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Abstract  

This study examined the roles of learning motivation and perceived social support in predicting student 

engagement among ninth-grade students. A quantitative cross-sectional survey was conducted with 207 students 

selected randomly from a population of 430 students at SMP X. Data were collected through a questionnaire 

measuring learning motivation, perceived social support, and student engagement. The instruments showed 

satisfactory reliability, and the data were analyzed using descriptive procedures, regression assumption testing, 

and multiple linear regression. The findings indicated that both learning motivation and perceived social support 

positively and significantly predicted student engagement. Learning motivation showed a stronger contribution 

than perceived social support, while both variables jointly provided substantial explanatory power for differences 

in student engagement. These results suggest that students’ involvement in school is influenced by both their 

internal reasons for learning and their perception that meaningful support is available from people around them. 

Schools are therefore encouraged to strengthen students’ sense of purpose, persistence, and autonomy in learning 

while also ensuring access to emotional, informational, appraisal, and practical support from teachers, parents, 

peers, and school counselors.  

Keywords: Learning Motivation; Perceived Social Support; Student Engagement; Junior High 

School Students; Educational Psychology 

 

1. Introduction 

Student engagement refers to the behavioral, emotional, and cognitive investment that students 

direct toward school-related activities. It is reflected in attendance, classroom participation, 

persistence, interest, sense of belonging, and the use of effective learning strategies. Fredricks 

et al. (2004) positioned engagement as a multidimensional construct shaped by the interaction 

between students and their learning environment, while later studies emphasized that it is 

dynamic rather than fixed (Wang & Eccles, 2013; Wang & Fredricks, 2014). Low engagement 

may appear through lateness, incomplete assignments, withdrawal from classroom activities, 

boredom, and declining academic persistence. Academic procrastination can reinforce these 

patterns by weakening students’ consistency in completing learning responsibilities (Sastri, 

2022). 
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This issue is especially relevant for ninth-grade students, who are completing junior high 

school while preparing for transition to the next educational level. At this stage, students must 

manage academic demands, future study decisions, emotional changes, and increasingly 

complex relationships with teachers, parents, and peers (Santrock, 2023). Although they have 

spent several years adapting to the school environment, familiarity does not automatically 

ensure stable engagement. Their ability to adjust to changing demands therefore remains 

important, particularly when they face uncertainty, performance pressure, and social challenges 

(Bernadus & Prasetyaningtyas, 2024). 

Preliminary interviews with homeroom teachers and students at SMP X indicated that some 

ninth-grade students still displayed behaviors associated with unstable engagement. These 

included lateness, absenteeism, incomplete assignments, mobile-phone use during lessons, 

boredom, and the tendency to postpone schoolwork. Some students also reported difficulties 

in peer relationships and limited attention from family members. These observations did not 

represent the entire student population, but they suggested that variation in engagement may 

be connected to both students’ internal motivation and the support they perceive from their 

social environment.  

Learning motivation is one internal factor that may help explain student engagement. Self-

Determination Theory describes motivation as a continuum ranging from externally controlled 

behavior to more autonomous regulation, including identified regulation and intrinsic 

motivation (Ryan and Deci, 2020; Ryan & Connell, 1989). Students who understand the value 

of learning or experience genuine interest in academic activities are more likely to sustain 

effort, regulate their behavior, and persist when tasks become difficult. Howard et al. (2021) 

found that autonomous motivation is consistently associated with stronger academic 

functioning and more adaptive learning outcomes. Evidence from organizational settings also 

shows that motivation is related to commitment, discipline, persistence, and goal-directed 

performance (Alqorni et al., 2025; Indriyani et al., 2025; Pratama & Siddiq, 2024; Shefani & 

Jaya, 2024). Although these studies involve employees, they support the broader proposition 

that motivation helps individuals maintain effort and responsibility across settings. 

