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Abstract

Research has long argued in favour of the influence of culture on students’ learning and 

achievement. New Zealand, with its recent influx of migrants and rich multicultural 

background, is no exception to the way in which culture can implicate how students see 

themselves as learners. For East Asian students, the Confucian virtue of filial piety (‘xiao’)

can be a significant motivator in their academic success. Currently, there is a lack of research 

on the motivational qualities of filial piety in regard to the academic self-concept of students 

and their subsequent achievement. This study examines the relationship between filial piety, 

and students’ academic self-concept and academic achievement in a New Zealand 

intermediate school. A quantitative method of self-reporting survey was used to assess filial 

piety and academic self-concept from a cohort of 43 students, and was collated in conjunction 

with their academic achievements in Literacy (English) and Numeracy (mathematics). 

Regression analysis is used to examine the relationships across the variables. Results indicate 

that filial piety does not have a significant impact on students’ academic self-concept and 

their subsequent academic achievement. However, there is a consistent, positive, and 

significant correlation between participants’ academic self-concept across both achievement 

areas. These findings suggest that students’ academic self-concept can play a key role in their 

levels of academic achievement, and that school and home effort should focus more on 

encouraging the positive self-perceptions of students of all cultures within New Zealand. 

While filial piety does not have a statistically significant impact on students’ academic self-

concept and academic achievement in this study, future research is recommended with a 

larger sample in order to derive results that have greater representation of the New Zealand 

population.
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In research, it is important that terms are clearly defined in order to eliminate any 
misunderstanding the reader may have based on a differing definition.

For the purpose of this study, the most frequently used terms are operationally defined 
as the following: 

Culture: Refers to a shared way of life, including knowledge, beliefs, values, and norms of 
behaviour for a group of socially interacting people. 

Ethnicity: Refers to an individual’s self-perception and affiliation with a particular ethnic 
group or groups. 

Filial Piety: The emotional and material support children express to their parents, including, 
love, respect, and attendance to their needs, deference, and compliance to their wishes.

Dual Filial Piety Model: Filial piety consisting of two elements: reciprocal filial piety and 
authoritarian filial piety. 
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Self-Concept: The perception of an individual’s attitudes, feelings and knowledge about 
their own abilities, skills, appearance, and social acceptability. 

Academic Self-Concept: A domain-specific self-concept that refers to students’ knowledge 
and perception about their own competency and ability within achievement situations.

Academic Achievement: A student’s achievement record as measured in the areas of 
Numeracy and Literacy from the academic records of the participating school.
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Chapter One: Introduction 
“If the ultimate goal of school is to educate young people to become responsible and 

critically thinking citizens who can succeed in life, understanding factors that stimulate them 
to become active agents in their own learning is critical.”

- Gilman, Huebner, and Furlong (2009, p.1) 

According to the Organization for Economic Cooperation and Development (OECD, 

2016), educational and academic outcome can be an influential factor for success within our 

contemporary knowledge-based global economy. Indeed, children and young people who 

succeed academically are found to have a myriad of positive future educational and lifelong 

influencing outcomes, including engagement with their school (Arachambault, Janosz, Fallu, 

Pagani, 2009), the pursuit for higher education (Park, Mahoney, Smart, & Smyth, 2013), 

occupational placement (Kuncel, Hazlett, & Ones, 2004), earnings attainment (Kuncel, 

Crede, & Thomas, 2005), community and pro-social participation (Lyubomirsky, King, & 

Diener, 2005), and overall enhanced physical and mental health and wellbeing (Battle & 

Lewis, 2002; Farooq, Chaudhry, Shafiq, & Berhanu, 2011). 

Conversely, a poor academic outcome is associated with low academic self-efficacy 

(Caprara et al., 2008), higher school drop-out rates (Christenson & Thurlow, 2004; Finn, 

Gerber, & Boyd-Zaharias, 2005), an increase in depression and anxiety, and an increase in 

adolescent delinquency (Institute for Higher Education; 2005; Soenens & Vansteenkiste, 

2005). Evidently, the benefits of academic success in the positive lifelong development and 

welfare of an individual across many different contexts cannot be overlooked. 

Culture, Perception of Self and Achievement 

In considering the multitude of benefits academic success brings, some groups of 

students appear to be achieving considerably better than others. Most notably, results from 

international achievement tests show that students from East Asia continue to outperform 

their counterparts in North America, and other Western nations (Martin, Mullis, Foy, & 

Stanco, 2012; Mullis, Martin, Foy, & Arora, 2012). Similarly, in New Zealand, Asian 

students are the second highest percentage of students performing above the national 

standards in reading, writing, and mathematics (Ministry of Education, 2015).  The success of 

East Asian students in these assessments has attracted international attention in terms of the 

cultural traits that may support student academic achievement (Fang, Grant, Xu, Stronge, & 
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Ward, 2013). Indeed, studies have found that the cultural influence of Confucian values may 

be attributed to these students’ achievement success (Farooq et al., 2011; Lee & Mok, 2008; 

Mok, 2010). 

Officially a bicultural nation, New Zealand provides a unique cultural backdrop for 

this research, with indigenous M ori as the first settlers, followed by early British settlement, 

European migration, and a small number of Asian settlers during the 1800s (Ward & 

Masgoret, 2008). Since that time, migration policy changes in the 1980s further accelerated 

Asian migration activity, with the population growth increasing at 240% over the last 10 

years (Tan & Singh, 2015). Among the four million people currently living in New Zealand, 

12% are from an Asian country, including China, Hong Kong, Korea, Japan, Singapore, and 

Taiwan (Statistics New Zealand, 2013). 

Although the Asian population is one of the fastest growing in New Zealand, few 

studies focus on this community, and little is known about Asian immigrant families and their 

children’s learning and achievement within the country (Liao, 2007; Wong, 2015). Currently, 

research on Asian immigrant students’ educational experiences below tertiary education level 

is scarce (Ho, Au, Bedford, & Cooper, 2003). Most available research on Asian immigrants 

has been conducted in the United States, Canada and Australia, and this has limited 

transferability to the New Zealand context (Gilby, 2012). Therefore, developing an 

understanding of the cultural contexts of education is important for both educators and 

researchers, particularly when examining student achievement across ethnicities. For East 

Asian students, it is important to consider how collectivism and other culture-specific 

worldviews on education may affect their self-perception as learners and their prospects of 

academic achievement.

It must be acknowledged that there is much more variability among the different 

cultures encompassed by the East Asian label, and even more variability among individuals 

within those cultures (Grant & Ray, 2010; Qin, Li, Rana & Han, 2011). The psychological 

processes that will be described in this review may exist for many individuals, albeit in 

varying degrees and depending on the context. For brevity purposes, this study may refer to 

the dichotomies of culture and psychological phenomena in order to highlight broad patterns 

by which to identify the influence of culture on an individual, the self, and academic 

achievement.
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Culture and ethnicity. Various studies have substantiated the influence of culture on 

education and student achievement (Fang et al., 2013; Farooq et al., 2011). These scholars 

claim that cultural values and beliefs, as advocated and touted by the wider society, have a 

significant impact on the educational ideals of an educational institution, and this is often 

expressed in each culture’s distinctive way of learning and achievement (Farooq et al., 2011).

In discussing culture and ethnicity, distinctions must be made to clarify the difference 

between these terms. The following operational definitions serve as a frame of reference for 

the language used in this study. ‘Culture’ is defined as “a shared way of life for a group of 

socially interacting people” (Johnson & Johnson, 2002, p. 3). This includes shared 

knowledge, values, beliefs, and the norms of behaviour passed down from one generation to 

the next through the process of socialisation and enculturation. Cultural values in academic 

domains, therefore, refer to frameworks of expectations, attitudes, values, beliefs, and 

practices regarding how to successfully learn and achieve (McInerney, Walker & Liem, 

2011).

‘Ethnicity’ is defined in this study as an individual’s self-perception and affiliation 

with a particular ethnic group or groups (Betancourt & Lopez, 1993). For this study, ethnicity 

is measured by self-identification with either an Asian or non-Asian ethnicity. This avoids the 

assumption that individuals descending from a particular country will necessarily identify 

themselves with that country’s particular ethnic group; instead, individuals may self-identify 

with a different ethnicity. 

Individualism and collectivism. Societies instil in their members a characteristic 

pattern of behaviours, responsibilities, beliefs, values, and goals that differ from other 

cultures (Heine, 2001). In particular, people from individualistic and collectivistic cultures 

place a different emphasis on their role within the family, community, and society (Chong, 

2007). Such perceptions can exert a pervasive influence on individuals’ underlying 

psychological processes of cognition and self-representation in educational settings. 

Countries such as China, Japan, Korea, and other East Asian countries, although each 

culturally distinct from one another in many ways, share a number of cultural elements that 

provide a theoretically meaningful contrast with the more individualistic Western culture 

(Tam, 2016). 

Western culture is characterised as individualistic and the Western self as egocentric, 
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independent, autonomous, and unique (Markus & Kitayama, 1991). Within the Western 

culture, other individuals, as opposed to the family, are seen as vital in terms of social 

comparison and self-validation (Kitayama & Markus, 2000). In the academic context, 

students are motivated to undertake actions that allow for the expression of one’s important 

self-defining inner attributes (Heine, Lehman, Markus & Kitayama, 1999). Thus, educational 

goals and achievement are often an expression of individual wishes and goals of personal 

accomplishments. Academic success may therefore be heavily attributed to the self-

enhancing, self-serving, affirmation of one’s positive traits (Geertz, 1975; Markus & 

Kitayama, 1991). 

In contrast, the East Asian culture is defined as collectivist and the Eastern model of 

self is interconnected with others as an integral part of a context (Triandis, 1997). This 

interdependence is shaped by the common Confucian heritage of East Asians, which 

emphasises the value of maintaining interpersonal harmony, and other individuals serve as 

the locus for thought, motivation, and action (Chao & Tseng, 2002). In order to achieve 

interpersonal and social harmony, the actions of individuals need to correspond with the 

duties and obligations as prescribed by their role within their society. Members from the 

collectivist society value interpersonal relationships more highly than individual pursuits, and 

feel obligated to fulfil the needs, expectations, and duties within their in-group; a social group 

to which a person most strongly identifies as being a member, such as their family (Markus & 

Kitayama, 1991; Triandis, 1989).

This is in line with the Confucian cultural tradition of filial piety, also known as 

family centrality; wherein families, parents and children each have their own role to play and 

obligations to fulfil (Chao & Tseng, 2002). Parents tend to believe that educating and taking 

care of their children is their duty, whilst children are expected to respect and obey their 

parents, and the success or failure of their children is a direct reflection on the parents 

themselves (Huang & Gove, 2012; Stankov, 2010). East Asian parents are often actively 

involved in their children’s learning, hopeful that their children will have better lives than 

themselves (Shin, 2012, 2013). These parents often endeavour to promote their children’s 

academic achievements, and these children, in turn, obey their parents and try to meet their 

expectations, ascribing their success to their parents’ support. 

A review of literature has found such views result in cultural variations in the 

definition of achievement, motivations underlying achievement, and the factors that predict 
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achievement success (Chao, 2000; Chow & Chu, 2007; Hui, Sun, Chow, & Chu, 2011). In 

academic situations, the high motivation of East Asian students to achieve often stems from a 

desire to fulfil parental and social expectations, and success is perceived as a fulfilment of 

social obligations and harmony (Kanagawa, Cross, & Markus, 2001). For example, many 

individuals and families in South Korea believe that it is a parent’s role to further their 

children’s educational progress, and in turn the child feels a sense of indebtedness towards 

their parents’ investment and sacrifice, and strives for academic excellence (Kim & Park, 

2006).

Furthermore, “saving face” (that is, to uphold one’s reputation), and avoiding shame 

or embarrassment are also great incentives for East Asian students’ high academic 

achievement (Wong et al., 2005; Yeh & Huang, 1996). From a collectivist perspective, 

shame and embarrassment experienced by the individual also brings shame for their social 

group by association, such as the family and parents (Chong, 2007). Therefore, saving face is 

as important for the individual as much as it is for the group, and students are often motivated 

to avoid academic failure because of the possibility of experiencing embarrassing or 

shameful outcomes. A study by Zusho, Pintrich, and Cortina (2005) found that the fear of 

failure elicited a strong motivation to succeed amongst a group of Asian-American students, 

whereas Anglo-American students are motivated more by their level of self-efficacy. Overall, 

for an East Asian student, group goals frequently take precedence over personal goals, and 

their behaviours and performances are often adjusted and accommodated for in preventing 

losing face and making their family proud (Choi & Kwon, 2012).

In addition to the goal to fulfil duties and obligations in order to maintain social 

connectedness and interpersonal harmony, other social and economic reasons must also be 

considered. In most East Asian countries, a lack of natural resources means that these 

countries need to build a well-educated work force in order to be able to compete in the 

increasingly demanding global market (Kim & Park, 2006; Stankov, 2010). Hence, 

educational meritocracy has become paramount for a student’s future economic and social 

success, significantly impacting on their entry into prestigious educational institutions, their 

choice of occupation, and subsequent social status, income, and marriage (Ahn & Baek, 

2013; Bond et al., 2007). As a result, these students understand at a young age that 

“performance counts” and their beliefs about the relationship between success in education 

and throughout life can highly influence their performance at school (Phelps, 2005). 
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Gaps in Research 

Currently, over one third of New Zealand’s population are children and young people 

(Reid & Rootham, 2016). East Asian children and young people make up just under a quarter 

of this population; increasing from 66,000 in 2001, to 115,000 in 2013, and this number is 

predicted to rise further. The high number of Asian immigrants is partly due to greater 

economic opportunities, political and religious freedoms, and better educational opportunities 

for children and young people (Tan, 2010).

Despite this growing population, there is a lack of research focus on East Asian 

immigrant families and students’ educational experiences in New Zealand, particularly with 

pre-adolescent intermediate school students, with the majority of current research originated 

from overseas (McInerney, 2008). Information currently available has largely focused on 

either early childhood children (Liao, 2007), or international university students, and Chinese 

students enrolling in English language learning centres (Ho et al., 2003). 

Furthermore, families, especially parents, serve as a critical socialisation agent in 

shaping students’ beliefs regarding achievement and motivation (Chen & Wong, 2014), and 

few studies have investigated the role of family and its impact within a cultural context (Chao 

& Tseng, 2002). Research suggests that students’ educational beliefs relevant to academic 

achievement are passed down through an internalisation process imbedded and promoted in 

the family system, ultimately creating a positive impact on their achievement success 

(Marchant, Paulson, & Rothlisberg, 2001). Although the amount of research on parental 

involvement in education for intermediate school students has increased exponentially in the 

last few years, results are often conflicting. While some research has demonstrated a positive 

association between parental involvement with adolescents’ academic outcomes (Catsambis, 

2001; Hill et al., 2004), other research has found parental involvement to be unrelated to 

achievement (Driessen, Smit, & Sleegers, 2005). In light of these findings, this study aims to 

increase the knowledge of the academic self-concept and the achievement of students in 

intermediate schools. 

With regard to filial piety, although scholars have recognised its importance in 

governing the interpersonal relationships within East Asian societies, it is necessary to further 

investigate how filial piety may impact students’ academic motivation and subsequent 

achievement (Yeh, 2003; Yeh & Bedford, 2003, 2004). Beside the social norm and cultural 

belief in filial piety, academic self-concept provides a complementary lens for understanding 
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the psychological processes motivating the academic performance of East Asian students. 

Despite past research (Chow & Chu, 2007) showing that filial piety is positively related to 

learning motivation in adolescents, the mechanism of how filial piety influences academic 

achievement remains under-researched. 

As the number of Asian immigrant families and their children continue to rise in New 

Zealand, it becomes more important to examine how the educational values and behaviours 

they bring may affect how they see themselves and their subsequent academic performances. 

This study aims to provide insights into understanding students’ unique educational 

experiences from a cultural perspective, and to encourage schools and educators to develop 

culturally appropriate skills and competencies for these students’ needs. Thus, it attempts to 

address this research gap by examining filial piety as a cultural construct that may promote or 

facilitate the development of students’ academic self-concept and achievement within a New 

Zealand context. 

Research Aims 

Given that current research shows the potential impact filial piety has on East Asian 

students’ learning and achievement characteristics, this research aims to examine the 

relationship between filial piety, academic self-concept and its subsequent effect on academic 

achievement in a sample of students in New Zealand. Underpinned by the theoretical 

foundations of Yeh’s (2003) Dual Filial Piety Model, this allows the researcher to examine 

students’ filial piety from both a traditional and modernised perspective, and the ways in 

which different types of filial piety may differentially impact on their academic self-concept 

and subsequent achievement. As East Asians are one of the fastest growing ethnic groups in 

New Zealand, it is anticipated that findings from this research will be useful for schools with 

a high representation of Asian students.

Overview of Thesis 

This thesis is presented in eight chapters. Following the Introduction, Chapter Two 

provides an overview of the theoretical frameworks that underpins this thesis. Next, Chapters 

Three and Four provides a review of the literature on the construct of academic self-concept 

and filial piety. Chapter Five explains the methodology that enables the research hypotheses 

to be answered. The results of the study are presented in Chapter Six, followed by a 

discussion of these results in relation to prior research in Chapter Seven. Finally, this thesis 
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concludes by drawing attention to the study’s strengths, limitations and practical 

implications.
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Literature Review 

Chapter Two: Theoretical Framework
 “A theory that denies that thoughts can regulate actions does not lend itself readily to the 

explanation of complex human behavior.”

- Albert Bandura (1986, p. 15) 

This study is based on two conceptual frameworks; the social cognitive theory, and 

the self-determination theory. Exploring contextual aspects of a student’s environment was 

an important component of this study. Given that internal processes and external behaviours 

are influenced by contextual and human interactions, it is important to draw from these 

frameworks and to examine the processes involved in the way students perceive themselves 

in relation to their family and school, and how this may affect their academic achievement. In 

considering the complexity of such interaction, no one framework can effectively explain the 

entire process; it is therefore necessary to draw key themes from each of these frameworks to 

encompass all the elements of this study. These frameworks are amongst the most influential 

frameworks and have been widely used to investigate a variety of achievement outcomes for 

children and young people (Wu, 2013).

Social Cognitive Theory

Albert Bandura’s (Bandura, 1986, 1997, 2001) triadic model of interaction postulates 

an interrelation between an individual’s internal thoughts, external behaviour and their 

environment (see Figure 1 below). This interrelation can influence an individual’s 

construction of knowledge of the world and themselves, the goals they set, and the courses of 

action they take in response to those influences. 

Within an achievement context, students’ experience, either directly or vicarious, with 

their peers, teachers or families, help them to develop performance standards, which they use 

to evaluate their own behaviour (Hergenhahn & Oslon, 2007). Bandura (1989, 1991) has 

highlighted that family, especially parents, play an important role in influencing the way 

students perceive learning and achievement, their perceptions of themselves as learners, their 

achievement-related behaviours, and subsequent achievement (Gruman, Harachi, Abbott, 

Catalano, & Fleming, 2008; Wu, 2013). Previous research has shown parental responses to 

positively increase students’ levels of perceived confidence and competency in achieving 
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higher grades, and their likelihood to persevere more under challenging academic conditions 

(Bandura, 2006; Caraway, Tucker, Reinke, & Hall, 2003; Zajacova, Lynch, & Espenshade, 

2005). Evidently, the magnitude of students’ achievement outcomes can be greatly influenced 

by their parents and teachers, especially because as adolescents, they may be particularly 

sensitive to and easily swayed by their social environment (Lieber & Yu, 2003). Hence, 

examining students’ thoughts, feelings, and perceptions in relation to their immediate 

environment helps to explore and understand the achievement behaviour that leads to their 

achievement success.

In considering a student’s academic achievement, research that considers multiple 

contexts, such as home and school, allows for an examination of how culture influences the 

way they negotiate and internalise academic-related values, goals, and norms that impacts on 

their pro-learning behaviour and subsequent achievement (Nolen, Horn, Ward, & Childers, 

2011). This is important considering the multicultural context of New Zealand, and the 

relatively high academic achievement of East Asian students as being attributed to the strong 

family support towards these students (Chao & Tseng, 2002). All of which points to the 

relevancy and applicability of the social cognitive theory as the framework for this study in 

examining the way a student’s cultural disposition toward certain practices develops, as seen 

in the filial relationships (Gresalfi, 2009).

Figure 1. Bandura’s triadic model of interaction (Bandura, 1997, p.6).

Environmental 
Factors 

Behavioural 
Factors

Personal
Factors
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Academic Motivation: Self-Determination Approach 

Besides the social cognitive environment that can influence a student’s academic self-

concept and achievement, academic motivation provides a complementary lens for 

understanding the psychological processes of what motivates a student to achieve. Motivation 

can be defined as, “What gets people going, keeps them going, and helps them finish tasks.” 

(Pintrich, 2003, p.104). Motivation in educational setting can impact on students’ academic 

performances in school, academic engagement and persistence, help-seeking behaviours, and 

the choice of activities (Meece, Anderman, & Anderman, 2006; Schunk, Pintrich, & Meece, 

2008). By examining the motivational characteristics of students from diverse backgrounds, 

this may assist the study in understanding some common aspects of academic behaviour and 

attitudes.

One perspective pertinent for this study is Deci and Ryan’s (1985, 1991, 2000) Self-

Determination Theory. This theory postulates that students’ extent of and types of motivation 

can greatly influence their level of self-determination and subsequent achievement outcomes 

(Vallerand & Ratelle, 2002). According to Deci and Ryan (2000), students can have different 

motivational orientations that underlie their academic attitudes and achievement goal setting 

(see Figure 2 below). These motivational orientations can be dichotomised into intrinsic and 

extrinsic motivation; a student may be intrinsically motivated because they enjoy completing 

their homework or they are interested in mastering a specific skill. A student who performs 

an academic activity to satisfy external demands, such as rewards and praises, or to avoid 

failure, is described as extrinsically motivated (Vallerand & Ratelle, 2002). 

These motivational orientations can be situated along a self-determination continuum, 

with external regulation representing a complete lack of self-determined motivation, and 

intrinsic motivation representing the fullest type of self-determined motivation (Ryan & Deci, 

2009). To imitate this shift from external regulation to intrinsic motivation for a student, 

internalisation and integration of values may be required. Internalisation is the process of 

individuals adopting a value or regulation, and integrating this as their own, thus creating 

their own sense of self (Deci & Ryan, 2002; Ryan, Connell & Grolnick, 1992).

Deci and Ryan (1991) emphasises that the quality of relatedness to others is a major 

influence on the processes of internalisation. A student is more likely to adopt achievement-

related values and practices as their own when conveyed and reinforced by adults with whom 

they feel positively connected, most likely teachers or parents. With external reinforcements, 
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students begin to judge themselves for engaging or not engaging in the same way that their 

parents or teachers had judged them in the past. Subsequently, students begin to internalise 

values and judgments as their own, and engage in academic activity in a way that is 

consistent with these values and judgments; they become self-determined. This process of 

internalisation, according to Self-determination theorists, provides the basis for creating a 

sense of belonging, connectedness, and relatedness to the persons, group, or culture 

disseminating the goal. Studies show students who value learning and achievement are more 

curious and mastery minded, more persistent and more academically successful (Cokley, 

2003; Deci & Ryan, 2002; Vallerand & Ratelle, 2002).

Types of 
Motivation Amotivation Extrinsic Motivation Intrinsic

Motivation 

Types of 
Regulation

Lack of 
Regulation

External 
Regulation

Introjected
Regulation

Identified
Regulation

Integrated
Regulation

Intrinsic
Regulation

Types of 
Behaviour Non-Self-Determined Self-Determined 

Figure 2. The self-determination continuum. Adapted from Ryan and Deci (2009). For 
brevity purposes, the types of motivation as described by the authors will be discussed in 
relation to extrinsic and intrinsic as the two primary types of motivation.

Summary of Frameworks 

The high academic performances in East Asian students can be associated with their 

intent to succeed and be competitive by obtaining high grades. Bandura’s social cognitive 

theory focuses on the influence of individuals’ wider social contexts has led to the 

consideration of the role of the positive interaction of parents as a motivating factor in 

shaping the way students perceive themselves academically, and their subsequent 

achievement. While the motivation of East Asian students to achieve may appear extrinsic, a 

plethora of studies have shown that they also value education and perceive achievement 

success as a worthwhile pursuit (Martin, Yu, & Hau, 2014; Ng & Renshaw, 2003; Zhu & 

Leung, 2011). The self-determination theory provides a useful framework in explaining the 

process of family socialisation and reinforcement from the society and the parents, where 

achievement motivation may come to be realised as valuable and important for East Asian 

students (Walker & Debus, 2002). 
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Chapter Three: Academic Self-Concept 
“People who regard themselves as highly efficacious act, think, and feel differently from 

those who perceive themselves as inefficacious. They produce their own future, rather than 
simply foretell it.” 

- Albert Bandura (1986, p. 395)

This chapter reviews research on the conceptualisation of academic self-concept, and 

its relationship with students’ academic achievement. Factors that can affect students’ 

academic self-concept and subsequent achievement are also discussed. In considering the 

cultural influences that may affect a student’s perception to learning and achievement, an 

operational definition of academic self-concept for this study is presented. 

Self-Concept

Self-concept is generally defined as an individual’s perception of self (Shavelson, 

Hubner, & Stanton, 1976), and these perceptions are formed through and influenced by 

experiences with one’s environment, such as from their significant others (Marsh & 

Shavelson, 1985). 

