It is one 

component of self-concept.   

Self-concept:  Self-concept is a general construct which includes the individual’s 

definition of his or her role and status in the environment. It includes the constructs of 

self-esteem and self-efficacy (Bandura 1994).   

Self-efficacy:  According to social cognitive theory, self-efficacy is the foundation of 

human agency (Bandura, 1993).  Self-efficacy is belief in an individual’s capacity to 

succeed or produce a desired outcome.  

Self-esteem:   Self-esteem refers to an individual’s general positive or negative attitude 

toward him/herself based on self-evaluation. It is developed as a result of positive and/or 

negative life experiences (i.e., previous achievements, failures, social comparisons; 

Bandura, 1977; Harter, 1993).   

Assumptions 

 In this study, I assumed middle school Talmud students participating in the study 

were a representative sample of middle school Talmud students from the NYC area.  

Although random sampling would have aided in helping make the study population more 

representative of the overall population in New York City (NYC), this was not 

considered realistic to get enough participants.  However, having a lottery between 10 

possible schools and picking four helped provide some level of randomization in the 

sampling of participants.    

 The quality of instruction in the higher level classes might be better and, 

therefore, confound the results.  Prince (2004) suggested that the higher-level class 
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usually gets the more skilled teacher, possibly influencing the outcome of the study.  The 

quality of Talmud instruction received by high, middle, and low ability groups was 

believed to be of similar quality because all the potential schools involved have access 

and participate in similar professional development programs.  The only difference in 

instruction should be the pace.  

 In terms of the variables, there was an assumption that constructing the 

questionnaire for Talmud self-concept similar to the Self Description Questionnaire-2nd 

Edition (SDQ-2) created by Marsh (1992) was a valid measure of this construct.  Ideally, 

there would be a standardized tool to measure academic self-concept for Talmud.  

However, no tool existed to measure self-concept for Talmud.  There was also an 

assumption that GPA was an objective measure of academic achievement.  Ideally, there 

would be an achievement test for Talmud.  Yet, no standardized achievement test existed 

for Talmud.  

Scope and Delimitations 

In this study, I investigated the relationship between class placement, achievement, 

and Talmud self-concept.  The theoretical foundation was the frame of reference theory 

and multidimensional self-concept theory. This research may offer insight into the 

potential correlation between ability grouping and Talmud self-concept.  The BFLPE has 

been shown in many studies and in many countries but never for the subject of Talmud.  I 

did not look at the general self-concept or any other one of the self-concept scales.  Given 

the multidimensionality of self-concept, it was appropriate to study Talmud self-concept 

only.  The study was limited to a male population because females generally do not have 
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Talmud as part of their usual curriculum.  Although females were not included, there 

were four schools that participated in the study and that should have helped 

generalizability among males.  Students above seventh grade were excluded as they may 

have been in classes of different ability at an earlier point which would confound the 

results.  The focus of the study was on the population of middle school students because 

middle school is the time that Talmud study begins and, therefore, the formation of 

academic self-concept for Talmud begins at that time as well.  Another reason this age 

was chosen was because this is when students transition from being grouped by 

neighborhood to being grouped by ability. 

Limitations 

 There were several limitations to the research.  One limitation was the narrow 

scope of the population.  The participants were all from Jewish Orthodox private school 

in the New York City area.  A second limitation was the inclusion of only male subjects.  

Although Talmud is taught to females in some schools, the schools from which this 

sample was drawn were male-only schools.  Therefore, findings from this study cannot 

be generalized to females.   

One possible confounding variable was that the culture of the school influences 

the values of the students.  A school culture of acceptance of individual differences and 

needs may have different results than one intolerant of individual differences or which 

creates an intense level of competition.   

Although the results may not be generalized to all Talmud students in the United 

States or even in New York State, the results may provide helpful insight into an 
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investigation with no prior research.  A literature search of the BFLPE and Talmud did 

not yield any research articles.   

Another limitation was that ideally the variable of Talmud Academic Self-

Concept would be measured with a standardized tool.  Other tools measuring self-concept 

have been standardized on populations numbering in the thousands.  However, it was not 

uncommon for Likert scales to be used in the early stages of this type of research.  

Hopefully, better tools will be developed for evaluating Talmud self-concept.  In most 

BFLPE research a standardized measure of academic achievement is preferred over GPA.  

A standardized assessment of Talmud achievement did not exist, therefore limiting the 

study to the use of GPA even though it is not ideal.  

Many BFLPE studies measured academic self-concept in longitudinal studies and 

gathered the data a few times.  This methodology was beyond the scope of a dissertation 

but would have aided in providing a more valid measure of each participant’s academic 

self-concept. 

Significance of the Study 

Children’s experiences at school shape the way they view themselves and what 

they can accomplish.  This study may facilitate social change by providing educators with 

empirically-based research clarifying the relationship between a child’s academic self-

concept and ability grouping.  This information may provide educators with evidence for 

making research-based policies that will facilitate a positive school environment in which 

children can thrive.  
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The results of this study may also help fill the gap in existing research by 

providing insight into whether ability grouping for Talmud affects academic self-

concept in the study population.  Many parents are faced with the question of whether it 

is better for their child to be at the bottom of the higher-tracked class or better to be at 

the top of the middle or lower class (Alpert & Bechar, 2008).  This research may 

facilitate communication and open discussions between parents and administrators about 

this topic and identify factors that may balance parents’ concerns about their child being 

placed in a lower ability group.   

Summary 

 In this study, I examined the effect of ability grouping on students’ academic self-

concept for the study of Talmud in an Orthodox Jewish middle school.  Participants in 

this study completed a measure of academic self-concept.  Unlike previous studies on the 

effects of ability grouping on self-concept for secular subjects, this study was unique 

because I focused on the effects of ability grouping for the study of Talmud.  The study 

was also unique in that I examined the BFLPE for the subject of Talmud which has also 

not been examined before.   

The findings of this study may result in a better understanding of how ability 

grouping affects the academic self-concept of students who study Talmud, as well as 

practical implications for practitioners who work with middle school students.  A review 

of the literature on ability grouping and academic self-concept and an overview of the 

research methodology are found in Chapter 2.  A detailed explanation of the research 

design and methodology follows in Chapter 3.  This work continues with the findings of 
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the study in Chapter 4 and an overview and discussion of the study in Chapter 5, which 

will include the study’s theoretical and practical implications. 
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Chapter 2: Literature Review 

Introduction 

Ability grouping in schools has been a controversial issue in U.S. educational 

policy since the early 1900s (Cheung & Rudowicz, 2003).  Those who argue against 

tracking or ability grouping claim that students placed in the lower tracks will suffer 

from low self-esteem, low self-concept, and the students will develop negative attitudes 

toward school and academic achievement (Ireson, Hallam, & Plewis, 2001).  Due to the 

controversial nature of ability grouping, researchers have attempted to identify its 

positive and negative effects on students’ self-esteem and academic attainment.  

However, much of the research remains inconclusive and equivocal (Cheung & 

Rudowicz, 2003).  Additionally, researchers studying ability grouping have focused 

mainly on grouping students in subjects such as math and reading.  In this study, I 

addressed the lack of empirical research on the effects of ability grouping on academic 

self-concept in middle school students studying the Talmud.   

Given the cultural and personal implications of the study of Talmud for middle 

school students, it is critical that educators be aware of the potential effects of ability 

grouping on students’ self-concept, personality development, and academic 

achievement.  The purpose of this study was to provide empirical data to help educators 

develop better policies regarding ability grouping Talmud.  If ability grouping affects 

the development of self-concept in Talmud students, it is something that would be 

worthy of addressing in the formation of the classes.  
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Chapter 2 includes a discussion of academic self-concept, self-esteem, the practice 

of ability grouping; its definition and history in the United States, as well as a thorough 

explanation of the BFLPE.  The chapter also includes a review of the existing literature 

on the positive and negative effects of ability grouping on students’ self-concept and 

academic achievement.  The chapter concludes with the purpose of the present study, the 

gap in the literature it intends to fill, research questions, and the possible social change 

implications of the study.  	
  

Literature Search Strategy 

Electronic databases searched for relevant literature included Academic Search 

Premier, PsycBOOKS, PsycINFO, PsycARTICLES, eBooks, ERIC, Academic Research 

Complete, Education Research Complete, and Dissertation Abstracts International.  Key 

words used for online searches included ability grouping, tracking, self-esteem, academic 

self-esteem, BFLPE, self-concept, and self-efficacy.  Social work, nursing, and 

sociological databases were searched yielding many peer-reviewed academic journals 

from the last 10 years.  Some articles were found by cross-referencing from the reference 

sections of articles already retrieved.  Specific titles and authors were searched and key 

word searches were combined to narrow results.  In addition to obtaining an in-depth 

review of the literature, the literature search also helped to identify gaps in the current 

literature and directions for further study. 
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Theoretical Foundation 

Big Fish Little Pond Effect 

According to the BFLPE, a student’s academic self-concept can be predicted by 

the comparing his or her academic performance to the average academic ability level of 

peers attending the same school (Marsh et al., 2008).  BFLPE is rooted in the frame of 

reference effects derived from social comparison theory (Marsh, 2007).  In an academic 

context, a particular student will compare his or her academic ability to the academic 

ability of other classmates and use the other classmates as the basis for social 

comparison.  If the student perceives his or her own ability to be superior relative to 

classmates, a positive contrast effect will likely occur; if the student perceives him or 

herself to have inferior abilities compared to classmates, a negative contrast will likely 

occur resulting in lower academic self-concept.  

BFLPE has been substantiated in numerous studies and across cultures (Dai, 

2004; Kulik & Kulik, 1991; Marsh, 2005; Marsh & Craven, 2002).  For example, in 

their study of 4,000 15-year-olds from 26 countries (i.e., Brazil, Mexico, Korea, 

Portugal, Russia), March and Hall (2003) found, regardless of culture or economic level, 

BFLPE was present.  Similar findings were reported in a more recent study of over 

200,000 participants from 41 individualistic and collectivist countries (Marsh, Craven, 

& Seaton, 2009).  The researchers of these findings suggested that the BFLPE is a 

universal concept that exists cross-culturally and in different parts of the world.  This 

would support the idea that the BFLPE would exist for the subject of Talmud as well.  
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Researchers have suggested that the dynamics of the BFLPE are more likely to 

result in a stronger negative contrast effect than a positive reflected glory effect.  That 

means that when the contrast effect occurs it happens at a greater intensity than in a 

situation in which the reflected glory effect occurs.  The resulting measures of academic 

self-concept will be more negatively impacted than positive results of reflected glory.  

No explanation for this phenomenon was given.  Marsh (1991) found that students in 

high-ability schools have lower educational and occupational aspirations, are less likely 

to have high aspirations in english or math, and have lower grade point averages.  In a 

longitudinal study, Marsh (2007) found the negative effect on math self-concept to still 

be present 4four years after graduation of high school. In a well-known study by 

Trautwein (2008) found that students took pride in attending high-achieving high 

schools (reflected glory), but a school’s higher average achievement led to lower 

academic self-concept (negative contrast effect).  These studies support the idea that 

although students might take pride in being part of a high achieving class or school, the 

impact of a negative contrasting effect is more severe and has a long-term impact.  

Internal/External Frame of Reference 

Self-concept is believed to be developed via two means of comparison.  The first, 

an external frame of reference, occurs when a student compares his or her ability and 

performance in the same subject to that of another student.  For example, John could 

compare his score of 95 to Jim’s score of 90 on a recent math test resulting in a more 

positive feeling about himself.  However, if John uses Charles’ score of 98 as an 

external frame of reference, John will have negative feelings about his 90.  The second 
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internal frame of reference occurs when a student compares his or her own performance 

in two different subject areas.  For example, if John compares his score of 95 on his 

math test to his score of 80 on a recent essay he will walk away with a positive 

evaluation of himself regarding math and a negative evaluation of his writing abilities.  

Internal or external frames of reference can result in positive or negative feelings 

depending on the variables of the comparison.  This theory of internal/external frame of 

reference was originally examined by Bong (1998) who assessed 11th and 12th grade 

students in English, math, Spanish, American history, and chemistry.  In Bong’s study, 

participants compared two internal variables which should result in an inverse 

relationship just like in the example above with John’s comparison of writing and math.     

Marsh and Yeung (2001) critiqued Bong’s findings because the vague language of the 

items measuring internal comparisons was flawed and there were only two items 

measuring for the internal comparison. In a study controlling for the problems in Bong’s 

original study, Dickhauser (2005) evaluated the internal/external frame of reference 

effect for 675 students ranging from seventh to 10th grade in the math and verbal 

domains.  Dickhauser supported the internal/external frame of reference insofar as the 

results showed positive effects on the external frame of references and negative effects 

on the internal comparisons.  Brunner et al. (2010) also found support for the 

internal/external frame of reference in his assessment of 4,800 middle school students in 

Germany.  Brunner et al.(2010) found positive correlations within social comparisons in 

academic subjects and resulting subject-specific self-concepts.  Internal comparison 

between German and French had the predicted negative effects.  Students who 
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performed better in German than French showed inverse relationships among the two 

languages supporting internal frame of reference theory.  The conclusions from the 

studies about internal and external frame of reference indicate that student perceptions 

about their own ability are formed by comparisons made to others and comparisons of 

their own performance in different subjects.  This supports the importance of looking at 

an individual factors like individual academic achievement and external factors like 

overall school or class achievement.  

