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Abstract: This study explored the association between bullying and cyberbullying, both
in victims and bullies, and motivational beliefs toward learning in students aged 10 to
16. A cross-sectional study was conducted with 1690 Spanish students, assessing motiva-
tional beliefs through the Motivated Strategies for Learning Questionnaire (MSLQ) and
involvement in bullying using the European Bullying Intervention Project Questionnaire
(EBIP-Q) and the European Cyberbullying Intervention Project Questionnaire (ECIP-Q).
The results showed that both victims and bullies had lower task value, self-efficacy, and
control beliefs, along with higher test anxiety, with cyberbullying having a stronger impact.
Victims of cyberbullying exhibited significantly lower task value (up to 9.2% in girls and
5.6% in boys) and had a 4.5- and 2.2-times higher risk of scoring low in this dimension.
Among bullies, only girls involved in traditional bullying showed motivational deficits,
whereas both male and female cyberbullies had task value scores up to 9.5% lower and
were 1.5 to 1.6 times more likely to experience test anxiety. These findings emphasize
the need for targeted interventions to reinforce motivational beliefs in victims and bullies,
recommending collaborative programs between students, teachers, and families to enhance
task value, control beliefs, and self-efficacy while addressing test anxiety.

Keywords: aggressors; gender differences; motivational beliefs; test anxiety; victims

1. Introduction
1.1. Motivational Beliefs and Their Role in Academic Engagement

Motivational beliefs are psychological constructs that reflect how students interpret,
value, and engage with educational tasks and goals, as well as their expectations regarding
their own ability to achieve academic success (Burns et al., 2018; Van Vu et al., 2024). Rather
than being a set of static attributes, these beliefs emerge from a dynamic process shaped
by personal, contextual, and social factors (Steinmayr et al., 2019). Key components of
motivational beliefs include intrinsic and extrinsic goal orientation, perceived task value,
sense of control over the learning process, self-efficacy, and test anxiety (Pintrich et al., 1991).
These elements are closely interconnected, influencing the quality of student engagement,
persistence in the face of challenges, and the effectiveness of problem-solving strategies (Van
Vu et al., 2024). As such, the strength of these beliefs is crucial for academic performance
and psychological well-being, as it determines the adoption of adaptive or maladaptive
attitudes toward learning (Burns et al., 2018).
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Motivational beliefs are also a multidimensional construct composed of several vari-
ables, among which six key components have been identified as crucial for learning (Pin-
trich et al., 1991). First, intrinsic goal orientation reflects students’ internal interest and
enjoyment in engaging with challenging tasks, fostering deeper comprehension and more
self-directed study habits (Liu et al., 2020). In contrast, extrinsic goal orientation is driven
by external incentives, such as grades or rewards, which effectively promote short-term
achievement (Liu et al., 2020). Another essential component is task value, which refers to
students’ perceptions of the importance, usefulness, and interest of a given activity, thereby
encouraging more meaningful engagement (Song & Chung, 2020). Additionally, control
beliefs pertain to students’ perceived ability to influence academic outcomes through per-
sonal effort, fostering a sense of autonomy and guiding the selection of effective learning
strategies (Worick et al., 2023). Self-efficacy, defined as confidence in one’s own abilities
to successfully complete academic tasks, is closely linked to persistence and resilience
(Beatson et al., 2020). Lastly, test anxiety is associated with the emotional distress triggered
by evaluation scenarios, which often impairs cognitive functioning and performance (Roos
et al., 2023). The absence or weakening of these interconnected motivational components
undermines cognitive engagement, restricts adaptive academic behaviors, hinders the
application of advanced strategies, and ultimately negatively affects performance and
long-term educational trajectories (Kryshko et al., 2020).

However, motivational beliefs can be significantly impacted by adverse social dynam-
ics that are highly prevalent in school environments, such as bullying and cyberbullying
(Cañas et al., 2020). The presence of these behaviors exerts a detrimental effect on motiva-
tion, well-being, and self-perception, hindering the development of positive motivational
beliefs and, consequently, academic success (Cañas et al., 2020; Delgado et al., 2019). Fo-
cusing on motivational beliefs is particularly relevant because they represent a proximal
determinant of students’ academic behavior, directly influencing engagement, persistence,
and performance. In the context of bullying and cyberbullying, these beliefs are often
undermined before academic achievement is affected, making them a sensitive indicator of
psychological and educational impact (Aparisi et al., 2021). Moreover, motivational beliefs
are modifiable through intervention, which makes them an actionable target for prevention
and support programs (Samara et al., 2021).