Self-concept is composed of many dimensions, domains and interactions (Trautwein, 

Ludtke, Koller, & Baumert, 2006). As illustrated in Figure 3, Shavelson, Hubner, and Stanton 

(1976) conceptualise self-concept as “organised, multi-faceted, hierarchical, stable, 

developmental, evaluative, and differentiable” (p. 411). Subsequent research supports this 

definition and differentiates self-concept into academic and non-academic domains, where 

the non-academic domains includes a person’s belief about his/her abilities in social, 

emotional, physical and athletic settings, and the academic domain includes beliefs of 

educational settings (Goetz, Cronjaeger, Frenzel, Ludtke, & Hall, 2010; Schunk, Pintrich, & 

Meece, 2010). These scholars propose that academic and non-academic self-concepts are 

independent of each other, such that changes in academic self-concept will not impact non-

academic self-concept, and vice versa. Indeed, recent research findings have shown that there 

is a strong, positive relationship between academic self-concept and academic achievement 

(Erkman, Caner, Sartz, Borkan, & Sahan, 2010; Ireson & Hallam, 2009; Marsh & Craven, 

2006; Marsh, Hau, Artelt, Baumert, & Peschar, 2006; Sanchez & Roda, 2003; Wilson, Siegle, 

McCoach, Little, & Reis, 2014). These findings point to the importance of domain-specificity 

when examining individual’s self-concept in the context of their academic achievement, 
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hence, students’ academic self-concept will be the focus for this research. 

Figure 3. The multidimensional and hierarchical construct of self-concept. Sourced from 
Shavelson, Hubner, & Stanton (1976, p.413).  

Academic Self-Concept 

Academic self-concept is a domain-specific self-concept that refers to an individual’s 

knowledge and perception of their competency and ability in achievement situations 

(Trautwein et al., 2006). A positive academic self-concept has been found to have beneficial 

effects on a broad range of academic outcomes, including an increase in the level of 

academic achievement (Areepattamannil & Freeman, 2008; Ghazvini, 2011; Marsh, 2007; 

Marsh et al., 2006; Yara, 2010), effort (Cokley & Patel, 2007), engagement (Marsh, 

Trautwein, Ludtke, Koller, & Baumert, 2005), and persistence in classroom activities (Marsh, 

2005), even after controlling for factors such as previous achievement histories (Marsh et al., 

2008; Marsh, Hau, & Kong, 2002; Valentine Dubois, & Cooper., 2004). This positive 

academic self-concept effects may persist into future educational aspirations (Ahmavaara & 

Houston, 2007; Wouters, Germeijs, Colpin, & Verschueren, 2011), employment outcomes 

(Luthans & Youssef, 2007), and lifelong health and wellbeing (OECD, 2013). 

Reciprocal relationship. Longitudinal studies suggest that the relationship between 

students’ academic self-concept and academic achievement is mutually reinforcing, where 

enhancing a student’s academic self-concept can lead to their improved academic 

achievement, and long-term gain of academic achievement can also help them to form and 
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maintain a positive academic self-concept (Huang, 2011; Marsh & Martin, 2011; Marsh & 

Seaton, 2013). Results from meta-analyses have shown consistent support for this reciprocal 

relationship, where academic self-concept plays a mediating role in relation to academic 

achievement (Pinxten, Marsh, De Fraine, Van Den Noortgate, & Van Damme, 2014), 

whereas non-academic domains of self-concept have less influence on students’ achievement 

success (Marsh & Craven, 2006). While findings in most cross-cultural studies are in support 

of this positive, reciprocal relationship (Marsh & Craven, 2006; Marsh & Hau, 2004; Marsh 

et al., 2002; Salili, Chiu, & Lai, 2001), Marsh and Martin (2011) cautioned against the 

assumption of the generalisability of such reciprocal relationship, as many of the research has 

come from Western and industrialised countries.

This relationship is consistent with the social cognitive perspective, where a student’s 

academic self-concept typically interacts with their social environment in a mutually 

reinforcing manner (Cohen, Garcia, Purdie-Vaughns, Apfel, & Bruzustoski, 2009; Marsh, 

2007). The way in which students interpret their academic-related experiences may shape 

their academic self-concept, and continue to inform their learning-related behaviours and 

efforts (Marsh & Craven, 2006). For example, a student who has a negative academic self-

concept (for example, “I am a poor student”) due to academic failure may be perceptually 

biased toward environmental feedback (for example, teacher remarks, peer attitudes, or larger 

cultural messages) that reinforce that identity, and be less likely to incorporate schema-

discordant feedback (for example, about the promise of success). Conversely, as a student 

experiences academic success, a positive academic self-concept is reinforced, which in turn 

may strengthen their motivation, drive, and increase their subsequent academic 

accomplishments (Green et al., 2012; Yeung, Rhonda, Craven, & Kaur, 2012).

Domain-specificity. In the revised academic self-concept model (see Figure 4 below), 

the strong, positive correlation between academic self-concept and achievement is posited to 

be domain specific (Marsh & Seaton, 2013). Here, specific types of academic self-concept, 

(for example, numerical and verbal subjects, such as Mathematics and English) may be more 

predictive of students’ academic achievement than the more general academic self-concept 

(Choi, 2005; Marsh & Craven, 2006; Marsh & O’Mara, 2008; Valentine et al., 2004). A 

meta-analysis has found a significant relationship between students’ mathematics and verbal 

self-concept and their subsequent academic performance in those areas (Möller, Pohlmann, 

Koller, & Marsh, 2009). These findings suggest that when examining the relationship 
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between students’ academic self-concept and academic achievement, focusing on domain-

specific academic self-concept (such as mathematics and verbal self-concepts), may be more 

predictive of academic achievement as opposed to the general academic self-concept. 

However, other research has shown a positive reciprocal relationship with academic 

achievement with a general measure of students’ overall academic self-concept (Erten & 

Burden, 2014; Guay et al., 2003; Guay, Ratelle, Roy, & Litalien, 2010). This has led to some 

authors speculating that both global and domain-specific academic self-concept may 

positively influence on students’ academic achievement (Guay et al., 2010).

Figure 4. The Marsh/Shavelson revised theoretical model of the structure of academic self-
concept. Adapted from Marsh (2007).

Development of and influences on academic self-concept. Academic self-concept 

can vary as students grow and develop, and move through their grades (Jacobs, Lanza, 

Osgood, Eccles, & Wigfield, 2002; Liu & Wang, 2005). During the intermediate school 

years, adolescents become more dependent on peer groups and begin to formulate their self-

concept and self-understanding based on the influence of others (Magnuson & Berger, 2009). 

However, studies on the relationship between academic self-concept development and 

achievement remain inconsistent (Huang, 2011). While early study found that the relations 

between students’ academic self-concept and academic achievement were influenced by their 

developmental trajectories (Hansford & Hattie, 1982), Valentine and colleagues (2004) 

suggests that this was not a statistically significant factor. Overall, empirical findings 

concerning changes and no changes in students’ academic self-concept are mixed. 

In addition to the developmental trajectories that can influence a students’ academic 

self-concept, other factors should also be considered (Laryea, Saani, Dawson-Brew, 2014); 

including gender (Nagy et al., 2008, 2010), age (Chang, McBride-Chang, Stewart & Au, 
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2003), family socioeconomic status (Aktop, 2010), parent education level (Eamon, 2005), 

family support (Chohan & Khan, 2010), and class and teacher-related variables (Cavas, 2010; 

Pehlivan, 2010). For example, research on the effects of gender on students’ academic self-

concept and their subsequent achievement indicates male students to show higher academic 

self-concept than their female counterparts, especially in mathematics, whilst female students 

have a higher verbal self-concept (Nagy et al., 2008, 2010; Schilling, Sparfeldt, & Rost, 

2006).

Operational definition of academic self-concept. To measure academic self-

concept, it must firstly be defined. Researches have focused on defining academic self-

concept as a student’s perception of their academic ability and competency as a key aspect 

(Marsh & Craven, 2006; Marsh & Hau, 2003; Shavelson & Bolus, 1982). For instance, 

Marsh and his colleagues’ Self-Description Questionnaires included items that assess 

whether students feel that they are good in their school subjects, and whether schoolwork is 

easy for them (Marsh, Parker, & Barnes, 1985; Marsh et al., 2005, 2006; Marsh, Relich, & 

Smith, 1983). Similar approaches have been adopted by Battle (1981) and Piers and Harris 

(1964), which all included items that evaluate whether students feel that they are smart or is 

performing well in their schoolwork.

In addition to the emphasis on competence, these scholars also studied students’ 

enjoyment and willingness to work hard in their academic subjects when assessing students’ 

academic self-concept (Hau & Salili, 1991, 1996; Liu, Wang, & Parkins, 2005; Marsh, 1999; 

Marsh et al., 2002, 2005, 2006). For instance, the Self-Description Questionnaires includes 

an item that assesses whether students enjoy doing school work, whilst Battle (1981) 

included items that evaluate whether students usually quit when schoolwork is too hard, and 

whether they feel like quitting school. This willingness to work hard and commitment to 

achievement may be an important aspect to most East Asian students’ academic self-concept, 

more so than their Western counterparts, due to influences by Confucianism. Confucianism 

places great emphasis on effort and will-power in a student’s pursuit of academic 

achievement (Tam, 2016). Such beliefs may have an influence on students’ cognitions and 

self-definitions in relation to their academic learning and achievement. Therefore, to capture 

the ‘total’ meaning of the construct of academic self-concept, consideration of both the 

universal as well as cultural-specific meanings of the construct is necessary. In considering 

the cultural influence on students’ perception of learning and achievement, it seems 
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appropriate to conceptualise academic self-concept as having two components. Thus, 

academic self-concept in this study is operationally defined as a student’s perceived academic 

competence; and their commitment to, and involvement and interest in achievement, as 

measured by self-ratings of academic confidence and academic effort (Liu et al., 2005; Liu & 

Wang, 2005, 2008). 

Summary of Self Research 

Overall, a student’s academic self-concept can significantly impact on their academic 

performance and subsequent achievement. This relationship has found to be reciprocal and 

domain-specific, and can be influenced by various factors such as gender, age and 

developmental trajectories. Given the importance of academic self-concept to academic 

achievement, it is worthwhile to more closely examine this variable in the New Zealand 

context. To conceptualise academic self-concept that will encapsulate both universal and 

cultural-specific meanings, it is operationally defined as having two components, namely; 

students perceived academic competence as measured via academic confidence, and their 

commitment to, and willingness to achieve, as measured via academic effort. 
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Chapter Four: Filial Piety 
“Filial Piety is the foundation of all virtues.” 

“ ”
“B i shànxiào wèi xi n”

- Chinese proverb 

This chapter discusses the achievement success of East Asian learners from a cultural 

context. Given the strong interdependence between an East Asian student’s sense of self and 

their family, this chapter will focus on one specific cultural concept; filial piety, and the way 

in which its conceptualisation contributes to the learning and achievement of East Asian 

students. Specifically, the impact of filial piety on students’ academic self-concept and 

subsequent achievement will be examined in two ways: as an obligation and a value and 

expectation. Finally, in response to the modernisation, immigration and acculturation of our 

contemporary society, a modern conceptualisation of filial piety will be discussed. 

Filial Piety and Family

Confucius (551BC - 489BC) was a revered Chinese philosopher, whose doctrines and 

teachings of human virtue have influenced the education system and citizens of many East 

Asian nations, including Japan, Korea, Singapore, and Taiwan (Tam, 2016). While some 

regional differences may exist, the value system from Confucianism is still likely to be a 

dominant feature of these societies and may continue to influence the learning environment 

of students from these parts of the world (Phillipson, 2013; Tan & Yates, 2011).

Within the family and family relationship, one distinctive feature of the East Asian 

culture is the centrality of the relationship between parents and their children. The most 

predominant value relating to this family relationship was filial piety (xiao); a concept 

traditionally regarded as the cardinal virtue that serves to define the ideal relationship 

between parent and child, and the family structure (Lieber, Nihira, & Mink, 2004). As 

practiced in the family, filial piety refers to the emotional and material support children 

provide to their parents, including respect, love, attendance to their needs, compliance to their 

wishes, and memorialisation of ancestors (Chen & Wong, 2014). In return, the parents 

consider the welfare and future of their children of supreme importance. Filial piety 

emphasises the mutual support and interdependence between family members, where each 

family member usually feels a strong sense of responsibility and obligation to the family, and 
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individual success enhances group prestige and status (Liu, Yeh, Wu, Liu, & Yang, 2015). 

Failure, on the other hand, brings collective disgrace, shame and loss of face (Chao & Tseng, 

2002). Overall, the central importance of the family to an East Asian students’ identity, 

values, beliefs, actions and behaviour cannot be understated, and students’ social goals are 

often associated with those such as pleasing parents, repaying parents for their upbringing 

and honouring one’s family (Liu et al., 2015).

Confucius’ philosophy on filial piety is extensive, and a full examination of the extent 

of its influences on all aspects of an East Asian individual’s life is beyond the scope of this 

research. Hence, this review will focus on the key values as instilled through filial piety and 

its influence specifically on the parent-child relationship and students’ perception of learning 

and achievement that enables academic achievement. 

Filial Piety and Achievement 

Education is an aspect highly valued within the concept of filial piety (Huang & 

Gove, 2012). While factors influencing students’ ability to succeed academically are many, 

including gender, socioeconomic status, and teacher-specific variables (Eamon, 2005; 

Phillipson & Phillipson, 2012; Phillipson & Tse, 2007), the concept of filial piety can be of 

particular importance to most East Asian families (Marginson, 2011; Shin, 2012).

The influence of filial piety on a student’s academic self-concept and subsequent 

academic achievement can be explained via two main ways. Firstly, filial piety can stem from 

an obligation from the children that it is within their duty to achieve academic success in 

order to repay for their parent’s upbringing. Secondly, filial piety can be perceived as 

students’ internalisation and integration of parental values and expectations of the importance 

of high academic achievement that encourages them to achieve. 

An obligation. Filial piety considers family as the centre of an individual’s life and 

everyday existence; and within the academic context, students’ educational practices and 

achievement is a family process for many East Asian families (Huang & Gove, 2012, 2015). 

As previously, discussed, filial piety comprises affective and behavioural principles of how 

parents and children should interact with each other within a family (Huang & Gove, 2012). 

These principles describe the obligations and responsibilities of parents to love and care for 

their children, and help them build their academic success (Chen & Ho, 2012). It is within the 

parents’ role to show their love by offering possible financial, material, and psychological 
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supporting for achievement, while the children return love by respecting and caring for them, 

and by obeying to their wishes, and strive for academic excellence (Yeh & Bedford, 2003).

Hence, the academic achievement of East Asian students is often driven by a strong 

sense of filial obligation to work hard to achieve academic success to meet parental 

expectations, and to honour and repay their parents’ investment and sacrifices involved in 

their education and upbringing (Tao & Hong, 2000). Several studies have shown that Chinese 

learners regard attaining academic achievement as their most important duty (Chan, 2008; 

Chan & Rao, 2009; King, McInerney, & Watkins, 2010, 2013; Wang, Slaney, & Rice, 2007); 

this along with respecting for the authority of parents, and the willingness to make sacrifices 

for the family and their parents, was associated with a higher level of academic motivation 

and subsequent high achievement (Chow & Chu, 2007; Fuligini & Zhang, 2004).

Similarly, findings from diverse immigrant families also share a common sense of 

family obligation that partially accounts for their significant level of academic motivation and 

achievement than students with native-born parents (Fuligni, Witkow, & Garcias, 2005; 

Tseng, 2004). In New Zealand, even though most studies conducted has been focusing on 

filial piety in older East Asian immigrants, and less so on those of younger generations, it has 

been speculated that the younger East Asian generation keeps to some of the traditional 

formalities, showing higher levels of filial obedience to their parents (Ng, Loong, Liu, & 

Weatherall, 2000). This suggests that elements of filial piety may still play an important part 

in the lives of many East Asian students living in New Zealand. 

Value and expectations. The educational values and expectations as advocated by 

filial piety can shape parents’ behaviour, disciplinary actions, and interactions with their 

children (Chen & Ho, 2012). These parenting practices enable the transference and 

internalisation of parental values and beliefs in relation to achievement to their children. 

Parental influence on their children’s academic achievement may start as early as the 

kindergarten years (Froiland, Peterson, & Davidson, 2013), with positive effects on students’ 

academic success continue into young adulthood (Faas, Benson, & Kaestle, 2013; Gordon & 

Cui, 2012). Research has found that filial piety variables, as related to the importance of 

education, positive attitudes towards school, and beliefs regarding effort, are crucial 

contributing factors to East Asian students’ academic success (Hsin & Xie, 2014; Yamamoto 

& Holloway, 2010). 
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Parental expectations have two important functions in their children’s academic 

achievement. First, it can act as a predictor of achievement success. Research demonstrates a 

positive relationship between parental expectations and children’s academic achievement, 

where the higher the parent’s predicted or anticipated academic attainment, the higher their 

children’s academic achievement (Goldenberg, Gallimore, Reese, & Garnier, 2001; 

Neuenschwander, Vida, Garrett, & Eccles, 2007; Stern, 2007). Conversely, lower parental 

expectations lead to lower achievement (Phillipson & Phillipson, 2007). This association was 

found to be stronger for intermediate and secondary school students than when they were 

very young or much older (Ji, Jiao, & Jing, 1993). 

East Asian parents generally set high standards for their children’s academic 

performance, and instil in them the values and beliefs of the importance of high academic 

achievement (Child Trends Data Bank, 2015). These have been found to be a significant 

predictor in East Asian students’ high academic achievement (Chao, 2000). Similarly, 

research shows East Asian immigrant parents in New Zealand place much more value on 

their children’s academic performance and see high academic attainment as a catapult for 

future economic and social success (Guo, 2005; Hedges, 2003; Liao, 2007). These parents 

may continue to uphold their Confucian cultural values, and pursue academic learning for 

their children, while Western parents tend to follow play and child-centered teaching 

techniques (Simpson & Turner, 2000). High parental expectations also encourage greater 

parental involvement and investment in their children’s education, such as monitoring 

homework (Hill & Tyson, 2009), employing tutors (Kim & Sherraden, 2011), and controlling 

and restricting their children’s after-school activities (Witkow & Fuligni, 2011), which all 

contribute to East Asian students’ academic successes. 

Secondly, parental expectation can impact on a student’s subjective interpretation of 

their academic self-concept and subsequent academic performance (Phillipson & Phillipson, 

2012; Yamamoto & Holloway, 2010). Filial piety’s emphasis on family-connectedness 

means East Asian learners rely a great deal on their families to strengthen their perceptions of 

themselves, particularly in relation to academic achievement (Hsin & Xie, 2014; Li & Yue, 

2004). From as early as the primary school years, East Asian parents encourage their children 

to believe that they can succeed in life through persistent effort and hard work (Fong & Yuen, 

2015). Therefore, parental involvement in children’s learning may increase their academic 

self-concept (see conceptual model in Figure 5); as such involvement is perceived as a 
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supportive resource that encourages them to feel that they can achieve (Chen, & Ho, 2012). 

The feeling that one is socially and emotionally connected to their family, are crucial factors 

facilitating East Asian learners’ internalisation of parental achievement values and 

expectations (Jeyne, 2005), fuelling their confidence in spending time and effort on their 

academic work and exercising their academic skills, ensuring a high level of achievement 

(Yuen et al., 2010). However, the importance of parental support towards students’ education 

is not unique to East Asia (Kim & Park, 2005). Similarly, socialisation practices and 

emphasis on achievement in Finland closely parallel those values found in East Asia, which 

may be partially responsible for Finnish students’ achievement success (Helgesen & Kim, 

2002).

Overall, the close-knit connections between children and their parents as postulated in 

filial piety can influence on East Asian students’ academic performances. East Asian students 

can strive for academic achievement to repay their parents for the love, care and support they 

have received. It also underpins the process of mediation where children may internalise 

much of their parents’ values and expectations that influence their own motivation and 

attitudes toward school ultimately creating a lasting positive impact on their academic 

success.

Figure 5. Conceptualisation of the relationship between filial piety on students’ academic 
self-concept and subsequent achievement.

Filial Piety, Modernisation and Immigration 

Despite such traditions, filial piety has become a complex and constantly evolving 

concept for individuals of East Asian nations due to rapid economic expansions and pressures 

of modern life (Li, Hodgetts, Ho, & Stolte, 2010). Although research indicate that filial 

beliefs and practices remain salient and important to today’s East Asian societies, these 
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values are changing as a function of globalisation and modernisation in these nations (Chen, 

Wu & Yeh, 2016; Cheung & Kwan, 2009; Chow, 2001; Lan, 2002; Liu, Li & Huang, 2011; 

Yeh & Bedford, 2003). The values of self-expression, freedom, and individuality that 

characterise Western society have gradually become common among the younger generations 

of East Asian students (Liu, 2013). 

Changes in filial belief can be particularly noticeable for East Asian immigrants 

migrating to a Western society, as Western values, beliefs and cultural practices often differ 

from those of Eastern cultures (Lieber et al., 2004). A process unique to immigration that 

needs to be considered for students and families of immigrant backgrounds is acculturation. 

This refers to “the dual process of cultural and psychological change that takes place as a 

result of contact between two or more cultural groups and their individual members.” (Berry, 

2005, p. 698). The literature suggests that acculturation can be a selective process; while 

some East Asian families may choose to become more acculturated and align their child-

rearing practices with those of Western practices, other parents may wish to continue to 

respect their cultural roots and practice their cultural traditions without the wholesale 

adoption of Western practices (Lan, 2002; Liu et al., 2000). The younger generations tend to 

acculturate to the norms, values, and language of the adoptive culture more quickly than 

older generations (Gee, Liu, & Ng, 2002), and becomes further removed from their 

traditional Asian beliefs and practices with each immigrant generation (Phinney, Horenczyk, 

Liebkind, & Vedder, 2001). Other factors such as gender, the length of residence, and the 

number of generations residing in the host society have all been shown to impact the process 

of acculturation (Dow, 2010; Lieber et al., 2004).

Overall, the processes of acculturation that affects an immigrant student’s extent of 

internalisation and integration of Eastern and Western achievement values and beliefs can 

differ between individuals. New Zealand provides an interesting exploratory case for 

investigating filial piety among immigrant Asian populations. Therefore, a modern 

conceptualisation of filial piety that has evolved in the lives of East Asian individuals and 

families will be used in this study. 
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Duality of Filial Piety 

In response to the changing beliefs and practices of filial piety, Yeh (2003) has 

developed a dual filial piety model based on the mixed characteristics of modernity and 

tradition in the present East Asian society. This model includes two filial factors: reciprocal 

filial piety and authoritarian filial piety.

Reciprocal filial piety is defined as the affection-based gratitude and respect children 

have for their parents’ efforts and sacrifices in raising and caring for them (Yeh, Yi, Tsao, & 

Wan, 2013). Reciprocal filial piety behaviours include respecting and attending to one’s 

parents, caring for them when they are elderly, and honouring them when they pass away. In 

contrast, authoritarian filial piety refers to the relationship hierarchies and role obligations 

that expect the unquestioning obedience of children to absolute parental authority, including 

their demands and expectations. Authoritarian filial piety behaviour includes subjugating 

one’s own wishes to those of one’s parents, and feeling obligated to maintain the reputation 

of the family (Yeh et al., 2013). 

Given the strong role of family membership within the Confucian cultural context, 

cultural values related to learning and achievement may be more easily influenced by the 

quality of parent-child relationships and parental practices. Research suggests certain types of 

parent-child relationships or interaction patterns can strengthen or restrain a child’s 

internalisation of their parent’s beliefs (Gonzalez-Pienda et al., 2002; Marchant et al., 2001). 

Students who perceive a stronger connectedness to their parents are more likely to internalise 

the educational values held within the family (Asakawa & Csikszentmihalyi, 2000). 

Reciprocal and authoritarian filial piety reflect contrasting parent-child relationships 

and have differing effects on children’s academic self-concept and subsequent achievement. 

These types of filial piety may indicate the quality of the parent-child relationship that 

strengthen or weaken a student’s internalisation of their parents’ values, and subsequently 

influence their own academic beliefs and academic achievement. Chen and Ho (2012) found 

that for students who rated high in reciprocal filial piety, perceived parental involvement is 

linked to positive academic outcomes via increased academic self-concept. A child with high 

reciprocal filial piety is more likely to perceive the parent-child relationship as a close-knit 

bond based on mutual love and care. This enables their greater readiness to internalise their 

parents’ values as their own (for example, their motivation and attitude to school), due to 

trust and respect. High parental aspirations and expectations are thus perceived by the 
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students as care and support, and a sign of parents’ confidence in their abilities. This in turn 

motivates the student to succeed in school.

Conversely, there is no internalisation of parental values and expectations for students 

who rated high in authoritarian filial piety (Chen & Ho, 2012). Since the parent-child 

relationship in authoritarian filial piety is a connection based on obligation and hierarchy, 

these students may simply obey their parents’ requests due to parental authority without 

making positive interpretation of the parental involvement (Yeh, 2006). Thus, authoritarian 

filial piety may contribute little to their academic beliefs and academic achievement. For 

these students, high parental expectations and aspirations are interpreted as interfering with 

learning, indicating worry and concern on the part of the parents, which then burdens and 

pressures the students, undermining their academic success (Liu, 2013). In contrast, 

therefore, authoritarian filial piety may lack the emotional and effective bonding to constitute 

a positive academic self-concept that motivates a child to succeed academically. 

Overall, East Asian students’ academic excellence may be a socialisation outcome 

that is strongly related to their close-knit connections with their parents. Filial piety is a 

Confucian practice that shows such a close connection.

Intermediate School Context

In considering the effects of filial piety on an East Asian student’s academic self-

concept and subsequent academic performance, early adolescence and entry into intermediate 

school also reflects change at multiple levels, including biological and cognitive growth, 

social development and the renegotiation of parent-adolescent relationships (Grolnick, Price, 

Beiswenger, & Sauck, 2007; Keating, 2004). These developmental and contextual changes 

have inevitable effect on a student’s academic self-concept that may impacts on their learning 

and achievement. 

