
THE INTERNATIONAL JOURNAL OF BUSINESS & MANAGEMENT                ISSN 2321–8916                www.theijbm.com      

 

127                                                                           Vol 6  Issue 6                                                                              June, 2018 

 

 

THE INTERNATIONAL JOURNAL OF  

BUSINESS & MANAGEMENT 
 

Using Gender Patterns to Explore University Students’ 

Differences of Self-Concept, Social Support, and Academic 

Achievement 

 

 

 

 

 

 

 
 

 

 

 

 

 

 

 
1. Introduction 

 Gender is a general term referring to male and female. There are many differences between male and female, one of 

which is academic performance. In the educational systems of different countries, many female students have superior 

academic achievements or performances in international competitions to male students. This global phenomenon has been 

both valued and a concern for governments of different countries. Many variables are associated with academic achievements 

(Ning& Downing, 2010). Educational statistics and reports of media suggest a gap of academic achievement between male and 

female students (Clark et al. 2008; Rinn et al.2008; Ismail, 2009; Gibb et al. 2008). Difference in gender on academic 

achievement has always been a topic discussed by psychologists, educators, and researchers. According to the research of 

Feingold (1998), training and experience in childhood, attitudes of different gender, parents’ and teachers’ expectations 

regarding behavior, and physical differences can result in varied performances and achievements. Many past studies have 

discussed gender differences in terms of academic achievement, and found that model differences are influenced by subjects, 

ages, education, language, etc. (Wong et al. 2002; Tinklin 2003). Bargad and Hyde (1991) and Bryant et al. (2003) indicated 

that schools, students’ ages, cognition of gender roles, students’ gender, students’ educational level or courses, classmates’ 

interactions, and teachers’ expectations all influence students’ cognition of gender. Other studies have proposed that in 

modern time, the gap between male and female students in academic achievement is insignificant, and even nonexistent. 

Moreover, university students, in comparison to those who have never studied in universities, have better concept in gender 

equality (Funk & Willits, 1987). However, a longitudinal research suggested that university students’ concept of gender 

equality has not improved over time (Corbett, Rudoni, &Frankland, 1981). Therefore, are genders different in academic 

achievement? Previous studies have inconsistent findings.  

 University students are the elites of future society; thus, they should have significant capabilities and characteristics in 

order to match the demand of the future workplace. During the study years, students should have specific understanding and 

cognition to cultivate personal specialties and enhance professional knowledge and capabilities. By interacting with families, 

relatives, friends, teachers and peers, they reinforce self-concept and have academic achievement to prepare for their future 

career. Eisenberger et al. (1986) suggested that according to the social support theory, when individuals are supported in 

social processes, trust in organizations will be enhanced, which will improve the relationship quality between individuals and 
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system related groups. Therefore, when individuals believe that the system cares, supports them, and it is reliable, they will 

have positive behavioral performance, and be more willing to actively share knowledge with others.  

Thus, when encountering peer competition, teachers’ and parents’ expectations, and pressure of employment, university 

students will naturally look forward to their academic study and future development. Students’ academic achievements in 

schools represent their learning results and educational effectiveness of schools. Therefore, this study treats gender as an 

indicator and moderating variable and explores the gender influence of university students on their self-concepts, social 

supports, and academic achievements. Research findings can serve as references for future instruction and research in 

academia. 

 

2. Literature Review 

 

2.1. Self-Concept  

    Shavelson et al. (1976) suggested that self-concept is the individuals’ subjective views or personal images upon 

experience within an environment, others’ evaluation, personal explanation, and attribution; it is the way that they treat and 

describe themselves. Pintrich and Schunk (2002) found that a person’s self-concept is significantly related to behavioral 

motive. People with a high self-concept usually have a higher motivation for achievement and are more willing to learn; those 

with a low self-concept have a lower learning motivation and ambition. According to Zhang and Li (2010), the self-concept of 

university students develops into a relatively stable level during the college period. If they can clearly recognize and 

understand themselves, their learning and career planning can be significantly enhanced.  

 Many recent studies have explored the role of self-concept in the academic domain (Linnenbrink 2006; Marsh, Craven, 

&McInerney, 2003), due to the demonstrated importance with respect to self-regulated learning, achievement motivation, 

course enrollment, and career-related decision-making (Schutz&Pekrun, 2007; Skaalvik&Skaalvik, 2008; Goetz, Cronjaeger, 

Frenzel, Ludtke, & Hall, 2010). According to Pintrich and Schunk (2002), individuals’ self-concept is significantly related to 

behavioral motive. People with a high self-concept usually have a higher motivation of achievement and are more willing to 

learn; those with a low self-concept tend to have a lower learning motivation and ambition. Self-concept reflects the outcomes 

of individuals’ behavior and performance. Positive self-concept is a critical measure leading to behaviors expected by society. 