From a theoretical perspective, motivation research offers important insights into
how experiences such as bullying and cyberbullying might affect students’ academic
functioning. According to the Self-Determination Theory, students’ learning motivation is
fundamentally driven by the satisfaction of three basic psychological needs: autonomy (the
need to feel control over one’s actions), competence (the need to feel effective and capable),
and relatedness (the need to feel connected to others) (Urhahne & Wijnia, 2023). When
these needs are thwarted by adverse social experiences, such as bullying and cyberbullying,
students may experience diminished intrinsic motivation, reduced academic engagement,
and increased emotional distress (Cañas et al., 2020). These processes are directly linked to
motivational components such as self-efficacy (reflecting perceived competence), control
beliefs (related to autonomy), and test anxiety (as an emotional response to perceived failure
or lack of control) (Liu et al., 2023; Pintrich et al., 1991). Similarly, Expectancy–Value Theory
proposes that motivation is determined by two key cognitive factors: the expectation of
success in a given task and the subjective value placed on that task (Koenka, 2020). In
this study, these constructs are operationalized through the variables, task value and self-
efficacy, both of which are susceptible to decline in the presence of social stressors such as
victimization or aggression (Delgado et al., 2019; Liu et al., 2023). Negative experiences in
the school environment, particularly victimization or involvement in aggressive behavior,
can reduce both the perceived likelihood of success and the importance attributed to
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academic activities, thereby impairing motivational beliefs and engagement (Delgado
et al., 2019). These theoretical frameworks thus provide the foundation for the present
study’s hypotheses, which anticipate that involvement in bullying or cyberbullying will
be negatively associated with these motivational beliefs, with variations based on sex and
type of involvement.

1.2. Bullying, Cyberbullying, and Their Impact on Academic Motivation

Bullying is defined as repeated, intentional aggression directed by one or more stu-
dents toward a peer perceived as vulnerable, manifesting in physical, verbal, or relational
forms (Galán-Arroyo et al., 2024). According to Hosozawa et al. (2021), the global preva-
lence of bullying among adolescents is approximately 30.4%, with the most common forms
being verbal (21.4%), relational (20.9%), and physical (15.2%) aggression. Cyberbullying,
on the other hand, involves the use of digital platforms to harass, humiliate, or threaten
individuals and is more prevalent in specific psychological environments, disproportion-
ately affecting girls (Vismara et al., 2022). Unlike traditional bullying, cyberbullying can
infiltrate all aspects of a victim’s private life and provide bullies with a sense of anonymity
and impunity (Bork-Hüffer et al., 2020). Furthermore, in certain contexts, global prevalence
rates of cyberbullying have been reported as high as 46.3% among bullies and 57.5% among
victims (Zhu et al., 2021). Recent studies emphasize that the dynamics of cyberbullying
have continued to evolve rapidly with the widespread use of new digital platforms and
social media applications among adolescents, intensifying their impact on academic and
psychological outcomes (Deol & Lashai, 2022; Rejeb et al., 2024). These negative dynam-
ics significantly impact both academic and psychological functioning, disrupting critical
cognitive and emotional processes essential for effective learning (Peled, 2019).

Recent studies have shown that victims tend to exhibit lower levels of engagement,
poorer academic performance, and reduced motivation, while their confidence in their
own abilities is significantly weakened (L. Li et al., 2020). This loss of self-assurance leads
to a diminished valuation of tasks, the adoption of maladaptive beliefs, and a decline in
persistence and willingness to face challenges (Obregón-Cuesta et al., 2022; Samara et al.,
2021). Over time, these dynamics create a vicious cycle, as low academic performance
reinforces negative self-perceptions and limits educational aspirations (Samara et al., 2021).
On the other hand, the role of a bully is often associated with distorted perceptions of the
importance of effort and cooperative work, fostering a less positive view of the school
environment (Aparisi et al., 2021; Montero-Carretero et al., 2020). Although this perspective
may not immediately translate into poor academic performance, it gradually undermines
motivation, diminishing resilience in the face of difficulties and reducing the willingness to
engage in more challenging tasks (Yang & Wang, 2022). In the long term, these distortions
hinder the adoption of effective learning strategies and the development of consistent study
habits, ultimately leading to poor academic performance (Thorsen et al., 2021).