Student engagement is also shaped by perceived social support. This construct refers to 

students’ belief that emotional care, useful information, constructive feedback, and practical 

assistance are available when needed (Malecki and Demaray 2002). Its psychological value 

depends not only on the objective level of support, but also on whether students experience it 

as sincere and reliable. Social support can serve as a buffering mechanism, reducing the effects 

of academic and interpersonal stress (Thoits, 2011). Among adolescents, perceived support has 

been associated with better mental health and stronger emotional regulation (Ekanesia et al., 

2024; Wahdah & Akbar, 2025). Supportive teachers, parents, and peers may therefore 

strengthen students’ sense of safety, belonging, and willingness to remain involved in academic 

activities. The quality of teachers’ work environment may also influence the consistency and 

responsiveness of support available to students (Nurfaijah & Gumilar, 2024). 

Previous studies have linked peer support, self-efficacy, and motivation with student 

engagement in school settings (Firdaus & Fikri, 2025; Mayanti et al., 2022; Pramisjayanti & 

Khoirunnisa, 2022; Diastama and Dewi, 2021). However, many studies have examined 

motivational and social factors separately, focused on only one source of support, or involved 

students at different educational levels. Limited attention has been given to ninth-grade 

students as a distinct group facing both school completion and educational transition. In 

addition, the relative contribution of learning motivation and perceived social support within 
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the same predictive model remains insufficiently clarified. 

This study therefore examines whether learning motivation predicts student engagement, 

whether perceived social support predicts student engagement, and whether both variables 

jointly explain a significant proportion of engagement among ninth-grade students. It is 

hypothesized that learning motivation is positively associated with student engagement, 

perceived social support is positively associated with student engagement, and the two 

predictors make a significant simultaneous contribution to the model. Theoretically, the study 

integrates an internal psychological factor with an external social factor in explaining 

behavioral, emotional, and cognitive engagement. In practice, the findings are expected to 

inform school-based strategies that combine motivation-supportive teaching, accessible social 

support, and early identification of students at risk of disengagement. 

2. Literature Review 

2.1 Learning Motivation 

Within Self-Determination Theory, academic motivation is distinguished by the degree to 

which students experience their learning behavior as controlled or self-endorsed rather than by 

the mere strength of their desire to study (Ryan & Connell, 1989; Ryan & Deci, 2020). At the 

controlled end of the continuum, students may complete academic tasks to gain approval, 

secure rewards, avoid sanctions, or satisfy external expectations. Regulation can also arise from 

internalized pressure, such as guilt, embarrassment, or concern about personal worth. By 

contrast, more self-determined forms of motivation appear when students regard learning as 

personally important or participate because the activity itself generates curiosity, interest, or 

enjoyment.  

The quality of motivation influences how students respond to academic demands. Students who 

perceive learning as meaningful are generally more willing to persist, regulate their effort, and 

apply deliberate strategies when facing difficult tasks. Howard et al. (2021) found that 

autonomous motivation is consistently associated with more adaptive academic outcomes, 

including persistence, positive affect, and stronger engagement. Motivation may also be shaped 

by students’ interests, confidence, family support, teaching practices, and relationships with 

peers and teachers, all of which influence whether learning is experienced as an obligation or 

as a personally valuable activity (Ryan and Deci, 2020). 

For ninth-grade students, learning motivation is particularly important because academic 

activities are closely linked to graduation and the transition to the next educational level. 

Students who understand the future value of learning are more likely to attend classes, complete 

assignments, and remain cognitively involved. Learning motivation can therefore be 

understood as an internal resource that helps students maintain participation and academic 

persistence. 

2.2 Perceived Social Support 

Perceived social support refers to students’ belief that meaningful assistance is available from 

people in their environment when needed. The construct emphasizes subjective appraisal rather 

than the objective amount of support received. Support becomes psychologically effective 

when students perceive it as accessible, sincere, and reliable (Malecki and Demaray, 2002; 

Lakey and Orehek 2011; Thoits, 2011). For adolescents, such support may come from parents, 

teachers, classmates, or close friends. 
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From a functional perspective, perceived social support includes emotional, informational, 

appraisal, and instrumental support (Malecki & Demaray, 2002). Emotional support involves 

empathy, care, trust, and acceptance. Informational support provides advice or guidance to help 

students address academic problems. Appraisal support includes recognition, constructive 

feedback, and appreciation of effort, while instrumental support includes tangible assistance, 

such as learning materials, facilities, time, or practical help. Together, these forms of support 

may strengthen students’ sense of belonging and confidence in managing school demands. 