The main reason is that positive self-perception can increase individuals’ behavioral performance; hence, students’ self-

concept will strongly influence learning motivation. Thus, cultivation of students’ positive and active self-concept can enhance 

their learning motivation, and indirectly influence their academic achievements. 

 

2.2. Social Support 

Hobfoll (2002) defined social support as to assist individuals through social relationships, emphasize individuals’ 

sense of belonging through important social groups, and reinforce the belief that they are loved and cared for. Cohen and 

Lakey (2006) suggested that the function of social support means individuals’ response to pressure is enhanced by others’ 

support, as it lowers the negative effect of pressure on individuals. People can acquire such assistance from an interpersonal 

network or other social support (Colvin, Cullen, & Thomas, 2002). Sarason, Levine, Basham, and Sarason (1983) found that 

teachers’ support of students directly influences students’ satisfaction with schools. In fact, individuals’ achievements are 

influenced by social support. Based on the research of Swindle (1983), when individuals have more social support, the 

physical and mental factors affecting their lives are lessened. Thus, social support is treated as a moderator.  

The sources of social support are broad, such as family members, teachers, elders, friends, and classmates; such 

sources of support lower strong reactions to pressure, allowing individuals to deal with life incidents with more flexible 

measures, while maintain positive physical and mental adjustment (Swindle, 1983). Social support is the base to acquiring 

assistance and enhancing relation quality (Leavy, 1983). When individuals encounter difficulties in a new environment, 

through others’ assistance, they can adapt to the new environment (Tsang, 2001). Henderson et al. (1994) found that for 

parents who maintain frequent contact with schools, their children usually perform better in school. Parental time spent on 

children’s education significantly influences children’s attitude toward learning, thus affecting their academic performance. 

Based on the above, sources of social support, in a broad sense, can be social networks; and in a narrow sense, can be an 

important other source. By different levels of social support, individuals are supported differently. Social support of primary 

groups includes family members, relatives, and friends, and such sources are considered as critical for individuals. Social 

support can lead to physical demands and energy resources for individuals, and thus, are treated as key resources in stressful 

situations (Hobfoll&Shirom, 2000). This study aims to probe into the effects of social support on university students’ academic 

achievement. Thus, university students’ main sources of social support, namely, family members, relatives, teachers, 

classmates, and friends, are explored. 

 

2.3. Academic Achievement 

In modern society, due to increased competitiveness, social trends and effects of education are a concern for the public. 

Thus, academic achievement is highly valued. Academic achievement means to accomplish a certain degree of knowledge or 

skills through learning. Brown, Campione, and Day (1981) defined academic achievement as knowledge, comprehension, and 

skills, which are acquired by educational experience in formal courses, instructional design, or messages, as well as skills 
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obtained by individuals through special instruction. Academic achievement means that individuals obtain messages, 

knowledge, or skills through learning, and it is usually measured by scores, teachers’ rating, or both. According to previous 

research, intellectual factors and normalized test scores have been used to explore the correlation between the factors and 

students’ academic achievement (Cokley, Bernard, Cunningham, &Motoike, 2001). At present, many teachers evaluate 

students’ learning results through various types of achievement tests, such as written tests, practices, evaluations, file tests, 

and dynamic tests, in order to know their learning effectiveness. Among those methods, academic achievement is the most 

representative indicator.  

According to literature, there are many factors affecting students’ academic achievement, such as gender, order of 

birth, socioeconomic status of the family (Powell 1990; Santrock 1988), personality traits, self-concept, motivation, emotion, 

learning attitude, interest, value experience, expectation and intelligence, social skills, family environment, social status, and 

encountered experiences (Henderson &Berla, 1994). Sewell and Hauser (1980) proposed a social and psychological model of 

educational achievement, which suggests that individuals’ educational achievement is directly influenced by the 

socioeconomic status of the family, or indirectly influenced by important others’ expectations. Individuals’ educational 

achievements can be affected by many direct or indirect factors, such as socioeconomic status of the family, material 

conditions, nurturing, language, learning environment, parents’ care, and expectations for children, which can influence 

individuals’ educational opportunities. 