In addition to the dynamics stemming from bullying, the literature has identified vari-
ous biological and social factors that significantly influence students’ academic performance
and psychological well-being (Poh et al., 2019). In this regard, age affects students’ ability to
navigate complex learning and social situations (El Zaatari & Maalouf, 2022; Urruticoechea
et al., 2021). Similarly, higher levels of maternal education enhance access to cultural
resources, parental support for academic activities, and parental expectations, ultimately
leading to better academic outcomes (El Zaatari & Maalouf, 2022; Fateel et al., 2021; Tantoh,
2023). Body mass index (BMI) has also been linked to nutritional and physical imbalances
that impair cognitive functioning, concentration, and the energy required for academic
tasks (Wassenaar et al., 2021). Likewise, physical activity enhances psychological well-being
and improves stress management, positively impacting motivation and engagement in
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learning (Raine et al., 2020). These factors could mediate or moderate the relationship
between bullying experiences and motivational beliefs, influencing the connection between
victimization, motivation, and academic performance (Samara et al., 2021).

1.3. Gender Differences and Research Gaps

Additionally, gender differences play a crucial role in these dynamics. While boys
are more likely to be both victims and bullies, often resorting to threats and physical vio-
lence, girls tend to be more vulnerable to psychological bullying (Cosma et al., 2022). In
the academic domain, girls exhibit greater self-regulation, employ more effective motiva-
tional and self-assessment strategies, cooperate more frequently, and tend to evaluate their
performance more positively, fostering the development of stronger motivational beliefs.
Conversely, boys, despite demonstrating greater skills in concentration and information
processing, show lower self-regulation and are more inclined toward specific performance-
oriented goals (Wirthwein et al., 2020). Finally, boys tend to respond more effectively to
high-pressure situations, whereas girls excel in maintaining a methodical and consistent
approach (Montolio & Taberner, 2021).

The impact of bullying and cyberbullying in educational settings has been extensively
examined from the perspective of victims (Aparisi et al., 2021; Obregón-Cuesta et al., 2022).
However, the influence of these dynamics on bullies has received significantly less atten-
tion (Montero-Carretero et al., 2020). This gap in the literature limits a comprehensive
understanding of the effects of school bullying and its interaction with key variables such
as motivational beliefs toward learning. Moreover, while it is well established that victim-
ization affects academic performance and motivation (Samara et al., 2021), there are still
gaps in precisely quantifying its impact and in developing predictive risk models. The
lack of specific tools to measure the degree of victim exposure and its differential influence
by gender on academic performance hinders the design of evidence-based preventive
strategies. In this context, the present study offers an innovative approach by simultane-
ously examining the impact of bullying and cyberbullying on both victims and bullies,
providing a detailed assessment of the academic risk associated with these experiences.
The integration of gender-based differential analyses and the quantification of their effects
on motivational beliefs toward learning represent a significant contribution to the field of
education. Additionally, given the rapid evolution of digital platforms and the intensify-
ing psychological and academic consequences associated with cyberbullying, addressing
these dynamics within a contemporary adolescent population is particularly timely and
necessary. This study expands the available knowledge and lays the groundwork for the
development of data-driven preventive interventions.

1.4. Objectives and Hypotheses of This Study

Based on the above, this study aims to (1) analyze the association between victimiza-
tion and aggression in bullying and cyberbullying and motivational beliefs toward learning
in boys and girls; (2) quantify differences in motivational beliefs between involved and
non-involved adolescents; and (3) estimate the risk associated with experiences of bullying
and cyberbullying. Accordingly, the main research question guiding this study is how are
traditional bullying and cyberbullying experiences associated with adolescents’ academic
motivational beliefs, and how do these associations and risks differ by gender? This study
contributes to the existing literature by jointly analyzing the effects of both bullying and
cyberbullying on motivational beliefs, considering not only the role of victims but also
that of aggressors, and providing a detailed examination of gender-based differences. In
addition to describing these associations, this study quantifies the motivational differences
between those involved in these experiences and their non-involved peers and identifies
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the relative risk of low academic motivation associated with being a victim or an aggressor.
This comprehensive approach allows for a more nuanced understanding of how different
forms of school violence impact academic motivation.