Early adolescence is marked by dramatic development of the conceptualisation of the 

self as an autonomous and efficacious individual. In conjunction with this, increase in 

adolescents’ cognitive growth allows them to consider multiple dimensions of problems 

simultaneously (Keating, 2004), anticipate consequences of their actions (Halpern-Felsher, & 

Cauffman, 2001), and to learn from their success and failures (Byrnes, Miller, & Reynolds, 

1999). These abilities enable them to play a more active role in their education and 
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educational decisions, such as increased ability to make subjects decisions and forming 

achievement goals and aspirations, thereby requiring less direct parental involvement (Hill & 

Tyson, 2009). Thus, parent-adolescent relationships undergo a transformation and 

renegotiation as the relationship becomes less hierarchical and is characterised more by 

bidirectional communication (Collins & Laursen, 2004; Steinberg & Silk, 2002). 

School-specific changes may also impact on students’ self-understanding, and further 

undermine the parent’s ability to be effectively involved in the education of their adolescent. 

As students transition from primary to intermediate schools, they are introduced to a larger 

social comparison group, a greater emphasis on grades and competition, and an overall larger, 

less personal environment (Britner & Pajares, 2006). This shift often result in many early 

adolescents struggling to re-establish their sense of self, and re-evaluating their academic 

self-beliefs (Bandura, 1997). Moreover, intermediate schools often consist of more complex 

bureaucratic school system, with many more teachers and curricular choices, making it 

difficult for teachers and parents to develop and maintain productive relationships with each 

other (Hill & Chao, 2009; Hill & Taylor, 2004). In consideration of such changes, the amount 

and type of parent involvement in their children’s education is reduced, and becomes more 

indirect in the form of academic socialisation (Hill & Tyson, 2009; Seginer, 2006). This may 

entail parents communicating their expectations for education through linking schoolwork to 

current events, fostering educational and occupational aspirations, and discussing learning 

strategies with their children.

Overall, the early adolescent is a critical time to examine how shifts in their 

immediate environment and developmental milestones enable changes to their perceptions of 

themselves as a student and a family member, and whether such influences impact on their 

academic achievement. 

Summary of Literature Review 

While a student’s academic self-concept can have a profound effect on their 

subsequent academic achievement; culture can mediate this process. The cultural values, 

beliefs and norms of practices can have a considerable impact on how students perceive 

themselves as learners and their academic achievement. For most East Asian students, the 

significance of the parent-child relationship, as depicted by notions of filial piety, can highly 

impact on their extent of internalising and integrating the values of achievement success, and 
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in doing so, fulfils their filial duty to repay for their parent’s upbringing. These filial beliefs 

and understanding of the self can change as students grow and develop, and as they transition 

from primary to intermediate school.

Given the relationship between filial piety, academic self-concept and students’ 

academic achievement, this study seeks to examine the predictive value of these variables on 

a group of intermediate school students to address the notable gaps in the existing literature 

on academic self-concept. Existing research on academic self-concept and its effect on 

students’ academic achievement largely focuses on Western participants in Western contexts. 

The absence of any specific New Zealand research investigating these concepts create a 

necessity to begin such exploration and examine their influence on students’ achievement. 

Based on the current literature on academic self-concept, it is possible that East Asian 

students’ academic self-concept could be influenced by their Confucian cultural and familial 

values. Therefore, examining specific elements crucial within the Confucian philosophy will 

help us to better understand how they are influential to East Asian students’ academic 

performance. In drawing upon the above arguments, the following hypotheses (H) are 

identified as needing investigation: 

H1: “Students’ level of filial piety has a positive relationship with their academic self-

concept and academic achievement” 

H2: “Ethnicity has an influence between filial piety and academic achievement” 

H3: “Students with high filial piety will be positively related to their academic self-

concept”

H4: “Students with high filial piety will be positively related to their academic 

achievement”

H5: “Students’ academic self-concept has a positive relationship with their academic 

achievement”

In order to test these hypotheses, it is important to identify a student population and 

compare their level of filial piety belief and academic self-concept against their academic 

achievement. The method used to collect this information is discussed in more detail in the 

next chapter. 
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Chapter Five: Methodology 
 “Is it not pleasant to learn with a constant perseverance and application?” 

 “ ?”
“Xué ér shí xí zh , bù yì shu  h ?”

- Confucius

To explore the relationship between filial piety, academic self-concept, and academic 

achievement, a group of students attending a school in New Zealand was recruited. This 

follows the current trend of including students’ cultural influences in the conceptualisation of 

academic self-concept and academic achievement, and addresses the current lack of research 

on this topic. 

A cross-sectional quasi-experimental framework was selected and considered to be an 

effective means of determining the relationship between the independent variables: filial 

piety, academic self-concept, and the dependent variable: academic achievement. 

Research Design and Rationale 

Studies have shown that culture has a profound impact on an individual’s values, 

beliefs, and behaviour (Phillipson, 2013). With the recent influx of Asian migrants, New 

Zealand provides an ideal setting within which to raise awareness and to conduct further 

research on the influence of culture on students’ academic self-concept and achievement. 

Given the paucity of research on Auckland’s ethnically diverse Asian population, this 

research aims to extend the scope of the literature towards the New Zealand student 

population.

While the theory of filial piety is of Chinese origin, it is not exclusive to nor a unique 

feature of the Chinese culture and East Asian countries. Instead, research shows that filial 

piety (defined in its simplest form as love and respect for one’s parents), is present in all 

cultures, albeit to differing extents and with varying forms of expression (Gallois et al., 1996; 

Poškait , 2014). Hence, the concept of filial piety is transferable to individuals from diverse 

cultural backgrounds, including those of Western ethnicities. 

A quantitative research methodology was employed given the majority of the 

literature to date that examines constructs of filial piety, academic self-concept, and academic 

achievement has used a quantitative methodology of self-reported surveys (Chen, 2015; Chen 
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& Ho, 2012; Chen & Wong, 2014, 2015; Hui et al., 2011). These surveys often consist of 

various scales of filial piety and academic self-concept, and participants’ responses are 

analysed against their academic achievement. Furthermore, a particular aim of this study has 

been to determine a relationship between the filial piety of New Zealand students and their 

academic self-concept and achievement, and as such, a quantitative method allows these 

constructs to be objectively measured and controlled for (Williams, 2007). Finally, this 

methodology was specifically requested by participating schools in order to minimise 

student-school disruption and associated staff administrative burdens. 

Data was collected using a self-reporting survey. The survey was created using two 

pre-existing closed-ended item scales designed to address constructs of filial piety and 

academic self-concept. Participants answered questions regarding their perceptions of 

themselves as students and family members. Data collected was analysed using Statistical 

Package for the Social Sciences (SPSS) software package (IBM Statistics Version 23). This 

software was chosen because it simplifies the analytical process as it prepares, organizes, and 

formats the data with greater accuracy and precision. 

Research Design 

Survey methodology. The survey was constructed based on extensive research and 

a review of the available scales in measuring filial piety and academic self-concept. The 

scales selected, in collaboration with the researcher’s supervisors, were deemed to be the 

most appropriate in addressing the aims and research questions of this study. The survey 

would be distributed in hard copies. Research suggests surveys administered on paper are 

much more likely to yield higher response rates in comparison to other forms such as online 

surveys (Manfreda, Bosnjak, Berzelak, Haas, & Vehovar, 2008). Face-to-face survey 

administration often creates greater encouragement as the researcher can gently motivate 

individuals to participate and/or to continue completing a survey, which is much harder to 

achieve online (Sax, Gilmartin, & Bryant, 2003). 

The survey was divided into three main sections. The first section collected 

participants’ demographic information, including their name, age, gender, year level at school, 

ethnicity, length of residency, and family member composition at home. The second section 

collected participants’ perceptions of themselves as a family member, and their attitudes and 

behaviour towards their parents. The final section collected participants’ perceptions of 
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themselves as a school student, and towards their academic achievement and schoolwork. 

Apart from the demographic information section, all items were closed-ended, Likert-scale 

questions. This helped to streamline the questions in order to reduce participant response 

fatigue due to writing demands, and allowed data to be more easily analysed. A copy of the 

survey is provided in Appendix A. 

Setting

This study was originally planned to be conducted in a decile 10 school catering for 

students aged 11 to 14 (School A). However, due to last-minute logistical constraints, School 

A could not follow through with the study. A substitute school, School B, with comparable 

age and ethnic composition, was recruited. All subsequent data collection and analysis were 

responses collected from participants in School B only, with the number of participants being 

lower than anticipated. 

School B is a decile 10 co-educational intermediate school in Auckland, with 

approximately 1,200 students currently enrolled in Years 7 to 8. According to the Education 

Review Office report (ERO), over half of the school roll is of New Zealand European 

ethnicity, and a sizeable East Asian student population of approximately 25%, consisting of 

mostly Korean and Chinese students (ERO, 2015). The school has general teaching 

classrooms and specialised classrooms such as technology rooms, art studios, and music 

rooms. Staff and programmes are specifically allocated to accommodate for the schooling 

and pastoral care needs for students of different nationalities and cultures, such as the English 

for Speakers of Other Languages programmes, and the international office (ERO, 2015).

Participants

Convenience sampling was used in this research, and School B was selected due to 

practicality and accessibility. School B expressed interest in participating, which allowed for 

more efficient communication and greater school buy-in, with the researcher situated at close 

proximity. It was anticipated that up to 60 students would be involved in the research. This 

choice in the number of participants was made in order to provide meaningful quantitative 

analysis. Furthermore, as this research was exploratory, the aim was to collect enough data to 

establish a possible correlation between the variables. However, this was not possible due to 

a low rate of parent consent forms being returned, with a total of 43 participants eventually 

recruited. Following discussions with the researcher’s supervisors, it was deemed a 
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reasonable number for the purpose of a Master’s thesis. Additionally, time was limited, with 

a constraint to complete the research within one year. 

Inclusion criteria. The initial criteria for inclusion in this study were for intermediate 

school students of East Asian ethnicities. The criteria for ethnically “Asian” were identified 

via the school’s enrolment information as “Asian”, including, but not limited to Chinese, 

Korean, Japanese, and Taiwanese students. Due to the low East Asian participant response 

rate, these criteria were later expanded to include students from any ethnicity willing to 

participate. Hence, the final cohort consisted of participants from other ethnicities too, 

including New Zealand European, M ori, and Pacific Islanders.

Ethical Considerations

The sample participants for this study were children under 15 years-old, considered to 

be a “vulnerable group” (Massey University, 2015). Attention was given in creating and 

modifying the survey question to minimise the risk of harm for them. A particular item was: 

“Attend parents’ funeral no matter how far away I live.” Due to the sensitive nature of the 

topics such as deaths and funerals, this phrase had the potential to cause emotional distress to 

the participants. Hence, it was rephrased as “I would attend an important family gathering if 

my parents asked me no matter how far away I lived”, which carried a similar meaning in 

relation to the importance of attending to parents’ needs without referring to death and dying. 

Moreover, participants were clearly informed that no question in the survey was compulsory 

to answer, and they were encouraged to talk to a school counsellor should they experience 

any emotional distress after completing the survey. 

A student pastoral care advisor from Massey University was consulted to ensure that 

filial piety was presented in a culturally sensitive manner in the survey. The advisor stated 

that conducting the survey in English may confuse and cause stress for Asian students for 

whom English is most often a second language. Great care was taken to ensure clear 

instructions and an extensive explanation of the survey’s purpose was provided in order to 

maximise participants’ understanding and to minimise potential stress for them. For M ori

and Pacific Island participants, the researcher’s secondary supervisor provided support to 

ensure the survey was culturally sensitive to them. 
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This study was reviewed and approved by the Massey University Human Ethics 

Committee; Northern, Application 16/25. See Appendix B for approval letter. Additional 

ethics amendments were applied for and will be further discussed in later sections. 

Recruitment

A meeting was held between the School B principal, the research liaison staff, and the 

researcher to discuss the nature of the research, the participatory procedure, and any benefits 

the research may provide to the school. Potential concerns for the project were also raised, 

and means by which to address them were also extensively discussed. Broad efforts were 

made to involve the principal in the planning and development of this research; including the 

logistical processes of data distribution and collection, and ways to collate survey responses 

with participants’ academic achievement. Following this meeting, the written consent of the 

school to conduct research with the students and to access their achievement record database 

was obtained. The researcher then provided the school with parent and student consent forms, 

with the school responsible for identifying participants and sending the forms home with the 

students. The school information and consent form are provided in Appendix C, and consent 

form for access to participants’ achievement record is provided in Appendix D. 

Due to the low number of returned consent forms, the researcher decided to encourage 

participation by using incentives. In this case, participants could enter a draw to win one of 

five Westfield gift vouchers. See Appendix E for the Ethics Amendment approval letters. 

Parent and student consent forms were also updated to include these changes, see Appendix F 

and G for finalised versions. Literature shows that research protocols that include incentives, 

specifically in a monetary form, exerts a greater positive influence on individuals’ 

participation decisions than those without an incentive feature (Fan & Yan, 2010; Hohwü et 

al., 2013). The researcher also attended the school assembly to present her research and to 

distribute consent forms. All additional attempts to encourage participation yielded 

approximately 30 more responses within a recruitment span of eight weeks.

Instruments

Dual Filial Piety Scale. Yeh’s (2003) Dual Filial Piety Scale (DFPS) was used to 

measure students’ beliefs about filial piety, that is, how they believe they should treat their 

parents. The scale consists of 16 items on a 6-point Likert scale. Participants respond by 

indicating how important they though it was to act in accordance with the scale’s statements; 
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from 1 (extremely unimportant) to 6 (extremely important). See Appendix H for the author’s 

permission to use the scale. 

Within the scale, eight items, in odd numbers; assessed participants’ reciprocal filial 

piety beliefs, for example, “I am thankful to my parents for raising me.” The other eight items, 

in even numbers; assessed participants’ authoritarian filial piety beliefs, for example, “I 

would ignore promises to friends in order to obey my parents.” 

Instructions and item statements were modified slightly as the original form was 

developed for use by adult respondents, and were hence unsuitable for students (Chen, Chiu, 

& Wang, 2015). Apart from item 13 that was rephrased due to concerns of causing potential 

emotional distress for the participants, other items were rephrased to better reflect the 

participants’ reading age. For example; “I am grateful to my parents for raising me” was 

rephrased to, “I am thankful to my parents for raising me”, and “I would take the initiative to 

assist my parents when they are busy” was rephrased to, “I would help my parents when they 

are busy without them asking first.” 

Some items were rephrased to reflect the developmental stages of participants. These 

include, “I will let my income be handled by my parents before marriage.” was rephrased to: 

“When I get a job, I will let my parents look after my money”; “I will avoid getting married to 

someone my parents dislike” was rephrased to, “If and when I get married, I will avoid 

marrying someone my parents dislike”, and, “A wife will live with the husband’s parents 

when a couple is married” was rephrased to, “If and when I get married, I will live with my 

husband or wife’s parents.” 

Items rephrased for grammatical reasons were, “Be concerned about my parents’ 

health” was rephrased to, “I am concerned about my parents’ health”, “I will take my parents’ 

suggestion even when I do not agree with them” was rephrased to, “I listen to my parents’ 

suggestions even when I do not agree with them”, and “Give up my aspirations to meet my 

parents’ expectations” was rephrased to, “I would give up my aspirations to meet my parents’ 

expectations.”

Other items were rephrased for a combination of the reasons outlined above, for 

example, “I will have at least one son for the succession of the family name” was rephrased 

to, “If and when I get married, I will have at least one son to carry on the family name.” 
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Crosschecking was conducted by the researcher and her supervisors to ensure the 

content validity of the rephrased items.

Development of the DFPS. This scale was initially developed as a 50-item scale with 

four filial piety factors based on historical content analysis of various Confucian classics, 

analects, and quotations on filial piety (Yang, 1999; Yang, Yeh, & Huang, 1989). 

Confirmatory factor analysis extracted two distinctive super factors: reciprocity and 

authoritarianism, which became the fundamental values underlying the current filial piety 

concept (Yeh, 1997). The DFPS is one of the most widely used tools for measuring filial 

piety in the contemporary context with research conducted across China (Yeh et al., 2013), 

Taiwan (Chen & Ho, 2012), and Hong Kong (Chen, 2015; Hui et al., 2011), with 

intermediate and secondary school students (Chen & Ho, 2012; Chow & Chu, 2007; Hui et 

al., 2011), and university students (Chen, 2015; Chen & Ho, 2012).

Scoring. The scale takes approximately five to 10 minutes to complete. Participants’ 

scores are totalled to provide an overall filial piety score, and two subscale scores of 

reciprocal and authoritarian filial piety. The range of the sum of each aspect of filial piety is 

from 8 to 48. The mean scores for each subscale are calculated by totalling the scores from 

their respective items and dividing by eight. Individuals with a mean score over 3.5 (28 sum 

score) are slightly high, 4.5 (36 sum score) are moderately high, and 5.5 (44 sum score) is 

extremely high within the respective subscales. Participants who scored high on both filial 

piety measures were designated as absolute filial types. Those who scored high on reciprocal 

and low on authoritarian filial piety were designated as reciprocal types. Those who scored 

high on authoritarian and low on reciprocal filial piety were designated as authoritarian types,

and those who scored below the mean on both measures were designated as non-filial types.

Psychometric properties. The DFPS has been empirically supported as a valid 

measure used to investigate filial beliefs across countries (Yeh, 2009; Yeh & Bedford, 2003). 

Past research has reported satisfactory validity and reliability of the scale (Chen et al., 2016; 

Yeh et al., 2013). Internal consistency analysis for this study has yielded Cronbach’s alpha at 

 = 0.839 for overall filial piety scale, reciprocal filial piety subscale at  = 0.853, and 

authoritarian filial piety subscale at  = 0.728, showing reasonable internal consistency.

Overall, the DFPS shows satisfactory validity and reliability properties in its ability to 

measure both the overall and dual nature of filial piety. Its brevity makes it well suited for the 
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participants of this study, and its domains adequately correlate with the current definition of 

filial piety. 

Academic Self-Concept Scale.The Academic Self-Concept Scale (ASCS) as 

developed by Liu and Wang (2005) was used to measure students’ academic self-concept; 

how they feel about their schoolwork and their academic ability. The scale consists of 19 

items on a 4-point Likert scale ranging from 1 (strongly disagree) to 4 (strongly agree). See 

Appendix I for the author’s permission to use the scale.

The ASCS comprises two subscales: academic confidence (nine items) and academic 

effort (10 items). The academic confidence subscale assessed students’ feelings and 

perceptions about their academic competence, for example, “I am good in most of my school 

subjects.” The academic effort subscale assessed students’ commitment to, involvement and 

interest in schoolwork, for example, “I study hard for my tests.” No alterations were made to 

these items. The scale included both negatively- and positively-worded items arranged 

randomly to minimise response bias of acquiescence and social desirability, where 

participants respond favourably or unfavourably to all items. 

Development of the ASCS. The ASCS was developed with reference to Battle’s 

(1981) Academic Self-esteem Subscale, Marsh, Relich and Smith’s (1983) School Subjects 

Self-Concept Scale, and Quek’s (1988) Academic Self-Concept Scale. The original ASCS 

comprised of a total of 20 items with two 10-item subscales, however previous research 

discovered that one item had an unacceptably low factor loading while establishing the 

psychometric properties of the scale, thus the item was excluded, resulting in the finalised 19 

items (Liu et al., 2005).

The scale has been used with a range of participants, from primary (Tan & Yates, 

2007), secondary (Liu & Wang, 2008) to university students (Kirmizi, 2015; Liu et al., 2005; 

Matovu, 2012, 2014) across a number of countries, including Taiwan (Liu, 2009, 2010), 

Singapore (Liu & Wang, 2005; Liu et al., 2005), Vietnam (Yorke, 2013), Thailand (Kaba & 

Talek, 2015) and Malaysia (Matovu, 2012). 

Scoring. The scale takes approximately five to 10 minutes to complete. It is scored by 

averaging the responses; mean scores are calculated for overall academic self-concept and the 

two subscales for each participant. The mean score for overall academic self-concept is 
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calculated by summing the scores from all items and dividing by 19. The range of the sum for 

the subscales is 9 to 81 for academic confidence, and 10 to 90 for academic effort. The mean 

scores for each subscale are calculated by totalling the scores from their respective items and 

dividing by nine for academic confidence, and by 10 for academic effort. Participants’ mean 

scores were used for data analyses, with the higher the mean score, the higher the overall 

academic self-concept, academic confidence, and academic effort. 

Psychometric properties. Previous empirical research shows satisfactory validity and 

reliability for ASCS (Liu et al., 2005; Liu & Wang, 2008). A validation analysis for this 

study shows that the Cronbach’s alpha coefficients for ASCS and its sub-constructs of 

academic confidence and academic effort had satisfactory internal consistencies at  = 0.888, 

0.779, and 0.793, respectively.

Overall, the ASCS is an appropriate measure for use in this study as it has been 

modified and deemed appropriate for the developmental age of the sample population, and 

has demonstrated sufficient psychometric strength for a valid and reliable measure (Liu et al., 

2005; Liu & Wang, 2008). Furthermore, the scale’s relatively small number of items and 

straightforward response requirement made it easy to administer, and minimised the amount 

of effort required for participants to complete the survey. 

Academic Achievement 

Academic achievement was operationalised via school records in the subject areas of 

Literacy (English) and Numeracy (mathematics). School B’s achievement records were 

reported according to the e-assessment Tools for Teaching and learning (e-asTTle) reporting 

guideline (Ministry of Education, 2012). The e-asTTle is a standardised assessment tool used 

in New Zealand schools for assessing and reporting student performance in reading, writing 

and mathematics. Reporting of students’ achievement is criterion-referenced to the National 

Standard Achievement Levels one to six (Turner, Rubie-Davis, & Webber, 2015). For Year 7 

to 8 students, their achievements are categorized according to Achievement Levels three to 

five, and are grouped into three performance bands of Beginning, Proficient, or Advanced (B, 

P, A) in relation to their Achievement level (Ministry of Education, 2013). This record allows 

teachers to determine whether or not students’ achievement is above the National Standard, at 

the Standard, below the Standard, or well below the Standard. For example, a Year 7 student 

performing at an Achievement level of “4B” (level 4, Beginning) is reported to be performing 
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At the Standard. Table 1 provides the overall Achievement Levels for Year 7 to 8 students, 

and how they are coded in SPSS. 

Table 1. 
Year 7 and 8 Students’ National Standard Achievement Level and their Categorical Output 
for SPSS. 
National Standard 
Achievement Level 

3B 3P 3A 4B 4P 4A 5B+ 

Year 7 Well 
Below 

Below Below At At Above Above 

SPSS Input 1 2 3 4 

Year 8 Well 
Below 

Well 
Below 

Below Below At At Above 

SPSS Input 1 2 3 4 

The National Standard Achievement Level between Year 7 and Year 8 can overlap 

and create confusion during SPSS input, for example a Year 7 student with an achievement 

level of 4B is considered to be performing “At” their level as is another who is achieving at 

4P. Hence, when reporting students’ achievement, results were coded with the same number 

in order to ensure the statistics were easier to interpret.

Procedure

Data collection. Once all consent forms from participants were collected, the survey 

was distributed. Before responding to any of the survey items, participants would read a 

passage of information re-stating the purpose of the research and conditions of participation, 

emphasising voluntary consent, and research anonymity and confidentiality. To reduce social 

desirability bias, it was emphasised to the participants that there were no right or wrong 

answers to the survey questions, and their responses were unique to their perceptions and 

experiences. Finally, in consideration of the potential language barrier in participants for 

whom English is their second language, they were encouraged to ask for help and 

clarification from their peers and teachers. Due to class scheduling conflicts, the time and 

setting in which participants completed their survey varied during the school hours. For 

example, some participants completed their survey at a designated classroom, while others 

completed it in their own classroom. Once all surveys were completed, they were matched 

with their academic achievement in Literacy and Numeracy subjects. These were then 

returned to the researcher for analysis. 



39

Chapter Six: Results 
“Live and learn”

 “ ”
“Huó dào l o xué dào l o”

- Chinese proverb 

Data Analyses 

Raw data from the surveys were entered into SPSS for analysis. Each respondent was 

allocated a coded numerical value for data entry and subsequent statistical analyses. 

Categorical variables were entered on a nominal scale, such as participants’ demographic 

information in male/female responses. Subjective ratings, from the DFPS and ASCS, were 

entered as the actual value rated on their respective 6-point and 4-point Likert scales. 

Participants’ academic achievements were entered on a nominal scale from 1 to 4 in their 

respective Well Below, Below, At, and Above. For the ASCS, negatively scaled items 2, 4, 7, 

9, 11, 13, 15, 16, and 19 were re-coded in reverse in order to calculate a meaningful total, and 

then used in subsequent analyses, for example, participants who answered “4” in item 2 were 

reverse-scored to 1. After all data were entered and reverse-coded, they were computed into 

mean scores. This included the DFPS, and subscales of reciprocal and authoritarian filial 

piety, and the ASCS, and subscales of academic confidence and academic effort. 

All participant responses on the ASCS and DFPS were screened for outliers, 

normality, and missing data. Analyses showed scores for all scales were normally distributed. 

Missing data on participants’ surveys for a particular scale resulted in responses for that 

measure being excluded from subsequent analyses. 

A number of analyses were conducted in order to test the study hypotheses. Firstly, 

Bivariate Pearson’s product-moment correlation coefficient (r) analyses were used to 

examine the strength and direction of the relationship between participants’ filial piety, 

academic self-concept and academic achievement. Next, Standard and Hierarchical multiple 

regression analyses were conducted to determine the amount of variance in academic 

achievement that could be explained by filial piety and academic self-concept.
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Participants

Descriptive statistics were used in order to examine the demographic profile of 

participants. An overview of the demographic analysis of participants is presented in Table 2. 