 

2.4. Gender Differences 

 The gender gap in academic achievement has been the subject of extensive research. Most gender-gap research in 

academic achievement focuses on primary and secondary education (Else-Quest et al., 2010; Fryer & Levitt, 2010). 

Surprisingly, this research hardly refers to the traits of higher educational systems. Gender difference is an extremely 

important issue. First, males’ and females’ physical differences and interests are the basis for the research motive in order to 

determine gender differences in learning and achievement. Thus, gender equality is an important study of individual 

development, education, and social behavior (Nie&Liem, 2013). Wigfield et al. (2002) found that gender differences in learning 

and achievement may be due to gender differences in motivation and social expectations, which could also provide 

understanding for the gender differences in achievement motivation. Those research findings can lead to proper directions for 

parenting, teaching, and policy makers. Many countries around the world are implementing educational reform, and students’ 

academic achievement reflects a global trend. The academic performances of female students are superior to those of male 

students, including language, mathematics and natural science, whereas the latter two were used to be the dominant subjects 

of male students. This reflects a global trend of “male crisis”. Although females’ performances are not second to males’ in 

science circles, in higher academic ranking, the female participation is low, which is the so-called leaky pipeline phenomenon. 

In the educational field, the teaching materials, teacher-student interaction, evaluation, and science learning are all closely 

associated with gender image. Scientific educational circles are not favorable for female-friendly learning environments (Liu, 

2012). 

 According to research, females tend to have stronger motives to avoid success than males (Meece, Glienke, & Burg, 

2006). Some goal researchers have demonstrated gender differences in achievement goals. The study of Thorkildsen and 

Nicholls (1998) found that males scored higher on ego orientation, while females scored higher on task orientation. Recent 

research also found that females were more focused on learning than males (Ingles et al. 2011; Yeung, Lau, &Nie, 2011). Thus, 

literature on gender difference mostly focused on behavior and motive. This study aims to probe into the relationship between 

gender differences on university students’ self-concept, social support, and academic achievement.  

 

2.5. Self-Concept and Academic Achievement 

According to Chien, Jen, and Chang (2008), relationships between self-concept and academic achievements include 

three perspectives: 1. skill development model: students’ academic or subject performance influences their self-concept; 2. 

self-enhancement model: the self-concept influences academic achievement; 3. reciprocal effects model: there is a causal 

relation between self-concept and academic achievement. Self-concept is affected by performance of capacity and is also an 

important variable of learning achievement.  

 Marsh and Köller (2004) proposed the Unification Model to examine the reciprocal causality between academic 

achievement and self-concept. They found that in the same field, self-concept enhances academic achievement, while in 

different fields, self-concept slightly restrains academic achievement. Goldberg and Cornell (1998) found that students’ 

internal motivation and self-concept have significant correlations with academic achievement. Moreover, there is a feedback 

model among students’ academic achievement, self-concept, and motivation. When students have an active attitude toward 

personal capacity, they will have higher achievement, thus enhancing their self-concept and motivation. Those variables form 

a feedback loop. Purkey (1970) indicated that for students, overall self-concept significantly influences academic achievement. 

There is a causal relation between academic achievement and self-concept. Successful academic learning can enhance 

students’ self-esteem and confidence, while feedback leads to better performance in different dimensions. Marsh and Yeung 

(1997) found that students’ academic self-concept influences their future academic achievement, in turn affecting their 

academic self-concept. Thus, there is a close relationship between self-concept and academic achievement. 
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2.6. Social Support and Academic Achievement

Social support is a critical variable in related studies and has many positive benefits. Widoff (1999) probed into the

learning experiences of 397 university and graduate school students, and found that peers, friends, and family members were 

the sources of support for adult students. Among others, peers and friends provided encouragement, specific assistance, and 

helped with the emotional release. Many studies have indicated that social support is related to academic achievement among 

college students. The research of Roman, Cuestas, and Fenollar (2008) represents an initial step into the analysis of the eff

of self-esteem, peers and teacher’s expectations, and family support, on academic achievement through learning approaches. 

Data were gathered from 553 university students from different faculties of a Spanish university. Analyses, through structura

equation modeling, provided support for the positive effects of self

and achievement. Peers and teacher’s expectations increased both surface learning and effort. Hymel et al. (1996) also 

provided evidence that peer support may contribute to children’s achievement, as it has a profound influence on their day

day behavior in school. Frentz et al. (1991) proposed that students who were rejected by their peers had lower academic 

achievement scores than more popular students. Other studies have suggested that the perceptions of supportive relations 

with teachers are related to greater academic achievement, higher levels of student engagement, less problem behaviors, and 

more positive peer relations (Hamre and Pianta 

 

3. Methods 

By literature review, this study proposes a correlation model of self

gender. The research framework is as shown in Figure 1.