Key Variables and Concepts 

Academic Self-Concept 

Academic self-concept (ASC) refers to students’ self-perceptions of their academic 

accomplishments, academic competence, expectations of academic success or failure, and 

academic self-beliefs.  Researchers have shown that students’ beliefs about their abilities 

to succeed in academic activities affect their academic achievement (Abadzi, 1983; 

Bandura, 1982; Cheng, Lam, & Chan, 2008; Cheung & Rudowicz, 2003; Harter, 1993; 

Ireson & Halllam, 2007; Usher & Pajares, 2006; Zeleke, 2004;).  Students who are 

confident in their ability to succeed work harder, engage in more self-regulatory 

strategies, and evaluate their progress more frequently (Parjares, 2002).  These students 

are able to solve problems more efficiently, show more persistence, and are better able to 

monitor their work time. 

The conceptualization of academic self-concept began with the Shavelson (1976) 

model. Shavelson, Hubner and Stanton (1976) proposed that academic self-concepts are 

specific to school subjects and are hierarchically organized, with general academic self-
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concept at the apex of the model.  Shavelson proposed the general self at the apex of the 

model.  At the next level, there is the general academic self and social self, emotional 

self, and physical self-concept.  General academic self-concept is broken down into 

specific subject domains.  Marsh (1990) found support for the academic self-concept 

aspect of the Shavelson model in three different studies.  Marsh, Hau, Artelt, Baumert, 

and Peschar (2006) found this phenomenon to be present in the 25 countries in which 

they performed their research.  The concept of academic self-concept expanded over 

time as the research developed.  It was Shavelson who first proposed the idea that the 

general self-concept is shaped by different domains of self concept, one of them being 

academic self-concept.  The multidimensional nature of self-concept is important 

because it suggests that academic self concept should be studied as its own construct.  

A second hierarchal model, the Marsh-Shavelson Model (1985), was developed in 

which general academic self-concept was at the apex of the model and believed to 

influence other concepts below it.  However, this model has not been supported by 

research.  Lack of empirical support for these two hierarchical models suggests that 

having general academic self-concept at the apex is suspect.  

Marsh and Shavelson (1990) revised their model and incorporated the problematic 

findings of prior models.  Rather than placing general academic self-concept at the apex 

of the model, both general math self-concept and general verbal self-concept share the 

apex.  As with prior models, however, this model failed to demonstrate expected 

correlations among domains. For example, subject-specific self-concepts such as 

English and Spanish and Chinese and English were unrelated (March & Yeung, 2001; 
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Kong & Hau, 2001).  Further, in studies examining only a few academic subjects, the 

verbal and math domains seem to have a weak correlation; however, when more subjects 

are incorporated there is a higher correlation suggesting a greater influence of general 

academic self-concept.    

Brunner and colleagues (2010) suggested a fourth model known as the Nested 

Marsh/Shavelson Model (NMS).  This model takes into consideration the subject-

specific complications of academic self-concept and the hierarchical organization of 

self-concepts with general academic self-concept at the apex.  The NMS model accounts 

for the influence of both domains general and subject-specific self-concepts on one 

another while maintaining the hierarchal structure.  The subject-specific academic self-

concept operate independently of the General academic self-concept.  In a study of 

4,800 students, Brunner et.al (2010) found the NMS model to be superior to the previous 

models proposed in supporting the assumptions about the structure of academic self-

concept.  This suggests that the construct of self-concept needs to be studied from both a 

global and subject specific perspective.  

Ability Grouping 

Ability grouping refers to the educational practice by schools, teachers, or 

educational authorities of placing students together based on their abilities, standardized 

test performance, and demonstrated past academic achievement (Carroll, 1999; Cheung 

& Rudowicz, 2003).  The basic assumption underlying this method is that homogeneous 

classes will enhance students’ academic achievement by allowing the higher-ranking 

students to progress at a faster pace and the lower-ranking students to learn at a slower 
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pace without holding back the other students.  This method has been the subject of much 

debate, but nevertheless has been used since the 1800s in the United States and in many 

other countries around the world (Abadzi, 1983).  The most extreme form of ability 

grouping is tracking.  Tracking involves grouping students according to their scores on 

achievement tests or grade point averages.  Once grouped, students remain in that “track” 

for all of their studies without consideration of how they differ in performance between 

various subject areas.  A second form of ability grouping occurs when teachers group 

students for instruction in various subject areas within the classroom.  Thus, an individual 

child’s grouping within the classroom may vary depending on the subject being taught 

(Powell, 2008).  

History of Ability Grouping 

Before the mid-1800s schools had one teacher who taught a class of students 

spanning first through eighth grades.  As schools grew in size, it became clear that a 

more formal system of grade organization was necessary.  The Quincy Grammar School 

of Boston was the first to implement a grade system that separated children by age 

(Findley & Bryan, 1970).  By 1860, most large cities had graded schools; however, it 

soon became clear that the graded system had failings (Prince, 2004).  Educators began 

to seek individualized approaches so that work could be completed at different rates by 

different students according to their abilities.   

In 1867, W.T. Harris set up the first school that practiced ability grouping in St. 

Louis, Missouri (Findley & Bryan, 1970) with students divided based on teacher 

recommendation. Students identified as more advanced were given the opportunity to 
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progress through school at a more rapid rate than the other students. Similarly, the 

“Cambridge Plan” was employed in Cambridge, Massachusetts in 1891.  Under this 

model, advanced students were identified by teachers as they entered fourth grade. The 

recommended students finished school in four years while the remaining students 

completed school in as many as 8 years.  

During this time period, a second approach to ability grouping was also being 

introduced which focused on the goals of instruction rather than the rate at which the 

students moved through the school system.  For example, schools in Indiana divided the 

students into two groups: the fundamentals and the special subjects (Ireson & Hallam, 

2001).  The special subjects studied the same content as the fundamentals but were 

required to do more complex projects and learned the material at a higher level.  This 

model of ability grouping persisted for the next 25 years.  The goal was to develop the 

students placed in the “special subjects” group so they could apply what they learned 

from the advanced curriculum to real world problems  

The process of ability grouping became more formalized following seminal work 

by Alfred Binet. At the end of the 19th century, Binet and his colleagues Henri and 

Simon produced methods of evaluating mental functioning and published the Binet-

Simon Scale (Sattler, 2001). In contrast to most methods of evaluation at that time, the 

focus of their evaluation methods was on higher-level thinking rather than basic sensory 

processing.  One of the political goals of this scale was to satisfy the French 

government’s request to identify children who had mental retardation.  Binet’s ultimate 

goal, however, was to develop a scale that was consistent with age-based cognitive 
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development and to determine whether a child was functioning at the average level of 

their same-age peers.  The work of Binet was influential as it provided the basis for 

using an intelligence quotient in providing educators with a way of evaluating students.  

Binet’s work was expanded upon and standardized by Terman in 1916, resulting 

in the Stanford-Binet and the introduction of the term “intelligence quotient” or “IQ”.  

Terman defined IQ as the ability to carry on abstract thinking (Sattler, 2001).  During 

World War I, Terman administered psychological tests to assist the army in determining 

which recruits would be trained as officers and which would serve in the lower levels of 

the army.  Upon finding it effective for this purpose, the government pushed to expand 

its use into school placement.  Whereas Binet and Simon developed their tool to identify 

weaker students so that they may receive needed help, Terman proposed the use of IQ 

tests to place gifted students on an appropriate job track.  

The development of group intelligence tests proved to be an advantage to teachers 

who were trying to effectively educate children with widely differing socioeconomic 

and language levels.  As a result, between 1920 and 1935, ability grouping was based on 

intelligence test scores.  Much of the research conducted at this time failed to show that 

students grouped by intelligence were able to make greater academic strides than 

ungrouped students.  Therefore, from 1935 to the mid-1950s, ability grouping became 

less common (Abadzi, 1983).  

In the 1950s, ability grouping experienced a resurgence when the Soviet Union 

launched Sputnik.  As a reaction to the Soviet success, American schools developed high-

level curricula and accelerated programs in math and science.  These programs focused 
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on gifted students with the hope that they would contribute to the field of science and 

technology and help the United States close the gap with the Soviets.   

In the 1980s the controversy over the use of ability grouping became a popular 

topic because well-known educators and researchers vocalized their concerns that ability 

grouping was elitist and racist  (Oaks, 1981; Slavin, 1986). Ability grouping came to be 

viewed as perpetuating racial and socioeconomic inequality (Oakes, 1995), as minority 

students were disproportionately represented in low ability groups (North Carolina 

Advisory Committee to the U. S. Commission on Civil Rights, 1991; Slavin, 1995).  In 

1991, an African-American parent filed a lawsuit, arguing that grouping students by 

ability was in violation of the Fourteenth Amendment providing equal protection.  As a 

result of this lawsuit, the school district changed its policies regarding tracking and 

grouping students and inclusive classrooms became the norm (Zirkel & Gluckman, 

1995).   

Inclusive classrooms have not proven to close the achievement gap, however, as 

after 20 years of inclusion as common practice, there are still a disproportionate number 

of minority students who are achieving poorly (Gardner, 2007).  Educators and policy 

makers continue to struggle with questions regarding best education practices and how 

to effectively meet the needs of all students in a manner that is both politically and 

academically sound. 

Ability Grouping and Academic Outcomes 

Controversy regarding ability grouping stems from several areas.  For example, in 

many schools utilizing tracking for placement, students are not reevaluated or re-
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categorized from year to year.  Powell (2008) found that, generally, once a student has 

been evaluated and placed in a lower-track, the student stays in the lower-track for the 

duration of his or her school years.  The teachers of higher-tracked classes expect more 

from their students, resulting in their performing at a higher level (Ansalone & Biafora, 

2004).  A student who has not had these demands placed upon him or her may not learn 

to perform at a high academic level.  Thus, it is very difficult for a lower-tracked student 

to move to a higher-track as he or she may be intimidated and apprehensive about the 

high academic demands.   

Being placed on a lower track can also create a negative cycle for the student.  For 

example, per self-fulfilling prophecy, the teacher’s expectations of the student shape the 

student’s ability to succeed academically.  Students placed on a lower track often 

experience apathy, low aspirations, and poor academic performance (Slavin, 1995).  

Seeing the student’s low performance level, the teacher may conclude that the student is 

academically challenged and treat the student accordingly (Trautwein, Ludtke, Marsh, 

Koller, & Baumert, 2006).    

In addition to the influence of teacher expectations on student success, poor 

outcomes for lower-tracked students may be attributable to less engaging classrooms 

(Gamoran, 1992).  One study revealed that teachers modify the difficulty of their 

language for different ability groups (Abadzi, 1983).  In this study, teachers were asked 

to teach a magazine article to low and high-ability groups.  Teachers used longer words 

and introduced more concepts with high-ability students and used shorter words and 

easier language with low-ability students.  Students placed in lower tracks have also 
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been found to be exposed to substantially less and lower level content as compared to 

similarly low-achieving students in mixed ability classes and students in higher tracks.  

This may significantly impact students’ future academic careers, as some believe that 

lower-tracked students have great difficulty advancing to a higher-track not because of 

lack of intellect, but because they are denied the opportunity to do so by only being 

exposed to low-level basic skills (Braddock & Slavin, 1993).  

Consistent with these concerns, most of the research to date shows that ability 

grouping is more favorable for high-performing students and less favorable for low-

performing students (Hendricks, 2009).  Hallam et al. (2002) found that tracking 

benefitted gifted students’ achievement and attainment in mathematics while low-ability 

grouped students benefitted more from mixed-ability group settings.  Lleras and Rangel 

(2009) investigated the effect of ability grouping on 22,000 African American and 

Hispanic elementary school students from grade K through 3rd and found that the 

students in the higher level group far surpassed the students placed in the lower group 

insofar as they learned more material.  Fuchs, Fuchs, Hamlett, and Karns (1998) found 

that high achievers produced work of lower quality and collaborated less effectively 

when they worked with students of lower abilities.  Similarly, Hooper and Hannafin 

(1998) found that the academic achievement of high achievers increased approximately 

12% when grouped with other high achievers.  High achievers also completed the 

assigned learning task more effectively when in homogenous groups.  Shelby and 

Lannie (1999) found that students who were grouped according to academic ability 

responded to questions with longer and more creative answers than students who were 
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not grouped according to ability.  Some researchers have also found that ability grouping 

prevents low-performing students from interacting in a cooperative setting with students 

of higher abilities (Moody & Vaughn, 1997).  When students with low academic 

achievement were tracked by ability and placed with other low achievers, they often 

perceived collective inability to complete the task because of their limited academic 

capabilities (Cheng, Lam, & Chan, 2008).  However, when students were not tracked by 

ability and low achievers had the opportunity to work with high achievers, they often 

had higher collective efficacy due to the supportive learning environment generated by 

higher academic achieving students.  In contrast to other studies, however, ability 

grouping for high achievers was not beneficial in this study.  When high achievers were 

grouped by ability, they interacted less effectively with their high-achieving peers as 

they assumed everyone in their group understood the curriculum (Cheng et al., 2008).  

