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Abstract
Several previous studies suggested that achievement motivation is important for

academic success and that emotional intelligence plays a vital role in enhancing achie-
vement motivation, especially for gifted students. However, few studies focused on
self-concept, which may involve the relationship between emotional intelligence and
achievement motivation. This article explored how both gifted and non-gifted Taiwa-
nese students’ emotional intelligence, self-concept, and achievement motivation are re-
lated. The research involved a survey comprised of three sets of questionnaires concer-
ning emotional response, self-concept, and achievement motivation. The participants
included 149 gifted students and 170 non-gifted students who were 6 graders and recru-
ited to confirm the triad mediation model proposed in this study. The findings indicated
the following: 1) there were differences between the gifted and non-gifted students in
performance, emotional intelligence, and achievement motivation, but little difference
in self-concept; 2) emotional intelligence predicted achievement motivation in both
contexts of gifted and non-gifted students; and 3) no matter for the gifted or non-gifted
students, self-concept fully mediated the relationship between emotional intelligence
and achievement motivation. Though emotional intelligence was a vital factor for
achievement motivation, according to our findings, emotional intelligence didn’t im-
pact on achievement motivation directly. Not only emotional intelligence, but also self-
concept was required to fulfill achievement motivation. The study suggested that self-
concept, especially for gifted students, should be considered for academic development
more than emotional intelligence.
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資優生情緒智商、成就動機與自我概念之

中介效果考驗

曹傑如 1 郭伯臣 2 廖晨惠 3 張道宜 4

摘要

成就動機對於學業成就很重要，情緒對於增強成就動機具有至關重要的影響，

因此資優教育特別將情意發展列為資優生特殊需求的核心素養之一。以往研究多探

討資優生之成就動機受到情意特質的影響，但很少提及自我概念對情意發展及成就

動機間產生的影響。本研究以 149位國小六年級資優生與 170位普通生為對象，使

用情緒智商、成就動機與自我概念三份問卷，以結構方程模型的中介變項設計來探

討三個變項之間的關係。研究發現有三：一是資優生與普通生在情緒智商及成就動

機的所有變項均存在顯著差異，但自我概念僅有部分變項有差異；二是兩組學生的

情緒智商均可預測成就動機；三是無論資優生與普通生，自我概念在情緒智商與成

就動機的關係中呈現完全中介效果，也就是當自我概念擔任中介變項時，情緒智商

與成就動機的直接效果就轉變為不顯著。因此，無論資優生與普通生的情緒智商均

能影響自我概念，再藉由自我概念來影響成就動機。研究建議未來進行情緒與成就

動機的相關研究，可將自我概念的影響納入考量。
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Introduction

Numerous studies have demonstrated a high association between intelligence

(for example, IQ) and academic performance (Lynn & Vanhanen, 2012). However,

some studies have found that affective factors, such as emotion and motivation, are

also important for academic achievement (Goleman, 1995; Low & Nelson, 2006).

Studies have shown that stable emotions and high intrinsic motivation are fundamen-

tal for gifted students’ education and future success because they may help students

overcome frustration and devote themselves to finding a solution (Sternberg & Gri-

gorenko, 2014; Zeidner, 2017; Zeidner & Matthews, 2017). A lack of stable emotions

and intrinsic motivation may lead to mental health challenges for gifted students. Sev-

eral studies have indicated that gifted students with emotional challenges tend to have

anxiety, phobias, and depression (Liratni & Pry, 2011; Parker, 1996). Furthermore, a

lack of motivation may cause feelings of hopelessness in gifted students, which is one

of the major reasons why they are likelier to commit suicide than non-gifted students

(Baker, 1995; Cross, 2016; Cross & Cross, 2015; Pfeiffer & Stocking, 2000). In 2007,

the Ministry of Education (Taiwan) stipulated that affective education, which is con-

cerned with the beliefs, feelings, values and emotional well-being of learners, should

be included in the curriculum for the sake of gifted students’ well-being (Kao, 2012),

but most studies of giftedness still focus on academic performance rather than on af-

fective instruction that helps students overcome frustration.