 

 

3.1. Hypotheses 

According to the research purposes, literature review, and research framework, this study proposed the following 

hypotheses regarding the relationship, and conducted an empirical study.

• H1: Gender has a significant difference on self

• H1-1: Gender has a significant difference on self

• H1-2: Gender has a significant difference social support.

• H1-3: Gender has a significant difference on academic achievement.

• H2: Self-concept significantly influences academic achievement.

• H3: Social support significantly influences academic achievement.

In order to find out whether relationships between gender and self

achievement, can be applied to students in higher education institutions, this study explored whether gender is a moderating 

variable. The following hypotheses are constructed: 

• H4-1: Regarding the effect of self-concept on academic achievement, gender has a moderating effect.
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• H4-2: Regarding the effect of social support on academic achievement, gender has a moderating effect. 

 

3.2. Procedure and Participants  

This study conducted several tests to validate the directional effects of variables within the research framework, and the 

significance of these effects. Structural Equation Models (SEM) was used to examine the causal relationship among self-

concept, social support, and academic achievement. Finally, by multi-group analysis, this study determined whether gender 

has a moderating effect in the relation models of self-concept, social support, and academic achievement. 

In order to explore self-concept, social support, and academic achievement from the perspective of gender, a 

questionnaire survey was conducted with limited samples for statistical inference. Full-time university students from 15 

universities in Taiwan were treated as the population, and 1500 questionnaires were distributed. A total of 1440 samples 

were retrieved, and there were 1406 valid questionnaires, for a valid return rate of 94%. Among the valid samples, 621 are 

male (44.2%) and 785 are female (55.8%), most students are studying in private universities or colleges (41.7%) and are 

juniors (70.9%). 

 

4. Results 

 

4.1. Differential Analysis of Gender on Self-Concept, Social Support, and Academic Achievement  

Independent t test was conducted to analyze the constructs and sub-constructs. The results are as shown in Table 1. 

In the construct of self-concept, gender has reached a level of significance in the subconstruct of pressure resistance (t = 2.25, 

p<0.05), meaning that gender has a significant difference in pressure resistance, and that of females is lower than that of 

males (female= 3.55, male = 3.63). Moreover, gender has reached a level of significance in the subconstruct of physical 

capacity (t = 8.27, p<0.01), suggesting that gender has a significant difference in physical capacity, and that of females is 

lower than that of males (female= 3.26, male = 3.62). In addition, gender has reached a level of significance in the 

subconstruct of relationship with parents (t = -4.48, p<0.01), indicating that gender has a significant difference in 

relationships with parents, and that of females is higher than that of males (female = 3.77, male = 3.60). For subconstructs of 

specialized subjects, friends, and career planning, gender has not reached a level of significance. Thus, H1-1 is partially 

supported.  

In the construct of social support, gender has reached a level of significance in the subconstruct of parental support 

(t = -4.30, p<0.01), meaning that gender has a significant difference in parental support, and that of females is higher than 

that of males (female = 3.93, male = 3.78). Moreover, gender has reached a level of significance in the subconstruct of peer 

support (t = -8.55, p<0.01), suggesting that gender has a significant difference in peer support, and that of females is higher 

than that of males (female= 4.04, male = 3.76). For the subconstruct of teachers’ support, gender has not reached a level of 

significance. Thus, H1-2 is partially supported.  

Gender has reached a level of significance in academic achievement (t = -12.17, p<0.01), indicating that gender has a 

significant difference in academic achievement, and that of females is higher than that of males (female= 3.52, male = 2.99). 

Thus, H1-3 is supported. 