2. Methods
2.1. Participants

A total of 1690 Spanish children and adolescents (829 boys, 49.05%) from seven ed-
ucational institutions participated in this cross-sectional quantitative study. Participants
were students aged 10 to 16 years (M = 13.05, SD = 1.79). Schools were selected based
on convenience sampling, with four urban schools (>10,000 inhabitants) and three rural
schools (<10,000 inhabitants). Within each school, students were selected using a random-
ized full-group sampling method, ensuring balanced participation across all institutions.
Anthropometric and sociodemographic characteristics are presented in Table 1.

Table 1. Biometric characteristics and sociodemographic data of participants segmented by gender.

All
(n = 1690)

Boys
(n = 829)

Girls
(n = 861)

Variables Mean SD/% Mean SD/% Mean SD/% p

Age (years) 13.05 1.79 13.03 1.81 13.06 1.77 0.759

Weight (kg) 51.81 13.52 53.70 14.95 49.99 11.69 <0.001

Height (m) 1.59 0.11 1.60 0.13 1.57 0.08 <0.001

BMI (kg/m2) 20.41 4.00 20.55 3.93 20.26 4.06 0.126

Maternal education level (%) <0.001
No education 4.5% 4.4% 4.6%
Primary (EGB) 9.6% 10.4% 8.8%
Secondary (BUP) 13.0% 11.0% 14.9%
Professional training 13.5% 13.6% 13.6%
University 38.2% 34.8% 41.3%
Do not know 21.2% 25.9% 16.8%

Weekly physical activity (average) 4.01 1.76 4.30 1.81 3.73 1.67 <0.001

Academic performance 6.92 1.55 6.79 1.53 7.06 1.56 0.001

Bullying Victimization (%) 0.014
Never 14.1% 16.6% 11.6%
Occasionally 52.0% 48.7% 55.2%
Once or twice/month 24.4% 24.2% 24.5%
Once/week 7.0% 7.5% 6.6%
More than once/week 2.5% 3.0% 2.1%

Bullying Aggression (%) 0.001
Never 25.9% 24.1% 27.5%
Occasionally 58.9% 56.8% 59.8%
Once or twice/month 11.5% 13.5% 9.6%
Once/week 3.6% 5.1% 2.2%
More than once/week 0.7% 0.5% 0.9%

Cyberbullying Victimization (%) 0.091
Never 43.2% 45.8% 40.7%
Occasionally 50.1% 47.0% 53.1%
Once or twice/month 5.0% 5.3% 4.7%
Once/week 1.6% 1.7% 1.5%
More than once/week 0.1% 0.2% 0.0%



Eur. J. Investig. Health Psychol. Educ. 2025, 15, 93 6 of 22

Table 1. Cont.

All
(n = 1690)

Boys
(n = 829)

Girls
(n = 861)

Variables Mean SD/% Mean SD/% Mean SD/% p

Cyberbullying Aggression (%) 0.550
Never 57.3% 56.5% 58.2%
Occasionally 38.0% 38.5% 37.5%
Once or twice/month 3.1% 3.6% 2.6%
Once/week 1.6% 1.4% 1.7%
More than once/week 0.0% 0.0% 0.0%

Motivational beliefs toward learning
Intrinsic goal orientation 5.17 1.04 5.13 1.08 5.21 1.01 0.162
Extrinsic goal orientation 4.41 0.87 4.35 0.90 4.46 0.84 0.008
Task value 5.22 1.12 5.16 1.19 5.28 1.05 0.037
Control beliefs 5.68 0.95 5.66 0.99 5.69 0.91 0.516
Self-efficacy 5.45 1.05 5.38 1.03 5.51 1.07 0.013
Test anxiety 4.78 1.29 4.62 1.28 4.94 1.27 <0.001

Note. Data are presented as means for continuous variables and frequency (%) for categorical variables.
BMI = Body Mass Index; SD = Standard Deviation.

Boys reported higher levels of weekly physical activity and greater involvement in ag-
gressive behaviors compared to girls (p < 0.001 and p = 0.001, respectively). However, girls
experienced higher levels of victimization compared to boys (p = 0.014). Additionally, girls
scored significantly higher in maternal educational level (p < 0.001), academic performance
(p = 0.001), and four motivational beliefs toward learning: extrinsic goal orientation, task
value, self-efficacy, and test anxiety (all p < 0.037).