There were a total of 43 responses to the survey. The majority of respondents were female 

(84%). The mean age of participants was 11 years old (M = 11.67), with over half in Year 7 

(63%). Just under half of participants were of New Zealand European ethnicity (49%), and a 

quarter of them were of East Asian ethnicity (25%). For those respondents who were not born 

in New Zealand (49%), the length of residence ranged from between 6 to 11 years with a 

mean of 7.5 years (SD = 3.3). Due to the small sample size, statistical power was a concern 

for the majority of the analyses. 

Table 2.  
Demographic Information of Participants 

Frequency %
Year Level 7 27 63% 

8 16 37% 
Age 11 19 44% 

12 19 44% 
13 5 12% 

Gender Male 7 16% 
Female 36 84% 

Ethnicities New Zealand European 21 49% 
European 3 7% 
Chinese 7 16% 
Taiwanese 1 2% 
Korean 3 7% 
Indian 2 5% 
M ori 2 5% 
Pacific Island 1 2% 
Other 3 7% 

Family Composition* Parents 42 97% 
Siblings 37 86% 
Grandparents 6 14% 
Others 1 2% 

Musical Instrument Yes 20 47% 
No 23 53% 

Sports Participation Yes 32 74% 
No 11 26% 

Extra Support Yes 14 33% 
No 29 67% 

Cultural Pride Yes 43 100% 
No 0 0% 

*Due to the nature of participants having multiple family members living in the same house, 
these figures will overlap and not provide a sum of 100%. 

The mean scores and standard deviations of filial piety, academic self-concept and 

academic achievement scale and subscales by year level are shown in Table 3. 
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Table 3. 
Filial Piety, Academic Self-Concept, and Academic Achievement Mean Scores and 
Standard Deviations 

Year 7 Year 8 
Mean SD Mean SD

Reciprocal Filial Piety 4.94 0.74 5.07 0.56
Authoritarian Filial Piety 3.87 0.83 3.67 0.57
Overall Filial Piety 4.41 0.70 4.37 0.42
Academic Confidence Subscale 3.08 0.49 3.11 0.41
Academic Effort Subscale 3.10 0.45 3.18 0.53
Overall Academic Self-Concept 3.08 0.44 3.14 0.45
Literacy Achievement 3.00 0.88 3.43 0.63
Numeracy Achievement 2.48 0.97 3.25 0.68

For filial piety, the mean scores for overall filial piety and authoritarian filial piety 

score were higher for Year 7 students (M = 3.87, SD = 0.83; M = 4.41, SD = 0.70) than Year 

8 (M = 3.67, SD = 0.57; M = 4.37, SD = 0.42), with the exception of reciprocal filial piety 

(Year 7: M = 4.94, SD = 0.74, Year 8: M = 5.07, SD = 0.56). 

For academic self-concept, Year 8 participants had higher mean scores in their 

academic self-concept (M = 3.14, SD = 0.45) and subscales (Academic Confidence: M = 

3.11, SD = 0.41; Academic Effort: M = 3.18, SD = 0.53) in comparison to Year 7 participants 

(Academic Self-Concept Total: M = 3.08, SD = 0.44; Academic Confidence: M = 3.06, SD = 

0.49; Academic Effort: M = 3.10, SD = 0.45; Literacy: M = 3.00, SD = 0.88; Numeracy: M = 

2.48, SD = 0.97). 

For academic achievement, Year 8 participants had higher levels of achievement in 

Literacy (M = 3.43, SD = 0.63) and Numeracy (M = 3.25, SD = 0.68) than Year 7 students 

(Literacy: M = 3.00, SD = 0.88; Numeracy: M = 2.48, SD = 0.97). 

Bivariate Correlation 

To examine the strength and direction of the relationship between students’ academic 

self-concept and their academic achievement, a bivariate Pearson’s product-moment 

correlation coefficient (r) was calculated. Prior to calculating r, the assumption of normality, 

linearity, and homoscedasticity were assessed, and found to be supported. A non-significant 

Shapiro-Wilk (W) statistic of P < 0.05 indicated the normality assumption was not violated, 

and a normal Q-Q and detrended normal Q-Q plots for each variable confirmed they were 

normally distributed. Similarly, visually inspecting scatterplots of academic self-concept and 

academic achievement across both year levels confirmed the relationship between these 

variables were linear and heteroscedastic. 
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Academic self-concept and achievement. For Year 7 participants, analyses showed 

that there was a significant, positive correlation between their academic self-concept and their 

levels of Literacy, r(25) = 0.68, p < 0.001, and Numeracy achievement, r(25) = 0.61, p =

0.001.

Similarly, there was a significant, positive correlation between Year 8 participants’ 

academic self-concept and their levels of Literacy, r(14) = 0.778, p < 0.001, and Numeracy 

achievement, r(14) = 0.673, p = 0.004. 

Filial piety and achievement. Analyses showed there was a non-significant positive 

correlation between Year 7 students’ overall filial piety and their academic achievements. 

Further analyses of DFPS subscales showed there was non-significant correlation between 

Year 7 students’ reciprocal and authoritarian filial piety, and their academic achievements.

Likewise, analyses for Year 8 participants showed that there was a non-significant 

correlation between overall filial piety, reciprocal filial piety, and authoritarian filial piety, 

and their academic achievements.

Independent Sample t-tests

Gender and year level differences. Independent sample t-tests were used to examine 

gender and year level differences in participants’ scores. Neither Shapiro-Wilk statistic was 

significant, indicating that the assumption of normality was not violated. Levene’s tests were 

also non-significant, thus equal variances can be assumed. Finally, a visual inspection of the 

histograms of the variables further confirmed that each group scores is approximately 

normally distributed.

Overall analyses showed no significant difference between the gender and year level 

of participants’ ASCS and DFPS scales and subscales scores. For gender, analyses showed 

female participants obtained statistically non-significant higher scores in overall academic 

self-concept, overall filial piety, and academic effort than their male counterparts. Male 

participants obtained higher scores in academic confidence than their female counterparts, 

albeit statistically non-significant. Across year levels, while Year 8 participants reported 

higher mean scores for the DFPS and ASCS and its subscales than Year 7 participants, none 

of them were statistically significant. 
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Standard Multiple Regression 

A standard multiple regression analysis (MRA) was calculated to estimate the 

proportion of variance in participants’ academic achievement that could be explained by 

scores obtained from the DFPS and ASCS and its subscales. 

Prior to interpreting results from the MRA, several assumptions were evaluated. First, 

stem-and-leaf plots and boxplots indicated each variable in the regression was normally 

distributed, and free from univariate outliers. Second, inspection of the normal probability 

plot of standardized residuals, and the scatterplot of standardised residuals against 

standardised predicted values indicated the assumptions of normality, linearity and 

homoscedasticity of residuals were met. Third, Mahalanobis distance did not exceed the 

critical  for df = 2 (  = 0.001) of 13.82 for any cases in the data file, indicating that 

multivariate outliers were of no concern. Finally, high tolerances for all both predictors in the 

regression model indicated multicollinearity would not interfere with the ability to interpret 

the outcome of the MRA.

For brevity purposes, Unstandardised (B) and standardised ( ) regression coefficients, 

and squared semi-partial (or ‘part’) correlations (sr2) for each predictor (academic self-

concept, overall filial piety, reciprocal filial piety and authoritarian filial piety) in the 

regression model for Year 7 participants are presented in Table 4 at page 45, and for Year 8 

participants are presented in Table 5 at page 48.

Year 7 participants. 
Overall filial piety, academic self-concept and academic achievement. In

combination, the overall filial piety and academic self-concept of Year 7 participants 

accounted for a significant regression of 49% of the variability in participants’ Literacy 

achievement, R2 = 0.492, adjusted R2 = 0.450, F(2, 24) = 11.625, p < 0.000, and 39% in 

Numeracy achievement  = 0.390, adjusted R2 = 0.339, F(2, 24) = 7.672, p = 0.002.

Results found academic self-concept significantly predicted participants’ Literacy (p

< 0.000), and Numeracy (p = 0.002) achievement. Overall filial piety did not significantly 

predict either achievement. Overall, academic self-concept was a significant predictor for 

academic achievements, while overall filial piety was a non-significant predictor.
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Reciprocal filial piety, academic self-concept and academic achievement. In

combination, reciprocal filial piety and academic self-concept accounted for a significant 

regression of 39% of the variability in participants’ Literacy achievement, R2 = 0.460, 

adjusted R2 = 0.415, F(2, 24) = 10.235, p = 0.001, and Numeracy achievement, R2 = 0.394, 

adjusted R2 = 0.344, F(2, 24) = 7.814, p = 0.002.

Results found academic self-concept significantly predicted participants’ Literacy (p

= 0.000) and Numeracy (p = 0.007) achievement. Reciprocal filial piety did not significantly 

predict either achievement. Overall, academic self-concept was a significant predictor for 

academic achievement, while reciprocal filial piety was a non-significant predictor. 

Authoritarian filial piety, academic self-concept and academic achievement. In

combination, authoritarian filial piety and academic self-concept accounted for a significant 

regression of 53% of the variability in participants’ Literacy achievement, R2 = 0.539, 

adjusted R2 = 0.500, F(2, 24) = 14.009, p < 0.000, and 38% in their Numeracy achievement, 

R2 = 0.382, adjusted R2 = 0.330, F(2, 24) = 7.409, p < 0.003.

Results found academic self-concept significantly predicted participants’ Literacy and 

Numeracy achievements (p = 0.000). Authoritarian filial piety did not significantly predict 

either achievement. Overall, academic self-concept was a significant predictor for academic 

achievement, while authoritarian filial piety was a non-significant predictor. 

Academic confidence, academic effort and academic achievement. In combination, 

academic confidence and academic effort accounted for a significant regression of 53% of the 

variability in Year 7 participants’ Literacy, R2 = 0.53, adjusted R2 = 0.49, F(2, 24) = 13.54, p 

< 0.000, and 50% in Numeracy achievement, R2 = 0.50, adjusted R2 = 0.46, F(2, 24) = 

12.141, p < 0.000.

Unstandardised (B) and standardised ( ) regression coefficients, and squared semi-

partial correlations (sr2) for each predictor in the regression model are presented in Table 6. 

Results found that academic confidence (Literacy: p = 0.002; Numeracy: p = 0.001) and 

academic effort (Literacy: p = 0.048; Numeracy: p = 0.033) both significantly predicted 

participants’ Literacy and Numeracy achievement. Overall, academic confidence and 

academic effort were significant predictors for both achievements. 
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Table 6. 
Unstandardised (B) and Standardised ( ) Regression Coefficients, and squared Semi-
Partial Correlations (sr2) for Each Predictor in a Regression Model Predicting Year 7 
Participants’ Academic Achievements, N =27 (Academic confidence and Academic 
effort)

B [95%CI] sr2

Literacy
Academic Confidence 0.362 [0.527, 2.115]** 0.75 0.019 
Academic Effort 0.717 [-0.922, 0.830]* -0.024 0158 
    
Numeracy    
Academic Confidence 0.266 [0.773, 2.589]** 0.854 0.006 
Academic Effort 0.407 [-1.447, 0.557]* -0.205 0017 
*p < 0.05, **p < 0.01, ***p < 0.001, CI = confidence interval   
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Year 8 participants.
Overall filial piety, academic self-concept and academic achievement. In

combination, overall filial piety and academic self-concept accounted for a significant 

regression of 60% of the variability in participants’ Literacy achievement, R2 = 0.605, 

adjusted R2 = 0.544, F(2, 13) = 9.959, p = 0.002, and 61% for the Numeracy achievement, R2

= 0.609, adjusted R2  = 0.549, F(2, 13) = 10.113, p = 0.002.

Results found academic self-concept significantly predicted participants’ Literacy and 

Numeracy (p = 0.001) achievement. Overall filial piety did not significantly predict either 

achievement. Overall, academic self-concept was a significant predictor for academic 

achievement, while overall filial piety was a non-significant predictor. 

Reciprocal filial piety, academic self-concept and academic achievement. In

combination, reciprocal filial piety and academic self-concept accounted for a significant 

regression of 60% of the variability in participants’ Literacy, R2 = 0.652, adjusted R2 = 0.599, 

F(2, 13) = 12.203, p = 0.001, and 52% in Numeracy, R2  = 0.519, adjusted R2  = 0.445, F(2, 

13) = 7.022, p = 0.009.

Results found academic self-concept significantly predicted participants’ Literacy (p

= 0.000) and Numeracy (p = 0.003) achievement. Reciprocal filial piety did not significantly 

predict either achievement. Overall, academic self-concept was a significant predictor for 

academic achievement, while reciprocal filial piety was a non-significant predictor. 

Authoritarian filial piety, academic self-concept and academic achievement. In

combination, authoritarian filial piety and academic self-concept accounted for a significant 

regression of 63% of the variability in participants’ Numeracy achievement, R2 = 0.637, 

adjusted R2 = 0.581, F(2, 13) = 11.391, p < 0.001, and 56% in Literacy achievement, R2 = 

0.563, adjusted R2 = 0.496, F(2, 13) = 8.379, p = 0.005.

Results found academic self-concept significantly predicted students’ Literacy (p = 

0.001) and Numeracy (p = 0.002) achievement. Authoritarian filial piety did not significantly 

predict students’ either achievement. Overall, academic self-concept was a significant 

predictor for academic achievements, while authoritarian filial piety was a non-significant 

predictor.
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Academic confidence, academic effort and academic achievement. In combination, 

academic confidence and academic effort accounted for a significant regression of 61% of the 

variability in participants’ Literacy achievement, R2 = 0.612, adjusted R2 = 0.55, F(2, 13) = 

10.239, p = 0.002, and 63% in Numeracy achievement, R2 = 0.635, adjusted R2 = 0.579, F(2, 

13) = 11.307, p = 0.001.

Unstandardised (B) and standardised ( ) regression coefficients, and squared semi-

partial correlations (sr2) for each predictor in the regression model are presented in Table 7. 

Results found that academic confidence (Literacy: p = 0.044; Numeracy: p = 0.025) and 

academic effort (Literacy: p = 0.045; Numeracy: p = 0.024) both significantly predicted 

participants’ Literacy and Numeracy achievement. Overall, academic confidence and 

academic effort were significant predictors for both achievements. 

Table 7. 
Unstandardised (B) and Standardised ( ) Regression Coefficients, and squared Semi-
Partial Correlations (sr2) for Each Predictor in a Regression Model Predicting Year 8 
Participants’ Academic Achievements, N = 16 (Academic confidence and Academic 
Effort) 

B [95%CI] sr2

Literacy
Academic Confidence 0.337 [-0.618, 1.971]* 0.213 0.017 
Academic Effort 0.702 [-0.028, 1.433]* 0.608 0.129 
    
Numeracy    
Academic Confidence 0.588 [-0.618, 1.293]* 0.635 0.045 
Academic Effort 0.462 [-0.028, 1.433]* 0.682 0.048 
*p < 0.05, **p < 0.01, ***p < 0.001, CI = confidence interval 
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Hierarchical Multiple Regression 

To calculate the proportion of variance in participants’ academic achievement that 

could be accounted for by filial piety, beyond that already accounted for by academic self-

concept, hierarchical multiple regression analysis (HMRA) was employed. This was 

calculated for overall filial piety and its subscales, and overall academic self-concept with 

participants’ Literacy and Numeracy achievement each on two separate occasions in order to 

simplify the analyses process. 

Before interpreting the results of the HMRA, numerous assumptions were tested. The 

Shapiro-Wilk statistic indicated the variables were normally distributed, and inspections of 

the normal probability plot of standardized predicted values indicated the assumptions of 

linearity and homoscedasticity were met. Finally, Mahalanobis distance did not exceed the 

critical  for df = 2 (at  = 0.001) of 13.82 for any cases in the data file, indicating that 

multivariate outliers were of no concern. 

For brevity purposes, Unstandardised (B) and Standardised ( ) regression coefficients, 

and squared semi-partial (or ‘part’) correlations (sr2) for each predictor on each step of the 

HMRA are reported in Table 8 for Year 7 participants at page 52, and in Table 9 for Year 8 

participants at page 55. 

Year 7 participants. 
Overall filial piety, academic self-concept and academic achievement. For Literacy 

achievement, at step 1, academic self-concept accounted for a significant 46% of the variance 

in participants’ Literacy achievement, R2 = 0.460, adjusted R2 = 0.438, F(1, 25) = 21.303, p < 

0.000.  At step 2, overall filial piety was added to the regression equation, and accounted for 

an additional non-significant 3% of the variance on Literacy achievement, R2 = 0.032, F = 

(1, 24) = 1.512, p = 0.231. In combination, the two models contributed a total of 49% to 

students’ Literacy achievement.

For Numeracy achievement, at step 1, academic self-concept accounted for a 

significant 37% of the variance in participants’ Numeracy Achievement, R2 = 0.371, adjusted 

R2 = 0.345, F(1, 25) = 14.723, p < 0.001. At step 2, overall filial piety was added to the 

regression equation, and accounted for an additional non-significant 2% of the variance in 

Numeracy achievement, R2 = 0.390, F = (1, 24) = 0.019, p = 0.392. In combination, the 

two models contributed a total of 39% to participants’ Numeracy achievement. 
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Overall, the final models show that overall filial piety had no statistically significant 

effects on participants’ academic achievement, above and beyond the effects of academic 

self-concept.

Reciprocal filial piety, academic self-concept and academic achievement. For

Literacy achievement, at step 1, academic self-concept accounted for a significant 46% of the 

variance in participants’ Literacy achievement, R2= 0.460, adjusted R2 = 0.438, F(1, 25) = 

21.303, p = 0.000.  At step 2, reciprocal filial piety was added to the regression equation, and 

accounted for no additional variance on Literacy achievement, R2 = 0.000, F(1, 24) = 

0.010, p = 0.919. 

For Numeracy achievement, at step 1, academic self-concept accounted for a 

significant 37% of the variance in participants’ Numeracy achievement, R2 = 0.371, adjusted 

R2 = 0.345, F(1, 25) = 14.723, p < 0.001. At step 2, reciprocal filial piety was added to the 

regression equation, accounting for an additional non-significant 2% of the variance on 

Numeracy achievement, R2 = 0.024, F = (1, 24) = 0.0941, p = 0.342. In combination, the 

two models contributed a total of 39% to students’ Numeracy achievement.

Overall, the final models show that reciprocal filial piety had no statistically 

significant effect on participants’ academic achievement, above and beyond the effects of 

academic self-concept.

Authoritarian filial piety, academic self-concept and academic achievement. For

Literacy achievement, at step 1, academic self-concept accounted for a significant 46% of the 

variance in participants’ Literacy achievement,  = 0.460, adjusted  = 0.438, F(1, 25) = 

21.303, p < 0.000. At step 2, authoritarian filial piety was added to the regression equation, 

and accounted for a non-significant decrease of 8% of the variance on Literacy achievement, 

R2= 0.079, F(1, 24) = 4.086, p = 0.055. In combination, the two models contributed a total 

of 54% to students’ Literacy achievement, and authoritarian filial piety had a statistically 

non-significant decrease in their Literacy achievement.

For Numeracy achievement, at step 1, academic self-concept accounted for a 

significant 37% of the variance in participants’ Numeracy achievement,  = 0.371, adjusted 

 = 0.345, F(1, 25) = 14.723, p < 0.001. At step 2, authoritarian filial piety was added to the 

regression equation, and accounted for an additional non-significant 1% of the variance on 
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Numeracy achievement, R2= 0.011, F(1, 24) = 0.382, p = 0.518. In combination, the two 

models contributed a total of 38% to students’ Numeracy achievement.

Overall, the final models show that authoritarian filial piety had no statistically 

significant effect on participants’ academic achievement, above and beyond the effects of 

academic self-concept. 
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Year 8 participants. 

Overall filial piety, academic self-concept and academic achievement. For Literacy 

achievement, at step 1, academic self-concept accounted for a significant 60% of the variance 

in participants’ Literacy achievement, R2 = 0.605, adjusted R2 = 0.576, F(1, 14) = 21.401, p = 

0.000.  At step 2, overall filial piety was added to the regression equation, and accounted for 

no additional variance on participants’ Literacy achievement , R2 = 0.001, F = (1, 13) = 

0.018, p = 0.895. In combination, the two models contributed a total of 60% to students’ 

Literacy achievement. 

For Numeracy achievement, at step 1, academic self-concept accounted for a 

significant 45% of the variance in participants’ Numeracy achievement, R2 = 0.453, adjusted 

R2 = 0.414, F(1, 14) = 11.609, p = 0.004.  At step 2, overall filial piety was added to the 

regression equation, and accounted for an additional 1.5% non-significant variance on 

participants’ Numeracy achievement, R2= 0.015, F = (1, 13) = 5.164, p = 0.401. In 

combination, the two models contributed a total of 46.5% to participants’ Numeracy 

achievement.

Overall, the final models show that participants’ overall filial piety had no statistically 

significant effect on their academic achievement, above and beyond the effects of academic 

self-concept.

Reciprocal filial piety, academic self-concept and academic achievement. For

Literacy achievement, at step 1, academic self-concept accounted for a significant 60% of the 

variance in participants’ Literacy achievement, R2= 0.605, adjusted  = 0.576, F(1, 14) = 

21.401, p = 0.000. At step 2, reciprocal filial piety was added to the regression equation, and 

accounted for an additional 5% non-significant variance on participants’ Literacy 

achievement, R2 = 0.048, F = (1, 13) = 1.793, p = 0.203. In combination, the two models 

contributed a total of 65% to students’ Literacy achievement.

For Numeracy achievement, at step 1, academic self-concept accounted for a 

significant 45% of the variance in participants’ Numeracy achievement, R2= 0.453, adjusted 

R2 = 0.414, F(1, 14) = 11.609, p = 0.004. At step 2, reciprocal filial piety was added to the 

regression equation, and accounted for an additional 7% non-significant variance on 

participants’ Numeracy achievement, R2 = 0.066, F = (1, 13) = 1.785, p = 0.204. In 
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combination, the two models contributed a total of 51% to students’ Numeracy achievement.

Overall, the final models show that participants’ reciprocal filial piety had no 

statistically significant effect on their academic achievement, above and beyond the effects of 

academic self-concept.

Authoritarian filial piety, academic self-concept and academic achievement. For

Literacy achievement, at step 1, academic self-concept accounted for a significant 60% of the 

variance in participants’ Literacy achievement,  = 0.605, adjusted  = 0.576, F(1, 14) = 

21.401, p = 0.000. At step 2, authoritarian filial piety was added to the regression equation, 

and accounted for an additional 3% non-significant variance on participants’ Literacy 

achievement, R2 = 0.032, F = (1, 13) = 1.151, p = 0.303. In combination, the two models 

contributed a total of 63% to students’ Literacy achievement.

For Numeracy achievement, at step 1, academic self-concept accounted for a 

significant 45% of the variance in participants’ Numeracy achievement, R2 = 0.453, adjusted 

R2 = 0.414, F(1, 14) = 11.609, p = 0.004. At step 2, authoritarian filial piety was added to the 

regression equation, and accounted for an additional 11% non-significant variance on 

participants’ Numeracy achievement, R2= 0.110, F = (1, 13) = 3.269, p = 0.094. In 

combination, the two models contributed a total of 56% to students’ Numeracy achievement.

Overall, the final models show that participants’ Authoritarian filial piety had no 

statistically significant effect on their academic achievement, above and beyond the effects of 

academic self-concept. 
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Summary of Results 

In summary, data in this study demonstrate that participants’ overall filial piety and its 

sub-constructs of reciprocal and authoritarian filial piety showed no statistically significant 

correlation on their academic achievement across both year levels. However, MRA and 

HMRA analyses showed that academic self-concept has a statistically significant positive 

correlation on participants’ academic achievement, and accounts for the most significant 

achievement variance in both Literacy and Numeracy subjects across both year levels. 

Specifically, both sub-constructs of the ASCS; academic confidence and academic effort had 

a significant effect on participants’ academic self-concept and subsequent achievements. 
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Chapter Seven: Discussion 
 “Education is, at least, the endeavour to get people to do things they could not previously 
do, to understand things they did not previously understand, and perhaps, to become the 

people they did not expect to become.”

- Sockett (1988, p.195) 

The relationship between filial piety, academic self-concept and academic 

achievement is complex. In this study, forty-three participants were recruited to respond to 

surveys related to their filial piety beliefs and academic self-concept. Correlation and 

bivariate analyses were used to calculate participants’ responses. Analysis of the data indicate 

that:

H1: “Students’ level of filial piety has a positive relationship with their academic self-

concept and subsequent achievement”, is not supported;

H2: “Ethnicity has an influence between filial piety and academic achievement”, is not 

supported;

H3: “Students with high filial piety will be positively related to their academic self-

concept”, is not supported;

H4: “Students with high filial piety will be positively related to their academic 

achievement”, is not supported;

and H5: “Students’ academic self-concept has a positive relationship with their 

academic achievement”, is supported.

This chapter discusses the major findings from the statistical analyses in depth. These 

include the relationship between filial piety, academic self-concept and academic 

achievement, the relationship between academic self-concept and achievement, as well as 

gender and age differences. 

Filial piety, Academic Self-Concept and Academic Achievement 

The study first hypothesise that filial piety has a positive effect on a student’s 

academic self-concept and their subsequent academic achievement. Analyses show that filial 

piety, as an overall construct and its sub-constructs, does not have a statistically significant 

effect on students’ academic self-concept and achievement across all year levels. This 
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suggests that in this study, filial piety, as a cultural value, is not a significant predictor of 

academic self-concept and subsequent academic performance. This finding is in contrast to 

previous research (Chen, 2015; Chen & Ho, 2012; Chow & Chu, 2007; Hui et al., 2011), 

where filial piety has a strong contribution to students’ perceived academic competence, 

motivation, and their academic achievement. 