 

Construct Factor Average F-value T-value P-value 

Male Female 

N=621 N=785 

Self-concept Specialized 

subjects 

3.52 3.45 0.22 1.88 0.06 

Pressure resistance 3.63 3.55 1.57 2.25 0.02* 

Physical capacity 3.62 3.26 4.57 8.27 0.00** 

Friends 3.52 3.45 0.00 1.67 0.10 

Relationship with 

parents 

3.60 3.77 1.67 -4.48 0.00** 

Career planning 3.23 3.24 6.30 -0.31 0.76 

Social 

support 

Families support 3.78 3.93 3.47 -4.30 0.00** 

Teachers support 3.39 3.39 0.67 -0.06 0.96 

Peers support 3.76 4.04 19.06 -8.55 0.00** 

Academic 

achievement 

 2.99 3.52 23.08 -12.17 0.00** 

Table 1: T-Test of on Gender Difference for Different Dimensions 

*P＜0.05；**P＜0.01 
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4.2. Structural Equation Modeling 

 

4.2.1. Analysis of Measurement Model 

AMOS was applied for data analysis. According to the Two-step Approach of Williams and Hazer (1986), Anderson, 

and Gerbing (1988), CFA was conducted to evaluate the reliability and validity of the measurement model. Then, SEM was 

conducted. Table 2 shows the reliability and convergent validity of the scale of self-concept. The reliability of the self-concept 

scale is 0.50~0.85, the construct validity of factors is 0.73~0.85, and the extracted variance of factors is 0.54 ~0.66, thus, the 

scale has good reliability. Factor loading of the items in the self-concept scale is 0.71~0.92, the construct validity of the factors 

is 0.73~0.85, and the extracted variance of factors is 0.54 ~0.66, thus, the scale has good convergent validity. 

 

Latent Variables Observation 

Variables 

Factor 

Loading 

Individual 

Reliability 

Construct 

Reliability 

Variance 

Extracted 

Specialized 

subjects 

   0.85 0.66 

 I am interested in specialized 

subjects. 

0.77 0.59   

 I can demonstrate my talents in 

specialized subjects. 

0.92 0.84   

 I am willing to work hard on 

specialized subjects. 

0.74 0.54   

Pressure resistance    0.78 0.54 

 I am happy most of the time. 0.75 0.56   

 When I encounter frustration, I 

can deal with it calmly. 

0.75 0.56   

 I am usually calm and relaxed. 0.71 0.50   

Physical capacity    0.79 0.66 

 In most activities of physical 

capacity, I perform well. 

0.92 0.85   

 I enjoy activities of physical 

capacity. 

0.71 0.50   

Friends    0.73 0.58 

 I can easily make friends. 0.75 0.56   

 I am extremely satisfied with my 

interpersonal relationships. 

0.77 0.59   

Relationship with 

parents 

   0.78 0.55 

 I have an intimate relationship 

with my parents. 

0.71 0.51   

 I like my parents and I often 

actively care about my parents. 

0.73 0.54   

 My parents understand and 

respect me. 

0.78 0.61   

Career planning    0.74 0.56 

 I am satisfied with my current 

career planning. 

0.77 0.59   

 I actively make plans for my 

career. 

0.76 0.58   

Table 2: Reliability and Convergent Validity of Self-Concept Scale 

 

     Table 3 shows the discriminate validity of the self-concept scale. As seen, the square roots of the average variance 

extracted from latent variables in the model are higher than the correlation coefficients between constructs. Thus, there is 

discriminate validity in 6 latent variables. 
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Latent Variables Specialized 

Subjects 

Pressure 

Resistance 

Physical 

Capacity 

Friends Relationship 

With Parents 

Career 

Planning 

Specialized subjects 0.81      

Pressure resistance 0.34 0.74     

Physical capacity 0.26 0.42 0.81    

Friends 0.26 0.62 0.38 0.76   

Relationship with 

parents 

0.25 0.42 0.26 0.46 0.74  

Career planning 0.39 0.43 0.27 0.37 0.38 0.75 

Table 3: Correlation Coefficient Matrix and AVE Square Roots for Scale of Self-Concept. 

Note: Correlation Coefficients Are Listed At the Bottom of the Matrix; Square Roots of  

AVE Are on the Diagonal Line 

 

     Table 4 shows the reliability and convergent validity of the social support scale. As seen, individual reliability of the 

social support scale is 0.50~0.78, the construct validity of factors is 0.84~0.90, and the variance extracted from factors is 

0.64~0.70, thus, the scale has good reliability. The factor loading of items in the social support scale is 0.70 ~0.88, the 

construct reliability of factors is 0.84~0.90, and the variance extracted from factors is 0.64~0.70, thus, the scale has good 

convergent validity.  

 

Latent 

Variables 

Observation Variables Factor 

Loading 

Individual 

Reliability 

Construct 

Validity 

Variance 

Extracted 

Family 

members 

   0.89 0.68 

 Family members 

encourage and respect 

my decisions. 