Emotional intelligence

According to Dabrowski and Piechowski (1977), asynchronous development

occurs when a gifted student’s physical, social, and/or emotional development does

not match their intellectual development. Matthews and Kitchen (2007) pointed out

that this may occur when gifted students lack emotional intelligence. Emotional in-

telligence is the capacity to monitor one’s own and other’s feelings, and it indicates

one’s ability to manage one’s emotions (Salovey & Grewal, 2005). Emotional intel-

ligence is more an affective (emotion) factor than a cognitive (intelligence) one, and

it significantly influences academic development among gifted students (MacCann et
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al., 2020). Furthermore, Goleman (1995) noted that emotional intelligence plays a

role in stimulating students’ learning potential. Children, especially gifted children

with IQs above 145, who lack emotional intelligence often find their social lives dif-

ficult to deal with (Neihart et al., 2002; Sommers, 1981). Some findings also suggest

that most gifted students who experience mental health problems (such as anxiety and

depression) might have low emotional intelligence (Liratni & Pry, 2011; Parker,

1996). In the real world, we often learn that gifted people with high IQs end up

achieving nothing in their careers, while people diagnosed as mediocre have bright

accomplishments. Bartz (2019) argued that this phenomenon is attributable to emo-

tional intelligence because it was a vital factor for students in developing their self-

control, perseverance, and passion for achievement. Developing emotional intelli-

gence is critical, especially for gifted children; nevertheless, it currently remains more

at a theoretical stage than in educational practice.

Achievement motivation

In gifted education in Asian countries, most educators and parents pay more at-

tention to students’ academic performance than their affective development (Kao,

2012). Gifted students’ affective development is supposed to be as vital as their aca-

demic performance. In addition to emotional intelligence, affective factors, such as

achievement motivation, have gradually drawn increasing attention from educational

researchers because achievement motivation is believed to be correlated with aca-

demic learning (Garn et al., 2010; Gottfried et al., 2005; Snyder & Wormington,

2020). Achievement motivation refers to an individual’s need to meet realistic goals,

receive feedback, and experience a sense of accomplishment (Singh, 2011). Accord-

ing to Al-Dhamit and Kreishan (2016), gifted students with high achievement moti-

vation are intrinsically and extrinsically motivated. In addition to improving aca-

demic performance, the function of achievement motivation was believed to facilitate

the development of socially adaptive behaviors (Fletcher & Speirs Neumeister, 2012;

Terman & Oden, 1959). Because of the high correlation between achievement moti-

vation and academic performance, studies in giftedness education are gradually con-

cerned about how to elevate the achievement motivation of gifted students (Benony

et al., 2007; Kroesbergen et al., 2016; Parker, 1996; Reis & McCoach, 2000). In edu-
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cational practice, in 2019, the U.S. Department of Education granted Purdue College

of Education 2.1 million US dollars to investigate gifted students’ achievement mo-

tivation (Schmidt et al., 2019).

Self-concept mediating emotional intelligence and achievement motiva-
tion

Past studies have strongly evidenced a causal connection between the affective

factors of emotional intelligence and achievement motivation. Some models were

proposed as follows: Lin (2004) suggested a significant positive correlation between

elementary children’s emotional intelligence and achievement motivation. Other stu-

dies argued that emotional intelligence is the most important predictor of achie-

vement motivation (Desmet & Pereira, 2022; Fei-Zhou et al., 2013; Mahyuddin et al.,