While filial piety is found to have made no statistically significant difference to 

students’ academic self-concept and achievement, data showed that all students, regardless of 

year levels, reported higher levels of reciprocal filial piety (Year 7: M = 4.94; Year 8 M = 

5.07) than authoritarian filial piety (Year 7: M = 3.87; Year 8: M = 3.67). This is consistent 

with Yeh’s (2003) conceptualisation of the duality of filial piety, where the parent-child 

relation is differentiated as the obedience and absolute submission to parental authority of 

authoritarian filial piety, and the affection-based gratitude that is the reciprocal filial piety 

(Chen et al., 2016; Jin, Zou, & Yu, 2011; Liu et al., 2011; Yeh, 1997; Yeh & Bedford, 2003). 

It supports these researchers’ argument that processes of modernisation and democratisation 

may have sought a change of individuals’ filial piety belief from absolute submission and 

parental authority, to mutual affection and equality in the parent-child relationship (Yeh et 

al., 2013). This finding may reflect New Zealand’s prevailing values and beliefs on 

democracy and equality, as indicated by participants’ perception of a mutual parent-child 

interaction and relatedness (Hansen, 1986; Thrupp, 2007; Trevor-Roberts, Ashkanasy, & 

Kennedy, 2003). 

The lack of significant relationship of filial piety on students’ academic self-concept 

and achievement may be attributed to several reasons, namely, the perception of academic 

achievement as an individualistic pursuit, the sample characteristics, the possible influences 

from acculturation and developmental trajectories, and the survey item phrasings. 

To begin with, previous research suggests that individuals tend to perceive their 

achievement in the academic domain as an individualistic pursuit (Chirkov, 2009; Wang & 

Li, 2003). These scholars highlighted that learning virtues, such as diligence, endurance, 

perseverance, and concentration, are expected from the individual through the exercise of 

personal agency (Li, 2012). Parental value orientations in this domain may therefore focus on 

the individual self and on the cultivation of autonomy and personal responsibility for 

academic success (Wang & Li, 2003). Thus, the value orientation that East Asian immigrant 

parents convey to their children may comprise an emphasis on autonomy and self-orientation 
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in the achievement domain, and an emphasis on connectedness and other orientation in the 

relationship domain (Wang & Li, 2003). Previous research has found that Asian American 

parents tend to promote the development of an autonomous self in their child’s achievement 

domain, and the Confucian value of interdependence and interconnectedness has been found 

to manifest itself in the relationship domains of their lives (Koh, Shao, & Wang, 2009; Pye, 

2000). Therefore, although notions of filial piety are found in this research, because it may be 

emphasised more in the relationship domain, the academic self-concept may be less 

influenced by it. 

Next, the demographic profile of the sample population reveals that just under half of 

the participants (n = 21; 49%) are of New Zealand European ethnicity. When this is 

considered in conjunction with the predominately individualistic orientation that typically 

characterises the Western society and its individuals (Fagenson-Eland, Ensher, & Warner, 

2004; Hofstede, 2001; Kemmelmeier et al., 2003), this finding is consistent with the notion 

that filial piety is unlikely to correlate with students’ academic self-concept and achievement. 

Traditional East Asian societies endorse a strongly hierarchical (vertical) structure, and 

encourage collectivistic values, particularly in the domain of family, while modern New 

Zealand society is classified as predominately horizontally individualistic in orientation 

(Paton, Bajek, Okada, & McIvor, 2010; Zhang, 2007). As part of the cultural integration 

process, immigrant parents may also adopt some values of the host culture, such as 

independence and self-reliance (Koh et al., 2009). Hence, results from this study may imply 

that some of these immigrant East Asian students have assimilated the values of the dominate 

culture (Buki, Ma, Strom, & Strom, 2003). 

Furthermore, a survey item asking participants to report how long they have lived in 

New Zealand for; found that most East Asian participants in this study were either born in 

New Zealand or have been living in the country from a young age (oldest at two years-old). 

Hence, it may be likely that they have adopted the individualistic values and beliefs prevalent 

in the New Zealand society. This is consistent with previous research indicating that the 

process of acculturation can impact on the values, beliefs and practices of Asian immigrants 

in becoming more assimilated with their host culture (Cokley & Patel, 2007; Phinney et al., 

2001), and be less likely to be influenced by their parents’ achievement expectations (Hwang, 

1999; Jones, Lee, & Zhang, 2003). Acculturation may therefore partially explain why a 

significant relationship was not found in this study. Moreover, as only 25% of the sample 
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population have identified themselves as being of East Asian ethnicity, it is likely that results 

from this study are not representative of the general population. 

Developmental factors may also affect children’s extent of filial belief. Previous 

research suggests that the influence of developmental factors can contribute to children’s 

changing perceptions of filial piety (Jin et al., 2011; Liu et al., 2000; Yeh et al., 2013). Other 

studies such as de Bruyn, Dekovic, and Meijnen (2003) and Eccles and Harold (1996) 

focusing on early adolescents have found that as children grow older, family becomes less 

influential on their learning and achievement. The emergence of the home environment as a 

minor predictor for early adolescents’ academic self-concept may be attributed in part to their 

increasing desire for physical and psychological autonomy as part of their developmental 

trajectories (Liu & Wang, 2008). Considering the possibilities of such a need, it is possible 

that these participants are beginning to spend less time with their family, leading to less 

recognition of family influence on their academic self-concept that impact on their level of 

academic achievement. 

Consistent with the developmental factors that may impact on students’ extent of filial 

belief, studies have found that the effects of students’ intrinsic motivations for positive 

academic outcomes tend to decrease with age, while the effects of their extrinsic motivation 

either decreases or remains practically ineffective (Lepper, Copus, & Lyengar, 2005; Otis, 

Grouzet, & Pelletier, 2005). Hence, the effect of their intrinsic and extrinsic motivations that 

may arises from parental values in terms of filial piety and academic achievement may 

subside when these students become older (Liu et al., 2000). This is further exacerbated when 

these students have been living in New Zealand; a mostly individualistic society, where 

increasing individuation and identity formation in the developing child may considerably 

undermine its effectiveness. For example, a study by Cheung and Kwan (2009) has found 

that filial piety is lower among children living in a city with a high degree of, or more 

advanced, modernisation. Other studies also found that younger generations’ adherence to 

filial commitments are often weaker than their older counterparts (Chen et al., 2016; Li et al., 

2010; Liu et al., 2011). 

Lastly, closer examination of the items in the academic self-concept survey reveals 

that most of them use words such as “I” or “me”, that is, how the individual feels about and 

perceives their academic performance without references to their families or parents (Cokley 

& Patel, 2007). Thus, academic self-concept, as operationalised by the ASCS, is primarily an 
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individualistic psychological construct, it therefore makes sense that it would be positively 

related to New Zealand’s predominately Western individualistic culture and values. Given 

that the Asian culture is more collectivistic than individualistic, one might argue that if the 

scale gave more weight to items focusing on family or group perceptions rather than 

individual feelings and perceptions, a positive relationship with filial piety may have emerged 

(Cokley & Patel, 2007).

Overall, while this study has chosen filial piety as a main contributing factor in 

influencing students’ academic self-concept and achievement under the assumption of its 

cross-cultural applicability (Gallois et al., 1996; Poškait , 2014), the findings suggests the 

contrary. This is consistent with the literature from many Chinese scholars, who argue that 

filial piety is more indigenous than universal, suggesting that there is no real conceptual 

equivalent in non-Confucian cultures, as shown in the findings of Ho (1996); Hsieh (1967); 

Yeh and Yang (1989), and Zhang and Bond (1998). 

Academic Self-Concept and Academic Achievement 

The study next hypothesise that academic self-concept has a positive correlation with 

students’ academic achievement. Consistent with previous research, this study suggests a 

significant, positive relationship between students’ academic self-concept and academic 

performance (Bong & Skaalvik, 2003; Dramanu & Balarbe, 2013; Marsh & Craven, 2005; 

Marsh & Seaton, 2012; Matovu, 2012; Pinxten, De Fraine, Van Damme, & D’Haenens, 

2010). This finding underscores the importance of how students feel about their academic 

capabilities as an important factor for their academic success. Furthermore, ASCS subscales 

showed that both academic confidence and academic effort significantly predicted 

participants’ achievement level. This is consistent with previous research by Matovu (2012) 

and Kaba and Talek (2015), where students who has confidence in their academic 

competence will be more interested and motivated in engaging greater effort in their studies, 

are therefore more likely to be academically successful (Martin, Mullis, Gonzalez, & 

Chrostowski, 2004). 

The salient contribution of the relationship between academic self-concept and 

students’ academic achievement is understandable, as students who believe that they are 

academically capable and competent are more likely to engage in learning, work harder, be 

more persistent when facing difficulties, and subsequently excel academically (Hui, et al., 
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2011). This argument corroborates with Bandura’s notion, whereby students who think they 

are capable and can successfully accomplish academic tasks are more likely to choose to do 

so, and academic success, in turn, encourage them to continue working on tasks to their 

eventually successful conclusion, even in the face of adversity (Elliot & Dweck, 2005). 

As previously discussed, the relationship between academic self-concept and 

academic achievement is a mutually reinforcing one (Huang 2011; Marsh & Martin, 2011; 

Marsh & Seaton, 2013). Although the findings of this study cannot determine the direction of 

the effects, ultimately, it does support the existence of an academic self-concept/achievement 

relationship (Liu, 2009). 

Age differences. Children and young people’s academic self-concept can change and 

develop as they grow, and transition through year levels and schools (Jacobs et al., 2002; Liu 

& Wang, 2005). Despite previous research indicating younger children tend to have a more 

positive academic self-concept regarding their academic achievement in general compared 

with older children (Chang et al., 2003, Pajares & Schunk, 2001; Pajares & Valiante, 2001), 

this study does not find such a relationship. Instead, older participants in this sample 

population tend to have a more positive academic self-concept than their younger 

counterparts, albeit statistically non-significant.

Younger students’ decline in their level of academic self-concept may be attributed in 

part to changes occurring within their school environment (Hill & Chao, 2009; Hill & Tyson, 

2009). For some students in New Zealand, Year 7 is the first year in which they transfer from 

a primary school to an intermediate school (New Zealand Immigration, 2016). These students 

are more likely to face challenges associated with a larger social comparison network, 

establishing themselves, and finding their own niche (Carr, 2015; Liu & Wang, 2005; 

McCartney & Phillips, 2011). Subsequently, their academic self-concept drops in response to 

these challenges. In time, as these students settle in to this new environment and become 

accustomed to the challenges and expectations of higher education, their situation may 

improve, and thus their academic self-concept may again increase (Hill & Tyson, 2009). 

Previous studies have attested to such explanation, and have found that students’ self-concept 

tend to decline immediately following school transitions, but recovered the year after (Cole et 

al., 2001; Eccles et al., 1993; Spinath & Spinath, 2005; Watt, 2004). 
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Gender differences. Previous research of gender effects on students’ academic self-

concept has shown mixed and conflicting results (Marsh & Martin, 2011; Nagy, 2008, 2010). 

Results from this study showed that both genders have comparable overall academic self-

concept. While this result supports previous research findings (De Fraine, Van Damme & 

Onghena, 2007; Dramanu & Balarabe, 2013; Fredricks & Eccles, 2002; Ghazvini & 

Khajehpour, 2011; Hossaini, 2002; Liu & Wang, 2005), it contradicts other studies (Brunner, 

Keller, Hornung, Reichert, & Martin, 2009; Ireson, Hallam & Plewis, 2001; Nagy et al., 

2010; Pesu, Aunola, Viljaranta, & Nurmi, 2016). This gender indifference may be due in part 

to the fact that New Zealand is largely an egalitarian society, where equal opportunities are 

offered to both male and female students (Hansen, 1986; Trevor-Roberts et al., 2003). Both 

genders are actively encouraged to excel in their studies, and to build their careers by their 

parents, teachers, and the society. Considering that both genders experience equal support 

and guidance from home and school, it is conceivable that there is no gender effect on their 

overall academic self-concept.

Another important aspect to consider is that gender effects on students’ academic self-

concept tend to vary across countries (Liu & Wang, 2005; Marsh & Martin, 2011). This is not 

a surprising finding, and is, in fact, especially true in the study of gender effect, as gender 

refers not only to the biological sex but also to the psychological, social and cultural features 

and characteristics of a person that are strongly associated with the biological categories of 

male and female (Gilbert, 1992; Liu & Wang, 2005). As such, it is difficult to generalise the 

findings across countries with different cultures and different socialisation processes. While 

this study is unable to carry out such analysis due to the limited sample size, gender 

differences in students’ academic self-concept, and its domain-specific perceptions and 

subsequent levels of achievement, warrants further investigation. 

Within the academic self-concept sub-constructs, this study found that female students 

reported higher perceived academic effort than their male counterparts, whilst male students 

reported a higher perceived academic confidence than their female counterparts, albeit 

statistically non-significant. This finding is consistent with previous studies by Liu (1994), 

Liu and Wang (2005), Nagy, Trautwein, Baumert, Koller, and Garnett (2006), and Lau and 

Leung (1992). These scholars speculated that adolescent girls are more often concerned about 

being well liked, are more affected by others’ opinion of them and are more eager to avoid 

behaviours that elicit negative reactions (Rosenberg & Simmons, 1975). Likewise, Lau and 
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Leung (1992) found that compared to boys, girls rate higher in their need and eagerness to 

conform to socially desirable behaviours, and in their zeal in pleasing their significant others, 

hence they are willing to exert more effort with their schoolwork. 

Although inconclusive, these earlier findings taken together with this research 

suggests that there may be important differences between genders in the way in which both 

male and female students define their academic-self (Liu & Wang, 2005; Nagy et al., 2006). 

Results from this study suggest that the relatively high overall academic self-concept of girls 

is contingent upon their commitment and belief in hard work, whilst the comparable overall 

academic self-concept of boys is largely the result of their high level of confidence in their 

intelligence or ability (Liu, 1994; Liu & Wang, 2005). 

Considering the lack of overall academic self-concept differences as a function of 

gender, future researchers may consider re-examining the way in which they operationalise 

academic self-concept to ensure that it is not gender or culturally biased. Burns (1982) argued 

that some instruments may contain scale items more appropriate for endorsement by one 

gender than the other, and the use of such instruments would make the interpretation of 

gender differences difficult. 

There is also a need to explore more in-depth the content, composition and 

organisational structure of academic self-concept across cultures. Given that culture has an 

impact on a student’s cognition, values and ways of responding to their perceptual world, this 

may also shape their understanding of what constitutes academic success, and thus shape 

their conceptions of academic self (Liu & Wang, 2008). Hence, a measure developed in one 

culture may not assess the same conceptual meaning or the totality of meaning for individuals 

in another culture (Liu & Wang, 2005). This is especially true for constructs such as self-

concept, which is likely to have universal as well as culture-specific meanings. Consequently, 

there is a need for more extensive cross-cultural research into how academic self-concept 

may be conceptualised in different societies.

Summary of Discussion 

In summary, although finding from this study did not support the hypothesis that filial 

piety will have a positive relationship with students’ academic self-concept and subsequent 

achievement, academic self-concept did significantly and positively predict their academic 

achievement. A number of factors have been postulated to impact on students’ level of filial 
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piety belief, namely, the effects of individualism, processes of acculturation, and other 

developmental factors. Gender and age were not influential factors to participants’ academic 

self-concept development, which may be contributed to the nature of the New Zealand 

schooling system, and the predominately egalitarian societal belief.

There are several factors that may have contributed to a lack of significant results in 

this study, some of which have been discussed in this chapter. Other confounding variables 

may include the small sample size, the research design, and the measurement method used. 

These limitations and its effect on the strength of the findings will be discussed in more detail 

in the next chapter. 
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Chapter Eight: Conclusion 
 “There is never an end to learning” 

“Xué, bù k y  y ”

- Xun Zi (Chinese Confucian philosopher) 

As with any research involving human participants, there will inevitably be both 

contributions and limitations of the findings. This chapter discusses the strengths and 

limitations of this study, including the sample size, research design and the measurement 

method used. In consideration of these issues, recommendations for future research will be 

proposed. Finally, implications for educational practice within schools and for teachers, as 

well as an overall conclusion are provided. 

Limitations

Sample size. Results from this study should be interpreted in light of a number of 

limitations. The small sample size used has limited the study’s statistical power, for example, 

to be able to detect ways in which subcomponents of filial piety may have differential effects 

on a student’s academic self-concept and subsequent achievement, as has been found in 

previous research (Chen, 2015; Chow & Chu, 2007; Fuligni & Zhang, 2004; Hui et al., 

2011). Furthermore, the use of convenience sampling for this study has meant that the gender 

(female: 84%; male: 16%) and ethnic (New Zealand European: 49%) distribution of the 

sample was skewed and limited to one public government co-educational school. Hence, 

conclusions from the findings are constrained by the limited sample size of intermediate 

school students, and care should be taken when generalising findings from this research to 

different schools, such as private or single-sex schools, and to other student populations 

within New Zealand.

The low level of participation may be linked to the study’s recruitment method, 

timing, and the nature of data collection. Research within schools can be a labour-intensive 

process that requires much organisation between the school and the researcher (Behrend, 

Sharek, Maede & Wiebe, 2011). Fortunately, the research liaison staff member from school B 

was well-experienced with the process of conducting school research, and actively 

collaborated and assisted the researcher with the recruitment process.

Despite the researcher’s efforts to encourage participation, a low response rate meant 
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that the initial sample inclusion criteria needed to be expanded to include students from any 

other ethnicity in order to obtain a sufficient sample size for statistical analysis. It is difficult 

to determine why the participation rate was low even after introducing incentives. The 

research liaison speculated that it may have been due to a combination of the research 

coinciding with student and staff illness, and other school activities, resulting in parents and 

students feeling overwhelmed by the volume of information from the school, dissuading them 

from participating. 

Research design. Although quantitative analysis is useful in identifying and 

examining trends and differences between variables, this method remains limited in its ability 

to explain the complexities of the relationships between neither the variables, nor the depth of 

experiences and perspectives of the students, as can be derived from a qualitative method 

(Suárez-Orozco, 2001).

The cross-sectional design of the research means the results obtained here are 

correlational (Sedgwick, 2014). While this was the only affordable approach in terms of both 

financial and time investments in a Master’s research programme, these findings should be 

approached with caution when establishing a causal relationship between the variables within 

the New Zealand student population. 

There are also limitations on the use of the survey itself. A major disadvantage of 

using the survey method for data collection is the heavy reliance on the willingness of people 

to participate, increasing the likelihood of self-selection bias (Wright, 2005). It is possible 

that a particular portion of individuals are more likely to participate than other, and that the 

decision to participate may reflect some inherent bias in the characteristic of the participants; 

thus, making the determination of correlation and causation more difficult. Furthermore, the 

self-reporting nature of surveys has meant that the data collected in this research may have 

been subject to the response bias of social desirability. There is a risk that the participants 

may have adjusted their responses to conform to what they thought may have been the 

“appropriate” response (van de Mortel, 2008). Had more participants been recruited; more 

data would have been available to draw from and to control for self-reported bias during data 

analyses.

Other external stimuli may have contributed to a response bias. At times, it was 

difficult to control for the time of day and setting within which participants completed their 
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survey. Moreover, participants were permitted to discuss the survey items with their peers 

and teachers. There were also occasions when the researcher could not be present to 

administer the surveys, reducing the opportunity for participants to clarify or further discuss 

particular items, or to explain when an item had perhaps been unclearly phrased (Couper, 

2000). A lack of control for these external influences meant the participants may have been 

more inclined to respond to the survey items according to social cues or peer group 

conformity. This is even more likely to occur as adolescents are more easily influenced by 

others’ opinions and judgements (Sebastian, Burnett, & Blakemore, 2008). 

It is important to note that there are a variety of reasons other than filial piety that may 

influence a student’s academic self-concept and academic achievement (DeFreitas & Rinn, 

2013). Previous studies show teacher autonomy and relatedness (Strong, Torgerson, 

Torgerson, & Hulme, 2011), parental education level (Eamon, 2005), and family 

socioeconomic status (Aktop, 2010; Caro, McDonald, & Willms, 2009) are also important 

factors impacting students’ achievement outcomes, which have not been explored in this 

study (Chen, 2015; Hui et al., 2011). Given that filial piety is only one of many such 

influences, it is likely that other confounding variables may have limited its extent of impact 

on participants’ academic self-concept and achievement. Although the inclusion of these 

variables may strengthen the model presented in this study, it may also increase its 

complexity and reduce its predictive power, given the small sample size (Chen, 2015). 

Measurement method. According to the specificity match principle (Swann, Chang-

Schneider, & Larsen McClarty, 2007), self-concept in the academic domain is best measured 

at the subject-specific level in order to derive a stronger relationship with students’ academic 

achievement (Huang, 2011; Valentine et al., 2004). This principle was not applied in this 

study. Hence, there may be a partial mismatch measurement level between academic self-

concept, as measured at a general level, and achievement, measured at the subject-specific 

level (Choi, 2005). While this study has found a positive correlation between participants’ 

academic self-concept and achievement using a general academic self-concept measure, its 

explanatory power is limited due to its lack of domain-specificity.

Next, modifications made to the scale items in this study may have limited its validity. 

Although rephrased items were justifiable in consideration of the potential distress the 

original phrasing may have caused the participants, there is a risk that the items may not have 
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carried the same weight and meaning as was originally intended (Dong & Xu, 2016). This 

hinders the scale robustness and makes findings difficult to systematically compare and 

analyse with other studies.

Furthermore, the conceptualisation of filial piety must consider the erosion of 

modernisation and Westernisation on individuals’ psychosocial adjustments (Yeh et al., 

2013). In New Zealand, the processes of acculturation and assimilation are likely to affect 

East Asian immigrant students’ attitudes, beliefs and practices of filial piety, which in turn 

may affect the extent of its influence on their academic self-concept and achievement for the 

sample population (Berry, 2005). While the scale used for this study has been adapted 

according to the contemporary East Asian social context (Yeh, 2003), it may not have been 

adapted specifically for use with migrant individuals. This makes it problematic in 

determining the validity of the findings as being truly reflective of those who are 

experiencing, or have experienced, enculturation. 

Finally, although the achievement measurement tool, e-asTTle, provides a range of 

tests for educators to assess students’ achievement levels, no tests are nationally stipulated, 

therefore schools and teachers are often at liberty to create their own customised tests 

(Ministry of Education, 2013). Furthermore, not all New Zealand schools and teachers have 

access to e-asTTle (60%) due to insufficient or poor-quality equipment, or slow or unreliable 

access (Wylie & Bonne, 2014). These factors may result in an unstandardised measurement 

of students’ academic achievement due to the variation in curricular and evaluation standards 

across school subjects and the schools themselves. All of which limits the generalisability of 

achievement records from this sample population to other schools, and the subsequent 

findings to other student population. Future studies need to consider the variability of tests 

and methods of assessment each school employs to evaluate a student’s academic 

achievement, and their effects on the standardisation and generalisability of achievement 

results across New Zealand schools (Brown, 2013). 

Strengths

This study extends the literature on the importance of academic self-concept as an 

influencing variable on New Zealand students’ academic performance. The belief that one is 

academically capable can be highly motivational for a student; as it can increase the amount 

of effort and time they invest in pro-learning behaviours that enable academic success. 
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Furthermore, the differential emphasis of academic confidence and academic effort between 

male and female students suggest that there may be important gender socialisation processes 

underlying the development of students’ academic self-beliefs. Although results from this 

study indicate that male and female students have a comparable overall level of academic 

self-concept, it is possible that they stake their ‘competence’ on different components of their 

academic self-concept (Liu, 1994). This finding has implications when considering parents’ 

and teachers’ gender-role expectations that may impact on students’ formation of their 

perceived academic abilities and subsequent implications on their achievement (Dai, 2001).

In this study, filial piety is not demonstrated to be a significant predictor for students’ 

academic self-concept and subsequent achievement, however, the potential for culture as a 

potent factor for students’ academic performance as emphasised by the existing literature 

cannot be overlooked (Fang et al., 2013). Therefore, developing an understanding of 

achievement within a cultural context is critical for educators and researchers, particularly 

when comparing student achievement across cultures. In consideration of New Zealand’s 

ethnic and cultural diversity, additional research will further inform our understanding of the 

complexity of the relationship between these concepts. Despite this being s a small pilot 

study, some of the findings are consistent and are supported by the work of other researchers. 

These include the conceptualisation of filial piety as a constantly evolving cultural value 

(Yeh et al., 2013), as well as the possible erosion on students’ extent of filial beliefs through 

processes of Westernisation and acculturation (Lieber et al., 2004).

Another strength in this study resides in the internal validity of the survey, as this was 

constructed based on an extensive review of the existing literature, and is deemed most 

relevant to the contemporary New Zealand context. This adds to the current body of research 

that emphasises on the importance of developing comprehensive and standardised assessing 

instruments to better capture students’ perceptions and attitudes toward filial piety from both 

a global and a context-specific level (Dong & Xu, 2016). 

Future Research 

There are several issues in this study that warrant further investigation. As mentioned, 

this study has a limited ability in obtaining a depth of participants’ experiences and 

perspectives using the quantitative research method. Future research could focus on using 

qualitative methods to critically evaluate the findings through focus groups or individual 
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interviews (Suarez-Orozco, 2001).

Next, the cross-sectional nature of the study has made it difficult to ascertain a 

plausible causation between the variables. One way to obtain a more definitive result 

regarding causality may be to conduct longitudinal studies. This method may aid the 

understanding of the short- and long-term changes to filial piety and academic self-concept, 

and their effects on students’ achievement (Fuligni, 2001). It may also allow researchers to 

examine changes to students’ filial belief under different circumstances, such as immigration 

and Westernisation, and their impact on students’ academic self-concept and achievement 

(Lieber et al., 2004).