0.86 0.74   

 Family members are 

willing to listen to my 

joys and frustrations in 

learning. 

0.88 0.77   

 Family members believe 

that I have the ability to 

solve problems. 

0.71 0.50   

 Family members 

mentally support me. 

0.76 0.58   

Teachers    0.84 0.64 

 Teachers understand my 

feelings. 

0.70 0.49   

 Teachers respect my 

thoughts 

0.83 0.68   

 Teachers support my 

efforts and performance. 

0.80 0.65   

Peers    0.90 0.70 

 Classmates/friends 

comfort and support me. 

0.83 0.68   

 Classmates/friends are 

willing to listen to me 

and share experience 

with me. 

0.88 0.78   

 Classmates/friends help 

me analyze problems and 

provide the methods of 

adjustment. 

0.79 0.62   

 Classmates/friends 

encourage each other. 

0.76 0.58   

Table 4: Reliability and Convergent Validity of Scale of Social Support 
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     Table 5 shows the discriminate validity of the social support scale. As seen, the square roots of average variance 

extracted of latent variables are higher than correlation coefficients between constructs, thus, there is discriminate validi

the three latent variables. 

 

 Family Members

Family members 

Teachers 

Peers 

Table 5: Correlation Coefficient Matrix and AVE Square Roots of Scale for Social Support

 

4.2.2. Test of Structural Model and Hypothesis Validation 

Based on the constructed SEM model framework, a relationship model path is drawn, as shown in Figure 2, for 

analysis of data to test model fit and examine the hypotheses. AMOS was used to establish SEM for structural model analysis. 

The test included two stages. The first stage examined the research framework model to measure the appropriateness of the 

overall theoretical model; the second stage validated the effects of latent variables, causal relations in the latent variabl

the structural model, and hypotheses. 

 

 

4.2.3. Test of Structural Model  

The overall model fit measurement is to determine whether the theoretical measured model can explain the observed 

data or whether the theoretical models fit the observed data (Anderson and Gerbing 1988). Therefore, this study referred to 

the items suggested by Bagozzi and Yi (1988), including 

incremental fit index (IFI), comparative fit index (CFI), root mean square residual (RMR), standardized root mean square 

residual (SRMR), and root mean square error of approximation (RMS

     Table 6 shows the measures of the overall model fit. As seen GFI is 0.92 and AGFI is 0.90. Based on the experiential 

rule, model fit measures are at least 0.9, thus, that the overall model fit of this study is good. RMR

RMSEA is 0.08. The above three measures should be lower than (<0.05), thus, the overall model is good (Bagozzi and Yi, 1988).
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the discriminate validity of the social support scale. As seen, the square roots of average variance 

extracted of latent variables are higher than correlation coefficients between constructs, thus, there is discriminate validi

Family Members Teachers 

0.82  

0.36 0.80 

0.44 0.42 

Table 5: Correlation Coefficient Matrix and AVE Square Roots of Scale for Social Support

4.2.2. Test of Structural Model and Hypothesis Validation  

Based on the constructed SEM model framework, a relationship model path is drawn, as shown in Figure 2, for 

analysis of data to test model fit and examine the hypotheses. AMOS was used to establish SEM for structural model analysis. 

tages. The first stage examined the research framework model to measure the appropriateness of the 

overall theoretical model; the second stage validated the effects of latent variables, causal relations in the latent variabl

Figure 2: Path of SEM 

The overall model fit measurement is to determine whether the theoretical measured model can explain the observed 

data or whether the theoretical models fit the observed data (Anderson and Gerbing 1988). Therefore, this study referred to 

d by Bagozzi and Yi (1988), including , goodness of fit index (GFI), adjusted goodness of fit index (AGFI), 

incremental fit index (IFI), comparative fit index (CFI), root mean square residual (RMR), standardized root mean square 

residual (SRMR), and root mean square error of approximation (RMSEA) to evaluate the model fit.  

Table 6 shows the measures of the overall model fit. As seen GFI is 0.92 and AGFI is 0.90. Based on the experiential 

rule, model fit measures are at least 0.9, thus, that the overall model fit of this study is good. RMR

RMSEA is 0.08. The above three measures should be lower than (<0.05), thus, the overall model is good (Bagozzi and Yi, 1988).