Perceived social support may also serve as a buffering resource, reducing the psychological 

impact of academic and interpersonal stress. Students who believe that help is available are 

less likely to interpret difficulties as problems they must face alone. Research among 

adolescents has linked perceived support with better psychological well-being and emotional 

regulation (Ekanesia et al., 2024; Wahdah & Akbar, 2025). In school settings, this sense of 

security may encourage students to seek help, communicate difficulties, and remain involved 

in learning activities. 

2.3 Student Engagement 

Student engagement can be understood as the way students translate their presence at school 

into observable participation, emotional connection, and deliberate mental effort. Fredricks et 

al. (2004) framed this construct through three interrelated domains. The behavioral domain 

concerns actions such as attending class, following school expectations, contributing to 

learning activities, and persisting with assigned work. The emotional domain captures students’ 

feelings toward school, including enthusiasm, enjoyment, boredom, attachment, and 

belonging. The cognitive domain reflects the depth of students’ mental investment, including 

the use of learning strategies, sustained concentration, and self-regulation.  

These dimensions are related but not identical. A student may comply with classroom rules 

while remaining emotionally detached, or may enjoy the social environment of school without 

investing sufficient cognitive effort. Student engagement should therefore be understood as a 

broad pattern of participation rather than a single observable behavior. Wang and Fredricks 

(2014) emphasized that engagement is context-sensitive and may change according to 

classroom climate, instructional practices, peer relationships, and students’ psychological 

conditions. Wang and Eccles (2013) similarly noted that supportive school environments can 

strengthen participation by providing structure, belonging, and opportunities for meaningful 

involvement. 

High engagement is commonly reflected in punctuality, active participation, positive emotional 

connection to school, and sustained academic effort. In contrast, disengagement may appear 

through absenteeism, incomplete work, boredom, withdrawal, or minimal cognitive 

investment. Previous studies have linked engagement with learning motivation, peer support, 

self-efficacy, and school-related psychological conditions (Firdaus & Fikri, 2025; Mayanti et 

al., 2022; Pramisjayanti & Khoirunnisa, 2022; Wiastra et al., 2025). 

2.4 Theoretical Relationship and Conceptual Framework 

Learning motivation is theoretically related to student engagement because it influences why 

students begin and maintain academic behavior. Students who act only under external pressure 

may participate temporarily, whereas those who recognize the value of learning are more likely 

to persist, invest effort, and remain cognitively involved. Self-Determination Theory therefore 

suggests that autonomous forms of motivation provide a stronger foundation for sustained 
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engagement than controlled forms of regulation (Ryan and Deci, 2020; Howard et al., 2021). 

Empirical studies have also reported positive associations between learning motivation and 

student involvement across different educational contexts (Diastama and Dewi, 2021; Wiastra 

et al., 2025). 

Perceived social support may strengthen engagement by providing emotional security and 

practical assistance. Students who feel accepted and supported are more willing to 

communicate difficulties, seek feedback, and participate without excessive fear of judgment. 

Peer support has been shown to contribute positively to student engagement, while perceived 

social support has also been associated with stronger engagement among junior high school 

students (Firdaus & Fikri, 2025; Mayanti et al., 2022). These findings indicate that support is 

relevant not only to psychological well-being but also to active participation in school. 

Taken together, learning motivation and perceived social support represent complementary 

resources. Motivation supplies direction and energy for learning, whereas social support helps 

students sustain effort under academic and interpersonal pressure. The proposed framework 

therefore positions both variables as parallel predictors of student engagement. Because the 

study uses a cross-sectional design, the relationships are interpreted as predictive associations 

rather than definitive causal effects. 