2.2. Measures
2.2.1. Dependent Variables: Motivational Beliefs

Learning strategies were assessed using the “Motivated Strategies for Learning Ques-
tionnaire” (MSLQ, Pintrich et al., 1991). This self-report instrument consists of 81 items
grouped into 15 subscales, designed to evaluate both motivational beliefs related to course
content and the use of various learning strategies. For the present study, only the motiva-
tional belief section of the questionnaire was used, which includes 31 items. These items
form a total of six subscales: (1) intrinsic goal orientation, (2) extrinsic goal orientation,
(3) task value, (4) control of learning beliefs, (5) self-efficacy for learning and performance,
and (6) test anxiety. This section assesses students’ goals and value beliefs regarding a
course, their beliefs about their ability to succeed, and their level of test anxiety in an
academic setting. Responses were recorded using a 7-point Likert scale (1 = Totally false
for me; 7 = Totally true for me). The reliability of all subscales used in this study was
acceptable, with Cronbach’s α ranging from 0.77 to 0.89.

In intrinsic goal orientation, higher scores reflect task engagement driven by challenge,
curiosity, and a desire to master content, whereas in extrinsic goal orientation, high scores
indicate a focus on obtaining grades, rewards, or external recognition. The task value
subscale assesses interest in, importance of, and perceived usefulness of the course, where
high scores suggest a positive valuation of academic content. The control of learning
belief subscale measures the attribution of success to personal effort, with high scores
indicating a greater sense of control over academic outcomes. The self-efficacy for learning
and performance subscale evaluates students’ confidence in their ability to understand
and complete tasks successfully, where high scores are associated with greater academic
self-assurance. Finally, the test anxiety subscale examines cognitive worry and emotional
arousal levels, where higher scores indicate interferences that negatively affect academic
performance. Overall, high scores on the assessed subscales are beneficial for learning,
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except in the case of test anxiety, where elevated values represent a detrimental factor
(Pintrich et al., 1991).

2.2.2. Predictor/Independent Variables: Bullying and Cyberbullying

The level of bullying was assessed using the “European Bullying Intervention Project
Questionnaire”, Spanish version (Ortega-Ruiz et al., 2016), which consists of 14 items. The
reliability results were acceptable (Cronbach’s α for victimization = 0.83; Cronbach’s α

for aggression = 0.79). To assess cyberbullying, the Spanish version of the “European
Cyberbullying Intervention Project Questionnaire” (ECIPQ; Del Rey et al., 2015) was used,
comprising 22 items. Reliability results for this instrument were also acceptable (α for
cyber-victimization = 0.87; α for cyber-aggression = 0.82). Both questionnaires distinguish
two dimensions (victimization and aggression) and employ a Likert-type scale ranging
from 1 = never to 5 = more than once a week. Low scores indicate minimal experiences or
involvement in bullying or cyberbullying, while high scores reflect frequent experiences of
victimization or aggression. Both questionnaires were administered individually, requiring
approximately 15 min to complete. The items explore the frequency of these behaviours
over the past two months.

2.2.3. Confounding Variables: Age, Maternal Education Level, Body Mass Index, and
Weekly Physical Activity Level

Each participant’s age and maternal education level were recorded using a sociodemo-
graphic questionnaire. Age was considered a confounding variable due to its relevance in
previous studies, which have demonstrated that cognitive and emotional maturity signifi-
cantly influence how individuals learn and interact with their environment (El Zaatari &
Maalouf, 2022; Urruticoechea et al., 2021). Similarly, academic performance, mental health,
and intelligence quotient have been found to be significantly associated with maternal
education level (Baharvand et al., 2021).

Physical activity level was included as a covariate, as recent research highlights its
influence on cognitive development and academic performance in students (D. Li et al.,
2023; Petrigna et al., 2022). Additionally, both BMI and physical activity are associated
with physical and mental well-being, learning, and self-esteem, and may therefore mediate
the effectiveness of learning strategies (Bacon & Lord, 2021; Seum et al., 2022). BMI
was calculated using Quetelet’s formula: weight (kg)/height2 (m). Weight and height
measurements were obtained using a digital scale (ASIMED® Type B, Class III) and a
portable stadiometer (SECA® 214, SECA Ltd., Hamburg, Germany). Measurements were
taken with light clothing and without shoes.