2009; Ogurlu, 2021), and they also found that achievement motivation was a pre-

requisite for emotional intelligence to predict academic performance. Due to evi-

dence of a significant and high correlation between self-concept and achievement

motivation (Awan et al., 2011; Lawrence & Vimala, 2013), it seemed that self-con-

cept could be as effective as emotional intelligence at predicting achievement moti-

vation. In other words, when discussing emotional intelligence and achievement

emotion, self-concept should be taken into consideration. According to Huitt (2009),

self-concept is defined as the perception of one’s strengths and weaknesses. Law-

rence (1996) extensively argued that self-concept has three aspects: self-image (what

a person is), ideal self (what a person wants to be), and self-esteem (the difference a

person feels between what they are and what they want to be). Hoge and Renzulli

(1993) suggest that gifted students generally exhibit more positive self-concept than

their peers. Significant differences have been found between gifted students and their

peers in terms of self-concept. Few studies have modeled that both emotional intelli-

gence and self-concept are predictors of achievement motivation (Emmanuel et al.,

2014; Magnano et al., 2016; Yan & Haihui, 2005).

Many studies have pointed out that gifted students perform differently from

regular students in the variables of self-concept (Hoge & Renzulli, 1993; Huitt,

2009), emotional intelligence (Dabrowski & Piechowski, 1977; Kao, 2012; Liratni &

Pry, 2011; Matthews & Kitchen, 2007), and achievement motivation (Al-Dhamit &
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Kreishan, 2016; Benony et al., 2007; Kroesbergen et al., 2016). Therefore, we grou-

ped the two groups of students for analysis. Through analyzing the discrepancies be-

tween the two sample groups, we investigate the potential correlation between these

three variables and determine whether it is necessary to implement differential teach-

ing methods.

Since some studies have reported that self-concept was a predictor for emotional

intelligence (Ferrando et al., 2010; Ogurlu, 2021), it implied that the relationship be-

tween achievement motivation, emotional intelligence, and self-concept mutually

correlate. Some researchers have postulated that a mediator effect might exist in this

triad relationship (Fei-Zhou et al., 2013; Pekrun, 2006). Self-concept is the candidate

for mediating the relationship between emotional intelligence and achievement mo-

tivation. At present, this theoretical mediating model has not been proven by any ex-

periments, especially for gifted students. The purpose of this study was to examine

the mediating effects of self-concept on the relationship between emotional intelli-

gence and achievement motivation among gifted and non-gifted students. Our three

research goals are as follows:

1. To determine the difference between gifted and non-gifted students in the fol-

lowing three dimensions: emotional intelligence, achievement motivation, and self-

concept.

2. To examine the direct relationship between emotional intelligence and achie-

vement motivation.

3. To assess the mediating role of self-concept in the relationship between emo-

tional intelligence and achievement motivation.

Methods

Participants

Understanding the process of identification and the philosophy of the program

for gifted students in Taiwan helps depict the participants’ characteristics. Taiwan’s

Special Education Act (Ministry of Education, 2013) defines a gifted student as a

child with excellent cognitive abilities, as assessed by educational psychologists, and
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thus has a need for enhanced education. At the elementary and middle school levels,

authorities in Taiwan intend to support the education of gifted children through integ-

rated instruction in regular classes (integrated gifted). Gifted education has been im-

plemented through the following approaches: individual tutoring, accelerated sched-

uling, deepening the curriculum, skipping years, and early enrollment.

Gifted students must be identified by centers of pedagogical-psychological ad-

visory services through three steps. First, parents and teachers recommend children

for evaluation following an observation period. Second, teachers and psychologists

administer standardized tests to candidates, and their scores must be above two stan-

dard deviations, or PR97, to be considered for the program. Third, educators classify

accepted students, according to their traits and performance levels, into the following

categories to aid their future development: 1) general intellectual giftedness, 2) aca-

demic giftedness, 3) artistic giftedness, 4) creativity giftedness, 5) leadership

giftedness, or 6) other special talents giftedness.

A total of 319 sixth graders from 14 classes at 7 schools in central Taiwan were

selected for this study’s quantitative survey. Of the 319 subjects, 149 were gifted stu-

dents (general intellectual giftedness) and 170 were non-gifted students. This study

selected an equal number of regular students from seven sampled schools as the con-

trol group. This research design was intended to avoid interference from the soc-

ioeconomic differences that may exist among different schools or regions on the re-

search results. There was no intervention involved in this study. All data collected

through computerized questionnaires were kept private and anonymous. Since child-

ren were involved, this research was not conducted until parents understood the study

and granted permission for their children to participate with signed consent forms.