2
χ
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the discriminate validity of the social support scale. As seen, the square roots of average variance 

extracted of latent variables are higher than correlation coefficients between constructs, thus, there is discriminate validity in 

Peers 

 

 

0.84 

Table 5: Correlation Coefficient Matrix and AVE Square Roots of Scale for Social Support 

Based on the constructed SEM model framework, a relationship model path is drawn, as shown in Figure 2, for 

analysis of data to test model fit and examine the hypotheses. AMOS was used to establish SEM for structural model analysis. 

tages. The first stage examined the research framework model to measure the appropriateness of the 

overall theoretical model; the second stage validated the effects of latent variables, causal relations in the latent variables of 

 

The overall model fit measurement is to determine whether the theoretical measured model can explain the observed 

data or whether the theoretical models fit the observed data (Anderson and Gerbing 1988). Therefore, this study referred to 

, goodness of fit index (GFI), adjusted goodness of fit index (AGFI), 

incremental fit index (IFI), comparative fit index (CFI), root mean square residual (RMR), standardized root mean square 

 

Table 6 shows the measures of the overall model fit. As seen GFI is 0.92 and AGFI is 0.90. Based on the experiential 

rule, model fit measures are at least 0.9, thus, that the overall model fit of this study is good. RMR is 0.03, SRMR is 0.04, and 

RMSEA is 0.08. The above three measures should be lower than (<0.05), thus, the overall model is good (Bagozzi and Yi, 1988).  
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Fit Measures 

 

 
GFI 

RMR 

RMSEA 

AGFI 

SRMR 

Table 6: Measures of Overall Model Fit

 

4.2.4. Validation of Hypotheses  

     MLE was used to estimate path values and determine whether the hypotheses are significant. The hypotheses are as 

shown in Table 6. T tests of path coefficients suggested significant difference, thus, the hypotheses of the two paths are 

supported, as shown in Figure 3. 

 

 

According to the result of Table 7, the hypothesis path between self

which is significant, indicating that self-concept significantly and negatively influences academic achievement. In other words, 

self-concept will lower the relationship with academic achievement. Thus, H2 is suppo

     Regarding social support and academic achievement, the hypothesis path is 0.73, which is significant, indicating that 

social support significantly and positively influences academic achievement. In other words, social support will enhance the 

relationship with academic achievement. Thus, H3 is supported. 

 

Path Of Hypotheses 

Self-concept ->academic 

achievement 
Social support ->academic 

achievement 
Table 7: Validation Result of Hypotheses

Note: *Denotes P<0.05, ** Denotes P<0.01, *** Denotes P<0.001
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Test Result Judgment of Model Fit

831.22（P=.000） No 

9.90 No 

0.92 Yes 

0.03 Yes 

0.08 Yes 

0.90 Yes 

0.04 Yes 

Table 6: Measures of Overall Model Fit 

MLE was used to estimate path values and determine whether the hypotheses are significant. The hypotheses are as 

Table 6. T tests of path coefficients suggested significant difference, thus, the hypotheses of the two paths are 

Figure 3: Result of SEM validation 

According to the result of Table 7, the hypothesis path between self-concept and academic achievement is 

concept significantly and negatively influences academic achievement. In other words, 

concept will lower the relationship with academic achievement. Thus, H2 is supported.  

Regarding social support and academic achievement, the hypothesis path is 0.73, which is significant, indicating that 

social support significantly and positively influences academic achievement. In other words, social support will enhance the 

with academic achievement. Thus, H3 is supported.  

Hypothesis 

Relationship 

Path 

Values 

Corresponding 

Hypotheses 

Negative -0.51*** H2 

Positive 0.77*** H3 

Table 7: Validation Result of Hypotheses 

: *Denotes P<0.05, ** Denotes P<0.01, *** Denotes P<0.001 
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f Model Fit 

MLE was used to estimate path values and determine whether the hypotheses are significant. The hypotheses are as 

Table 6. T tests of path coefficients suggested significant difference, thus, the hypotheses of the two paths are 

 

oncept and academic achievement is -0.47, 

concept significantly and negatively influences academic achievement. In other words, 

Regarding social support and academic achievement, the hypothesis path is 0.73, which is significant, indicating that 

social support significantly and positively influences academic achievement. In other words, social support will enhance the 

Hypothesis 

Results 

Supported 

Supported 
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     Regarding the moderating effect of gender, as based on multigroup analysis and according to moderating variables, 

there are two sub-groups, and homogeneity in sub-groups and between sub-groups is high. A Baseline Model, which is an 

equity model of path coefficient, was constructed to validate the differences of the path coefficients of different groups, as well 

as the moderating effect. An analytical technique of sub-groups can validate the moderating effects (Kang 2004). In this study, 

the samples were divided into male and female sub-samples, and there are 785 females and 621 males. Validation results are 

as shown in Table 8. The effect of self-concept on academic achievement statistics of chi-square difference is insignificant, 

suggesting that gender does not have a significant moderating effect. Thus, H4-1 is not supported. Regarding the effect of 

social support on academic achievement, statistics of chi-square difference is insignificant, indicating that gender does not 

have a significant moderating effect. Thus, H4-2 is not supported.  