Weekly physical activity level was assessed using the “PACE+ Adolescent Physical
Activity Measure” (Prochaska et al., 2001). This instrument consists of two items in which
participants report the number of days they engaged in at least 60 minutes of moderate-to-
vigorous physical activity during the past seven days and during a typical week. The final
score was calculated as the average of both responses: (R1 + R2)/2. The reliability index for
this instrument was α = 0.79.

2.3. Procedure

Before data collection, parents, teachers, and school administrators were informed
about the purpose of this study, and informed consent was obtained from parents or legal
guardians. Each participant’s name was coded to ensure anonymity and confidentiality.
Measurements were conducted during school hours, as facilitated by the participating in-
stitutions, and the questionnaires were completed in the students’ usual classroom environ-
ment under the supervision of researchers and classroom tutors. This study was approved
by the Bioethics Committee of the University of Jaén (Spain), reference NOV.22/2.PRY,
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and its design complies with Spanish regulations on clinical research involving human
participants (Law 14/2007, of July 3, on Biomedical Research), data protection laws con-
cerning personal information (Organic Law 15/1999), and the principles of the Declaration
of Helsinki (2013, Brazil).

2.4. Statistical Analysis

The comparison of continuous and categorical variables between boys and girls was
performed using Student’s t-test and χ2 tests, respectively. The normality and homoscedas-
ticity of the data were verified using the Kolmogorov–Smirnov and Levene tests, respec-
tively. Prior to the analyses, the dataset was screened for missing values. The proportion of
missing data was very low (less than 1%), and its randomness was statistically confirmed
using Little’s MCAR test (p > 0.05). Therefore, missing data were handled using listwise
deletion to maintain internal consistency in the inferential analyses. To examine whether
adolescents who had never experienced victimization or aggression on bullying or cyber-
bullying had better motivational beliefs toward learning than those who had been victims
or bullies, an analysis of covariance (ANCOVA) was conducted. Each motivational belief
(intrinsic goal orientation, extrinsic goal orientation, task value, control of learning beliefs,
self-efficacy, and test anxiety) was used as a dependent variable, while bullying victimiza-
tion, cyberbullying victimization, bullying aggression, and cyberbullying aggression were
included as fixed factors. Bullying and cyberbullying values were dichotomized such that
participants who reported never being victims or bullies of bullying and/or cyberbullying
(questionnaire score = 1) were labeled “Never”, while those who had experienced victim-
ization or aggression at least once (questionnaire score > 1) were labeled “Sometimes”.
Since many comparison groups had unequal sample sizes, effect size was calculated using
Hedges’ g, with 0.2 = small effect, 0.5 = medium effect, and 0.8 = large effect (Martínez-
López et al., 2018). The percentage of difference between groups was calculated as follows:
[(Large-measurement − Small-measurement)/Small-measurement] × 100. To determine
the risk level associated with bullying and cyberbullying victimization/aggression in devel-
oping lower motivational beliefs toward learning, a binary logistic regression analysis was
performed. For this purpose, dependent variables were dichotomized using the median as
a reference (Kwon et al., 2020; Lepinet et al., 2023). For each motivational belief, participants
were classified as high (≥ median; reference group) vs. low (< median; risk group). In all
analyses, age, BMI, maternal education level, and weekly physical activity were included as
covariates. Analyses were conducted separately for boys and girls, with a 95% confidence
level (p < 0.05) applied to all statistical tests. All computations were performed using SPSS
v. 25.0 for Windows (SPSS Inc., Chicago, IL, USA).

3. Results
3.1. ANCOVA Analysis of Bullying and Cyberbullying Victimization in Relation to Motivational
Beliefs Toward Learning

Girls who were victims of bullying showed statistically lower scores compared to
non-victimized girls in task value (−5.2%; 5.31 ± 1.02 vs. 5.58 ± 1.02 u.a.; F(1,643) = 9.600,
p = 0.003, ğ = 0.268, 1-β = 0.834) and self-efficacy (−4.4%; 5.51 ± 1.05 vs. 5.75 ± 1.05 u.a.;
F(1,643) = 5.760, p = 0.017, ğ = 0.231, 1-β = 0.669), as well as higher scores in test anxiety
(11.5%; 5.04 ± 1.25 vs. 4.46 ± 1.17 u.a.; F(1,643) = 17.621, p < 0.001, ğ = 0.468, 1-β = 0.987)
(Figure 1c, Figure 1e, and Figure 1f, respectively). Similarly, boys who were victims of bully-
ing had higher scores in test anxiety (8.9%; 4.61 ± 1.25 vs. 4.2 ± 1.28 u.a.; F(1,596) = 11.643,
p = 0.001, ğ = 0.236, 1-β = 0.926) compared to their non-victimized peers (Figure 1f).
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Figure 1. Differences in the subscales of motivational beliefs toward learning—(a) intrinsic goal
orientation, (b) extrinsic goal orientation, (c) task value, (d) control beliefs, (e) self-efficacy, and (f) test
anxiety—between students who have never been victims and those who have experienced bullying
victimization, differentiated by boys and girls.