Measurements

Emotional Response Test

The Emotional Response Test, which consists of 35 items, was designed and de-

veloped in Taiwan to measure emotional responses at the primary school level (Chang,

2014). The researchers obtained permission from the authors to use this tool. The test

contains seven subtests on the following subjects: self-motivation and adjustment,
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emotional reflection, emotional expression, sensing one’s own emotions, total self-

knowing, sensing the emotions of others, and distinguishing the emotions of others.

This 5-point Likert scale test caters mainly to children in grades G5 and G6 in Taiwan.

The internal consistency of the test was .93.

Self-Concept Questionnaire

The Self-Concept Questionnaire employed Kuo’s (1987) Children’s Self-Con-

cept Scale, and the wording was revised slightly. The questionnaire consisted of 80

items in five categories: physical characteristics, personality traits, acceptance by

others, abilities and achievements, and values and beliefs. Each category contained

16 items, and each item was binary (the options were “agree” and “disagree”). A hig-

her score on the questionnaire indicated a better self-concept. According to the sub-

jects’ responses, the Cronbach’s alpha of this questionnaire was .81, and the range of

reliability in each dimension was between .77 and .85.

Achievement Motivation Questionnaire

The Achievement Motivation Questionnaire (AMQ) was based on Kuo’s (1984)

Academic Motivation Scale, with minor wording revisions. The content involved

questions about academic life. The AMQ consisted of 50 items, and its scale was di-

chotomous, with two options (agree and disagree). A higher AMQ score indicated

better achievement motivation. Cronbach’s alpha for the AMQ was .82, and the re-

test reliability was .84.

Procedures

This study primarily involved a survey comprised of three questionnaires de-

signed to measure the emotional response, self-concept, and achievement motivation

of gifted and non-gifted students. As our first research goal stated, our study used the

participants’ scores on these three questionnaires to differentiate between gifted and

non-gifted students. Regarding our second and third research goals, we employed

mediation analysis to probe the triad relationship between emotional response, self-

concept, and achievement motivation. Both direct and indirect effects of emotional

response on achievement motivation were considered to confirm the mediating role

of self-concept in the relationship between emotional response and achievement mo-
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tivation.

A mediation model involves three variables that correlate bilaterally: an inde-

pendent variable, a dependent variable, and a mediator. As shown in Figure 1, a medi-

ation analysis aims to examine the difference in correlations (path c and path c’) be-

tween independent variables and dependent variables under the contexts with (Step

2) and without (Step 1) a mediator (Baron & Kenny, 1986). A full mediation occurs

when c-c’ (the difference in coefficients between path c and path c’) is significant and

c’ is not significant, and a partial mediation occurs when c-c’ and c’ are both signifi-

cant. There is no mediation effect when c-c’ is not significant. The magnitude of path

c is the total effect, and the difference of coefficients between paths c and c’ is the in-

direct effect, which can be derived by the product of the coefficients of paths a and b.

In our study, the independent variable is emotional intelligence, the dependent vari-

able is achievement motivation, and the mediator is self-concept.

Figure 1.
Theoretical model of the role of a mediating variable in the relationship between the dimen-
sions of an independent variable and a dependent variable.

Data analysis

Our analysis applied two kinds of statistical software, SPSS (Statistical Product

and Service Solutions) and Mplus, to conduct the data analysis. SPSS was used for

descriptive statistics to describe the performance of gifted and non-gifted students on

the three questionnaires, and Mplus was used for structure equation modeling (SEM)

to confirm whether there was a mediation effect in our theoretical model.
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Results

Table 1 presents the gifted and non-gifted students’ scores on three question-

naires, which represent their performance in emotional intelligence, self-concept, and

achievement motivation. In this table, a t-test was conducted to examine the perform-

ance differences in each group. The results indicated that gifted students significantly

outperformed non-gifted students in both emotional intelligence and achievement

motivation. In terms of self-concept, however, both groups showed only two signifi-

cant differences: gifted students significantly edged non-gifted students only in the

abilities and achievements; non-gifted students had better performance than gifted

students in the category of values and beliefs.