Next, it may be valuable to have more ethnic and cultural diversity in the sample 

population. As previously mentioned, many of the participants in this research identified 

themselves as New Zealand European, which may not reflect the entire demographic 

diversity that exists within New Zealand (Tan & Singh, 2015). Hence, future research needs 

to be conducted with a larger sample population with participants from throughout the 

country in order to increase sample variability and enable greater comparison. It may also be 

beneficial for future research to target M ori and Pacific Island students as they may hold 

differing concepts of family and achievement that influences their academic performance. 

In consideration of the lack of subject-level specificity in the measurement of 

academic self-concept, future studies should consider the multidimensionality of academic 

self-concept, and use domain-specific academic self-concept scales that are reflective of the 

subject areas (Arens, Yeung, Craven, & Hasselhorn, 2011; Marsh, 2007). 

Finally, filial piety, as a cultural construct, is likely to change and evolve in its 

meaning over time and in tandem with ongoing social change (Ting, 2009). Currently, the 

inconsistent measurements of filial piety have created enormous barriers in its understanding 

at a global level. The scale used for this study was selected as the most appropriate to capture 

the contemporary version of filial piety within the Auckland school context (Sung, 2010; 

Yang et al., 1989). Nonetheless, the standardisation of the core elements and procedures of 

the filial piety scale is essential to ensure psychometrically sound measures that derive more 

representative results of filial beliefs and practices among East Asian students worldwide 

(Dong & Xu, 2016). 
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In addition to filial piety, there is a need to further explore the factors that mediate 

how students perceive filial piety, academic self-concept and their academic achievement. 

Future studies may include an examination of the differential impact of other school- and 

parent-related variables on the way students perceive their learning and achievement 

(Phillipson, 2013). Although the survey asked participants to disclose information on their 

gender, extra-curricular activities and home living arrangements, it was difficult to assess 

how this information affected their level of filial piety and its relative effect on their 

academic self-concept and achievement due to the small sample population. 

Implications for Practice 

As the student population becomes increasingly more diverse in New Zealand, 

schools face growing challenges and demands to establish effective ways of promoting 

educational success for all students (Chen & Ho, 2012; Ell, 2011). The Findings from this 

study may be beneficial in increasing educators’ awareness of and understanding of the 

relationship between filial piety, academic self-concept and students’ academic achievement. 

The results from this study illustrate the importance of students’ formation of self-

concept in relation to learning and achievement, and their subsequent academic achievement 

(Marsh & Martin, 2011). Students with high academic self-concept are more likely than those 

with low academic self-concept to be academically motivated, and more likely engage in pro-

learning behaviours in order to perform well academically (Cokley et al., 2015; Huang, 

2011). Educators, therefore, play a key role in enhancing and promoting a student’s self-

concept beliefs, and by extension, their academic achievement. Professional training and 

development for schools and teachers may include practical guidelines on how to promote 

students’ sense of academic competence and confidence (Marsh & Seaton, 2013). This may 

include the provision of direct positive feedback that encourage, assure, and positively 

reinforce students’ effort and ability (Chen et al., 2015; Ozgen, 2013). These words of 

encouragement are likely to have an impact on students’ self-belief, enabling them to see 

themselves as academically capable, thus they may be more willing to strive to study hard in 

order to obtain academic success. 

While the findings do not support filial piety as a significant predictor of academic 

self-concept and achievement, this study highlights the important of contextualising teaching 

and learning in a culturally sensitive manner that is unique to each student and their family. 



74

Considering the dominance of filial piety in influencing the thoughts and behaviours of many 

East Asian people across a variety of contexts, parents play an important role in their 

children’s education and achievement (Huang & Gove, 2012). For educators, it is important 

to note that working with the East Asian family is as critical as working with the student. In 

learning the East Asian family values such as filial piety, this will enable schools and 

teachers work more effectively with the whole family to maximise students’ achievement 

success (Fryberg & Markus, 2007). With improved understanding, educators can adjust or 

personalise their teaching approaches to better establish rapport with the parents, which in 

turn will increase home-school partnerships, communication, and collaboration to the benefit 

of the student. 

Conclusion

In the study of students’ academic self-concept and achievement, cultural elements 

that may affect this relationship have often been overlooked. This research aims to 

incorporate one of the most influential belief systems throughout East Asian nations, that is, 

filial piety, and to examine its relationship with the academic self-concept and achievement 

of students in New Zealand. This study has found that while students’ academic self-concept 

has a significant impact on their academic achievement, filial piety was not a significant 

predictor.

Due to the small sample size, the validity and generalisability of the findings in this 

study to New Zealand’s general student population are limited, and ongoing research is 

required to better understand the diverse and contextualised impact of filial piety on students, 

especially on East Asian students in New Zealand. As the Chinese proverb states; 

: “There is never an ending to learning.” This important notion applies to the field of 

research as much as to academic learning and achievement. Given the ever-changing and 

evolving nature that is the contemporary New Zealand society, findings from this study leave 

room for further research to better understand what motivates students to strive towards 

academic achievement in New Zealand. 



75

References

Ahmavaara, A., & Houston, D. M. (2007). The effects of selective schooling and self concept
on adolescents' academic aspiration: An examination of Dweck's self theory. British
Journal of Educational Psychology, 77(3), 613-632.

Ahn, S. Y. & Baek, H. J (2013). Academic achievement-oriented society and its relationship 
to the psychological well-being of Koreak adolescents. In C. C. Yi (ed.), The
Psychological Well-Being of East Asian Youth (pp. 265-279). Dordrecht: Springer 
Publishing.

Aktop, A. (2010). Socioeconomic status, physical fitness, self-concept, attitude toward 
physical education, and academic achievement of children. Perceptual and Motor 
Skills, 110(2), 531-546. 

Arachambault, I., Janosz, M., Fallu, J. –S., & Pagani, L. S. (2009). Student engagement and 
its relationship with early high school dropout. Journal of Adolescence, 32(3), 651-
670.

Areepattamannil, S., & Freeman, J. G. (2008). Academic achievement, academic self-
concept, and academic motivation of immigrant adolescents in the greater Toronto 
area secondary schools. Journal of Advanced Academics, 19(4), 700-743. 

Arens, A. K., Yeung, A. S., Craven, R. G., & Hasselhorn, M. (2011). The twofold 
multidimensionality of academic self-concept: Domain specificity and separation 
between competence and affect components. Journal of Educational Psychology,
103(4), 970-981.

Asakawa, K., & Csikszentmihalyi, M. (2000). Feelings of connectedness and internalization 
of values in Asian American adolescents. Journal of Youth and Adolescence, 29(2),
121-145.

Bandura, A. (1986). Social foundations of thought and action: A social cognitive theory. 
Englewood Cliffs, NJ: Prentice Hall. 

Bandura, A. (1989). Human agency in social cognitive theory. American Psychologist, 44(9),
1175-1184.

Bandura, A. (1991). Social cognitive theory of self-regulation. Organizational Behavior and 
Human Decision Processes, 50, 248-287. 

Bandura, A. (1997). Self-Efficacy: The Exercise of Control. New York: Freeman. 

Bandura, A. (2001). Social cognitive theory: An agentic perspective. Annual Review of 
Psychology, 52(1), 1–26.

Bandura, A. (2006). Toward a psychology of human agency. Perspectives on Psychological 
Science, 1(2), 164-180. 



76

Battle, J. (1981). Culture-free SEI: Self-esteem inventories for children and adults. Seattle: 
Special Child Publications. 

Battle, J., & Lewis, M. (2002). The increasing significance of class: The relative effects of 
race and socioeconomic status on academic achievement. Journal of Poverty, 6(2),
21-35.

Behrend, T. S., Sharek, D. J., Meade, A. W., & Wiebe, E. N. (2011). The viability of 
crowdsourcing for survey research. Behavior Research Methods, 43(3), 800-813.

Betancourt, H., & Lopez, S. R. (1993). The study of culture, ethnicity, and race in American 
Psychology. American Psychologists, 48(6), 629-637. 

Berry, J. W. (2005). Acculturation: Living successfully in two cultures. International Journal 
of Intercultural Relations, 29(6), 697–712. 

Bond, L., Butler, H., Thomas, L., Carlin, J., Glover, S., Bowes, G., & Patton, G. (2007). 
Social and school connectedness in early secondary school as predictor of late teenage 
substance use, mental health, and academic outcomes. Journal of Adolescent Health, 
40(4), 357, e9-18.

Bong, M., & Skaalvik, E. M. (2003). Academic self-concept and self-efficacy: How different 
are they really? Educational psychology review, 15(1), 1-40. 

Britner, S. L., & Pajares, F. (2006). Sources of science self-efficacy beliefs of middle school 
students. Journal of Research in Science Teaching, 43(5), 485-499.

Brown, G. T. (2013). asTTle - a national testing system for formative assessment: How the 
national testing policy ended up helping schools and teachers. In M. K. Lai, & S. 
Kushner (Eds.), A developmental and negotiated approach to school and self-
evaluation (Vol. 14, pp. 39-56). London: Emerald Group Publishing.

Brunner, M., Keller, U., Hornung, C., Reichert, M., & Martin, R. (2009). The cross-cultural 
generalizability of a new structural model of academic self-concepts. Learning and 
Individual Differences, 19(4), 387–403.

Buki, L. P., Ma, T., Strom, R. D., & Strom, S. K. (2003). Chinese immigrant mothers of 
adolescents: Self-perceptions of acculturation effects on parenting. Cultural Diversity 
And Ethnic Minority Psychology, 9(2), 127-140.

Burns, R. B. (1982). The self-concept: In theory, measurement, development and behaviour. 
London: Longman Group Limited.

Byrnes, J. P., Miller, D. C., & Reynolds, M. (1999). Learning to make good decisions: a self-
regulation perspective. Child Development, 70(5), 1121-1140.

Caprara, G. V., Fida, R., Vecchione, M., Del Bove, G., Vecchio, G. M., Barbaranelli, C., & 
Bandura, A. (2008). Longitudinal analysis of the role of perceived self-efficacy for 
self-regulated learning in academic continuance and achievement. Journal of 
educational psychology, 100(3), 525-534.



77

Caraway, K., Tucker, C., Reinke, W., & Hall, C. (2003). Self-efficacy, goal orientation, and 
fear of failure as predictors of school engagement in high school students. Psychology
in the Schools, 40(4), 417–427.

Caro, D. H., McDonald, J. T., Willms, J. D. (2009). Socio-economic status and academic 
achievement trajectories from childhood to adolescence. Canadian Journal of 
Education, 32(3), 558-590. 

Carr, A. (2015). The handbook of child and adolescent clinical psychology: A contextual 
approach. New York: Routledge.

Catsambis, S. (2001). Expanding knowledge of parental involvement in children’s secondary 
education: Connections with high school seniors’ academic success. Social
Psychology of Education, 5(2), 149–177.

Cavas, B. (2010). A study on pre-service science, class and mathematics teachers’ learning 
styles in Turkey. Science Education International, 21(1), 47-61. 

Chan, C. K. K. (2008) Pedagogical transformation and knowledge building for the Chinese 
learner. Evaluation and Research in Education, 21(3), 235–251.

Chan, C. K. K. & Rao, N. (2009). Revisiting the Chinese Learner: Changing Contexts, 
Changing Education, Hong Kong: Comparative Education Research Center (Eds.),
University of Hong Kong and Springer.

Chang, L., McBride-Chang, C., Stewart, S., & Au, E. (2003). Life satisfaction, self-concept, 
and family relations in Chinese adolescents and children. International Journal of 
Behavioral Development, 27(2), 182-189.

Chao, R. K. (2000). Cultural explanations for the role of parenting in the school success of 
Asian American children. In R. W. Taylor & M. C. Wang (Eds.), Resilience across 
context: Family, work, culture, and community (pp. 333-363). Mahwah, NJ: Erlbaum. 

Chao, R., & Tseng, V. (2002). Parenting of Asian. In Bornstein, M.H.(Ed.) Handbook of 
Parenting. (p.59-87). Mahwah, NJ: Lawrence Erlbaum Associates, Inc. 

Cheung, C. K., & Kwan, A. Y. H. (2009). The erosion of filial piety by modernization in 
Chinese cities. Aging and Society, 29(2), 179-198.

Chen, W. W. (2015). The relations between filial piety, goal orientations and academic 
achievement in Hong Kong, Educational Psychology, 36(5), 1-18. 

Chen, B. H., Chiu, W. –C., & Wang, C. –C. (2015). The relationship among academic self-
concept, learning strategies, and academic achievement: A case study of national 
vocational college students in Taiwan via SEM. The Asia-Pacific Education 
Researcher, 24(2), 419-431. 

Chen, W. W., & Ho, H. Z. (2012). The relation between perceived parental involvement and 
academic achievement: The roles of Taiwanese students’ academic beliefs and filial 
piety. International Journal of Psychology, 47(4), 315-324. 



78

Chen, W. W., & Wong, Y. L. (2014). What my parents make me believe in learning: The role 
of filial piety in Hong Kong students’ motivation and academic achievement. 
International Journal of Psychology, 49(4), 249-256. 

Chen, W. W., & Wong, Y. L. (2015). Chinese mindset: theories of intelligence, goal 
orientation and academic achievement in Hong Kong students, Educational
Psychology, 35(6), 714-725. 

Chen, W. W., Wu, C. W., & Yeh, K. H. (2016). How parenting and filial piety influence 
happiness, parent–child relationships and quality of family life in Taiwanese adult 
children. Journal of Family Studies, 22(1), 80-96. 

Cheung, C. K., & Kwan, A. Y. H. (2009). The erosion of filial piety by modernisation in 
Chinese cities. Ageing and Society, 29(02), 179-198.

Child Trends Data Bank (2015). Parental expectations for their children’s academic 
attainment: Indicators on children and youth. Retrieved from 
http://www.childtrends.org/wp-
content/uploads/2012/07/115_Parental_Expectations.pdf

Chirkov, V. I. (2009). A cross-cultural analysis of autonomy in education A self-
determination theory perspective. Theory and Research in Education, 7(2), 253-262. 

Chohan, B. I., & Khan, R. M. (2010). Impact of parental support on the academic 
performance and self-concept of the student. Journal of Research and Reflections in 
Education, 4(1), 14-26. 

Choi, N. (2005). Self efficacy and self concept as predictors of college students' academic 
performance. Psychology in the Schools, 42(2), 197-205. 

Choi, J., & Kwon, R. (2012). The general and domain-specific epistemological beliefs of 
Korean pre-service mathematics teachers. The Asia Pacific Education Researcher, 
21(2), 353-364. 

Chong, W. H. (2007). The role of personal agency beliefs in Academic self-regulation: An 
Asian perspective. School Psychology International 28(1), 64-76. 

Chow, N. W. S. (2001). Practice of filial piety among the Chinese in Hong Kong. In I. Chi, 
N. L. Chappel, & J. Lubben (Eds.), Elderly Chinese in Pacific Rim countries: Social 
support and integration (pp. 126–136). Hong Kong: Hong Kong University Press. 

Chow, S. S. –Y., & Chu, M, H. –T. (2007). Impact of filial piety and parental involvement on 
academic achievement motivation in Chinese secondary school students. Asian
Journal of Counselling, 14(1), 91-124. 

Christenson, S. L., Thurlow, M. L. (2004). School dropouts: Prevention considerations, 
interventions, and challenges. Current Directions in Psychological Science, 13(1), 36-
39.



79

Cohen, G. L., Garcia, J., Purdie-Vaughns, V., Apfel, N., & Brzustoski, P. (2009). Recursive 
processes in self-affirmation: Intervening to close the minority achievement gap. 
Science, 324(5925), 400-403.

Cokley, K., & Patel, N. (2007). A psychometric investigation of the academic self-concept of 
Asian American college students. Educational and Psychological Measurement,
67(1), 88-99. 

Cokley, K. (2003). What do we know about the motivation of African American students? 
Challenging the anti-intellectual myth. Harvard Education Review, 73(4), 524-558.

Cokley, K., Awad, G., Smith, L., Jackson, S., Awosogba, O., Hurst, A., Stone, S., Blondeau, 
L., & Roberts, D. (2015). The Roles of Gender Stigma Consciousness, Impostor 
Phenomenon and Academic Self-Concept in the Academic Outcomes of Women and 
Men. Sex Roles, 73(9-10), 414-426. 

Cole, D. A., Maxwell, S. E., Martin, J. M., Peeke, L. G., Seroczynski, A. D., Tram, J. M., et 
al. (2001). The development of multiple domains of child and adolescent self-concept: 
A cohort sequential longitudinal design. Child Development, 72(6), 1723–1746.

Collins, A., & Laursen, B. (2004). Parent-adolescent relationships and influences. In Lerner, 
R., & Steinberg, L. (Eds.), Handbook of Adolescent Psychology (pp. 331-361). 
Hoboken, N.J: John Wiley & Sons, Inc. 

Couper, M. P. (2000). Web survey: A review of issues and approaches. The Public Opinion 
Quarterly, 64(4), 464-494. 

Dai, D. Y. (2001). A comparison of gender difference in academic self-concept and 
motivation between high-ability and average Chinese adolescents. The Journal of 
Secondary Gifted Education, 13(1), 22-32. 

De Bruyn, E. H., Dekovi , M., & Meijnen, G. W. (2003). Parenting, goal orientations, 
classroom behavior, and school success in early adolescence. Journal of Applied 
Developmental Psychology, 24(4), 393-412. 

De Fraine, B., Van Damme, J., & Onghena, P. (2007). A longitudinal analysis of gender 
difference in academic self-concept and language achievement: A multivariate 
multilevel latent growth approach. Contemporary Educational Psychology, 32(1),
132-150.

DeFreitas, S. C., & Rinn, A. (2013). Academic Achievement in First Generation College 
Students: The Role of Academic Self-Concept. Journal of the Scholarship of 
Teaching and Learning, 13(1), 57-67.

Deci, E. L., & Ryan, R. M. (1985). Intrinsic motivation and self-determination in human 
behavior. New York: Plenum. 

Deci, E. L., & Ryan, R. M. (1991). A motivational approach to self: Integration in 
personality. In R. Dienstbier (Ed.), Nebraska symposium on motivation: Vol. 38. 
Perspectives on motivation (pp. 237-288). Lincoln: University of Nebraska Press. 



80

Deci, E. L., & Ryan, R. M. (2000). The “what” and “why” of goal pursuits: Human needs and 
the self-determination of behavior. Psychological Inquiry, 11(4), 227-268.

Deci, E. L., & Ryan, R. M. (Eds.). (2002). Handbook of self-determination research. 
Rochester, NY: University of Rochester Press. 

Dong, X., & Xu, Y. (2016). Filial piety among global Chinese adult children: A systematic 
review. Research and Reviews. Retrieved from http://www.rroij.com/open-
access/filial-piety-among-global-chinese-adult-children-a-systematic-review-
.php?aid=68786#56

Dow, H. D. (2010). The acculturation processes: The strategies and factors affecting the 
degree of acculturation. Home Health Care Management and Practice, 27(3), 1-7.

Dramanu, B. Y., & Balarabe, M. (2013). relationship between academic self-concept and 
academic performance of junior high school students in Ghana. European Scientific 
Journal, 9(34), 93-104.

Driessen, G., Smit, F., & Sleegers, P. (2005). Parental Involvement and Educational 
Achievement. British Educational Research Journal, 31(4), 509-532.

Eamon (2005). Social-demographic, school, neighbourhood, and parenting influences on 
academic achievement of Latino young adolescents. Journal of Youth and 
Adolescence, 34(2), 163-175.

Eccles, J. S., & Harold, R. D. (1996). Family school link: How do they affect educational 
outcomes? In A. Booth & J. F. Dunn (Eds.),  Family involvement in children’s and 
adolescents’ schooling (pp. 3-34). Mahwah, NJ: Erlbarum. 

Eccles, J. S., Midgley, C., Buchanan, C. M., Wigfield, A., Reuman, D., & Mac Iver, D. 
(1993). Developmental during adolescence: The impact of stage/environment fit. 
American Psychologist, 48(2), 90–101.

Education Review Office (2015). Murrays Bay Intermediate. Wellington, New Zealand: 
Author. Retrieved from http://www.ero.govt.nz/review-reports/murrays-bay-
intermediate-12-08-2015/

Ell, F. (2011). Teacher education in New Zealand. Journal of Education for Teaching, 37(4),
433-440.

Elliot, A. J., & Dweck, C. S. (2005). Competence and motivation. In A. Elliot & C. Dweck 
(Eds.), Handbook of competence and motivation (pp. 3–12). New York: Guilford 
Press.

Erkman, F., Caner, A., Sart, Z. H., Börkan, B., & ahan, K. (2010). Influence of perceived 
teacher acceptance, self-concept, and school attitude on the academic achievement of 
school-age children in Turkey. Cross-Cultural Research, 44(3), 295-309. 

Erten, I. H., & Burden, R. L. (2014). The relationship between academic self-concept, 
attributions, and L2 achievement. System 42, 391-401.



81

Faas, C., Benson, M. J., & Kaestle, C. E. (2013). Parent resources during adolescence: effects 
on education and careers in young adulthood. Journal of Youth Studies, 16(2), 151-
171.

Fagenson-Eland, E., Ensher, E.A., & Warner, B.W. (2004). Organization development and 
change interventions: a seven nation comparison. Journal of Applied Behavioural 
Science, 40(4), 432-464.

Fan, W., & Williams, C. M. (2010). The effects of parental involvement on students’ 
academic self efficacy, engagement and intrinsic motivation. Educational Psychology,
30(1), 53-74. 

Fan, W., & Yan, Z. (2010). Factors affecting response rates of the web survey: A systematic 
review. Computers in human behavior, 26(2), 132-139.

Fang, Z., Grant, L. W., Stronge, J. H., Xu, X., & Ward, T. J. (2013). An international 
comparison investigating the relationship between national culture and student 
achievement. Educational Assessment, Evaluation, and Accountability, 25(3), 159–
178.

Farooq, M. S., Chaudhry, A. H., Shafiq, M., & Berhanu, G. (2011). Factors affecting 
students’ quality of academic performance: A case of secondary school level. Journal
of Quality and Technology Management, 7(2), 1-14. 

Finn, J. D., Gerber, S. B., & Boyd-Zaharias, J. (2005). Small classes in the early grades, 
academic achievement, and graduating from high school. Journal of Educational 
Psychology, 97(2), 214-223. 

Fong, R. W., & Yuen, M. (2016). The role of self-efficacy and connectedness in the 
academic success of Chinese learners. In R.B. King, A.B.I. Bernardo (eds.), The
Psychology of Asian Learners: A Festschrift in Honor of David Watkins (pp.157-169).
Singapore: Springer.

Fredricks, J. A., & Eccles, J. S. (2002). Children’s competence and value beliefs from 
childhood through adolescence: growth trajectories in two male-sex-typed domains. 
Developmental Psychology, 38(4), 519–533.

Froiland, J. M., Peterson, A., & Davison, M. L. (2012). The long-term effects of early parent 
involvement and parent expectation in the USA. School Psychology International,
34(1), 33-50.

Fryberg, S. A., & Markus, H. R. (2007). Cultural models of education in American Indian, 
Asian American and European American contexts. Social Psychology of Education,
10(2), 213-246. 

Fuligini, A. J. (2001). Family obligation and the academic motivation of adolescents from 
Asian, Latin American, and European backgrounds. New Directions for Child & 
Adolescent Development, 94, 61-75.

Fuligni, A. J., Witkow, M. R., & Garcia, C. (2005). Ethnic identity and the academic 



82

adjustment of adolescents from Mexican, Chinese, and European backgrounds. 
Developmental Psychology, 41(5), 799–811.

Fuligni, A. J., & Zhang, W. (2004). Attitudes toward family obligation among adolescents in 
contemporary urban and rural China. Child Development, 75(1), 180–192. 

Fung, D. (2014). Turning Stone into Jade: The history of the New Zealand Chinese 
Association. China: Graeme Brazier Ltd and Everbest Printing. 

Gallois, C., Giles, H., Ota, H., Pierson, H. D., Ng, S. H., Lim, T. S., Maher, J., Somera, L., 
Ryan, E. B., & Harwood, J. (1996, August). Intergenerational communication across 
the Pacific Rim: The impact of filial piety. Paper presented at the annual conference of 
the International Association of Cross-Cultural Psychology, Montreal, Canada.

Gee, S., Liu, J. & Ng, S. H. (2002). Intergenerational relations in Chinese families. In: Gee, S. 
(Ed.), Ageing in a diverse New Zealand/Aotearoa (pp. 37-41). Wellington: Victoria 
University of Wellington. 

Geertz, C. (1975). Common sense as cultural system. Antioch Review, 33(1), 5-26. 

Ghazvini, S. D. (2011). Relationships between academic self-concept and academic 
performance in high school students. Procedia-Social and Behavioral Sciences, 15,
1034-1039.

Ghazvini, S. D., & Khajehpout, M. (2011). Gender difference in factors affecting academic 
performance of high school students. Procedia Social and Behavioral Sciences, 15, 
1040-1045.

Gilbert, L. A. (1992). Gender and counselling psychology: Current knowledge and directions 
for research and social action. In S. D. Brown & R. W. Lent (Eds.), Handbook of 
counselling psychology (pp. 383-416). New York: Wiley. 

Gilby, K. L. D. (2012). An exploration of issues for effective home-school communication 
strategies with Asian immigrant parents. (Master’s thesis, The University of Waikato, 
Hamilton, New Zealand). Retrieved from 
http://researchcommons.waikato.ac.nz/bitstream/handle/10289/6470/thesis.pdf?seque
nce=3

Gilman, R., Huebner, E. S., & Furlong, M. J. (Eds.). (2009). Handbook of positive 
psychology in schools. New York, NY: Routledge.