 

 

 

 

 

Figure 1. Conceptual Framework of the Study 

3. Research Method 

3.1 Research Design and Participants 

The study used a nonexperimental survey design in which all variables were recorded during a 

single period of data collection. Its purpose was to estimate how learning motivation and 

perceived social support were statistically related to differences in student engagement. 

Descriptive procedures were used to summarize the sample and study variables, while 

correlational and multiple-regression analyses were applied to evaluate the proposed 

relationships. Since no treatment was introduced and temporal ordering could not be 

established, the results were treated as predictive associations rather than evidence of causation. 

The target population consisted of 430 ninth-grade students registered at SMP X in the 

2025/2026 academic year. They were organized into ten parallel classes, from IX-A through 

IX-J. Using a random-selection procedure and a tolerated sampling error of 5%, 207 students 

were included in the analysis. Eligibility required active ninth-grade enrollment and complete 

responses to every questionnaire item. Prior to data collection, permission was obtained from 

the school. Students were informed about the purpose of the study, the voluntary nature of 

participation, and the confidentiality of their responses. Parental or guardian consent and 

student assent were obtained before questionnaire completion. 

3.2 Research Instruments 

Learning 

Motivation 

Perceived Social 

Support 

Student 

Engagement  
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The survey contained 48 statements, assembled from three established measures and adapted 

for junior high school students. Learning motivation was assessed using items from the 

Academic Self-Regulation Questionnaire. Perceived social support was measured through a 

context-adjusted version of the Child and Adolescent Social Support Scale, while student 

engagement was assessed using an adapted School Engagement Measure. Wording and item 

presentation were refined to align with the respondents' language proficiency, school setting, 

and developmental characteristics. 

Table 1. Measurement Instruments Used in the Study 

Construct Measurement basis Domains 

represented 

Items Scale 

Learning 

motivation 

Academic Self-Regulation 

Questionnaire, based on 

Ryan and Connell (1989) 

and Deci et al. (1992) 

External, introjected, 

identified, and 

intrinsic regulation 

17 Four-

response 

Likert 

format 

Perceived 

social support 

Child and Adolescent Social 

Support Scale, based on 

Malecki and Demaray 

(2002) 

Emotional, 

informational, 

appraisal, and 

instrumental support 

16 Four-

response 

Likert 

format 

Student 

engagement 

School Engagement 

Measure, based on 

Ramadhani and Purwono 

(2023) 

Behavioral, 

emotional, and 

cognitive engagement 

15 Four-

response 

Likert 

format 

The learning motivation scale measured students’ reasons for engaging in academic activities, 

ranging from externally controlled motives to more autonomous forms of regulation. The 

perceived social support scale focused on functional types of support rather than separately 

assessing each source. The student engagement scale assessed students’ participation in school 

rules and tasks, emotional connection to school, and cognitive investment in learning. 

3.3 Data Collection and Scoring 

Responses were gathered electronically using a Google Forms questionnaire. Each statement 

was answered on a 4-point agreement scale ranging from 1 (strongly disagree) to 4 (strongly 

agree). The midpoint option was intentionally omitted to encourage participants to indicate a 

clearer position on each statement. In total, the instrument consisted of 48 items: 17 measuring 

learning motivation, 16 assessing perceived social support, and 15 capturing student 

engagement. 

Items written in a positive direction retained their original scores. Negatively phrased 

statements within the perceived social support and student engagement measures were recoded 

before the total scores were calculated. As a result, higher composite values consistently 

indicated stronger motivation, greater perceived support, and higher engagement. For 

descriptive interpretation, average scores between 1.00 and 2.50 were placed in the low 

category, whereas averages from 2.51 to 4.00 were classified as high. 