 

 Normalized Path 

Coefficients 

Statistics of 

Chi-Square 

Difference 

Corresponding 

Hypotheses 

Results of 

Hypotheses 

Female Male 

Self-concept ->academic 

achievement 

-0.18 -0.19 0.05 H4-1 Not supported 

Social support ->academic 

achievement 

0.44* 0.42* 0.05 H4-2 Not supported 

Table 8: Significance Test of Moderating Effect of Gender on Path Coefficients 

Note: *Denotes P<0.05, ** Denotes P<0.01, *** Denotes P<0.001 

 

5. Discussion 

     According to the statistical analysis of the findings, gender has a significant difference in pressure resistance, physical 

capacity, and relationships with parents, in the construct of self-concept. There is no significant difference in specialized 

subjects, friends, or career planning. Females have lower pressure resistance and physical capacity than males do but have 

better relationships with parents. This study infers that regarding pressure resistance, male university students are usually 

calmer than females do, thus, when they encounter frustration; they can deal with it properly, and are happy most of the time 

in life. Regarding relationships with parents, female university students have better relationships, which match the gender 

stereotype that females are more tender, obedient, dependent, and emotional. Therefore, females actively care about and are 

intimate with their parents, and the significance of relationships with parents is higher than male university students.  

Females have higher social support, parental support, and peer support than males do, while there is no significant 

difference with teachers’ support. In other words, family members encourage and respect the individuals’ decision, listen to 

individuals’ joys and frustrations in learning, and support them mentally. In addition, university students suggest that friends 

comfort and support them, and they have the intention to share feelings and experiences. They encourage each other and 

analyze the problems of difficulties. This study found that teachers can understand male and female university students’ 

feelings, respect their thoughts, and support their efforts and performance. There is no significant difference between males 

and females, which is consistent with past research findings (Cho 2010). Therefore, this study suggests that in universities, in 

addition to positive interactions between students and peers, students should be encouraged to participate in learning 

activities and have opportunities to approach teachers. After all, it is teachers who plan courses, offer instruction, and interact 

with students. Thus, teachers should help students enhancing their capabilities in different dimensions, and properly and 

effectively increasing students’ abilities in formal education (Liu, Chiu, and Hu 2006), which can enhance students’ learning of 

knowledge and skills, and help their career planning. Finally, gender has a significant difference in academic achievement, 

namely females have better academic achievement than males do. This finding is consistent with Hunley et al. (2005), who 

suggested that female students can obtain higher grades than male students, which may be due to the fact that female students 

spend more time completing homework. Kyong et al. (2005) surveyed 675 graduate students and found that female students 

hold higher academic achievement. 

 

6. Conclusion 

    After statistical analysis of the overall model, this study found that there is a significant and negative correlation 

between self-concept and academic achievement. In literature, some scholars suggested that when students have stronger self-

concept and self-esteem, their academic achievement is better (Melnick, 1992). Students’ self-concept is a factor of academic 

performance. However, this study found that there is a negative and significant correlation between students’ self-concept and 

academic achievement. It is inferred that the students now are no longer concerned academic performance. Some university 

students suggested that self-concept is not associated with academic grades, which can be a reason that self-concept 

significantly and negatively influences academic achievement. Social support positively influences university students’ 

academic achievement. According to William and Kristan (2006), peers are an important social support, and the social capital 

of a peer network is related to the construction of the members’ habits and mutual effects. Brooks (2007) suggested that 

university students are significantly influenced by peer relationships, including academic grades and recreational activities, 

and peers’ friendships can provide emotional support for each other. Academic and non-academic experiences influence 

students’ university education, hence, it is necessary to properly encourage and support university students. Finally, this study 
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treated gender as a moderating variable, and found that gender does not have a moderating effect in relationships between 

self-concept and academic achievement, or between social support and academic achievement. Thus, gender does not 

influence the paths between self-concept and academic achievement, or between social support and academic achievement. 

Regarding managerial implications, the moderating effects of gender can thus be neglected.  
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