To summarize the results in Table 1, non-gifted students had higher emotional

intelligence scores than gifted students, except in the self-motivation and adjustment

and total self-knowing categories. For self-concept, gifted and non-gifted students

showed significant differences on only two variables: abilities and achievements and

values and beliefs.

Figure 2 presents a model of the relationship between emotional intelligence and

achievement motivation without self-concept. According to the model fit indices, the

TLI (Tucker-Lewis Index) and CFI (Comparative fit index) indices were larger than

.94, and the RMSEA (root mean square error of approximation) and SRMR (standar-

dized root mean square residual) were less than .08, which showed an acceptable

model fit (Hu & Bentler, 1999). Regarding the total effect shown in Figure 2, emo-

tional intelligence significantly predicts achievement motivation for gifted and non-

gifted students (standardized coefficient ß = .43 and .23, p < .01). For gifted students,

emotional intelligence explained an 18.5% variance in achievement motivation; for

non-gifted students, emotional intelligence only explained a 5.3% variance.

Figure 3 presents the mediation model, which evaluates the strength of the in-

direct relationship while controlling for the direct effect of emotional intelligence on

achievement motivation. The present study has completed simultaneous analysis of

several groups and has found no significant differences in the equivalence assump-

tions of the Measurement Path analysis and Measurement weights analysis. All indi-
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ces indicate that the model fit is acceptable (TLI = .946, CFI = .962, RMSEA = .06,

SRMR = .07). The magnitude of the direct effect of emotional intelligence on achie-

vement motivation was insignificant for gifted ( .04) and non-gifted (.02) students.

Personal factors regarding self-concept were significantly associated with emotional

intelligence for both gifted students (ß = .57, p < .001) and non-gifted students (ß =

.39, p < .01). Moreover, self-concept was predictive of achievement motivation for

both groups (gifted students: ß = .70, p < .001; non-gifted students: ß = .55, p < .001).

The indirect effect for gifted students was ß = .399 for gifted students and ß = .195

for non-gifted students; both indirect effects were significant. The indirect effect

could also explain most of the variance in this mediation model (gifted students:

15.9%; non-gifted students: 3.8%). From the above results, the insignificance of di-

rect effects and the significance of indirect effects may indicate that full mediation

Table 1.

Mean, Standard Deviation, and T-Test of Related Constructs.

Gifted
(n = 149)

Non-gifted
(n = 170)

Mean
Std. De-
viation

Mean
Std. De-
viation

T-value

Emotional intelligence
self-motivation and adjustment 16.17 3.28 12.89 2.66 9.718 ***

emotional reflection 15.13 3.49 23.08 4.40 17.949 ***

expressing one’s own emotions 19.13 4.06 20.00 3.74 1.985 *

sensing one’s own emotions 11.06 2.86 16.82 2.84 17.988 ***

total self-knowing 22.19 4.90 16.36 2.75 12.851 ***

sensing the emotions of others 15.45 3.32 20.15 3.41 12.460 ***

distinguishing the emotions of others 15.35 3.32 16.62 2.83 3.640 ***

Achievement motivation 34.11 7.59 29.42 4.97 6.420 ***

Self-concept
physical characteristics 10.33 2.39 19.95 2.26 1.439

abilities and achievements 10.06 3.18 19.21 3.17 2.380 *

personality traits 19.98 3.25 10.14 3.00 0.458

acceptance by others 11.53 2.79 11.82 2.65 0.939

values and beliefs 10.10 2.51 10.74 2.53 2.243 *

*p < .05; ***p < .001
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exists for both gifted and non-gifted students, which means emotional intelligence

cannot predict achievement motivation directly unless via self-concept.