The item pool was constructed from the theoretical domains underlying each variable and was 

examined by experts before administration. After data collection, item performance was 

evaluated by correlating each statement with its respective scale's total score. The internal 

consistency of each measure was then estimated using Cronbach’s alpha. 
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3.4 Data Analysis 

Data preparation included checking for incomplete entries, assigning numerical codes, 

reversing negatively keyed items, and computing total scores for each construct. The 

respondent profile and score distributions were summarized using frequencies, percentages, 

central tendency measures, dispersion indices, and observed minimum and maximum values. 

Instrument performance was evaluated through item-to-total correlations and Cronbach’s alpha 

coefficients. The statistical adequacy of each item was judged at the .05 significance level, 

while reliability was calculated separately for learning motivation, perceived social support, 

and student engagement.  

Several diagnostic procedures were conducted before the regression model was estimated. The 

distribution of residuals was assessed with the one-sample Kolmogorov–Smirnov test. The 

linear form of each predictor–outcome relationship was examined through linearity and 

deviation-from-linearity statistics. Potential overlap between predictors was evaluated using 

tolerance and variance inflation factor values. The stability of residual variance was inspected 

using a standardized residual scatterplot. 

The unique and joint statistical contributions of learning motivation and perceived social 

support were estimated through multiple linear regression. The model was expressed as: 

SE = β0 + β1LM + β2PSS + ε 

In this equation, (SE) denotes student engagement, (LM) represents learning motivation, and 

(PSS) refers to perceived social support. The intercept is represented by (\beta_0), the predictor 

coefficients by (\beta_1) and (\beta_2), and the unexplained component by (\varepsilon). The 

contribution of each predictor was examined through its coefficient and (t)-value, whereas the 

overall model was evaluated using the (F)-test. The proportion of explained variance was 

reported using (R^2) and adjusted (R^2), with the significance threshold set at (p < .05). 

4. Research and Discussions 

4.1 Findings 

4.1.1 Respondent Characteristics 

The analysis included 207 ninth-grade students from SMP X. The sample comprised 103 male 

students (49.8%) and 104 female students (50.2%), resulting in an approximately balanced 

gender distribution. All questionnaires included in the analysis were complete.  

Table 2. Respondent Characteristics 

Characteristic Frequency Percentage 

Male 103 49.8 

Female 104 50.2 

Total 207 100.0 

The balanced distribution reduced the dominance of one gender group in the sample. However, 

gender differences were not tested because the study focused on the predictive contribution of 

learning motivation and perceived social support to student engagement. 

4.1.2 Instrument Reliability and Descriptive Statistics 

Internal consistency was assessed using Cronbach’s alpha. The learning motivation scale 

produced an alpha coefficient of 0.814, perceived social support obtained 0.792, and student 
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engagement obtained 0.811. All coefficients exceeded 0.70, indicating acceptable internal 

consistency for the three measures. 

Table 3. Reliability and Descriptive Statistics 

Variable Items Cronbach’s α Minimum Maximum Mean SD 

Learning motivation 17 0.814 24 64 52.64 6.20 

Perceived social support 16 0.792 27 60 45.36 6.22 

Student engagement 15 0.811 23 56 42.31 5.89 

Learning motivation scores ranged from 24 to 64, with a mean of 52.64. Perceived social 

support scores ranged from 27 to 60, producing a mean of 45.36, whereas student engagement 

scores ranged from 23 to 56, with a mean of 42.31. These values indicate meaningful variation 

among respondents and provide an adequate basis for examining relationships among the 

variables. 

Using the study's score classification, 189 students (91.3%) were categorized as having high 

learning motivation, while 18 students (8.7%) were categorized as having low learning 

motivation. Perceived social support was classified as high among 132 students (63.8%) and 

low among 75 students (36.2%). Student engagement was classified as high among 153 

students (73.9%) and low among 54 students (26.1%). 