Making conclusions about ability grouping more difficult, some studies have 

found benefit to all groups when ability grouping is employed where others have found 

no advantage for any groups (Ireson, Hallam, & Plewis, 2001).  Hopkins (1997) found 

that ability grouping increased academic achievement because instruction was more 

focused, allowing teachers to adjust the pace of instruction.  This was beneficial for low-

ability groups because it allowed for repetition and reinforcement for those students who 

needed it.  In contrast, teachers were able to provide more opportunities for higher-level 

students to engage in higher-level problem solving, cooperative group discussion, and 

independent research.  In contrast, Abadzi’s (1983) review of the scientific research on 

ability grouping revealed no significant differences between the academic achievement of 



 
 

 
 

32 

grouped students and nongrouped students.  This finding has borne out in other studies 

failing to show higher grades among ability-grouped students (Bui, Imberman & Craig, 

2012).  

Teacher Perception of Ability Grouping 

Just as the research regarding the effects of ability grouping is mixed, so are 

teacher perceptions of the practice.  When queried regarding their preference of 

classroom type (i.e. ability grouped vs. integrated), many teachers prefer to teach classes 

with students of the same ability (Prince, 2004).  These findings were echoed by Petrello 

(2000), who found that, among educators of kindergarten to fourth-grade students, 84% 

preferred to teach homogenously grouped classes.  Many reasons for this preference 

were identified by the educators.  Some felt that classes can be better taught when the 

teacher’s attention is not divided between students of varying abilities.  Others believed 

they cannot teach at the pace high achievers require because lower-achieving students 

require repetition or re-teaching; this then pulls down the academic level for the higher 

achieving students.  Many teachers also felt that grouping allows each child to explore 

his or her individual interests while the teacher acts as a facilitator (Powell, 2008).  

These findings are notable, given Ansalone and Biafore’s (2004) study of 124 New York 

State public school teachers.  Their findings revealed that approximately 66% of the 

teachers surveyed remembered being tracked in elementary school.  Twenty-one percent 

remembered being tracked in a low-ability group, and more than half of those reported it 

had a “less than positive” effect on their educational endeavors later in life.  

Additionally, 60% of the teachers reported feeling ability grouping has a negative 
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impact on the self-concept of students who are low-achievers (Ansalone & Biafore, 

2004).  Despite teachers’ personal experiences with tracking, over 70% supported 

tracking.  Teachers reported feeling it would be too difficult to teach large classes that 

require a tremendous amount of differentiation, and the support needed to teach a class 

with wide variability in student ability is not present in most schools.  

Similar challenges are identified by middle-school teachers, who view tracking as 

a key way of reducing student variability so that teaching and managing the group 

becomes an easier task (Prince, 2004).  When there are many significant ability 

differences within one classroom, the teacher is faced with a choice of customizing the 

lesson plan to meet students’ individualized needs or to teach the average combined 

level of students.  The first strategy is difficult and most teachers are not adequately 

trained in preparing customized lesson plans.  The second strategy is ineffective and 

may be unfair to students who are above or below average.  

Another downside of ability grouping is the pairing of less experienced teachers 

with lower ability students (Prince et al., 2004).  Many teachers prefer to teach high-

achievers as it is often less strenuous and feels more productive (Ansalone & Biafora, 

2004).  More experienced teachers are typically more capable and have a greater voice 

in determining the class to which they are assigned.  New and inexperienced teachers are 

often given classes other teachers do not want to teach, such as low track and 

behaviorally-challenged classes.  Studies have found that teachers of lower tracks were 

less qualified and had lower expectations for their students than those teaching higher 
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tracks.  This led researchers to conclude that ability grouping does not raise academic 

achievement, but in fact serves to decrease it (Powell, 2008). 

The Effect of Ability Grouping on Self-Concept 

As with much of the ability-grouping research, the effects of ability grouping on 

academic self-concept are mixed.  Both a systematic review of 13 controlled studies 

(Ireson, Hallam, & Plewis, 2001) and a study of secondary students in Hong Kong 

(Cheung & Rudowicz, 2003) failed to find negative effects of ability grouping on 

academic self-concept.  However, other studies have supported low self-concept in 

lower-track students (Kulik, 1993; Slavin, 1990) with lower-track students believing 

themselves less capable and choosing their educational plans accordingly (Oakes, 1985; 

Prince, 2004).  Ireson, Hallam, and Plewis (2001) have found this to be particularly true 

among teenagers.  Some suggest that negative effects are found for high-ability students 

as well, with ability grouping resulting in these students becoming egotistical (Mills, 

1992).   

Assigning lower-ability students to classes based on ability may have a 

stigmatizing effect that results in students lowering their expectations about themselves, 

their behavior, and academic achievement.  Grouping labels students in a public manner, 

and teachers identify their students using these labels.  Students are well aware of which 

groups teachers value and which receive positive recognition in school.  The stigma of 

this negative labeling damages students’ confidence and self-esteem.  Once a label has 

been assigned, a student rarely challenges the label; rather, he or she assumes the 
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characteristics of the label.  As a result, the lower-track student may feel passed over and 

inferior (Carroll, 1999). 

The stigma of being assigned to a lower track is of particular concern given the 

reactions of other children to lower-track children.  A study by Mason (1974) revealed 

that children in a high-track group viewed lower-track students as “retards” and “just not 

good enough.”  Further, attitudes towards self and others create a vicious cycle where 

students with low self-concepts are grouped with others who also have low self-concepts 

and thereby reinforce each other’s negative self-concepts.  Students who possess a low 

self-concept display depression, may have thoughts of suicide, and are more likely to 

become pregnant as teenagers (Bhar, Ghahramanlou-Holloway, & Brown, 2008; Robles-

Pina, Defrance, & Cox, 2008; Santos, Saraiva, & De Sousa, 2009).  Males with low self-

concept may have higher levels of unemployment and females with low self-concept 

may develop eating disorders.  Additionally, students with a low self-concept often treat 

themselves harshly and allow others to treat them harshly (Emler, 2001).  

The Talmud 

For the last 1,300 years, the Talmud has been the center of Jewish learning.  It 

combines the study of Bible, law, ethics, and philosophy in a network of legal source 

texts, traditions, and legends.  Talmud records oral traditions composed over more than a 

millennium by hundreds of rabbinic scholars.  The study of the Talmud is synonymous 

with Jewish identity itself (Hayman, 1997).  There is little empirical data on the study of 

Talmud, and to date there is no research investigating the study of Talmud and ability 

grouping.  
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Talmud is an essential part of the Jewish studies curriculum in Orthodox Jewish 

day schools around the world and is learned by boys from 5th grade to adulthood.  In 

Jewish Orthodox communities, boys are encouraged to incorporate the language they 

learn in Talmud into their own language from a young age (Benor, 2004). The 

curriculum in fifth and sixth grades focuses on developing reading skills and following 

laws.  As students become more adept at reading and following the discussion in the 

Talmud, complex commentaries are introduced and more abstract approaches to 

understanding the concepts are developed.  One possible reason for introducing Talmud 

at an early age is to provide students with experiential opportunities to connect with God 

and the Jewish community.  From a psychosocial perspective (Erikson, 1956), children 

can develop a basic competence in learning Talmud at around the age of 11, which 

would facilitate incorporating the study of Talmud into the next stage of development as 

the students become teenagers and develop their own identity.    

During the fifth grade, students are typically expected to become familiar with the 

Aramaic language and develop vocabulary and a very basic knowledge of the Talmud.  

In sixth grade, students continue developing their reading and vocabulary skills and 

begin developing higher-order thinking skills.  Students are monitored very carefully to 

evaluate whether they are processing and displaying their understanding of new 

concepts and are placed the following year based on their processing speed and depth of 

understanding of the material (Rabbi D. Frischman, personal communication, January 5, 

2012).  Upon entering seventh grade, the students are ability-grouped into one of two 

tracks.  The higher grouping assumes that the students have mastered reading, 
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vocabulary, and methodology and are now prepared for higher-order thinking skills.  

The higher track also covers more material as compared to the lower track which 

focuses more on a continuation of basic skills (Rabbi D. Frischman, personal 

communication, January 5, 2012).  

Seventh grade may be an ideal time to investigate the development of academic 

self-concept in this population.  It is the first time the students are grouped by ability for 

the subject of Talmud.  Because learning the Talmud is a highly valued academic 

endeavor, studying this population presents a good opportunity to gain insight as to 

whether students use ability grouping as a frame of reference for academic self-concept.  

Summary 

 The following chapter continues with a description of the research design, 

including the sample and proposed statistical analyses, followed by a discussion of the 

psychometric properties of the assessment tools.  The chapter concludes with a 

protection of participants’ rights including confidentiality.  The final chapter discusses 

findings and limitations of the study.  Recommendations for clinical applications and 

further research are also presented. 
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Chapter 3: Research Method 

The purpose of the study was to investigate whether ability grouping affects the 

academic self-concept of middle school students learning Talmud and whether the 

BFLPE exists for the subject of Talmud.  The participants of the study were sixth and 

seventh grade middle school Talmud students from the tristate area from four schools 

that practice ability grouping for Talmud.  The research was conducted on selected 

Sundays at four Sunday school programs.  Both parts of the study were quantitative in 

nature.  To determine the effect of ability grouping on Talmud self-concept, I used a 

between subject design with an ANOVA.  The independent variable was divided into 

high, middle, and low ability grouping placement and the dependent variable was the 

average on a Likert scale measuring Talmud academic self-concept which was based on 

the SDQ-II (1992) as no academic concept scale existed for Talmud.  The predictor 

variables were the individual student achievement, school average achievement, and the 

interaction between school average achievement and individual student achievement.  

These variables were measured using GPA of three previous report card grades.  The 

dependent variable was the average score on a Likert scale measuring Talmud academic 

self-concept, which was based on the SDQ-II (Marsh, 1992).  The results may provide 

insight into the dynamic of ability grouping for Talmud and academic self-concept of 

middle school students and could influence how educators structure the grouping of 

classes for this important subject.  

The main purpose of this chapter is to explain the procedure that was used to 

collect, analyze, and interpret data for the study.  I present the research design and 

rationale, method of sampling procedures and recruitment, method of data collection and 
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analysis, the instruments used in the study, how the data were collected and analyzed, 

ethical procedures to protect integrity of the study, and possible threats to validity.  Both 

primary and secondary methods of data were used for the study.  Primary sources were in 

the form of a questionnaire eliciting responses to measure academic self-concept and 

secondary in the form of student achievement scores. Chapter 3 will conclude with a 

summary of the design and methodology used in the chapter.    

Research Design and Rationale 

In this study, I examined the relationship between ability grouping for Talmud 

and the academic self-concept of sixth and seventh grade Talmud students.  I also 

investigated the predictive relationship among individual academic achievement, school 

academic achievement, and academic self-concept for Talmud.  I assessed and analyzed 

the academic achievement and academic self-concept of sixth and seventh grade 

preadolescent students attending four Orthodox Jewish junior high schools that were 

located in the greater New York City area.  In the first part of the study, I used a between-

subject design and analyzed the effect of ability grouping for Talmud on academic self-

concept.  Between-subject designs allow the researcher to compare the performances of 

two groups on a particular measure to see if there is a significant difference in 

performance (Jaccard & Becker, 2002).  In the first part of the study, a comparison of 

academic self-concept was made between the levels of ability grouping for sixth and 

seventh grade. In the second part of the study, I used a correlational design.  Researchers 

use correlational designs to look at relationships between variables (Jaccard & Becker, 
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2002).  In the second part of the study, I measured if an increase in school academic 

achievement was correlated with a decrease in academic self-concept for Talmud.   

The results of the study may be used to offer insight to educational 

administrators as to whether class placement for Talmud affects the academic self-

concept.  This may impact the future academic, economic, and social standing of 

individual students.  The results may also provide insight into dynamics that exist for the 

subject of Talmud because of its religious implications that do not exist for the 

previously researched secular subjects. 

Data were collected on four consecutive Sundays at the four selected Sunday 

schools.  Each school had one Sunday designated toward data collection.  The 10-item 

questionnaires were given in a group setting for 10 minutes of the 20-minute recess. The 

data collection occurred over four Sundays and lasted for around 4 hours in total.  

Obtaining consent took effort and patience.  However, the actual completion of the 

questionnaire took no longer than a few minutes.  Student and school GPA in Talmud 

was accessed from the Talmud report card grades from the last three report cards.  This 

helped me to determine individual student achievement and school average achievement.  

The study correlational design was consistent with the previous research performed in 

ability grouping and for the BFLPE.  I used the same theoretical framework as the 

previous ability grouping and BFLPE research insofar as I used the frame of reference 

hypothesis as well as a multidimensional view of academic self-concept.   
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Methodology 

Population 

The participants were in sixth and seventh grade with an age range of 11 to 13 

years of age.  The participants were only male and were drawn from four all boys’ 

schools from New York City.  Orthodox Jewish schools in New York City do not 

generally teach Talmud to girls and, if they do, it is not done as rigorously as the boy 

schools do.  If females would attend these schools, they would have been included as 

well.  The population of the study was male Orthodox Jewish middle schools in the New 

York City area. 

Sampling and Sample Procedures 

It was expected that the sample for this study would be around 280 students from 

four schools.  The four schools were selected randomly via lottery from a list of 10 

NYC schools that taught Talmud and who agreed to participate in the study.  The 

sampling strategy for the study was an equal probability sampling method.  This 

means that each of the 10 schools had an equal chance of being chosen for the study, 

creating randomization and, therefore, increasing the generalizability of the study to 

Orthodox Jewish male sixth and seventh grade students in New York City.  

For the first part of the study, the expected sample size was 52 students in 

each school.  This was based on three variables, at a power level of .80 and an effect 

size of .06.  The multiple regression analysis had an expected sample size of 72.  