Discussion

By exploring both gifted and non-gifted students, this study offers a new inter-

pretation of the triad relationship between emotional intelligence, achievement moti-

vation, and self-concept to explain student development. The purpose of this study

Figure 2.
The SEM results with the direct effect of emotional intelligence on achievement motivation
(standardized).

**p < .01; ***p < .001

Figure 3.
The SEM results with direct and indirect effects (mediated through self-concept).

**p < .01; ***p < .001
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was threefold. The first goal was to determine the differences between gifted and non-

gifted students in the emotional intelligence, achievement motivation, and self-con-

cept dimensions. The second aim was to examine the direct relationship between

emotional intelligence and achievement motivation. The third goal was to assess the

mediating role of self-concept in the relationship between emotional intelligence and

achievement motivation.

With respect to our first goal, our findings showed that gifted and non-gifted stu-

dents differed significantly in their emotional intelligence and motivation achie-

vement levels. In self-concept, non-gifted students and gifted students were not sig-

nificantly different except in the categories of “abilities and achievement” and “va-

lues and beliefs”. Regarding emotional intelligence performance, non-gifted students

outperformed gifted students in emotional reflection, expressing one’s own emotions,

sensing one’s own emotions, sensing the emotions of others, and distinguishing the

emotions of others. These findings align with Dabrowski’s (1972) overexcitability

(OE) theory, which characterizes gifted students as being more sensitive and paying

less attention to others than non-gifted students (Mendaglio & Tillier, 2006). In addi-

tion, OE theory describes gifted students as having stronger egos, causing them to

show more concern for themselves than for others. This may also explain why gifted

students outscore non-gifted students in self-motivation adjustment and total self-

knowing. As for self-concept, past experiments have produced controversial results.

Some researchers argued that there would be little difference between gifted and non-

gifted students in this construct (Pyryt, 2008). On the total self-concept score (sum of

5 aspects of self-concept in Table 1), the mean of gifted students was 52 and that of

non-gifted students was 51.86, so our results were consistent with those of past stu-

dies. In terms of achievement motivation, we found that gifted students had better

scores than non-gifted students. This result agrees with that of Fletcher and Speirs

Neumeister (2012), the interpretation of which showed that gifted students have hig-

her achievement motivation due to their perfectionism.

Our study highlights the differences between the gifted and non-gifted groups in

emotional and achievement motivation. In giftedness education, emotional develop-

ment and psychological counseling are far more important than we think. In the cur-

rent educational system and environment of Taiwan, teachers and parents mainly ex-



－ 327 －

Chieh-Ju Tsao et al. Gifted Students’ EI to Motivation, and Self-Concept: A Mediation Analysis

pect academic performance from gifted students; consequently, emotional factors are

often ignored. When gifted students are unable to link their cognitive abilities with

their emotions in a balanced and healthy way, it harms their learning and social inter-

actions. Therefore, new education legislation stipulates that it is compulsory for

gifted students, at both the primary and high school levels, to receive counseling to

evaluate their emotional development (Kao, 2012; Ministry of Education, 2013). Stu-

dies show that integrating emotional courses into gifted education in primary school

benefits students. For gifted students to realize their full potential, they must have a

robust psychological status (Chan, 2007; Dwairy, 2004).

With respect to the second goal, this study found that emotional intelligence pre-

dicts achievement motivation in gifted and non-gifted students; in addition, this rela-

tionship was stronger for gifted students who tested higher in academics. Our findings

are consistent with results from past studies (Fei-Zhou et al., 2013; Kumar et al.,

2013; Terman & Oden, 1959), which showed that emotional intelligence could pre-

dict achievement motivation. According to OE theory, students normally possess hig-

her emotional intelligence with better achievement motivation, which makes them

confident, optimistic, creative, flexible, happy, and better learners and problem sol-

vers (Mahyuddin et al., 2009). According to Fei-Zhou et al. (2013), who used college

students for their experiment, the magnitude of this relationship was r = .36, which

was inside the range between non-gifted (.23) and gifted (.43) students, as shown in

Figure 2.