Table 4. Distribution of Variable Categories 

Variable Category Frequency Percentage 

Learning motivation Low 18 8.7  
High 189 91.3 

Perceived social support Low 75 36.2  
High 132 63.8 

Student engagement Low 54 26.1  
High 153 73.9 

The category results should be interpreted cautiously because the study applied a two-category 

threshold. They provide a descriptive profile but do not replace the continuous scores used in 

regression analysis. 

4.1.3 Regression Assumption Tests 

Diagnostic testing was completed before interpreting the regression coefficients. The residual 

normality test yielded a Kolmogorov–Smirnov value of 0.042 and a probability of 0.200. Since 

this result was above the .05 criterion, the residuals were considered sufficiently consistent 

with a normal distribution. 

The two predictor variables each produced a tolerance score of 0.854 and a variance inflation 

factor of 1.171. These results showed that the predictors did not overlap to a degree that would 

threaten coefficient estimation. The functional form of the relationships was also supported by 

the linearity analysis. The deviation-from-linearity probabilities were 0.099 for learning 

motivation and 0.665 for perceived social support, indicating that neither predictor showed a 

statistically significant departure from linearity with student engagement. 

Table 5. Summary of Regression Assumption Tests 

Assumption Indicator Result Decision 

Residual normality Kolmogorov–Smirnov 0.200 Satisfied 
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significance 

Multicollinearity: learning 

motivation 

Tolerance / VIF 0.854 / 1.171 Not 

indicated 

Multicollinearity: perceived 

social support 

Tolerance / VIF 0.854 / 1.171 Not 

indicated 

Linearity: learning motivation Deviation from linearity 0.099 Linear 

Linearity: perceived social 

support 

Deviation from linearity 0.665 Linear 

Heteroscedasticity Residual scatterplot No systematic 

pattern 

Not 

indicated 

The residual plot did not reveal a recurring structure, widening spread, or cone-like formation. 

This pattern indicates that the dispersion of prediction errors remained reasonably stable across 

the range of fitted scores. On that basis, the homoscedasticity requirement was considered 

acceptable, allowing the regression analysis to proceed. 

4.1.4 Multiple Linear Regression 

A multiple regression model was then estimated to determine how much learning motivation 

and perceived social support contributed to student engagement, while holding the other 

predictor constant. The analysis also assessed their combined explanatory contribution. The 

unstandardized coefficients produced the following prediction equation: 

SE=0.812+0.469LM+0.371PSS 

In this formulation, (SE) is the predicted student engagement score, (LM) denotes learning 

motivation, and (PSS) denotes perceived social support. The intercept was retained in the 

prediction equation but was not substantively interpreted because a score of zero fell outside 

the observed range of both predictors. 

Table 6. Multiple Linear Regression Predicting Student Engagement 

Predictor B SE β t p 

Constant 0.812 2.673 — 0.304 0.762 

Learning motivation 0.469 0.049 0.494 9.653 <0.001 

Perceived social support 0.371 0.048 0.391 7.655 <0.001 

Learning motivation remained positively associated with student engagement after perceived 

social support was statistically controlled. Specifically, every additional point in the motivation 

score corresponded to an estimated increase of 0.469 points in engagement. Perceived social 

support also remained independently related to the outcome; with learning motivation held 

constant, a one-point rise in perceived support was linked to an estimated 0.371-point increase 

in engagement. The comparison of standardized coefficients showed that learning motivation 

contributed more strongly than perceived social support in the same model. 

At the model level, the two predictors jointly produced a statistically significant regression 

equation (F (2,204) = 125.420), (p<.001). The multiple correlation reached 0.743, while the 

coefficient of determination was (R^2=0.551) and the adjusted value was (0.547). These results 

indicate that the model accounted for 55.1% of the variation in student engagement. The 

remaining 44.9% reflects the contribution of other influences that were not represented in the 

present analysis. 