This was based on a sample size calculator (Soper, 2013) using a power level of .80, 
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an effect size of .16, a power of .80, and a probability level of .05.  Cohen (1988) 

explained that an effect size of .15 for a multiple regression analysis is considered a 

medium effect size.  I looked to recruit at least 72 students in each school to satisfy 

the sample size needs for both parts of the study.  The population was expected to be 

approximately 288 individuals divided by the four schools.  

Participants 

Participants were gathered from four all-male Orthodox Jewish junior high 

schools that taught Talmud in the New York City area.  Four schools that practice ability 

grouping for Talmud were randomly selected from a list of 10 ability-grouped schools.  

Each school name was written on a small piece of paper and placed in a bowl.  Four 

papers were randomly selected from that bowl identifying the ability-grouped schools 

that had the potential to be part of the study.  

A letter and e-mail was sent to the religious studies principal of each school 

explaining the opportunity to partake in the study, the goals and intentions of the study, 

and the necessity to have access to the individual student records of participating student 

with parent consent.  Upon receipt of permission from the religious studies principal, I 

placed advertisements in the schools’ weekly paper, as well as the local newspaper.  The 

participants who responded to the advertisement were sent an informed consent by 

mail/e-mail (Appendix A).   

Individual students were only eligible to participate with parental written consent.  

On the day of the study, children were given and explained their rights in the form of an 

assent form.  Once the students agreed and signed the assent form they were permitted to 
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participate in the study.  The assent form explained what the study was about and what 

was expected to participate.   

Procedures and Data Collection 

The religious studies principal of the identified school was contacted via 

email/phone to obtain his or her permission to conduct the study and to gain access to 

Talmud report card grades.  A Letter of Cooperation was sent to the principal via e-mail.  

After the principal responded with an e-mail approving the study, the researcher placed 

an advertisement in the school’s weekly paper as well as in the local Jewish newspapers 

of the identified schools.  The participants who responded to the advertisement were sent 

an informed consent to be completed by a parent (Appendix A) and were informed of 

the date and time when they could come and complete the questionnaire.   

The questionnaires and gift cards were prepared before the dates of testing.  The 

researcher e-mailed the parents the night before reminding them about the study and 

where and when the students should go.  On the day of data collection, the researcher 

made an announcement in each class right before the break so participating students 

would be informed of where to go.  The actual data collection took place in a specified 

room assigned by the principal of each school.  

The questionnaire was administered by the researcher.  Participants completed the 

questionnaires in groups.  After a warm greeting, the assent form (Appendix B) was read 

aloud to the group.  I asked the participants if they wanted to fill out the questionnaires 

and reminded the participants that there is no connection between the study and school 
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administration.  The participants were also told they are not penalized if they choose not 

to participate at any point.  

The participants that agreed to continue participation were then instructed that the 

researcher was going to read each question aloud and the participants were to answer 

after each question is read.  After all 10 questions participants had an opportunity to go 

back and respond to any question they may have skipped.  The raw scores resulting from 

the questionnaires were kept as the total score for the measure.  Although there are 

standard scaled scores for the SDQ-II (1992), these scores were not intended for Talmud 

and were therefore not used for the study.  

The questionnaire is a 6-point Likert scale.  Respondents were asked to respond to 

simple declarative statements with one of six responses:  False, Mostly False, More False 

than True, More True than False, Mostly True, True.  The resulting scores were based on 

the responses to the 10 items, half of which were positively worded statements and half 

which were negatively worded to control for positive response bias.  There were no 

correct or incorrect answers on this type of questionnaire.  After the completion of the 

questionnaire, the researcher gave each participant a Modell’s gift card as thanks for their 

participation.   

Academic achievement data were collected from the school secretary for each 

participant. The secretary was sent an Excel file with the student names and Academic 

Self-concept scores for Talmud.  She entered the GPA scores into the GPA column, 

erased the names of the participants to de-identify the data and e-mailed the file back.  
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After data analysis, a 1 page summary of the findings was emailed to the principals and 

to the participating parents and students.  

Data Analysis Plan 

The independent variable for the first part of the study, ability grouping, was 

measured on an ordinal scale. In other words, students were placed in classes based on 

ability.  They were placed in a low-level, middle-level or high-level class.  The 

dependent variable of academic self-concept for Talmud was measured on an 

approximating interval scale.  The term approximate is because ideally an interval scale 

should have two qualities: objective numerical data and equidistant value between 

intervals.  One of the difficulties with Likert scales is that the numerical values of the 

scale have no objective value.  The construct is arbitrary and based on the study and the 

levels are assigned numbers by the researcher.  Researchers try to balance Likert scales 

by providing the same amount of positive responses as negative responses.  Although 

the 6-point scale used for the SDQ-2 (1992) has three positive responses balanced by 

three negative responses, the values between each value on the scale are not necessarily 

equidistant from the perspective of the respondent.  

The statistical analysis that was used to analyze the data of the first part of the 

study was the Analysis of Variance (ANOVA).  This statistical method was used to 

compare the means of the three groups for the academic self-concept.  The mean scores 

of the low, middle, and high ability classes were compared to one another.  This was 

done to assess if there is a statistical significance between the mean scores.  Chiu (2012) 

performed a similar study on the effect of ability grouping on Math Self-Concept and 
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used the same statistical method.  SPSS (2009) was the statistical program used to 

analyze the statistical data.  The results may add to the understanding of how the 

academic self-concept of middle school students is influenced by ability grouping.  

The statistical analysis that was used to examine the BFLPE for Talmud is a 

multilevel regression analysis.  Marsh et al. (2008) recommended the use of multilevel 

regression analysis when investigating the BFLPE.  Regression analysis estimates the 

relationships among variables.  In this study, there were two predictor/independent 

variables and it was therefore necessary to examine the relationship of each variable and 

the dependent variable as well as the interaction between the two predictor variables and 

the relationship the interaction has on the dependent variable (BFLPE).  The relationship 

among individual academic achievement and academic self-concept for Talmud was 

analyzed.  The relationship among school achievement and academic self-concept for 

Talmud was also analyzed. The interaction between individual and school achievement 

and their relationship to Academic self-concept in Talmud was the final analysis of the 

study. 

 The research questions asked were: Will students placed in the lower ability group 

have a lower academic self-concept for the subject of Talmud than students placed in the 

higher ability grouped class? What is the relationship among individual academic 

achievement, school average achievement, and academic self-concept?  

Null hypothesis #1: Students placed in a high ability group class for Talmud will not have 

a significantly higher Talmud academic self-concept as measured by a self-report 
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questionnaire based on the SDQ-2 (Marsh, 1992) than students placed in the low ability 

group class,  

1. Will students placed in the lower ability group have a lower academic self-

concept for the subject of Talmud than students placed in the higher 

ability grouped class?  

 H01: There will be no significant difference between the Academic Self Concept 

for Talmud as measured by a self-report questionnaire based on the SDQ-2 (Marsh, 1992) 

when the scores of the high ability class are compared to the low ability class.  

 H11: There will be a significant difference between the Academic Self Concept 

for Talmud as measured by a self-report questionnaire based on the SDQ-2 (Marsh, 1992) 

when the scores of the high ability class are compared to the low ability class.  

Does school academic achievement and Individual academic achievement predict 

academic self- concept in Talmud?  

 H02: There will not be a predictive relationship between individual academic 

achievement, school achievement and academic self-concept for Talmud. 

 H12: School academic achievement, as measured by GPA, will have a negative 

relationship with academic self-concept for Talmud which will be measured by a self-

report questionnaire based on the SDQ-2 (Marsh, 1992).   

 

 

 

 



 
 

 
 

48 

 

Instrumentation and Materials 

Talmud Academic Self-Concept Survey 

 Although there are a number of tools that assess self-concept, there is no tool in 

existence that evaluates Talmud self-concept.  It was therefore necessary to create a 

questionnaire for the purpose of this study.   Solely using one of the established self-

concept tools would be inappropriate based on the theoretical framework of 

multidimensional self-concept theory.  In other words, because we are dealing with the 

context of Talmud, it would therefore have been appropriate to assess the specific 

domain of Talmud as it is not included in the previously existing scales.  However, the 

10 items that were used for Talmud Self-Concept was based on the SDQ-II (1992), 

which is a Self-Concept tool used in a previous important BFLPE study examining the 

BFLPE across 41 countries (Seaton, Marsh & Craven, 2009).  In fact, the questionnaire 

in their study was also a modified version for the use of their study.   The researcher 

utilized questions that are similar to the Verbal scale items.     

 Levels of Talmud Self-Concept were measured using the results of a 10 item self-

report inventory designed to measure Talmud Self-Concept on a 6 point Likert Scale.  

Comparisons will be made based on the raw score of each participant. Participants were 

asked to respond to simple declarative statements with one of six responses: False, 

Mostly False, More False than True, More True than False, Mostly True, True.  The 

resulting scores will be based on the responses to the 10 items, half of which are 

positively worded statements and half which are negatively worded to control for 
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positive response bias.  The negatively worded responses were reversed-scored so that 

higher responses will reflect higher Talmud Self-Concept.  The Questionnaire took 

approximately 3 minutes to complete. 

Although the actual SDQ-II will not be used for the study, because the items 

were based on it, a brief review of its reliability and validity will be presented.  

Reliability 

Cronbach’s coefficient alpha method measured the internal consistency reliability 

of the SDQ-II across 5 age groups and yielded coefficients from .83-.91 and are 

considered acceptable according to Aiken (2000).  The academic areas of Math, verbal 

and general school yielded coefficient alphas of .86, .87, and .90.  This means that there 

is homogeneity among the different items within each scale suggesting that the SDQ-II 

reliably measures different aspects of self-concept.  

Another reliability issue when it comes to using instruments for research is that 

the results will remain consistent with the passing of time.  This ensures that the tool 

will consistently yield the same results for the same individual.  Test-Retest reliability 

coefficients yielded .82 for General school, .85 for Verbal and .88 for Math (Marsh, 

1992).  

Validity 

   The SDQ-II has demonstrated good content validity as it is consistent with 

Shavelson, Hubner, and Stanton (1976) multifaceted, hierarchical model of self-concept.  

Construct Identification Validity is the extent to which a test measures a theoretical 

construct (Anastasi & Urbina, 1997).  Construct validity investigations are done within-
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network and between-network.  Within-network approaches use factor analysis to show 

that the multidimensional view of self-concept is consistent and has distinct components.  

Factor analysis was performed using item pairs and yielded median scores of .99 across 

13 scales.  In addition, each scale was clearly identified and correlations ranged from .48-

.80.  Correlations between the General school scale and Math was .37 and between 

general school and Verbal was .41. 

Between-factor network studies show relationships between the measure of self-

concept and other logically related constructs.  The SDQ-II was found to have similar 

age and sex effects and patterns on self-concept as other tools (Marsh, 1992).  The 

construct validity was also examined and similar mean performance was found in 

various cultures including the United States, Australia, France, Germany, New Zealand, 

United Kingdom and Kenya (Harter 1989, 1996; Hoge & Renzulli, 1993; Marsh & Hau, 

2004; Marsh & Shavelson, 1985; Muchera & Finch, 2010).  

Ethical Procedures 

Before conducting any part of the study an IRB approval notification was 

received to make sure that the procedures of the study are safe and ethical and maximum 

consideration of the participants were taken into account.  The first step of the study was 

to send letters to the four principals requesting permission to recruit from their sixth and 

seventh grade student population and to ask for access to the Talmud records of the 

students that participated.  Accessing school records required the permission of the 

school.   
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Parent consent was required for the students to participate in the study and for 

access to the academic record of each student.  The students’ parents were informed that 

their child’s participation in the study was voluntary and that they would receive a $5 gift 

card from Modells for their participation in the study.  They were also informed that their 

decision to allow their children to participate in the study would not affect the faculty-

student interaction or their child’s education as I did not want them to feel pressured in 

any way to participate.  The participants and their parents were informed in the parent 

consent form and in the assent form that they could withdraw from the study at any time.   

In addition, the student GPA had to be matched to the questionnaire so the data 

could be analyzed properly.  Data were collected using a number code for each 

participant.  A separate document will include the names associated with the number 

code for each participant so the coded questionnaire could be given to the right 

participant.  Once GPA scores were matched up to the Talmud Self-Concept scores the 

separate document with the names were erased leaving the coded data set alone.  Students 

did not write any identifying information on the questionnaire.  Questionnaires had the 

responses to the 10 items and response to which Rabbi they have for Talmud.  This was 

done to protect the identity of the participants. 

One ethical concern mentioned in the Walden IRB Form is that collecting data 

from students cannot  replace or occur during instructional time.  The study was therefore 

structured in a way where data collection occurred during Sunday school because it is 

optional to attend and there is no impact on academics.  The data collection was designed 

to take place during half of the break time so the students still had the benefit of their 
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break.  To avoid pressure or association of the study with the school, the researcher 

clarified in the advertisement and the explanation of the study to the students before 

assent forms were signed that the study had nothing to do with the school and was for 

dissertation purposes only.  Data were collected during the optional Sunday school 

program at each school to avoid any possible consequences to the regular curriculum or 

grades.  Another ethical concern is that only male middle school students from orthodox 

Jewish schools were included in the study.  This excluded many other ethnicities and 

females from participating in the study.  Females were also not included in the study.  