Regarding the third goal, our study found a mediation effect between emotional

intelligence and achievement motivation for both gifted and non-gifted students. The

result of the full mediation effect indicates that emotional intelligence has no effect

on achievement motivation, which is accomplished only through self-concept (see

Figure 3). Previous studies have found that gifted children are mentally idiosyncratic,

which may hinder their social interactions and academic performance. Gifted stu-

dents undeniably have advantages and privileges in learning because of their cogni-

tive abilities; nevertheless, most teachers and parents neglect the development of

gifted students’ emotional states and identities. Our findings reveal that students’

emotional intelligence can aid in the development of self-concept through self-

awareness (Ogurlu, 2021). Self-concept can help students appraise their achievement
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motivation and later their academic performance (Awan et al., 2011). In the case of

gifted students, control over emotional intelligence is insufficient to improve their

learning motivation and academic achievement. Knowing themselves is also import-

ant to their psychological well-being, which will lead to further development.

Self-concept is one of the key factors in developing intrinsic motivation. Our in-

vestigation showed little difference in self-concept between gifted and non-gifted stu-

dents. Due to the influence of globalization on Confucian culture, Tan (2012) argued

that more students, including gifted ones in East Asian countries, tend to lack self-

concept. Though this culture may facilitate these students’ outstanding PISA (Pro-

gramme for International Students Assessment) test performances, this collective

ideology, in fact, does not pay attention to individual emotional development, espe-

cially in self-concept. Currently, regulations demand that schools provide affective

education for gifted students in Taiwan, but most schools still offer exam-oriented in-

struction rather than quality affective education (Kao, 2012). Several domestic stu-

dies have advised that gifted students should be encouraged to demand themselves

rather than outperform others, and they should be intrinsically motivated to progress

instead of comparing themselves to others (Lin & Wong, 2014). Quality affective

education should be theory-based, which requires educational researchers to clarify

how affective factors affect the mental development of gifted students. In gifted edu-

cation practice, our findings could remind instructors of the importance that self-con-

cept plays in affective education.

Conclusion

This study concluded that gifted and non-gifted students differ significantly in

terms of emotional intelligence and achievement motivation. Moreover, the relation-

ship between emotional intelligence and achievement motivation is fully mediated by

self-concept in both gifted and non-gifted students. Our findings highlight that emo-

tional intelligence does not affect achievement motivation directly, which runs

counter to the findings of past studies. Our research implies that paying scant atten-

tion to emotional intelligence is insufficient. Self-concept is far more important than

previously supposed, especially in the case of gifted students; they must know them-
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selves comprehensively, or they will not be motivated to learn or set goals. Recently,

more researchers have begun to work on the affective factors of gifted students, such

as their emotions and motivations. Our findings strongly suggest that self-concept

should be taken into consideration to examine whether our recommended mediating

model prevails. In our mediating model, emotional intelligence could affect self-con-

cept, but further study is required to explain how emotional intelligence can influence

self-concept. While some of our findings are consistent with those of past studies, our

study sample restricts the generalization of our mediation model to other contexts. To

overcome the limitations imposed by the sole focus on sixth graders in our survey stu-

dy and enhance the generalizability of our findings, a future longitudinal study is re-

commended to investigate the mediation model and its variations over time.

To promote talent development, it is crucial to consider the psychological and

social aspects of students. Evaluating self-concept, emotional intelligence, and achie-

vement motivation for all students, particularly those who are gifted, is essential, as

their potential may interfere with their well-being and talent development. As other

studies have shown, improving performance and understanding abilities are key to

enhancing self-concept and obtaining higher grades. Therefore, family, peer relation-

ships, and teacher involvement play a vital role. Furthermore, future studies could ex-

plore the relationship between academic performance and these factors by expanding

upon the three variables of self-concept, emotional intelligence, and achievement mo-

tivation, and by incorporating other variables such as family factors (including par-

enting style or family socioeconomic status) and school factors (including peer rela-

tionships and teacher instructional behaviors).
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