 Table 7. Regression Model Summary 
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R R² Adjusted R² Standard Error F df p 

0.743 0.551 0.547 3.964 125.420 2, 204 <0.001 

4.2 Discussion 

4.2.1 Descriptive Profile of the Study Variables 

The descriptive findings showed that most respondents were categorized as having high 

learning motivation, perceived social support, and student engagement. This pattern differs 

from the preliminary interviews and observations, which identified lateness, delayed 

assignments, boredom, rule violations, and mobile-phone use among some students. The 

difference suggests that visible behavioral problems did not necessarily characterize the entire 

ninth-grade population. Students who occasionally displayed disengaged behavior may still 

have retained a broader sense of academic purpose, social support, or attachment to school. 

The difference may also reflect the multidimensional nature of student engagement. A student 

can experience boredom during a particular lesson while still attending school, completing 

other tasks, or recognizing the importance of education. Likewise, motivation can include both 

controlled and autonomous reasons. Ninth-grade students may complain about academic 

pressure, yet still study because they understand the importance of graduation and future 

educational choices. The results should therefore not be interpreted as evidence that 

disengagement was absent, but rather that engagement levels varied and that the more visible 

cases did not represent all students. 

The high descriptive classifications should also be treated cautiously because the study used 

only two categories. A broad high category can combine students with moderately positive 

scores and those with very strong scores. For this reason, the regression analysis based on 

continuous scores provides a more informative account of how motivation and social support 

were associated with engagement. 

4.2.2 Learning Motivation and Student Engagement 

Learning motivation significantly predicted student engagement, with the largest standardized 

coefficient in the model. This finding is consistent with Self-Determination Theory, which 

explains that students are more likely to sustain academic behavior when they recognize its 

personal value or experience genuine interest in learning (Ryan and Deci, 2020; Ryan & 

Connell, 1989). Motivation provides direction for behavior and supports the persistence needed 

to complete assignments, remain attentive, and apply cognitive strategies. 

The finding also supports Howard et al. (2021), who reported that autonomous motivation is 

associated with adaptive academic outcomes and stronger engagement. Among ninth-grade 

students, the immediate relevance of graduation and the transition to senior secondary 

education may strengthen identified regulations. Students may remain engaged because they 

see learning as instrumental to future educational opportunities, even when not every task is 

intrinsically enjoyable. 

This result is also consistent with Diastama and Dewi (2021) and Wiastra et al. (2025), who 

identified positive relationships between motivation and student involvement across different 

learning contexts. The present study extends those findings by showing that learning 

motivation remained a significant predictor after perceived social support was statistically 

controlled. Its larger standardized coefficient suggests that motivation was more closely linked 

to students’ daily investment in school activities. 
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Evidence from organizational studies has similarly associated motivation with commitment, 

discipline, and sustained goal-directed behavior (Alqorni et al., 2025; Indriyani et al., 2025; 

Pratama & Siddiq, 2024; Shefani & Jaya, 2024). Although those studies involved employees 

rather than students, they reinforce the broader role of motivation in maintaining purposeful 

action. In education, however, the result should be understood through the regulation of 

learning rather than workplace performance. 

4.2.3 Perceived Social Support and Student Engagement 

Perceived social support remained a significant positive predictor of student engagement after 

learning motivation was taken into account. Students who felt that care, advice, recognition, 

and concrete help were available from people around them generally reported greater 

involvement in school activities. This pattern supports the functional view of social support, 

which separates assistance into emotional, informational, appraisal, and instrumental forms 

(Malecki & Demaray, 2002). 

These forms of support may promote engagement through different pathways. Feeling accepted 

can strengthen attachment to school, while access to advice can help students manage academic 

problems more effectively. Recognition and constructive evaluation may reinforce the value of 

their efforts, whereas tangible assistance can reduce obstacles to participation. When students 

perceive these resources as dependable, they may be more inclined to seek clarification, 

contribute during lessons, and continue working when academic demands become challenging. 

The present finding is in line with Mayanti et al. (2022), who showed that peer support was 

associated with stronger student engagement, and with Firdaus and Fikri (2025), who identified 

a positive link between perceived social support and engagement among junior high school 

students. It also corresponds with studies connecting perceived support to adolescent mental 

well-being and emotion regulation (Ekanesia et al., 2024; Wahdah & Akbar, 2025). These 

psychological benefits are relevant because students who feel secure and are better able to 

manage distress may be less likely to distance themselves from learning activities. 