Although the population only represented one gender within one ethnic group, this was 

only because other ethnicities do not study Talmud as part of their school curriculum.  

This was also the reason that only males were included in the study.  There were no 

schools that practice ability grouping and also have female students.  If a female or a 

member of a different ethnic group would attend these schools they would have been 

included in the study.   

The questionnaires, parental consent forms, and the student assent forms were 

stored in a locked filing cabinet.  After the documents were properly secured, scores from 

the questionnaire and GPA scores were transferred to a password protected external hard 

drive in order to compute the statistical analysis.  An independent auditor was randomly 

reviewing the statistical records.  He has access to the raw data and statistical 

computations.  The research is be confidential.  The researcher, independent auditor, 

dissertation committee and the parents of the participants will be the only individuals 
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who have access to the anonymous records.  After 7 years, the record forms will be 

shredded and the hard drive will be wiped clean by a program called cc cleaner.  

There were no expected significant risks associated with participation in the 

study.  However, parents were be informed that the researcher will be available to 

discuss any concerns they may have had.   

Conclusion 

This study used a self-report questionnaire and achievement scores in Talmud to 

examine the effect of ability grouping on middle school students’ academic self-concept 

for Talmud.  The study sample was comprised of sixth and seventh grade students from 

four Orthodox Jewish middle school schools that practice ability grouping for Talmud.  

The data were examined using SPSS. The necessary precautions were taken for 

protection of participants’ rights by the original gatherers of the data.  The following 

chapter presents the results of the study, and the data supporting the conclusion.  The 

stated hypotheses were addressed, and consistencies and the findings are discussed.  The 

chapter concludes with an in-depth summary of the research findings and their relevance 

to the stated hypotheses.  
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Chapter 4: Results 

The purpose of this quantitative study was to examine the relationship between ability 

grouping for the study of Talmud and academic self-concept for Talmud of middle school 

students and to see if the BFLPE was present in four New York City schools.  The 

relationship between ability grouping and academic self-concept has been researched 

over the past 30 years.  Although the relationship between ability grouping and academic 

self-concept has been researched before, no researcher has investigated the relationship 

between ability grouping and academic self-concept for Talmud and there is no research 

on the predictive relationship between individual academic achievement, school average 

achievement, and academic self-concept for Talmud.  Academic self-concept is an 

outcome variable because academic self-concept has been found to be correlated to 

personality development, academic achievement, long-term job satisfaction, aspirations, 

criminal activity, coping skills, health, SES, and relationships to others (Reinherz & 

Pakiz, 1997; Trzesniewski et al., 2006). 

 There were two hypotheses for the study.  The first hypothesis was that middle 

school students placed in the high ability group for the study of Talmud will have a 

higher academic self-concept in Talmud than middle school students placed in a low 

ability group class.  The null hypothesis was that there would be no significant difference 

between the academic self-concept for Talmud as measured by a self-report questionnaire 

based on the SDQ-2 (Marsh, 1992) when the scores of the high ability class were 

compared to the low ability class. The second hypothesis was that there is a predictive 

relationship between individual academic achievement, school average achievement, and 
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academic self-concept for Talmud.  Academic self-concept for Talmud is negatively 

predicted by school average achievement in Talmud.  It was also hypothesized that 

academic self-concept for Talmud will be positively related to individual student 

academic achievement.  The null hypothesis was that there is no predictive relationship 

between individual academic achievement, school average achievement, and academic 

self-concept for Talmud.  

The main purpose of this chapter is to provide the results of the study by reporting 

what occurred during the recruiting process, discrepancies between the proposed process 

and what actually occurred, demographic and descriptive information about the 

participants, and how representative the sample was to the general population.  I will 

report the results from the statistical analysis, evaluate the statistical assumptions of the 

study, and report the findings of the statistical analyses based on the research questions 

and hypotheses.  

Data Collection Process 

The data collection process took approximately 6 weeks.  Advertisements were placed in 

the school newspapers for all four schools the week following IRB approval until the data 

were collected in each school.  Out of the total 1,152 possible participants in the four 

schools, 293 responses were received yielding a response rate of 25.4 %.  Of the 293 

students who participated in the study, 64 students were from School 1 with 30 sixth 

graders and 34 seventh graders.  Seventy eight students participated from School 2 with 

37 sixth graders and 41 seventh graders.  Seventy five students participated from School 

3 with 37 sixth graders and 38 seventh graders. Seventy six students from School 4 
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participated with 44 sixth graders and 32 seventh graders.  Of the 293 students, 164 

students were placed in the higher ability group and 129 were placed in the lower ability 

group. 

One deviation in data collection from the original plan presented in Chapter 3 

was that it took the students around 12 minutes to complete the entire process because 

the assent forms took a little longer than originally thought.  Another deviation from the 

original proposal was that the study was planned to recruit 288 participants and in 

actuality 293 were recruited.  This is not a significant difference in effect size.  A third 

change in procedure was that one of the schools dropped out of the study and needed to 

be replaced by another school. 	
  

Demographics 

The population sample for the study consisted of Orthodox Jewish male middle 

school students from Grades 6 and 7 from four schools in New York City that taught 

Talmud.  The ages of the participants ranged from 10.9 to 13.4 with a mean age of 11.9.  

The participants came from families varying in degree of SES, as all four schools were 

community schools for their respective locations.  Participants represented Ashkenazic, 

Sephardic, Hassidic, and Modern Orthodox groups within the Jewish community.  

Results 

The purpose of the first part of the study was to compare the academic self-

concept for the subject of Talmud of sixth and seventh graders placed in a low ability 

group to students placed in a high ability group to see if there was a statistically 
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significant difference between students placed in the higher ability class and students 

placed in the low ability class and the high ability class.   

An ANOVA was conducted to evaluate the relationship between level of ability 

grouping and academic self-concept in Talmud.  The independent variable was the 

ability grouping, with three levels: (a) low ability class, (b) middle ability class, and (c) 

high ability class.  The dependent variable was the raw score of academic self-concept.  

My first hypothesis stated that middle school students placed in the high ability group 

for the study of Talmud will have a higher academic self-concept in Talmud than middle 

school students placed in a low ability group class.  As seen in Table 1, sixth and 

seventh grade students placed in high ability classes had a higher academic self-concept 

for Talmud than sixth and seventh grade students placed in low ability groups and the 

ANOVA was significant, F(2, 290) = 7.49, p = .01.  The high-ability group had a mean 

of 46.73 (SD = 8.14), the middle level ability group had a mean of 48.29 (SD = 7.49), 

and the low ability group had a mean of 43.20 (SD = 10.34).  Therefore, my first 

hypothesis that students placed in a high ability group have a higher academic self-

concept for Talmud than students placed in a low ability group was confirmed.  Students 

placed in the middle group had a statistically significant higher academic self-concept in 

Talmud than the low ability group and a higher academic self-concept than the high 

ability group (although not a statistically significant difference).   

Posthoc tests were run using Dunnet C to evaluate pairwise differences among the 

means.  There was a significant difference in the means between the high ability group 

and the low ability group and between the middle group and the low ability group.  The 
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95% confidence intervals for the pairwise differences, as well as the means and standard 

deviations for the three levels of ability grouping are reported in Table 1.  

 

Table 1 

Talmud Academic Self-Concept Scores for Ability Groups 

   

High Group 

 

Middle 
Group 

 

Low Group 

 

F 

 

Sig. 

 
Talmud 
ASC 

      

      46.73 

 

48.29 

 

     43.20 

 

7.49 

 

. 01 

 
Confidence 
Interval 

 

45.33- 48.13 

 

46.48-50.11 

 

41.05-45.34 

  

 

SD 

 

8.15 

 

7.49 

 

10.34 

  

  

 

The purpose of the second part of the study was to examine the BFLPE for the 

study of Talmud in four Orthodox Jewish schools in NYC.  This involved examining the 

predictive relationship between school academic achievement, individual academic 

achievement, and academic self-concept in Talmud.  The second hypothesis was that 

students’ academic self-concept for Talmud is negatively predicted by school average 

achievement in Talmud.  The third hypothesis was that students’ academic self-concepts 

in Talmud would be positively predicted by their individual academic achievement.   
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The 293 students scored a mean of 45.98 (SD = 8.83) for academic self-concept 

in Talmud, a mean of 89.8 for individual academic achievement (SD = 10.24) and a 

mean school average achievement of 88.20 (SD = 1.85).   

Hierarchal multiple linear regression analysis was used to examine the predictive 

relationship among individual academic achievement, school average achievement, and 

academic self-concept for Talmud.  Basic descriptive statistics and regression 

coefficients are shown in Table 2  When academic self-concept was predicted it was 

found that individual academic achievement (Beta = .29, p <.01) and average school 

achievement (Beta = .11, p < .01) were significant predictors.  Individual academic 

achievement and average school achievement accounted for 11% of the variance in 

academic self-concept in Talmud, F(1, 290) = 18.7 (p < .01).  The first hypothesis was 

not confirmed by the results of this study.  The second hypothesis was confirmed by the 

results of the study.   

Table 2 

Multi-regression Analyses of Individual Achievement, School Achievement and ASC 

    Multiple regression weights  

Variable Mean STD Correlation with 
Talmud ASC 

B Β 

Talmud ASC 45.98 8.8    

Individual 
Achievement 

89.98 10.24 .33 .25 .29 

School Average 
Achievement 

88.82 1.85 .15 .73 .15 
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Summary 

The purpose of this quantitative study was to examine the relationship between 

ability grouping and academic self-concept in Talmud and to examine the BFLPE for 

the subject of Talmud in four schools in NYC.  Hypothesis 1 was supported as I found a 

statistically significant difference in academic self-concept scores in Talmud for students 

placed in a higher ability group in comparison to students placed in the lower ability 

group.  The middle ability group scored significantly higher for academic self-concept in 

Talmud than low ability groups.  The second hypothesis, that students’ academic self-

concept for Talmud study is negatively predicted by school average achievement in 

Talmud, was not confirmed by the results of the study as students placed in schools with 

a higher average academic achievement predicted higher academic self-concept.  This 

contradicts one of the aspects of the BFLPE.  The third hypothesis, that students with 

higher individual academic achievement in Talmud would have a higher academic self-

concept for Talmud, was confirmed and was statistically significant.  In the next chapter, 

I will interpret the results and draw implications from them.  Additionally, I will 

examine limitations and recommendations for future research.  
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Chapter 5: Discussion, Conclusions and Recommendations 

Introduction 

 The purpose of this quantitative study was twofold: (a) to examine the 

relationship between ability grouping for the study of Talmud and academic self-concept 

for Talmud of middle school students and (b) to see if the BFLPE was present in four 

NYC schools for the course of Talmud.  I collected data in the form of report card 

grades for Talmud which produced individual and school academic achievement.  Data 

for academic self-concept for Talmud were collected via questionnaire produced by the 

researcher and was based on a well-used questionnaire known as the SDQ-2 (Marsh, 

1992).  Participants were sixth and seventh graders ranging in age from 10.9 to 13.4.  

Recruited participants attended an optional after school Sunday program.  Although the 

methodology of the research was similar to previous studies done in the area, there were 

two identified gaps in the previous research.  One limitation of the previous research 

was that no scholar had examined the relationship between ability grouping and 

academic self-concept for the subject of Talmud.  Based on the multidimensional self-

concept theory, Talmud should need its own scale and tool because it would be 

considered a separate domain.  Another gap in the research was the fact that none of the 

BFLPE studies included the subject of Talmud.  A third limitation was that the BFLPE 

research has been inconsistent over the years with some researchers finding a higher 

self-concept in schools with high academic achievement and other researchers finding 

students in schools with lower academic achievement to have higher academic self-

concept.   
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 I hypothesized that, based on the frame of reference, individuals placed in the 

higher track for Talmud would have a higher academic self-concept for Talmud.  I found 

that students placed in the higher ability group had a higher academic self-concept for 

Talmud than students in the lower ability group.  In the second part of the study, I 

examined two aspects of The BFLPE.  The first hypothesis was that students in a higher 

achieving school would have a lower academic self-concept than students in a lower 

achieving school.  I found the opposite effect.  Students placed in a higher achieving 

school had a higher academic self-concept than students in a lower achieving school.  

The next hypothesis was that individual academic achievement would predict academic 

self-concept for Talmud.  I found that individual academic achievement was the 

strongest predictor of academic self-concept in Talmud.  

 This chapter will provide an interpretation of the findings, an explanation of the 

limitations of the study, suggestions for future research, and implications for positive 

social change. 

Interpretations of the Findings 

 In the first part of this study I found that students placed in a higher ability group 

class had a higher academic self-concept than students placed in a lower ability group 

class.  These findings have implications for educational administrators, teachers, parents, 

and students.  Higher academic self-concept in Talmud was related to students placed in 

a higher ability-grouped class, suggesting that class placement itself may be a factor in 

determining how students look at themselves and relate to the subject matter.  Scholars 

have shown that students who possess a low self-concept display depression, may have 
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thoughts of suicide and are more likely to become pregnant as teenagers (Bhar, 

Ghahramanlou-Holloway, & Brown, 2008; Robles-Pina, Defrance, & Cox, 2008; 

Santos, Saraiva, & De Sousa, 2009).  Males with low self-concept may have higher 

levels of unemployment and females with low self-concept may develop eating 

disorders (Chius, 2012).  Identifying grouping as an important predictive factor raises 

the need to consider its possible implications on students.  