Goetz, T., Cronjaeger, H., Frenzel, A. C., Lüdtke, O., and Hall, N. C. (2010). Academic self-
concept and emotion relations: domain specificity and age effects. Contemporary
Educational Psychology, 35(1), 44-58.

Goldenberg, C., Gallimore, R., Reese, L., & Garnier, H. (2001). Cause or effect? A 
longitudinal study of immigrant Latino parents’ aspirations and expectations, and 
their children’s school performance. American Educational Research Journal, 38(3),
547-582.



83

Gonzalez-Pienda, J. A., Nunez, J. C., Gonzalez-Pumariega, S., Alvarez, L., Roces, C., & 
Garcia, M. (2002). A structural equation model of parental involvement, motivational 
and aptitudinal characteristics, and academic achievement. Journal of Experimental 
Education, 70(3), 257-287. 

Gordon, M. S., & Cui, M. (2012). The effect of school specific parenting processes on 
academic achievement in adolescence and young adulthood. Family Relations, 61(5),
728-741.

Grant, K. B., & Ray, J. A. (2010). Home, school, and community collaboration: Culturally 
responsive family involvement. Thousand Oaks, CA: Sage Publications.

Green, J., Liem, G. A. D., Martin, A. J., Colmar, S., Marsh, H. W., & McInerney, D. (2012). 
Academic motivation, self-concept, engagement, and performance in high school: 
Key processes from a longitudinal perspective. Journal of adolescence, 35(5), 1111-
1122.

Gresalfi, M. S. (2009). Taking up opportunities to learn: Constructing dispositions in 
mathematics classrooms. Journal of the Learning Sciences, 18(3), 327-369. 

Grolnick, W. S., Price, C. E., Beiswenger, K. L., & Sauck, C. C. (2007). Evaluative pressure 
in mothers: Effects of situation, maternal, and child characteristics on autonomy 
supportive versus controlling behavior. Developmental Psychology, 43, 991–1002.

Gruman, D. H., Harachi, T. W., Abbott, R. D., Catalano, R. F., & Fleming, C. B. (2008). 
Longitudinal effects of student mobility on three dimensions of elementary school 
engagement. Child Development, 79(6), 1-29. 

Guay, F., Ratelle, C. F., Roy, A., & Litalien, D. (2010). Academic self-concept, autonomous 
academic motivation, and academic achievement: Mediating and additive effects. 
Learning and Individual Differences, 20(6), 644-653. 

Guo, K. (2005). Asian immigrant parents’ and New Zealand early childhood teachers’ views 
of parent-teacher relationships. New Zealand Research in Early Childhood Education, 
8, 125-135.

Halpern-Felsher, B. L., & Cauffman, E. (2001). Costs and benefits of a decision: Decision-
making competence in adolescents and adults. Applied Developmental Psychology, 
22(3), 257-273.

Hansen, D. (1968). Social institutions. In A. McLeod (Ed.), The Pattern of New Zealand 
Culture (pp. 49-67). Ithaca, New York: Cornell University Press. 

Hansford, B. C., & Hattie, J. A. (1982). The relationship between self and 
achievement/performance measures. Review of Educational Research, 52(1), 123-142. 

Hau, K. T., & Salili, F. (1991). Structural and semantic differential placement of specific 
causes: Academic causal attributions by Chinese students in Hong Kong. 
International Journal of Psychology, 26(2), 175-193.



84

Heine, S. J. (2001). Self as cultural product: An examination of East Asian and North 
American selves. Journal of Personality, 69(6), 881-905. 

Heine, S. J., Lehman, D. R., Markus, H. R., & Kitayama, S. (1999). Is there a universal need 
for positive self-regard? Psychological Review, 106(4), 766- 794.

Hedges, H. (2003). Teaching and learning: Theories that underpin ‘wise’ practice in 
Aotearoa/New Zealand. Early Education, 31(5), 5-12.

Helgesen, G., & Kim, U. (2002). Good government: Nordic and East Asian perspectives. 
Copenhagen: NIAS Press. 

Hergenhahn, B. & Olson, M. (2007). Introduction to Theories of Learning. (7th ed). New 
Jersey: Pearson. 

Hill, N. E., Castellino, D. R., Lansford, J. E., Nowlin, P., Dodge, K. A., Bates, J. E., & Pettit, 
G. S. (2004). Parent academic involvement as related to school behavior, 
achievement, and aspirations: Demographic variations across adolescence. Child
Development, 75(5), 1491–1509.

Hill, N. E., & Chao, R. K. (2009). Introduction: Background in theory, policy, and practice. 
In N. E. Hill & R. K. Chao (Eds.), Families, schools, and the adolescent: Connecting 
research, policy, and practice (pp. 1–15). New York, NY: Teachers College Press.

Hill, N. E., & Taylor, L. C. (2004). Parental school involvement and children’s academic 
achievement. Current Directions in Psychological Science, 13(4), 161–164.

Hill, N. E., & Tyson, D. F. (2009). Parental involvement in middle school: A meta-analytic 
assessment of the strategies that promote achievement. Developmental Psychology, 
45(3), 740-763. 

Ho, E., Au, S., Bedford, C., & Cooper, J. (2003). Mental health issues for Asians in New 
Zealand: A Literature review. Mental Health Commission, New Zealand. Retrieved 
from
http://www.hdc.org.nz/media/200392/mental%20health%20issues%20for%20asians
%20in%20new%20zealand.%20a%20literature%20review.pdf

Ho, D. Y. F. (1996). Filial piety and its psychological consequences, In M. H. Bond (Ed.), 
The handbook of Chinese psychology (pp. 155-165). Hong Kong, People’s Republic 
of China: Oxford University Press. 

Hofstede, G. (2001). Culture's Consequences: Comparing Values, Behaviors, Institutions and 
Organizations across Cultures. (2nd ed.). Thousand Oaks, CA: Sage Publications.

Hohwü, L., Lyshol, H., Gissler, M., Hrafn Jonsson, S., Petzold, M., & Obel, C. (2013). Web-
based versus traditional paper questionnaires: A mixed-mode survey with a Nordic 
perspective. Journal of Medical Internet Research, 15(8), 173.

Hossaini, S. M. (2002). Forecasting between self-esteem, parenting and gender among pre-
university of students in Shiraz. American Journal of Scientific Research, 221-229.



85

Hsin, A., & Xie, Y. (2014). Explaining Asian Americans’ academic advantage over whites. 
Proceedings of the National Academy of Sciences, 111(23), 8416-8421.

Huang, C. (2011). Self-concept and academic achievement: A meta-analysis of longitudinal 
relations. Journal of School Psychology, 49(5), 505-528.

Huang, G. H. & Gove, M. (2012). Confucianism and Chinese families: Values and practices 
in education. International Journal of Humanities and Social Science, 2(3), 10-14. 

Huang, G. H., & Gove, M. (2015). Asian parenting styles and academic achievement: Views 
from eastern and western perspectives. Education, 135(3), 389-397.

Hui, E. K. P., Sun, R. C. F., Chow, S, S. –Y., & Chu, M. H.-T. (2011). Explaining Chinese 
students’ academic motivation: filial piety and self-determination. Educational
Psychology, 31(3), 377-392. 

Hsieh, Y. –W. (1967). Filial piety and Chinese Society. In C. A. Moore (Ed.), The Chinese 
mind (pp. 167-187). Honolulu: East-West Center Press. 

Hwang, K. –K. (1999). Filial piety and loyalty: Two types of social identification in 
Confucianism. Asian Journal of Social Psychology, 2(1), 163-183.

Institute for Higher Education. (2005). The investment payoff: A 50-state analysis of the 
public and private benefits of higher education. Washington, DC: Institute for Higher 
Education Policy. Retrieved from 
http://www.ihep.org/sites/default/files/uploads/docs/pubs/investmentpayoff.pdf

Ireson, J., & Hallam, S. (2009). Academic self-concepts in adolescence: Relations with 
achievement and ability grouping in schools. Learning and Instruction, 19(3), 201-
213.

Ireson, J., Hallam, S., & Plewis, I. (2001). Ability grouping in secondary schools: Effects on 
pupils’ self-concepts. British Journal of Educational Psychology, 71(2), 315–326. 
doi:10.1348/000709901158541

Jacobs, J. E., Lanza, S., Osgood, W. D., Eccles, J. S., & Wigfield, A. (2002). Changes in 
children’s self-competence and values: gender and domain differences across grades 
one through twelve. Child Development, 73(2), 509–527.

Jeynes, W. (2005). A meta-analysis of the relation of parental involvement to urban 
elementary school student achievement. Urban Education, 40(3), 237-269. doi: 
10.1177/0042085905274540

Ji, G., Jiao, S., & Jing, Q. (1993). Expectancy of Chinese parents and children’s cognitive 
abilities. International Journal of Psychology, 28(6), 821-830. 

Jin, C. C., Zou, H., & Yu, Y. B. (2011). The trait of filial piety belief and the relationship of 
filial piety belief, attachment and interpersonal adaptation of middle school students. 
Psychological Development and Education, 6, 619-624.



86

Johnson, W. D., & Johnson, R. T. (2002). Multicultural education and human relations: 
Valuing diversity. Boston: Allyn and Bacon. 

Jones, P. S., Lee, J. W., & Zhang, X. E. (2003). Clarifying and measuring filial concepts 
across five cultural groups. Research in nursing and health, 34(4), 310-326. 

Kaba, A. M., & Talek, Y. (2015). Self-concept and academic success among university 
students. International Journal of Arts and Sciences, 8(1), 89-102. 

Kanagawa, C., Cross, S. E., & Markus, H. R. (2001). “Who am I?”: The cultural psychology 
of the conceptual self.  Personality and Social Psychology Bulletin, 27(1), 90-103. 

Keating, D. P. (2004). Cognitive and brain development. In R. M. Lerner & L. Steinberg 
(Eds.), Handbook of adolescent psychology (2nd ed., pp. 45–84). Hoboken, NJ: 
Wiley.

Kemmelmeier, M. Burnstein, E., Krumov, K., Genkova, P., Kanagawa, C., Hirshberg, M. S., 
Erb, H.-P., Wieczorkowska, G., and Noels, K. A. (2003). Individualism, 
Collectivism, and Authoritarianism in Seven Societies. Journal of Cross-Cultural 
Psychology, 34(3), 304-322.

Kim, U., & Park, Y. S. (2005). Integrated analysis of indigenous psychologies: Comments 
and extensions of ideas presented by Shams, Jackson, Hwang and Kashima. Asian
Journal of Social Psychology, 8(1), 75-95.

Kim, U., & Park, Y. S. (2006). Factors influencing academic achievement in collectivist 
societies: The role of self-, relational, and social efficacy. In F. Pajares & T. Urdan 
(Eds.), Self-efficacy beliefs of adolescents (pp. 267-286). Greenwich, CT: Information 
Age Publishing. 

Kim, Y., & Sherraden, M. (2011). Do parental assets matter for children's educational 
attainment?: Evidence from mediation tests. Children & Youth Services Review, 
33(6), 969-979.

King, R. B., McInerney, D. M., & Watkins, D. A. (2010). Can social goals enrich our 
understanding of students' motivational goals? Journal of Psychology in Chinese 
Societies, 11(2), 1–16.

King, R. B., McInerney, D. M., & Watkins, D. A. (2013). Examining the role of social goals 
in school: A study in two collectivist cultures. European Journal of Psychology of 
Education, 28(4), 1505-1523. 

Kirmizi, O. (2015). The interplay among academic self-concept, self-efficacy, self-regulation 
and academic achievement of higher education L2 learners. Journal of Higher 
Education and Science,5(1), 32-40. 

Kitayama, S., & Markus, H. R. (2000). The pursuit of happiness and the realization of 
sympathy: Cultural patterns of self, social relations, and well-being. In E. Diener, & 
E. M. Suh (Eds.), Culture and Subjective Well-being (pp. 113-161). Cambridge, MA: 
The MIT Press. 



87

Koh, J. B. K., Shao, Y., & Wang, Q. (2009). Father, mother and me: Parental value 
orientations and child self-identity in Asian American immigrants. Sex Roles, 60(7-8),
600-610.

Kuncel, N. R., Crede, M., & Thomas, L. L. (2005). The validity of self-reported grade point 
averages, class ranks, and test scores: A meta-analysis and review of the literature. 
Review of Educational Research, 75(1), 63-82. 

Kuncel, N. R., Hezlett, S. A., & Ones, D. S. (2004). Academic performance, career potential, 
creativity, and job performance: can one construct predict them all? Journal of 
Personality and Social Psychology, 86(1), 148-161. 

Lan, P. C. (2002). Subcontracting Filial piety: Elder care in ethnic Chinese immigrant 
families in California. Journal of Family Issues, 23(7), 812-835. 

Laryea, J. E., Saani, A. J., & Dawson-Brew, E. (2014). Influence of Students Self-concept on 
their Academic Performance in the Elmina Township. European Journal of Research 
and Reflection in Educational Sciences, 2(4), 1-10. 

Lau, S., & Leung, K. (1992). Relations with parents and school and Chinese adolescents’ 
self-concept, delinquency, and academic performance. British Journal of Educational 
Psychology, 62(2), 193-202.

Lee, W. O., & Mok, M.M. C. (2008). Construction and deconstruction of the Chinese learner: 
Implications for learning theories. Evaluation and Research in Education, 21(2), 147-
153.

Lepper, M. R., Corpus, J. H., & Iyengar, S. S. (2005). Intrinsic and extrinsic motivational 
orientations in the classroom: age differences and academic correlates. Journal of 
educational psychology, 97(2), 184-196. 

Li, J. (2012). Cultural Foundations of Learning: East and West. Cambridge, NY: Cambridge 
University Press.

Liao, T. M.-T. (2007). Chinese immigrant children’s first year of schooling: An investigation 
of Chinese immigrant parents’ perspectives. (Master’s thesis, Unitec Institute of 
Technology, Auckland, New Zealand) Retrieved from 
http://unitec.researchbank.ac.nz/bitstream/handle/10652/1306/fulltext.pdf.

Li, W. W., Hodgetts, D., Ho, E., & Stolte, O. (2010). From early Confucian texts to aged care 
in China and abroad today: The evolution of filial piety and its implications. Journal
of US-China Public Administration, 7(7), 48-59. 

Li, J., & Yue, X. (2004). Self in learning among Chinese children. New Directions for Child 
and Adolescent Development, 104, 27-43.

Lieber, E. & Yu, A. B. (2003). Individual differences and prototypical stories: Achievement 
motivation in Taiwan and the United States. In: K. S. Yang, K. K. Hwang, P. B. 
Pederson & I. Daibo, (Eds.), Progress in Asian Social Psychology: Conceptual and 
Empirical Contributions (pp. 135–154). Westport: Praeger.



88

Lieber, E., Nihira, K., & Mink, I. T. (2004). Filial piety, modernization, and the challenges of 
raising children for Chinese immigrants: Quantitative and qualitative evidence. 
American Anthropological Association, 32(3), 324-347. 

Liu, H. –J. (2009). Exploring changes in academic self-concept in ability-grouped English 
classes. Journal of Humanities and Social Sciences, 2(2), 411-432. 

Liu, H. –J. (2010). The relation of academic self-concept to motivation among University 
EFL students. Journal of Humanities and Social Sciences, 20, 207-225. 

Liu, B. S., Li, C. Y., & Huang, H. C. (2011). Differences in filial behaviour in 
multigeneration families that live together. The Journal of Nursing Research, 19(1),
25-34.

Liu, J. H., Ng, S. H., Weatherall, A., & Loong, C. (2000). Filial piety, acculturation and 
intergenerational communication among New Zealand Chinese. Basic and Applied 
Social Psychology, 22(3), 213-223. 

Liu, J. H. F., Yeh, K. H., Wu, C. W., Liu, L., & Yang, Y. (2015). The importance of gender 
and affect in the socialisation of adolescents' beliefs about benevolent authority: 
Evidence from Chinese indigenous psychology. Asian Journal of Social Psychology,
18(2), 101-114. 

Liu, W. C. (1994). Academic self-concept in a streamed setting: Home environment and 
classroom climate factors. (Unpublished Master’s dissertation). University of 
Nottingham, England. 

Liu, W. C., & Wang, C. K. J. (2005). Academic self-concept: A cross sectional study of 
grade and gender differences in a Singapore secondary school. Asia Pacific Education 
Review, 6(1), 20-27. 

Liu, W. C., & Wang, C. K. J. (2008). Home environment and classroom climate: An 
investigation of their relation to students’ academic self-concept in a streamed setting. 
Current Psychology, 27(4), 242-256. 

Liu, W. C., Wang, C. K. J., & Parkins, E. J. (2005). A longitudinal study of students’ 
academic self-concept in a streamed setting: The Singapore context. British Journal of 
Educational Psychology, 75(4), 567-586.

Liu, Y. L. (2013). Autonomy, filial piety, and parental authority: A two-year longitudinal 
investigation. The Journal of Genetic Psychology, 174(5), 557-581.

Luthans, F., & Youssef, C. M. (2007). Emerging positive organizational behavior. Journal of 
Management, 33(3), 321-349.

Lyubomirsky, S., King, L., & Diener, E. (2005). The benefits of frequent positive affect: 
Does happiness lead to success? Psychological Bulletin, 131(6), 803-855

Magnuson, K., & Berger, L. M. (2009). Family structure states and transitions: Associations 
with children's well-being during middle childhood. Journal of Marriage and Family, 



89

71(3), 575-591. doi: 10.1111/j.1741- 3737.2009.00620.x

Manfreda, K. L., Bosnjak, M., Berzelak, J., Haas, I., Vehovar, V., & Berzelak, N. (2008). 
Web surveys versus other survey modes: A meta-analysis comparing response rates. 
Journal of the Market Research Society, 50(1), 79.

Marchant, G. J., Paulson, S. E., & Rothlisberg, B. A. (2001). Relations of middle school 
students’ perceptions of family and school contexts with academic achievement. 
Psychology in the Schools, 38(6), 505-519. 

Marginson, S. (2011). Higher education in East Asia and Singapore: Rise of the Confucian 
model. Higher Education, 61(5), 587–611.

Markus, H. R., & Kitayama, S. (1991). Culture and the self: Implications for cognition, 
emotion, and motivation. Psychological Review, 98(2), 224-253. 

Marsh, H. W. (1999). Academic Self-Description Questionnaire - I: ASDQ I. University of 
Western Sydney, Self-concept Enhancement and Learning Facilitation Research 
Centre. Macarthur, Australia. 

Marsh, H. W. (2005). Big-fish-little-pond effect on academic self-concept: A reply to 
responses. Zeitschrift für Pädagogische Psychologie, 19(3), 141-144.

Marsh, H. W. (2007). Self-concept theory, measurement and research into practice: The role 
of self-concept in educational psychology. Leicester, UK: British Psychological 
Society.

Marsh, H. W., & Craven, R. G. (2006). Reciprocal effects of self-concept and performance 
from a multidimensional perspective beyond seductive pleasure and unidimensional 
perspectives. Perspectives on Psychological Science, 1(2), 133–163. 
doi:10.1111/j.1745-6916.2006.00010.x

Marsh, H.W. & Hau, K.T. (2003). Big-fish-little-pond effect on academic self-concept: A 
crosscultural (26 country) test of the negative effects of academically selective schools. 
American Psychologist, 58(5), 364–376. 

Marsh, H. W., & Hau, K. T. (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 Educational 
Psychology, 96(1), 56.

Marsh, H. W., Hau, K.-T., Artelt, C., 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 [Special issue]. International
Journal of Testing, 6(4), 311–360.

Marsh, H. W., Hau, K. T., & Kong, C. K. (2002). Multilevel causal ordering of academic 
self-concept and achievement: Influence of language of instruction (English compared 
with Chinese) for Hong Kong students. American Educational Research Journal,
39(3), 727-763. 



90

Marsh, H. W., & Martin, A. J. (2011). Academic self-concept and academic achievement: 
Relations and causal ordering. British Journal of Educational Psychology, 81(1), 59-
77.

Marsh, H. W., & O’Mara, A. (2008). Reciprocal effects between academic self-concept, self- 
esteem, achievement, and attainment over seven adolescent years: Unidimensional 
and multidimensional perspectives of self-concept. Personality and Social Psychology 
Bulletin, 34(4), 542–552.

Marsh, H. W., Parker, J., & Barnes, J. (1985). Multidimensional adolescent self-concepts: 
Their relationship to age, sex and academic measures. American Educational 
Research Journal, 22(3), 422–444. 

Marsh, H. W., Relich, J. D., & Smith, I. D. (1983). Self-concept: The construct validity of 
interpretations based upon the SDQ. Journal of Personality and Social Psychology, 
45(1), 173–187. 

Marsh, H. W., & Seaton, T. (2013). Academic self-concept. In J. Hattie & E. M. Anderman 
(Eds.), International Guide to Student Achievement (pp. 62-63). New York: Taylor & 
Francis.

Marsh, H. W., Seaton, T., Trautwein, U., Ludtke, O., Hau, K. T., O’Mara, A. J., Craven, R. 
G. (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.

Marsh, H. W., & Shavelson, R. (1985). Self-concept: Its multifaceted, hierarchical structure. 
Educational Psychologist, 20(3), 107-125. 

Marsh, H. W., Trautwein, U., Ludtke, O., Koller, O., & Baumert, J. (2005). Academic self-
concept, interest, grades, and standardized test scores: Reciprocal effects models of 
causal ordering. Child Development, 76(2), 397-416.

Marsh, H. W., Trautwein, U., Ludtke, O., Koller, O. & Baumert, J. (2006). Integration of 
multidimensional self-concept and core personality constructs: Construct validation 
and relations to well-being and achievement. Journal of Personality, 74(2), 403-456. 

Martin, A. J., Yu, K., & Hau, K. T. (2014). Motivation and engagement in the ‘Asian 
Century’: A comparison of Chinese students in Australia, Hong Kong, and Mainland 
China. Educational Psychology, 34(4), 417-439.

Martin, M. O., Mullis, I. V. S., Foy, P., & Stanco, G. M. (2012). TIMSS 2011 international 
results in science. Chestnut Hill, MA: TIMSS & PIRLS International Study Center, 
Boston College.

Martin, M. O., Mullis, I. V. S., Gonzalez, E. J., & Chrostowski, S. J. (2004). Findings from 
IEA’s Trends in International Mathematics and Science Study at the fourth and eighth 
grades. Chestnut Hill, MA: TIMSS & PIRLS International Study Centre, Boston 
College.



91

Massey University. (2015). Massey University code of ethical conduct for research, teaching 
and evaluations involving human participants. Palmerston North: Author. 

Matovu, M. (2012). Academic self-concept and academic achievement among university 
students. International Online Journal of Educational Sciences, 4(1), 107-116.

Matovu, M. (2014). A Structural Equation Modelling of the Academic Self-Concept Scale. 
International Electronic Journal of Elementary Education, 6(2), 185-197. 

McCartney, K., & Phillips, D. (Eds.). (2011). Blackwell handbook of early childhood 
development (Vol. 38). John Wiley & Sons. 

McInerney, D. M. (2008). Personal investment, culture, and learning: Insights into school 
achievement across Anglo, Aboriginal, Asian, And Lebanese students in Australia. 
International Journal of Psychology, 43(5), 870-879.

McInerney, D. M., Walker, R. A., & Liem, G. A. D. (2011). Sociocultural theories of 
learning and motivation: Looking back, looking forward. Charlotte, NC: Information 
Age.

Meece, J. L., Anderman, E. M., & Anderman, L. H. (2006). Classroom goal structure, student 
motivation, and academic achievement. Annual Review of Psychology, 57, 487–503.

Ministry of Education. (2012). e-asTTle writing (revised) manual. Wellington, New Zealand: 
New Zealand Council for Educational Research. Retrieved from https://e-
asttle.tki.org.nz/Help-with-e-asTTle/User-manuals

Ministry of Education. (2013). 2012 National Standards Information-Education Counts. 
Retrieved from www.educationcounts.govtnz/topics/121981/122072. 

Ministry of Education. (2015). National Standards Results, 2015: Reading, maths, and 
writing. Ministry of Education. Wellington, New Zealand: Author. Retrieved from 
https://www.educationcounts.govt.nz/__data/assets/pdf_file/0009/148851/National-
Standards-Achievement-Results-2015.pdf

Mok, M. M. C. (2010). Alternative explanation for the Confucian Asian high performance 
and high self-doubt paradox: Commentary on “Unforgiving Confucian culture: A 
breeding ground for high academic achievement, test anxiety and self-doubt?” by 
Lazar Stankov. Learning and Individual Differences, 20(6), 564-566. 

Möller, J., Pohlmann, B., Köller, O., & Marsh, H. W. (2009). A meta-analytic path analysis 
of the internal/external frame of reference model of academic achievement and 
academic self-concept. Review of Educational Research, 79(3), 1129–1167.

Mullis, I.V.S., Martin, M.O., Foy, P., & Arora, A. (2012). TIMSS 2011 international results 
in mathematics. Chestnut Hill, MA: TIMSS & PIRLS International Study Center, 
Boston College.

Nagy, G., Garrett, J., Trautwein, U., Cortina, K., Baumert, J., & Eccles, J. (2008). Gendered 
high school course selection as a precursor of gendered careers: The mediating role of 



92

self-concept and intrinsic value. In H. M. G. Watt & J. S. Eccles (Eds.), Gender and 
occupational outcomes: Longitudinal assessments of individual, social, and cultural 
influences (pp. 115–143). Washington DC: APA Books.