Although perceived social support produced a smaller standardized coefficient than learning 

motivation, its contribution remained meaningful. This result implies that supportive 

relationships may not automatically create academic involvement, but they can provide the 

security, guidance, and practical resources needed to sustain students’ willingness to learn. In 

this sense, social support functions as a reinforcing condition that helps motivation translate 

into continued participation. 

 4.2.4 Combined Contribution to Student Engagement 

Learning motivation and perceived social support jointly explained 55.1% of the variance in 

student engagement. This level of explanatory power indicates that student engagement is 

meaningfully associated with both internal regulation and external relational resources. 

Motivation supplies direction and energy, whereas social support helps students manage 

pressure and remain connected to school. The findings therefore support the conceptual 

framework that positioned both variables as complementary predictors. 

The larger coefficient for learning motivation suggests that internal regulation was the more 

proximal predictor of engagement in this sample. Completing assignments, sustaining 

attention, and applying learning strategies require students to translate goals into action. 

Perceived social support may strengthen this process, but support does not automatically 

produce engagement when students do not recognize the value of learning. This interpretation 
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is plausible but should be treated as a theoretical explanation rather than a directly tested 

mediation mechanism. 

The unexplained variance of 44.9% indicates that engagement also depends on other factors. 

These may include self-efficacy, academic stress, classroom climate, teaching quality, peer 

norms, family functioning, digital distraction, school belonging, and achievement goals. The 

quality of the school environment and teachers’ working conditions may also influence the 

consistency of support and instruction available to students (Nurfaijah & Gumilar, 2024). 

Practically, the findings indicate that schools should not rely solely on discipline or external 

rewards. Engagement-oriented programs should help students understand the relevance of 

learning, strengthen autonomous motivation, and provide accessible support from teachers, 

counselors, peers, and parents. For ninth-grade students, such support may be integrated with 

transition planning, academic counseling, constructive feedback, and early identification of 

students whose participation begins to decline. 

5. Conclusion 

The findings show that differences in student engagement were meaningfully related to both 

learning motivation and perceived social support. Of the two predictors, learning motivation 

displayed the larger contribution, indicating that students’ willingness to invest effort, persist 

with academic demands, and view learning as personally worthwhile was closely linked to their 

participation, emotional attachment, and cognitive involvement at school. Perceived social 

support also remained influential, as students tended to be more engaged when they felt that 

encouragement, guidance, recognition, and practical help were available from significant 

people in their environment. Together, these two factors accounted for 55.1% of the variation 

in engagement, highlighting the importance of combining personal motivational resources with 

supportive social conditions. 

These results suggest that schools should not depend exclusively on sanctions, compliance, or 

reward-based strategies to increase participation. Greater attention should be given to helping 

students connect schoolwork with future goals, experience an appropriate degree of choice, 

and receive feedback that strengthens their sense of competence. At the same time, support 

from teachers, counselors, parents, and peers needs to remain accessible in emotional, 

informational, appraisal, and practical forms, particularly for students facing academic strain 

or preparing for educational transition. An integrated approach that develops motivation while 

reinforcing the surrounding support system is therefore more likely to maintain engagement 

over time. 

The conclusions should nevertheless be interpreted within several boundaries. Because the data 

were collected at one point in time, the direction of influence cannot be confirmed. The 

exclusive reliance on self-report responses may also have introduced subjectivity, and the use 

of one school limits the extent to which the results can be generalized. Moreover, the 

motivation score combined controlled and autonomous forms of regulation, even though these 

forms may operate differently. Subsequent studies should separate these motivational profiles, 

employ longitudinal or mixed-method designs, include participants from several schools, and 

test additional influences such as self-efficacy, classroom climate, academic stress, teacher 

support, peer expectations, and digital distraction. 
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