 The results from the first part of the study were consistent with a previous study 

done by Kulik (1993).  Kulik performed a meta-analysis of the effects of ability 

grouping on multiple self-concept measures and found that the effects were positive for 

all ability groups and higher for the higher ability groups.  This is in concordance with 

the findings of my study insofar as the higher ability groups resulted in a higher level of 

academic self-concept.  

The results of my study seem to be contrary to a study by Preckel (2010).  

Preckel examined the effect of ability grouping in a school with 186 ninth grade students 

and found that ability grouping had a negative effect on the math self-concept of gifted 

students.  A limitation of the Preckel study was that the participants were all from one 

school while the participants of my study were from four different schools.  Talmud may 

also have different significance than math self-concept because of religious and social 

dynamics.  

Another study which seems to be contrary to the findings of the current study 

was the study by Ireson, Hallam, and Plewis (2001) in which they surveyed 3,000 ninth 

grade students and found no relationship between ability grouping and self-concept for 
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science and math, but they did find a positive effect for low ability grouped students for 

English and a negative effect for the high ability group for English.  One possible 

explanation is that the effect of ability grouping is subject specific.  Some subjects have 

different significance to the population being studied and will therefore have a different 

dynamic and effect.  It is possible that the social and religious significance of Talmud 

allows the dynamics of the BFLPE to take effect.  

In the second part of this study, I examined the BFLPE in four Orthodox Jewish 

middle schools in NYC.  More specifically, both individual academic achievement and 

school average achievement positively predicted academic self-concept for Talmud.  

Both high individual academic achievement and being in a high achieving school 

predicted higher academic self-concept for Talmud with individual academic 

achievement being the stronger predictor of the two.  These findings are important for 

school administrators and counselors insofar as putting a focus on student achievement 

for students that have low academic self-concepts and further implications for parents 

choosing Talmud schools for their children.  Being a part of a high achieving Talmud 

school or class is an important predictive factor in the child’s academic self-concept for 

Talmud.   

The results of this study seem to indicate that the reflected glory effect is the 

primary frame of reference process. Marsh and Craven (2002) identified two processes 

that can occur as a result of using a frame of reference: the contrast effect and 

assimilation or reflected glory effect.  The contrast effect occurs when an individual of 

lower ability compares him or herself to individuals with higher ability.  Assimilation or 
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reflected glory effect occurs when an individual is part of a group that performs well and 

takes pride in having membership within the group.  The results from this study seem to 

confirm a reflected glory effect when it comes to the study of Talmud.  This may result 

from a greater social importance given to Talmud within the orthodox Jewish 

community so being part of the school of high Talmud achievers gives students a greater 

academic self-concept for Talmud.     

The findings of the study are consistent with a study performed by Kong, Hau, 

and Chen (1998).  Kong et al. (1998) explored the BFLPE phenomenon in 10,366 

secondary school students, which was the same age as the participants in my study. Kong 

et al. (1998) found that students in a high achieving school had an assimilation or 

reflected glory effect and had a higher self-concept because they belonged to a high 

achieving school.  

Although these findings seem to support a reflected glory effect, Marsh and 

Craven (2006) maintained that children seem to become less positive about their self-

evaluations as they move through middle school because there is more social 

comparison and realistic external feedback.  The results of the study may be different 

with the same participants when they are in ninth and 10th grade.  

Limitations 

 There were a number of limitations to the current study.  The first limitation in 

terms of generalizability was that the study consisted of males only.  Although most 

Orthodox Jewish schools only offer Talmud to males, there are a significant number of 

females that study Talmud as well and they were not represented in this sample.  
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Another limitation in terms of generalizability was that the study only included sixth and 

seventh graders.  The reflected glory effect seen in this research may not hold true if the 

same students were followed into higher grades, like in high school.  It may take a few 

years for social effects to show.  Sixth and seventh grade were chosen because that is 

when Talmud study begins.  Because of the academic nature of the study, this study did 

not include as many schools as previous studies of the BFLPE.  Ideally, more schools 

would be included as recommended by Dai and Rinn (2004).  Despite these limitations, 

the findings are a good start to beginning the conversation about investigating ability 

grouping and the BFLPE in the subject of Talmud as no current knowledge base exists.  

 Another limitation in terms of methodology was that the tools used to measure 

academic achievement and academic self-concept in Talmud should be examined with 

more objective measures.  Academic achievement was measured by report card grades.  

Ideally, like previous research, academic achievement would be measured by an 

objective standardized achievement test.  However, no objective achievement test has 

been developed for Talmud.  In addition, no objective survey was developed for 

academic self-concept for Talmud.  I had to create a tool based on the SDQ-2 (1992) 

which was developed for other subjects.     

Recommendations 

 The purpose of this study was to examine the relationship between ability 

grouping for the subject of Talmud and academic self-concept for Talmud.  It was also 

to investigate the predictive relationship between individual academic achievement, 

school average achievement and academic self-concept for Talmud.  Although the 
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findings were found to be significant, further research should include a few more 

variables when investigating this relationship.  One general area that should be expanded 

upon is the importance of the social domain.  Talmud is not merely a subject for 

Orthodox Jews; it is a way of life and has social implications attached to it.  Future 

researchers might want to include some factors like personal or familial importance of 

Talmud as possible independent variables along with individual and school 

achievement.  In addition, it was not the purpose of this study to examine the role of 

having three levels of ability grouping.  However, since the findings suggest a 

statistically significant high academic self-concept for the middle ability group when 

compared to the low and high ability groups, future research should focus on whether 

there is a different dynamic in schools with a middle level ability group.  

 Ideally, future research will be longitudinal in nature and follow the same group 

over a number of years of schooling to see if the effects stay constant.  A study by 

Trautwein (2008) found that although initially students attending a high achieving high 

school started school with a reflected glory effect, after 4 years a contrasting effect 

occurred resulting in lower academic self-concept.  Future researchers may look at 

whether this holds true for Talmud as well given its social significance in the Orthodox 

Jewish community.  

 Most BFLPE studies include at the minimum 50 schools.  Future researchers may 

want to include more orthodox Jewish schools that teach Talmud from around the 

United States to have a more representative study and give a more global insight into the 

dynamics of the BFLPE in orthodox Jewish schools in general.  This research would 
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also include schools that teach Talmud in heterogeneous grouping.  It is unclear whether 

the dynamic is different for the students studying Talmud in those schools.  In addition 

to adding to the minimal knowledge base, it would also provide valuable insight to 

policymakers and administrators.  

Implications and Social Change 

 Most of the previous research investigating the relationship between ability 

grouping and academic self-concept an the BFLPE research these dynamics for the 

subjects of math, language arts, and science (Abadzi,1983; Brunner et al., 2010; Cheung 

& Rudowicz, 2003; Chiu, 2012).  The results of those studies were inconclusive and 

inconsistent.  The studies never included orthodox Jewish schools and did not pertain to 

the study of Talmud.  My study investigated these relationships within the context of 

four orthodox Jewish schools and specifically for the subject of Talmud.  The study was 

structured in a way that it took into account three levels of ability grouping, individual 

and school academic achievement based on report card grades and academic self-

concept based on responses to a questionnaire.  

 Low academic self-concept has been related to poor economic and life outcomes.  

It has a developmental progression and is based on individual success and skills, 

feedback from significant adults and peers within the individual’s social environment 

(Harter, 1995).  Based on a multidimensional theory of self-concept, it is clear that self-

concept is domain specific and includes social variables as well as academic.  It is 

therefore of great importance not only to develop awareness of the factors related to self-

concept but to actually help that knowledge to intervention.  
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 The importance of student academic achievement is not merely of practical 

significance to pass a class, it has emotional and life implications as well.  Even mere 

school membership has significance in how a student feels about him or herself as a 

student within a specific subject.  This self-concept may have an influence into whether 

a student continues learning Talmud into adulthood.  If it is important to a parent that 

their children learn Talmud throughout their lives, the parent will need to take both the 

level of the school achievement and the development of their child’s skill development 

into consideration. 

 At the administrative level, school officials have to decide whether they want to 

practice ability grouping for Talmud in their schools.  Obviously both political and 

educational factors are taken into consideration into that decision.  However, it is the 

responsibility of the school leader to make an informed decision that can be 

implemented in a political way but more importantly that is in the best educational 

interests of the students.  This may take the form of having ability grouping for some 

subjects and not for others.  It may mean practicing ability grouping while maintaining a 

strong focus on developing skills in the lower ability group.  

Theoretical Implications 

 From a theoretical perspective, the results suggest that the frame of reference in 

orthodox Jewish schools in NYC is not made to students within one’s own class but the 

comparison is made to the students in the “other” class.  This may be helpful for 

administrators to create opportunities and activities that make class comparisons 

minimal like by having grade-wide activities within the subject of Talmud that make 
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class membership less important.  Schools may need to make students more aware that 

there are different frames of reference the students could evaluate themselves to develop 

self-concept.     

 The findings suggest a reflected glory effect and that can be viewed in two ways. 

One possibility is that the reflected glory effect is a result of the subject of Talmud and 

there is something specific to Talmud that results in the reflected glory effect.  Another 

possibility is that the reflected glory effect is not a result of the subject of Talmud but a 

result of cultural implication of Orthodox Jewish schools.  School administrators must 

be sensitive to these possibilities and be very knowledgeable of the culture within their 

own schools and communities so they could develop academic self-concept for all their 

students regardless of ability.   

Conclusion 

 The purpose of this study was to examine the relationship between ability 

grouping and academic self-concept in Talmud and to investigate the predictive 

relationship between individual academic achievement, school academic achievement 

and academic self-concept in Talmud.  This study is the first investigation into these 

relationships within the context of Orthodox Jewish schools and for the study of 

Talmud.  The study may provide a foundation for the study of these factors for Talmud 

and for the development of more objective measures to investigate these variables. 

Maybe Jewish educators will begin to take student placement more into consideration 

insofar as it significantly affects the way students perceive themselves as Talmud 

learners.  



 
 

 
 

71 

  



 
 

 
 

72 

References 

Abadzi, H. (1983). The effects of ability grouping on the self-esteem and academic 

achievement of fourth grade students in a Texas school district. Available from 

Dissertations Abstracts International. (UMI No. 8425706).  

Alpert, B., & Bechar, S. (2008). School organizational efforts in search for alternatives to 

ability grouping. Teaching and Teacher Education: An International Journal of 

Research and Studies, 24, 1599-1612.  Retrieved from 

http://dx.doi.org.ezp.waldenulibrary.org/10.1016/j.tate.2008.02.023 

Anderson, H., & Rickard, N. (2007). A preliminary examination of short term effects of 

an active class based music program on young adolescents’ self-esteem and anger 

expression. Australian Journal of Music Education 1, 4-16. 

Ansalone, G., & Biafore, F. (2004). Elementary school teachers' perceptions and attitudes 

to the educational structure of tracking. Education, 125, 24-38. 

Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change. 

Psychological Review, 84, 191-215. Doi: 10.1037/0033-295X.84.2.191 

Bandura, A. (1982). Self-efficacy mechanism in human agency. American Psychologist,     

37, 122-147.  doi: 10.1037/0003-066X.37.2.122 

Bandura, A. (1993). Perceived self-efficacy in cognitive development and functioning. 

Personality and Social Psychology, 56, 907-920. doi: 

10.1207/s15326985ep2802_3 

Bandura, A. (1994). Self-efficacy in changing societies. New York, NY: Cambridge 

University. 



 
 

 
 

73 

Banks, M., & Woolfson, L., (2008). Why do students think they fail? The relationship 

between attributions and academic self-perceptions. British Journal of Special 

Education, 35, 49-56. doi: 10.1111/j.1467-8578.2008.00369.x 

Baumgardner, A. H., Kaufman, C. M., & Levy, P. E. (1989).  Regulating affect 

interpersonally: When low esteem leads to greater enhancement.  Journal of 

Personality and Social Psychology, 56, 907-921.  doi:10.1037/0022-

3514.56.6.907 

Benor, A. (2004). Talmid Chachams and Tsedeykses: Language, learnedness, and 

masculinity among Orthodox Jews. Jewish Social Studies 11, 147-169.  doi: 

10.1353/jss.2005.0001 

Bhar, S, Ghahramanlou-Holloway, M., & Brown, G. (2008). Self-esteem and suicide 

ideation in psychiatric outpatient self-esteem and suicide ideation in psychiatric 

outpatients. Suicide and Life-Threatening Behavior, 38 , 511-516.  doi: 

10.1521/suli.2008.38.5.511 

Bing, M. N., Whanger, J. C., Davison, H., & VanHook, J. B. (2004). Incremental validity 

of the frame-of-reference effect in personality scale scores: A replication and 

extension.  Journal of Applied Psychology, 89, 150-157.  doi:10.1037/0021-

9010.89.1.150 

Braddock, J. H., & Slavin, R. E. (1993). Why ability grouping must end: Achieving 

excellence and equality in American education. Journal of Intergroup Relations, 

20, 51-64. 

 



 
 

 
 

74 

Brunner, M. K., Ulrich, D., Reichert, C., Ugen, M., Fischbach, S., & Romain, M. (2010). 

The structure of academic self-concepts revisited: The nested Marsh/Shavelson 

model. Journal of Educational Psychology, 102, 964-981.   doi:10.1037/a0019644 

Byrne, B. M. (1984). The general/academic self-concept nomological network: A review 

of construct validation research. Review of Educational Research, 54, 427-456. 

doi: 10.2307/1170455 

Byrne, B. M., & Shavelson, R. J. (1986). On the structure of adolescent self-concept. 