Nagy, G., Trautwein, U., Baumert, J., Köller, O., & Garrett, J. (2006). Gender and course 
selection in upper secondary education: Effects of academic self-concept and intrinsic 
value. Educational Research and Evaluation, 12(4), 323-345.

Nagy, G., Watt, H. M. G., Eccles, J. S., Trautwein, U., Luedtke, O., & Baumert, J. (2010). 
The Development of Student's Mathematics Self-Concept in Relation to Gender: 
Different Countries, Different Trajectories? Journal of Research on Adolescence 
20(2), 482-506. doi: 10.1111/j.1532- 7795.2010.00644.x

Neuenschwander, M. P., Vida, M., Garrett, J. L., & Eccles, J. S. (2007). Parents’ expectations 
and students’ achievement in two western nations. International Journal of 
Behavioural Development, 31(6), 594-602. 

Ng, S. H., Loong, C. S. F., Liu, J. H. & Weatherall, A. (2000). Will the young support the 
old? An individual- and family-level study of filial obligations in two New Zealand 
cultures. Asian Journal of Social Psychology, 3(2), 163-182. 

Ng, C. H. & Renshaw, P. D. (2003). Motivation and school learning. In J. P. Keeves (Ed.), 
Handbook of educational research in the Asia-Pacific region (pp.495-510). Dordrecht: 
Kluwer.

New Zealand Immigration. (2016). The school system. Retrieved from 
https://www.newzealandnow.govt.nz/living-in-nz/education/school-system

Nolen, S. B., Horn, I. S., Ward, C. J., & Childers, S. (2011). Assessment tools as boundary 
objects in novice teachers’ learning. Cognition and Instruction, 29(1), 88-122. 

Otis, N., Grouzet, F. M., & Pelletier, L. G. (2005). Latent Motivational Change in an 
Academic Setting: A 3-Year Longitudinal Study. Journal of Educational Psychology,
97(2), 170-183. 

Ozgen, K. (2013). An analysis of high school students’ mathematical literacy self-efficacy 
beliefs in relation to their learning styles. The Asia-Pacific Education Researcher, 
22(1), 91-100. 

Pajares, F., & Schunk, D.H. (2001). Self-beliefs and school success: self-efficacy, self-
concept, and school achievement. In R. Riding & S. Rayner (Eds.), Self-perception
(pp. 239-266). London: Ablex Publishing. 

Pajares, F., & Valiante, G. (2001). Gender differences in writing motivation and achievement 
of middle school students: A function of gender orientation? Contemporary
Educational Psychology, 26(3), 366-381. 

Park, Z., Mahoney, P., Smart, W., & Smyth, R. (2013). Looking at the employment outcomes 
of tertiary education: New data on the earnings of young graduates. Tertiary Sector 
Performance Analysis, Ministry of Education. Retrieved from 



93

https://www.educationcounts.govt.nz/__data/assets/pdf_file/0020/143561/Looking-at-
the-employment-outcomes-of-tertiary-education-ii.pdf

Paton, D., Bajek, R., Okada, N., & McIvor, D. (2010). Predicting community earthquake 
preparedness: a cross-cultural comparison of Japan and New Zealand. Natural
Hazards, 54(3), 765-781.

Pesu, L. A., Aunola, K., Viljaranta, J., & Nurmi, J. E. (2016). The Development of 
Adolescents’ Self-concept of Ability through Grades 7-9 and the Role of Parental 
Beliefs. Frontline Learning Research, 4(3), 92-109.

Phelps, L. (2005). Academic achievement of children in China: The 2002 fulbright 
experience. Psychology in the Schools, 42(3), 233-239. 

Phillipson, S. N. (2013). Confucianism, learning self-concept and the development of 
exceptionality. In S. N. Phillipson, H. Stoeger, & A. Ziegler, Exceptionality in East-
Asia: Explorations in the Actiotope model of giftedness (pp. 40-49). NY: Taylor and 
Francis.

Phillipson, S., & Phillipson, S. N. (2007). Academic expectation, belief of ability and 
involvement by parents as predictors of child achievement: A cross-cultural 
comparison. Educational Psychology, 27(3), 329-348. 

Phillipson, S., & Phillipson, S. N. (2012). Children’s cognitive ability and their academic 
achievement: The mediation effects of parental expectations. Asia Pacific Education 
Review, 13(3), 495-508. 

Phillipson, S.N., & Tse, A.K. (2007). Discovering patterns of achievement in Hong Kong 
students: An application of the Rasch measurement model. High Ability Studies, 
18(2), 173-190.

Phinney, J. S., Horenczyk, G., Liebkind, K., & Vedder, P. (2001). Ethnic identity, 
immigration, and well-being: An international perspective. Journal of Social Issues,
57(3), 493-510.

Piers, E. V., & Harris, D. B. (1964). Age and other correlates of self-concept in children. 
Journal of Educational Psychology, 55(2), 91–95. 

Pintrich, P. R. (2003). Motivation and classroom learning. In W. M. Reynolds & G. E. Miller 
(Eds.), Handbook of psychology (pp. 103–122). Hoboken, N.J.: Wiley. 

Pinxten, M., De Fraine, B., Van Damme, J., & D’Haenens, E. (2010). Causal ordering of 
academic self-concept and achievement: Effects of type of achievement measure. 
British Journal of Educational Psychology, 80(4), 689-709. 

Pinxten, M., Marsh, H. W., De Fraine, B., Van den Noortgate, W., & Van Damme, J. (2014). 
Enjoying mathematics or feeling competent in mathematics? Reciprocal effects on 
mathematics achievement and perceived math effort expenditure. British Journal of 
Educational Psychology, 84(1), 152–174. 



94

Poškait , L. (2014). Filial Piety (xiao ) in the Contemporary and Global World: A View 
from the Western and Chinese Perspectives. Asian Studies, 2(18), 99-114. 

Pye, L. W. (2000). “Asian values”: From dynamos to dominoes? In L. E. Harrison, & S. P. 
Huntington (Eds.), Culture matters: How values shape human progress (pp. 244–
255). NY: Basic Books. 

Qin, D. B., Li, G., Rana, M., & Han, E.-J. (2011). Education of immigrants from Sinic 
civilization. In Y. Zhao (Ed.), Handbook of Asian education: A cultural perspective
(pp. 157-180). New York, NY: Routledge.

Quek, S. I. (1988). School social climate and the academic self-concept of Secondary three 
Normal course students. (Unpublished Master’s dissertation). National University of 
Singapore, Singapore. 

Reid, A., & Rootham, E. (2016). A profile of children and young people in Auckland. 
Auckland Council technical report, TR2016/022. Retrieved from 
http://www.aucklandcouncil.govt.nz/SiteCollectionDocuments/aboutcouncil/planspoli
ciespublications/technicalpublications/tr2016022profilechildrenyoungpeopleauckland.
pdf

Rosenberg, F. R., & Simmons, R. G. (1975). Sex difference in the self-concept in 
adolescence. Sex Roles, 1(2), 147-159. 

Ryan, R. M., Connell, J. P., & Grolnick, W. S. (1992). When achievement is not intrinsically 
motivated: A theory of internalization and self-regulation in school. Achievement and 
motivation: A social-developmental perspective, 167(88), 167-88.

Ryan, R. M., & Deci, E. L. (2009). Promoting self-determined school engagement: 
Motivation, learning, and well-being. In K. R. Wentzel & A. Wigfield (Eds.), 
Handbook of motivation at school (pp. 171–195). New York: Routledge.

Salili, F., Chiu, C. Y., & Lai, S. (2001). The influence of culture and context on students’ 
motivational orientation and performance. In F. Salili, C. Y. Chiu, & Y. Y. Hong 
(Eds.), Student motivation: The culture and context of learning (pp. 221-247). New 
York: Kluwer Academic/Plenum Publishers. 

Sanchez, F. J. P., & Roda, M. D. S. (2003). Relationships between self-concept and academic 
achievement in primary students. Electronic Journal of Research in Educational 
Psychology and Psychopedagogy, 1(1), 95-120. 

Sax, L. J., Gilmartin, S. K., & Bryant, A. N. (2003). Assessing response rates and 
nonresponse bias in web and paper surveys. Research in higher education, 44(4), 409-
432.

Schilling, S. R., Sparfeldt, J. R., & Rost, D. H. (2006). Families with gifted adolescents. 
Educational Psychology, 26(1), 19–32.

Schunk, D.H., Pintrich, P.R., & Meece, J.L. (2008). Motivation in education: Theory, 
research, and applications (ed.). Upper Saddle River, NJ: Pearson.



95

Schunk, D. H., Pintrich, P. R., and Meece, J. L. (2010). Motivation in Education. Theory, 
Research, and Application. New Jersey: Pearson Education. 

Sebastian, C., Burnett, S., & Blackmore, S. –J. (2008). Development of the self-concept 
during adolescence. Trends in Cognitive Sciences, 3(1), 1-6.

Sedgwick, P. (2014). Cross sectional studies: advantages and disadvantages. British Medical 
Journal, 348, 1-2.

Seginer, R. (2006). Parents’ educational involvement: A developmental ecology perspective. 
Parenting: Science and Practice, 6(1), 1-48.

Shavelson, R. J., & Bolus, R. (1982). Self-concept: The interplay of theory and methods. 
Journal of Educational Psychology, 74(1), 3–17. 

Shavelson, R. J., Hubner, J. J., & Stanton, G. C. (1976). Self-concept: Validation of construct 
interpretations. Review of Educational Research, 46(3), 407–441. 

Shin, J.C. (2012). Higher education development in Korea: Western university ideas, 
Confucian tradition, and economic development. Higher Education, 64(1): 59–72.

Shin, J.C. (2013). Higher education and development in East Asian countries focusing on 
cultural traditions and economic systems. In D.E. Neubauer, J.C. Shin, and J.N. 
Hawkins, The dynamics of higher education development in East Asia: Asian cultural 
heritage, Western dominance, economic development, and globalization (Eds.). New 
York: Palgrave Macmillan. 

Simpson, L & Turner, l. (2000). Better get a bigger block of ... clay! Playcentre Journal, 109,
5-6.

Sockett, H. (1988). Education and will: Aspects of personal capability. American Journal of 
Education, 96(2), 195-214. 

Soenens, B., & Vansteenkiste, M. (2005). Antecedents and outcomes of self-determination in 
3 life domains: The role of parents’ and teachers’ autonomy support. Journal of Youth 
and Adolescence, 34(6), 589-604. 

Spinath, B., & Spinath, F. M. (2005). Development of self-perceived ability in elementary 
school: The role of parents’ perceptions, teacher evaluations, and intelligence. 
Cognitive Development, 20(2), 190–204. 

Stankov, L. (2010). Unforgiving Confucian culture: A breeding ground for high academic 
achievement, test anxiety and self-doubt? Learning and Individual Differences, 20(6),
555-563.

Statistics New Zealand (2013). 2013 Census – Major ethnic groups in New Zealand.
Retrieved from http://www.stats.govt.nz/Census/2013-census/profile-and-summary-
reports/infographic-culture-identity.aspx

Steinberg, L., & Silk, J. S. (2002). Parenting adolescents. In M. H. Bornstein (Ed.), 



96

Handbook of parenting children and parenting (pp. 103–133). Mahwah, NJ: 
Lawrence Erlbaum.

Stern, M. H. (2007). Parent’s academic expectations, children’s perceptions, and the reading 
achievement of children at varying risk (Doctoral dissertation). Retrieved from 
https://cdr.lib.unc.edu/indexablecontent/uuid:2404a093-5591-42ac-b8a8-
29fce9969bfd

Strong, G. K., Torgerson, C. J., Torgerson, D., & Hulme, C. (2011). A systematic meta
analytic review of evidence for the effectiveness of the ‘Fast ForWord’language 
intervention program. Journal of Child Psychology and Psychiatry, 52(3), 224-235. 

Suárez-Orozco, C. (2001). Afterword: Understanding and serving the children of immigrants. 
Harvard Educational Review, 71(3), 579-590.

Sung, H. Y. (2010). The influence of culture on parenting practices of East Asian families 
and emotional intelligence of older adolescents: A qualitative study. School
Psychology International, 31(2), 199-214. 

Swann Jr, W. B., Chang-Schneider, C., & Larsen McClarty, K. (2007). Do people's self-
views matter? Self-concept and self-esteem in everyday life. American Psychologist,
62(2), 84-94.

Tan, L. (2010). Chinese immigrants tell of tough new lives in New Zealand. The New
Zealand Herald, Retrieved from
http://www.nzherald.co.nz/nz/news/article.cfm?c_id=1&objectid=10633875

Tan, L., & Singh, H. (2015, March 10). Asian Auckland: How our city has changed – 
Explore our interactive. The New Zealand Herald. Retrieved from 
http://www.nzherald.co.nz/nz/news/article.cfm?c_id=1&objectid=11414457

Tan, J. B. Y., & Yates, S. M. (2007). A Rasch analysis of the academic self-concept 
questionnaire. International Education Journal, 8(2), 470-484. 

Tan, J. B., & Yates, S. (2011). Academic expectations as sources of stress in Asian students. 
Social Psychology of Education, 14(3), 389-407. 

Tam, J. (2016). Filial piety and academic motivation: High-achieving students in an 
international school in South Korea. International Journal of Multicultural Education, 
18(3), 58-74. 

Tao, V., & Hong, Y. Y. (2000). A meaning system approach to Chinese students’ 
achievement goals. Journal of Psychology in Chinese Societies, 1(2), 13-38. 

Ting, K., -F. (2009). A review of the research literature on filial piety. Central Policy Unit: 
The government of the Hong Kong special administrative region. Retrieved from 
http://www.cpu.gov.hk/doc/sc/research_reports/Filial%20Piety%20Literature.pdf

The Organisation for Economic Cooperation and Development (2013). PISA 2012 Results: 
Ready to learn: Students’ engagement, drive, and self-beliefs (Volume III), PISA, 



97

OECD Publishing. Retrieved from http://www.oecd.org/pisa/keyfindings/PISA-2012-
results-volume-III.pdf

The Organisation for Economic Cooperation and Development. (2016). Education at a 
glance 2016: OECD Indicators. OECD Publishing: Paris. Retrieved from 
http://www.keepeek.com/Digital-Asset-Management/oecd/education/education-at-a-
glance-2016_eag-2016-en#.V-M35zuNRSU#page3

Thrupp, M. (2007). School administration and the segregation of school intakes in New 
Zealand cities. Urban Studies, 44(7), 1393-1404. 

Trautwein, U., Ludtke, O., Koller, O., & Baumert, J. (2006). Self-esteem, academic self-
concept and achievement: How the learning environment moderates the dynamics of 
self-concept. Journal of Personality and Social Psychology, 90(2), 334-349. 

Triandis, H. C. (1989). Collectivism and individualism: A reconceptualization of a basic 
concept in cross-cultural spcial psychology. In G. K. Verma & C. Bagley (Eds.), 
Personality, attitudes, on motivation. Lincoln: University of Nebraska Press. 

Triandis, H. C. (1997). Cross-cultural perspectives on personality. In R. Hogan, J. Johnson, & 
S. R. Briggs (Eds.), Handbook of personality psychology (pp. 439–464). San Diego, 
CA: Academic Press. 

Trevor-Roberts, E., Ashkanasy, N. M., & Kennedy, J. C. (2003). The egalitarian leader: A 
comparison of leadership in Australia and New Zealand. Asia Pacific Journal of 
Management, 20, 517-540.

Turner, H., Rubie-Davies, C. M., & Webber, M. (2015). Teacher expectations, ethnicity and 
the achievement gap. New Zealand Association for Research in Education, 50(1), 55-
69.

Tseng, V. (2004). Family interdependence and academic adjustment in college: Youth from 
immigrant and U.S.-born families, Child Development, 75(3), 966-983. 

Van de Mortel, T. F. (2008). Faking it: social desirability response bias in self-report 
research. The Australian Journal of Advanced Nursing, 25(4), 40-48.

Valentine, J. C., Dubois, D. L., & Cooper, H. (2004). The relations between self-beliefs and 
academic achievement: A systematic review. Educational Psychologist, 39(2), 111-
133.

Vallerand, R. J., & Ratelle, C. F. (2002). Intrinsic and extrinsic motivation: A hierarchical 
model. In E. L. Deci & R. M. Ryan (Eds.), Handbook of self-determination research
(pp. 37-63). Rochester, NY: University of Rochester.

Walker, R. A., & Debus, R. L. (2002). Educational psychology: Advances in learning, 
cognition and motivation. Change: Transformations in Education, 5(1), 1. 

Ward, C., & Masgoret, A. –M. (2008). Attitudes towards immigrants, immigration, and 
multiculturalism in New Zealand: A social psychological analysis. The International 



98

Migration Reviews, 42(1), 227-248. 

Watt, H. M. G. (2004). Development of adolescents’ self-perceptions, values, and task 
perceptions according to gender and domain in 7th- through 11th-grade Australian 
students. Child Development, 75(5), 1556–1574. 

Williams, C. (2007). Research methods. Business and Economic Research, 5(3), 65-72. 

Wilson, H. E., Siegle, D., McCoach, Little, C. A., & Reis,S. M. (2014). A model of academic 
self-concept: Perceived difficulty, social comparison, and achievement among 
academically accelerated secondary school students. Gifted Children Quarterly, 58(2),
111-126.

Witkow, M., & Fuligni, A. (2011). Ethnic and generational differences in the relations be- 
tween social support and academic achievement across the high school years. Journal
of Social Issues, 67(3), 531–552.

Wang, Q., & Li, J. (2003). Chinese children’s self-concept in the domains of learning and 
social relations. Psychology in the Schools, 40(1), 85-101. 

Wang, K., Slaney, R., & Rice, K. (2007). Perfectionism in Chinese university students from 
Taiwan: A study of psychological well-being and achievement motivation. 
Personality and Individual Differences, 42(7), 1279–1290.

Wong, A. (2015). Challenges for Asian health and Asian health promotion in New Zealand. 
Health Promotion Forum of New Zealand, New Zealand. Retrieved from 
http://www.hauora.co.nz/assets/files/Occasional%20Papers/15128%20%20FINAL%2
0%20Health%20promotion%20forum%20Asian%20promotion%20article.pdf

Wong, J., Salili, F., Ho, S. Y., Mak, K. H., Lai, M. K., & Lam, T. H. (2005). The perceptions 
of adolescents, parents and teachers on the same adolescent health issues. School
Psychology International, 26(3), 371–384. 

Wouters, S., Germeijs, V., Colpin, H., & Verschueren, K. (2011). Academic self concept in 
high school: Predictors and effects on adjustment in higher education. Scandinavian
Journal of Psychology, 52(6), 586-594.

Wright, K. B. (2005). Researching Internet based populations: Advantages and disadvantages 
of online survey research, online questionnaire authoring software packages, and web 
survey services. Journal of Computer Mediated Communication, 10(3), 00-00. 

Wu, J. H. (2013). Academic optimism and collective responsibility: An organizational model 
of the dynamic of student achievement. Asia Pacific Educational Review, 14(3), 419-
433.

Wylie, C., & Bonne, L. (2014). Primary and Intermediate Schools in 2013. Wellington: 
NZCER. Retrieved from 
http://www.nzcer.org.nz/system/files/NZCER%20Survey%20Report%20Final%20we
b_0.pdf



99

Yamamoto, Y., & Holloway, S. D. (2010). Parental expectations and children’s academic 
performance in sociocultural context. Educational Psychology Review, 22(3), 189-214. 

Yang, K. S. (1999). Towards an indigenous Chinese Psychology: A selective review of 
methodological, theoretical, and empirical accomplishment. Chinese Journal of 
Psychology, 41(2), 181-227.

Yang, K. S., Yeh, K. H., & Huang, L. L. (1989). A social attitudinal analysis of Chinese filial 
piety: Conceptualization and measurement. Bulletin of the Institute of Ethnology, 56, 
171-227 (in Chineses). 

Yara, P. O. (2010). Students’ self-concept and mathematics achievement in some secondary 
schools in Southwestern Nigeria. European Journal of Social Sciences, 13(1), 127-
132.

Yeh, C. J., & Huang, K. (1996). The collectivistic nature of ethnic identity development 
among Asian-American college students. Adolescence, 31(123), 645–662.

Yeh, K. H. (1997). Changes in the Taiwanese people’s concept of filial piety. In: L. Y. 
Cheng, Y. H. Lu & F. C. Wang (eds.), Taiwanese Society in the 1990s (pp. 171-214). 
Institute of Sociology, Academica Sinica, Taipei (in Chinese). 

Yeh, K. H. (2003). The beneficial and harmful effects of filial piety: An integrative analysis. 
In K. S. Yang, Hwang, P. B. Pederson, & I. Daibo (Eds.), Progress in Asian social 
psychology: Conceptual and empirical contributions (pp. 67-82). Santa Barbara, CA: 
Praeger.

Yeh, K. (2009). Integenerational exchange behaviors in Taiwan: The filial piety perspective. 
Indigenous Psychological Research in Chinese Societies, 31, 97-141.

Yeh, K. H. (2006). The impact of filial piety on the problem behaviours of culturally Chinese 
adolescents. Journal of Psychology in Chinese Societies, 7(2), 237-257.

Yeh, K. H., & Bedford, O. (2003). A test of the dual filial piety model. Asian Journal of 
Social Psychology, 6(3), 215-228. 

Yeh, K. H., & Bedford, O. (2004). Filial belief and parent-child conflict. International
Journal of Psychology, 39(2), 132-144. 

Yeh, K. H., & Yang, K. S. (1989). Cognitive structure and development of filial piety: 
Concepts and measurement. In K. S. Yang & K. K. Hwang (Eds.), Psychology and 
behaviour of Chinese people: Proceedings of the first interdisciplinary conference
(pp. 141-179). Taipei: National Taiwan University, Institute of Psychology. 

Yeh, K. Y., Yi, C. C., Tsao, W. C., & Wan, P. S. (2013). Filial piety in contemporary 
Chinese societies: A comparative study of Taiwan, Hong Kong, and China. 
International Sociology, 28(3), 277-296.

Yeung, A. S., Rhonda, G., Craven, R. G., & Kaur, G. (2012). Mastery goal, value and self- 
concept: what do they predict? Educational Research, 54(4), 469–485.



100

Yorke, L. (2013). Validation of the academic self-concept questionnaire in the Vietnam 
school survey round 1. An International Study of Childhood Poverty, 1-17.

Yuen, M., Chan, R. T. H., Chan, R. M. C., Lau, P. S. K., Gysbers, N. C., & Shea, P. M. K. 
(2010). Connectedness and life skills development among primary students in Hong 
Kong: A brief report. Connectedness and Life Skills Development Project. Hong 
Kong, China: The University of Hong Kong. Retrieved from http:// 
web.hku.hk/~life/pdf/rp/Yuen_Primary_brie%20report_2010-12-30.pdf.

Zajacova, A., Lynch, S. M., & Espenshade, T. J. (2005). Self-efficacy, stress, and academic 
success in college. Research in higher education, 46(6), 677-706. 

Zhang, Z. (2007). Difference in living and learning: Chinese international students in New 
Zealand. Journal of Studies in International Education, 11(1), 124-140. 

Zhang, J., & Bond, M. H. (1998). Personality and filial piety among college students in two 
Chinese societies: The added value of indigenous constructs. Journal of Cross-
Cultural Psychology, 29(3), 402–417.

Zhu, Y., & Leung, F. K. S. (2011). Motivation and achievement: Is there an East Asian 
model? International Journal of Science and Mathematics Education, 9(5), 1189-
1212.

Zusho, A., Pintrich, P. R., & Cortina, K. S. (2005). Motives, goals, and adaptive patterns of 
performance in Asian American and Anglo American students. Learning and 
Individual Differences, 15(2), 141-15.



101

Appendices

Appendix A: Survey 



102



103



104



105



106



107

Appendix B: Massey University Human Ethics Committee Approval letter 



108

Appendix C: School information and consent form 



109

•
•
•

•
•



110



111



112

Appendix D: School information and consent for access to student achievement record 



113



114



115

Appendix E: Ethics Amendment approval letters 

Te Kunenga 
ki P rehuroa

–

–



116

Te Kunenga 
ki P rehuroa

Research Ethics Office 
Private Bag 102 904, Auckland, 0745, New Zealand  Telephone +64 9 414 0800 ex 43279  humanethicsnorth@massey.ac.nz

24 August 2016 

Ms Cindy Chia –Yi Wu 
College of Humanities and Social Sciences 
Massey University 
Albany

Dear Cindy  

HUMAN ETHICS APPROVAL APPLICATION – NOR 16/25 
Filial Piety, Academic Self-Concept, and the Academic Achievement of Students in New Zealand. 

Thank you for your documentation of 24 August 2016, seeking a variation to your protocol MUHECN :  
NOR 16/25 approved on 14 June 2016 by the Massey University Human Ethics Committee: Northern. 

Your variation in recruitment strategy has been approved. 

Approval is for three years. If this project has not been completed within three years of the date on the original approval 
letter, a re-approval must be requested. 

If the nature, content, location, procedures or personnel of your approved application change, please advise the 
Secretary of the Committee. 

Yours sincerely 

Dr Lily George 
Acting Chair
Human Ethics Committee: Northern 

Cc Mr Terence Edwards  and Mr Jhanitra Gavala 
College of Humanities and Social Sciences 

 Massey University 
Auckland Campus



117

Appendix F: Parent information and consent form



118

•
•
•

•
•



119



120

Appendix G: Student information and consent form



121



122



123

Appendix H: Author’s permission to use the Dual Filial Piety Scale 



12
4

A
pp

en
di

x 
I:

 A
ut

ho
r’

s p
er

m
is

si
on

 to
 u

se
 th

e 
A

ca
de

m
ic

 S
el

f-
C

on
ce

pt
 S

ca
le

 