Journal of Educational Psychology, 78, 474– 481.  doi: 10.1037//0022-

0663.78.6.474 

Carroll, L. L. (1999). Identification of the existence of some factors associated with 

ability grouping in high school and its implications for high school seniors. 

Available from Dissertations Abstracts International. (UMI No. 1397478). 

Cheng, R. W., Lam, S., & Chan, J. C. (2008). When high achievers and low achievers 

work in the same group: The roles of group heterogeneity and processes in 

project-based learning. British Journal of Educational Psychology, 78, 205-22 

doi: 10.1348/000709907X218160 

Cheung, C., & Rudowicz, E. (2003). Academic outcomes of ability grouping among 

junior high school students in Hong Kong.  Journal of Educational Research, 96, 

241-253.  doi: 10.1080/00220670309598813 

Chiu, M. (2012). The internal/external frame of reference model, big-fish-little-pond 

effect, and combined model for mathematics and science.  Journal of Educational 

Psychology, 104, 87-107.  doi: 10.1037/a0025734 



 
 

 
 

75 

Chius, E. (2012). Does self-esteem moderate the relations among perceived stress, 

coping, and depression? College Student Journal, 46, 149-157. 

Cohen, J. (1988). Statistical power analysis for the behavioral sciences (2nd ed.), 

Hillsdale, NJ: Lawrence Earlbaum Associates. 

Coopersmith, S. (1976). Figure drawing as an expression of self-esteem. Journal of 

Personality Assessment, 40, 370-375.  doi: 10.1207/s15327752jpa4004_5 

Dai, D., & Rinn, A. (2008). The big-fish-little-pond effect: What do we know and where 

do we go from here? Educational Psychology Review, 20, 283-317.  doi: 

10.1007/s10648-008-9071-x 

Dai, D. Y. (2004). How universal is the big-fish-little-pond effect? American 

Psychologist, 59, 267-268.  doi:10.1037/0003-066X.59.4.267 

Danielsen, A., Samdal, O., Hetland, J., & Wold, B. (2009).  School-related social support 

and students’ perceived life satisfaction. Journal of Educational Research, 102, 

303-320. doi: 10.3200/JOER.102.4.303-320 

Davis, J. A. (1966). The campus as a frog pond: An application of the theory of relative 

deprivation to career decisions of college men. American Journal of Sociology, 

72, 17– 31. doi: 10.1086/224257 

Dickhäuser, O., Reuter, M., & Hilling, C. (2010).  A frame of reference approach using 

structural equation modeling. British Journal of Educational Psychology, 75, 673-

688.  doi: 10.1348/000709905X37181 



 
 

 
 

76 

Edwards, D., Burnard, P., Bennett, K., & Hebden, U. (2010). A longitudinal study of 

stress and self-esteem in student nurses. Nurse Education Today, 30, 78-84.  doi: 

10.1016/j.nedt.2009.06.008 

Edwards, M., Borzyskowski, M., & Cox, A. (2004).. Neuropathic bladder and 

intermittent catheterization: Social and psychological impact on children and 

adolescents. Developmental Medicine and Child Neurology, 46, 168-177.  doi: 

10.1017/S0012162204000301 

Emler, N. (2001). Self-esteem The costs and causes of low self-worth. New York, NY: 

Joseph Roundtree Foundation, York Publishing Services Ltd. 

Erikson, E., (1956). The problem of ego identity.  Journal of the American 

Psychoanalytic Association,  4, 56-121.  doi: 10.1177/000306515600400104 

Fuchs, L. S., Fuchs, D., Hamlett, C. L., & Karns, K. (1998). High-achieving students’ 

interactions and performance on complex mathematical tasks as a function of 

homogeneous and heterogeneous pairings. American Educational Research 

Journal, 35, 227–267.  doi: 10.2307/1163424 

Gamoran, A. (1992). Is ability grouping equitable? Educational Leadership: Journal of 

the Department of Supervision, 4, 11-17. 

Gardner, D. (2007). Fixing the learning gap defeating kids of color. Education Digest, 72, 

7-13.  

 

 



 
 

 
 

77 

Hallam, A. Knapp, M., Järbrink, K. Netten, A., Emerson, E., Robertson, J., Gregory, N., 

Hatton, C., Kessissoglou, S., & Durkan, J. (2002).  Costs of village community, 

residential campus and dispersed housing provision for people with intellectual 

disability.  Journal of Intellectual Disability Research, 46, 394-404.  doi: 

10.1046/j.1365-2788.2002.00409.x 

Harter, S. (1993). Causes and consequences of low self-esteem in children and 

adolescents. Development & Psychopathology, 8, 761-777. 

Harter, S., & Whitesell, N. (2001). Why some adolescents report stable self-worth over 

time and situation, whereas others report changes in self-worth. Journal of 

Personality, 71, 1027-1059.  doi: 10.1111/1467-6494.7106006 

Harter, S., Waters, P., & Whitesell, N. R. (1998). Differences in perceived worth as a 

person across interpersonal contexts. Child Development, 69, 756-767.  doi: 

10.2307/1132202 

Hayman, P. (1997). On the teaching of Talmud: Toward a methodological basis for a          

curriculum in oral – tradition studies. Religious Education, 92, 61- 76.  doi: 

10.1080/0034408970920106 

Hendricks, K. B. (2009). The impact of ability-grouping on the achievement, self-

efficacy, and classroom perceptions of gifted elementary students. Dissertations 

Abstracts International. (UMI No.3342475).   

Hoge, R., & Renzulli, J. S. (1991).  Self-concept and the gifted child. (ERIC Document 

Reproduction Service No. ED358661) 



 
 

 
 

78 

Hooper, S., & Hannafin, M. J. (1988). Cooperative CBI: The effects of heterogeneous 

versus homogeneous grouping on the learning of progressively complex concepts. 

Journal of Educational Computing Research, 4, 413–424.   doi: 10.2190/T26C-

3FTH-RNYP-TV30 

Ireson, J., & Hallam, S. (2009). Academic self-concepts in adolescence: Relations with 

achievement and ability grouping in schools. Learning and Instruction, 19, 201-

213.   doi: 10.1016/j.learninstruc.2008.04.001 

Ireson, J., Hallam, S., & Plewis, I. (2001). Ability grouping in secondary schools: effects 

on pupils’ self-concepts. British Journal of Educational Psychology, 71, 315-326.   

doi: 10.1348/000709901158541 

Jaccard, J., & Becker, M. A. (2002). Statistics for the behavioral sciences-Third edition. 

San Francisco, CA: Brooks Cole Publishing.    

Jacobs, D., & Ku, H. (2002). Empowering low income Mexican and African American 

middle school students in two southwest urban communities. Journal of Poverty, 

6, 109-119.  doi: 10.1300/J134v06n01_06 

James, W. (1892). The briefer course.  New York, NY: Henry Holt. 

Jomeen, J., and Martin, C. (2008). The impact of choice of maternity care on 

psychological health outcomes for women during pregnancy and the postnatal 

period. Journal of Evaluation in Clinical Practice 14, 391-398.  doi: 

10.1111/j.1365-2753.2007.00878.x 



 
 

 
 

79 

Kemp, S., & Watkins, D. (1996). Self-esteem and academic streaming in Hong Kong. 

Journal of Social Psychology, 136, 651-653.  doi: 

10.1080/00224545.1996.9714050 

Kernis, M. (2005). Measuring self-esteem in context: The importance of stability of self-

esteem in psychological functioning. Journal of Personality, 73, 1569-1605.  doi: 

10.1111/j.1467-6494.2005.00359.x 

Kulik, J. A., & Kulik, C. C. (1992). Meta-analytic findings on grouping programs. Gifted          

Child Quarterly, 36, 73-77.  doi: 10.1177/001698629203600204 

Kulik, J. A. (1993). An analysis of the research on ability grouping.  NRC/GT Newsletter, 

8-9.  

Kususanto, P., Ismail, H., & Jamil, H. (2010). Students' self-esteem and their perception 

of teacher behavior: A study of between-class ability grouping. Electronic 

Journal of Research in Educational Psychology, 8, 707-724.  Retrieved from 

http://www.investigacion-

psicopedagogica.org/revista/new/english/ContadorArticulo.php?457 

Lleras, C., & Rangel, C. (2009). Ability Grouping Practices in Elementary School and 

African American/Hispanic Achievement. American Journal of Education, 115, 

279-304.  Retrieved from 

http://www.journals.uchicago.edu/doi/abs/10.1086/595667  

Marsh, H., Wen, Z., & Hau, K. (2004). Structural equation models of latent interactions: 

Evaluation of alternative estimation strategies and indicator construction. 

Psychological Methods, 9, 275-300.  doi:10.1037/1082-989X.9.3.275 



 
 

 
 

80 

Marsh, H. W. (1985). Self-Concept: Its Multifaceted, Hierarchical Structure.  

Educational Psychologist, 20, 107-124.  doi: 10.1207/s15326985ep2003_1.  

Marsh, H. W. (1986).  The hierarchical structure of academic self-concept: The 

Marsh/Shavelson Model. (ERIC Document Reproduction Service No. 

ED278690).  Retrieved from 

http://www.eric.ed.gov/contentdelivery/servlet/ERICServlet?accno=ED278690.  

 Marsh, H. W. (1990).  The structure of academic self-concept: The Marsh/Shavelson 

Model.  Journal of Educational Psychology, 82, 4, 623-637.  doi:10.1037/0022-

0663.82.4.623 

Marsh, H. W. (1992). Content specificity of relations between academic achievement and 

academic self-concept. Journal of Educational Psychology, 1, 35-43.  

doi:10.1037/0022-0663.84.1.35 

Marsh, H. W. (1992). The content specificity of relations between academic self-concept 

and achievement: An extension of the Marsh/Shavelson model. (ERIC Document 

Reproduction Service No.  ED349315)  Retrieved from 

http://www.eric.ed.gov/contentdelivery/servlet/ERICServlet?accno=ED349315  

Marsh, H. W., & Craven, R. (2006). Reciprocal effects of self concept and performance 

from a multidimensional perspective.  Perspectives on Psychological Science, 1, 

133-163.  doi: 10.1177/0146167207312313 

Marsh, H. W., & Hau, K. (2004).  Explaining paradoxical relations between academic 

self-concepts and achievements: Cross-cultural generalizability of the 

internal/external frame of reference predictions across 26 countries. Journal of 



 
 

 
 

81 

Educational Psychology, 96, 56-67.  doi:10.1037/0022-0663.96.1.56 

Marsh, H. W., & Shavelson, R. (2002) Self-concept: Its multifaceted, hierarchical 

structure. Educational Psychologist, 20, 107-124 doi: 

10.1207/s15326985ep2003_1 

Marsh, H. W., & Hau, K. (2003). Big fish little pond effect on academic self-concept: A 

cross-cultural test of the negative effects of academically selective schools. 

American Psychologist, 58, 364-376.  doi:10.1037/0012-1649.38.3.376. 

Marsh, H. W., Ellis, L., & Craven, R. G. (2002).  How do preschool children feel about 

themselves? Unraveling measurement and multidimensional self-concept 

structure.  Developmental Psychology, 38, 376-393. doi:10.1037/0012-

1649.38.3.376 

Marsh, H. W., Hau, K., & Craven, R. (2004).  The big-fish-little-pond effect stands up to 

scrutiny.  American Psychologist, 59, 269-271.  doi: 10.1037/0003-066X.59.4.269 

Marsh, H. W., Hau, K., Cordula, K., Baumert, J., & Peschar, J. L. (2006). OECD's brief 

self-report measure of educational psychology's most useful affective constructs: 

Cross-Cultural, psychometric comparisons across 25 countries.  International 

Journal of Testing, 6, 311-360.  doi:10.1207/s15327574ijt0604_1 

Marsh, H. W., Kong, C., & Hau, K. (2001). Extension of the internal/external frame of 

reference model of self-concept formation.  Journal of Educational Psychology, 

93, 543-553.  doi: 10.1037/0022-0663.93.3.543 

Marsh, H. W., Parada, R. H., Yeung, A., & Healey, J. (2001).  Aggressive school 

troublemakers and victims: A longitudinal model examining the pivotal role of 



 
 

 
 

82 

self-concept.  Journal of Educational Psychology, 93, 411-419.  doi: 

10.1037/0022-0663.93.2.411 

Marsh, H. W., Seaton, M., & Trautwein, U. (2008). The big-fish-little-pond-effect    

stands up to critical scrutiny: Implications for theory, methodology, and future 

research.  Educational Psychology Review, 20, 319-350.  doi: 

http://dx.doi.org.ezp.waldenulibrary.org/10.1007/s10648-008-9075-6 

Mason, G. A. (1974). Ability grouping: An ethnographic study of a structural feature of 

schools. Australian & New Zealand Journal of Sociology, 10, 53-56. 

McDonald, 2008  doi: 10.1177/144078337401000109 

Mead, G. H. (1934). Mind, self and society. Chicago, IL: University of Chicago Press, 

1934.  

Mills, T. R. (1992). The effects of grouping in rural elementary schools. Dissertations 

Abstracts International. (UMI No. 9323303).  

Mitchell, M., & Jolley, J. (2001). Research design explained (4th ed.). New York: NY. 

Moody, S. W., & Vaughn, S. (1997). Instructional grouping for reading. Remedial & 

Special Education, 18(6).  doi: 10.1177/074193259701800604 

Nieland, M., McCluskie, C., & Tait, E. (2001). Prediction of psychological distress in the 

self-esteem of adolescent boys with and without learning disabilities in an 

inclusive school. International Journal of Special Education, 23, 75-84. 

Nomi, T. (2010). The effects of within-class ability grouping on academic achievement in 

early elementary years. Journal of Research on Educational Effectiveness, 3, 56-

92.  doi: 10.1080/19345740903277601  



 
 

 
 

83 

Norris, C., & Aleixo, P. (2003). Ability grouping in schools: attainment and self-esteem. 

Education and Health, 21, 59-63. 

Ntshangase, M., & Cronk, A. (2008). A comparative study of the self-esteem of 

adolescent boys with and without LD in an inclusive school. International 

Journal of Special Education 23, 75-84. 

Oakes, J. (1985). Keeping track: How schools structure inequality. New Haven, CT: Yale 

University Press.  

Oakes, J. (1995). Two cities' tracking and within-school segregation. Teachers College 

Record, 96, 681-690. 

Page, R. (1991). Lower track classrooms: a curricular and cultural perspective. New 

York, NY: Teachers College Press.  

Pajares, F. (2002). Gender and perceived self-efficacy in self-regulated learning. Theory 

Into Practice, 41, 116-225.  doi: 10.1207/s15430421tip4102_8 

Pajares, F., & Urdan, T. (Eds.). (2006). Adolescence and education: Self-efficacy beliefs 

of adolescents. Greenwich, CT: Information Age Publishing. 

Petrello, N. (2000). Can ability grouping help educators meet higher educational 

standards? (ERIC Document Reproduction Service No. ED442743) 

Powell, T. A. (2008). The effect of ability grouping on the self-concept of above average, 

average, and below average readers. Dissertations Abstracts International. (UMI 

No. 3307306). 



 
 

 
 

84 

Preckel, F., & Brull, M. (2010). The benefit of being a big fish in a big pond: Contrast 

and assimilation effects on academic self-concept. Learning and Individual 

Differences, 20, 522-531.  doi: 10.1016/j.lindif.2009.12.007 

Preckel, F., & Brull, M. (2008). Grouping the gifted and talented: Are gifted girls most 

likely to suffer the consequences? Journal for the Education of the Gifted, 32, 54-

85.  Retrieved from 

http://jeg.sagepub.com.ezp.waldenulibrary.org/content/by/year. 

Prince, A. M. (2004). The “dumb” class?: ability grouping and its implications for 

middle schools. Dissertations Abstracts International. (UMI No. 1423314).  

Rabbi D. Frischman, personal communication, January 5, 2012.  

Riddick, B., Sterling, C., Farmer, M., & Morgan, S. (1999). Self-esteem and anxiety in 

the educational histories of adult dyslexic students. Dyslexia 5, 227-248.. 

Robles-Pina, R., Defrance, E., and Cox, D. (2008). Self-concept, early childhood 

depression and school retention as predictors of adolescent depression in urban 

Hispanic adolescents. School Psychology International, 29, 426-441.  Retrieved 

from http://dx.doi.org.ezp.waldenulibrary.org/10.1177/0143034308096434 

Rogers, C. (1956). Client-centered theory. Journal of Counseling Psychology, 3, 115-

120. 

Rosenberg, M. (1975).  Beyond self-esteem: Some neglected aspects of the self-concept. 

(ERIC Document Reproduction Service No. ED138497) 



 
 

 
 

85 

Santos, J., Saraiva, C., & De Sousa, L. (2009). The role of expressed emotion, self-

concept, coping, and depression in parasuicidal behavior: A follow-up study. 

Archives of Suicide Research, 13, 358-367. 

Sasat, S., Burnard, P., Edwards, D., Naiyapatana, W., Hebden, U., Boonrod, W., 

Arayathanitkul, B., & Wongmak, W. (2002). Self Esteem and student nurses: A 

cross cultural study of nursing students in Thailand and the UK. Nursing and 

Health Sciences, 4, 9-14.  doi: 10.1046/j.1442-2018.2002.00095.x. 

Sattler, J. (2001).  Assessment of children: Cognitive applications.  Los Angeles, CA: 

Jerome M. Sattler Inc. 

Seaton, M., Marsh, H. W., & Craven, R. G. (2009).  Earning its place as a pan-human 

theory: Universality of the big-fish-little-pond effect across 41 culturally and 

economically diverse countries.  Journal of Educational Psychology, 101, 403-

419.  doi:10.1037/a0013838 

Seaver, W. B. (1973). The effects of naturally induced teacher expectancies. Journal of 

Personality and Social Psychology, 28, 333-342.  doi: 10.1037/h0035186 

Segal, A., & Bekerman, Z. (2009). What is taught in Talmud Class: Is it Class or is it 

Talmud? Journal of Jewish Education, 75, 19-46.  doi: 

10.1080/15244110802654583 

Shelby, S., & Lannie, K. (1999). Nurturing gifted students' metacognitive awareness:    

Effects of training in homogeneous and heterogeneous classes. Roeper Review,  .  

doi: 10.1080/02783199909553974 



 
 

 
 

86 

Slavin, R. (1986). Ability grouping and student achievement in elementary schools: A 

best-evidence synthesis. (ERIC Document Reproduction Service No. ED348174) 

doi: 10.2307/1170460 

Slavin, R. (1995). Detracking and its detractors. Phi Delta Kappan, 77, 220-222. 

 

Soper, D. S. (2013) "A-priori Sample Size Calculator for Multiple Regression (Online 

Software)", http://www.danielsoper.com/statcalc. 

Tieso, C. L. (2000). The effects of grouping and curricular practice on intermediate 

students’ math achievement. Dissertations Abstracts International. (UMI No. 

9982009).   

Trautwein, U., Ludtke, O., Marsh, H. W., Koller, O., & Baumert, J. (2006). Tracking, 

grading, and student motivation: using group composition and status to predict 

self-concept and interest in ninth grade mathematics. Journal of Educational 

Psychology, 98, 788-806.  doi: 10.1037/0022-0663.98.4.788 

Trautwein, U., Marsh, H. W., & Seaton, M. (2008).  The Big Fish Little Pond Effect  

 stands up to critical scrutiny, Educational Psychology Review, 20, 319-350.  doi: 

10.1007/s10648-008-9075-6 

Trzesniewski, K. H., Donellan, M. B., Moffitt, T. E., Robins, R. W., Poulton, R., &  

Caspi, T., & Manger, L. (2000). Use of reinforcement and punishment on 

incarcerated and probated substance-abusing juvenile offenders. International 

Journal of Offender Therapy and Comparative Criminology, 44, 22-32.  doi: 

10.1177/0306624X00441003 



 
 

 
 

87 

U.S. Department of Education, National Center for Education Statistics. (2009). The 

Condition of Education 2009 (NCES 2009-081)  

Usher, E. L., & Pajares, F. (2006). Inviting confidence in school: invitations as a critical 

source of the academic self-efficacy beliefs of entering middle school students. 

Journal of Invitational Theory and Practice, 12, 7-16.  doi: 

10.1080/01626620.2012.642282 

Walker, J., & Gudjonsson, G. (2006).The Maudsley Violence Questionnaire: 

Relationship to personality and self reported offending. Personality and 

Individual Differences, 40, 795-806.  doi: 10.1016/j.paid.2005.09.009 

Wright-Castro, R., Ramirez, R., & Duran, R. (2003). Latino 6th grade student perceptions 

of school sorting practices. Paper presented at the Annual Meeting of the 

American Research Association, Chicago, IL. 

Zeleke, S. (2004). Differences in self concept among children with mathematics 

disabilities and their average and high achieving peers. European Journal of 

Special Needs Education, 19, 145-170.  doi: 10.1080/1034912042000259224 

 Zirkel, P., & Gluckman, I. (1995). It's the law: Ability grouping. Principal, 76, 62-63. 

 

 

  



 
 

 
 

88 

Appendix A: Parental Consent Form 

PARENT CONSENT FORM  
 
Dear Parent, 
 

Your child is invited to take part in a research study that will be looking at how 

ability grouping for Talmud affects his academic self-concept. The researcher is inviting 

students in sixth and seventh grade from around  the tri-state area to participate in this 

study. This form is part of a process called “informed consent” to allow you to 

understand this study before deciding whether to allow your child to take part.  

 
This study is being done by a researcher named            .  He is a Doctoral Student at 
Walden University.  
 
Background Information: 
The purpose of this study is to look at the relationship between ability grouping and 
academic self-concept.  
 
Procedures: 
If you agree to allow your child to be in this study, your child will be asked to:  
• Come to a specified room during part of his recess time at Sunday school 
• Fill out a ten item questionnaire asking about his attitudes about Talmud 
• The researcher will have to have access to your son’s last three report card 

grades in Talmud. If you are part of this study the principal of your school has 
agreed to give the researcher access pending your consent. No one other than 
the researcher will have access to this information and it will remain strictly 
confidential 

• A $5 gift card to Modells Sporting Goods will be given to those who participate 
• This will take approximately 3 minutes.  

 
 
Voluntary Nature of the Study: 
This study is voluntary. Everyone will respect your decision of whether or not you want 
your child to be in the study. Of course, your child’s decision is also an important factor. 
After obtaining parent consent, the researcher will explain the study and let each child 
decide if he wishes to volunteer. This research is not in any way associated with the 
school your child attends although permission from the school was asked.  No one at the 
your child’s school will treat you or your child differently if you or your child decides 
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not to be in the study. If you decide to consent now, you or your child can still change 
your mind later. Any children who feel stressed or uncomfortable during the assessment 
may stop at any time.   
 
Risks and Benefits of Being in the Study: 
Being in this type of study involves some minimal risk of the minor discomforts that 
your child might encounter in daily life, such as questions that may be difficult to 
answer. Being in this study would not pose risk to your child’s safety or well-being.  
 
 
The benefit of this study will be to add to the overall knowledge of the potential impact 
that ability grouping for Talmud may on the development of academic self-concept.  
 
 
A summary of the overall findings noting whether ability grouping affects academic 
self-concept will be mailed after the study is concluded.  The information will not 
include any of the student’s individual information.  
 
 
Privacy: 
Any information your child provides will be kept confidential. The researcher will not 
use your child’s information for any purposes outside of this research project. Also, the 
researcher will not include your child’s name or anything else that could identify your 
child in any reports of the study. Data will be kept secure by keeping it in a locked filing 
cabinet. Data will be kept for a period of 5 years, as required by the university. The data 
will be kept in a private location under lock and key.  
 
Contacts and Questions: 
You may ask any questions you have now or if you have questions later, you may 
contact the researcher via my cellphone number at                If you want to talk privately 
about your child’s rights as a participant, you can call Dr. Leilani Endicott. She is the 
Walden University staff member who can discuss this with you. Her phone number is 1-
800-925-3368, extension 1210. Walden University’s approval number for this study is #  
10-23-13-0036234 and it expires on October 2, 2014. 
 
The researcher will provide an extra copy of this form for you to keep.  

 
 
 
 
Statement of Consent: 
 
I have read the above information and I feel I understand the study well enough to make 
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a decision about my child’s involvement in this optional research project. Signing 
below, I understand that I am agreeing to the terms described above. 
 
 
 

Printed Name of Parent  

Printed Name of Child,  

Child’s Grade and Talmud Rabbi  

Date of consent  

Parent’s Signature  

Researcher’s Signature   

School  
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Appendix B: Child Assent Form  

ASSENT FORM FOR RESEARCH 
 
Hello, my name is            and I am conducting a study to learn about how tracking 
affects what students think about themselves. I am inviting you to join my project. I am 
inviting some students in the sixth and seventh grade at your school to participate in this 
study. I am going to read this form to you. I want you to learn about the project before 
you decide if you want to be in it.  This study is not connected to your school. It is 
separately being conducted for my own schooling.  
 
 
WHO I AM: 
I am a student at Walden University seeking a PhD in School Psychology.  
 
ABOUT THE PROJECT: 
If you agree to be in this project, you will be asked to:  
• Spend approximately 3 minutes answering question about Gemara 
• Receive a $5 gift card 
 

IT’S YOUR CHOICE: 
You don’t have to be in this project if you don’t want to. If you decide now that you 
want to join the project, you can still change your mind later. If you want to stop, you 
can. 
 
Being in this project might make you stressed like if you were asked an uncomfortable 
question.  I am hoping this project might help people understand how students are 
affected by the class they are placed in. 
 
Everyone participating in the study completes the questionnaire and gets the gift 
certificate.  
 
 
PRIVACY: 
Everything you tell me during this project will be kept private. That means that no one 
else will know your name or what answers you gave. The only time I have to tell 
someone is if I learn about something that could hurt you or someone else.  
 
ASKING QUESTIONS: 
You can ask me any questions you want now. If you think of a question later, you or 

your parents can reach me at     . If you or your parents would like to ask the university a 
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question, you can call Dr. Leilani Endicott. Her phone number is 1-800-925-3368, then 

dial 1210. 

 
I will give you a copy of this form. 
 
Please sign your name below if you want to join this project. 
 
Name of Child  

Child Signature  

Date  

 
Researcher Signature  
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• Organized and implemented professional development for staff 
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standard of education 
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