Girls who were victims of cyberbullying had lower scores than non-victimized girls in
task value (−9.2%, 5.63 ± 1.00 vs. 5.15 ± 0.99 u.a.; F(1,643) = 38.453, p < 0.001, ğ = 0.477,
1-β < 0.999), control beliefs (−2.9%, 5.80 ± 0.89 vs. 5.63 ± 0.91 u.a.; F(1,643) = 4.885,
p = 0.027, ğ = 0.183, 1-β = 0.598), and self-efficacy (−4.3%, 5.68 ± 1.07 vs. 5.45 ± 1.03 u.a.;
F(1,643) = 9.048, p = 0.003, ğ = 0.221, 1-β = 0.852), as well as higher scores in test anxiety
(7.9%, 4.73 ± 1.31 vs. 5.13 ± 1.20 u.a.; F(1,643) = 15.420, p < 0.001, ğ = 0.326, 1-β = 0.975)
(Figure 2c, Figure 2d, Figure 2e, and Figure 2f, respectively). For boys who were victims
of cyberbullying, the data revealed lower scores in task value (−5.6%, 5.26 ± 1.13 vs.
4.98 ± 1.24 u.a.; F(1,596) = 11.427, p = 0.001, ğ = 0.235, 1-β = 0.921) and self-efficacy (−5.3%,
5.53 ± 0.92 vs. 5.25 ± 1.10 u.a.; F(1,596) = 12.813, p < 0.001, ğ = 0.274, 1-β = 0.947), along
with higher scores in test anxiety (5.7%, 4.40 ± 1.26 vs. 4.67 ± 1.26 u.a.; F(1,596) = 8.570,
p = 0.004, ğ = 0.211, 1-β = 0.832) (Figure 2c, Figure 2e, and Figure 2f, respectively).
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Figure 2. Differences in the subscales of motivational beliefs toward learning—(a) intrinsic goal
orientation, (b) extrinsic goal orientation, (c) task value, (d) control beliefs, (e) self-efficacy, and
(f) test anxiety—between students who have never been victims and those who have experienced
cyberbullying victimization, differentiated by boys and girls.

3.2. ANCOVA Analysis of Bullying and Cyberbullying Aggression in Relation to Motivational
Beliefs Toward Learning

Girls who were bullies had significantly lower scores in four of the motivational belief
factors: extrinsic goal orientation (−3.7%; 4.57 ± 0.74 vs. 4.40 ± 0.88 u.a.; F(1,643) = 5.479,
p = 0.020, ğ = 0.195, 1-β = 0.647), task value (−5.5%; 5.55 ± 1.01 vs. 5.26 ± 1.02 u.a.;
F(1,643) = 15.150, p < 0.001, ğ = 0.284, 1-β = 0.973), control beliefs (−3.0%; 5.82 ± 0.79 vs.
5.65 ± 0.94 u.a.; F(1,643) = 5.306, p = 0.022, ğ = 0.187, 1-β = 0.633), and self-efficacy (−3.2%;
5.66 ± 1.00 vs. 5.49 ± 1.07 u.a.; F(1,643) = 4.886, p = 0.027, ğ = 0.165, 1-β = 0.598) (Figure 3b,
Figure 3c, Figure 3d, and Figure 3e, respectively). However, boys who were bullies showed
no significant differences in motivational beliefs toward learning compared to non-bullies
(all p > 0.05, Figure 3).
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Figure 3. Differences in the subscales of motivational beliefs toward learning—(a) intrinsic goal
orientation, (b) extrinsic goal orientation, (c) task value, (d) control beliefs, (e) self-efficacy, and (f) test
anxiety—between students who have never engaged in bullying aggression and those who have,
differentiated by boys and girls.

The data also showed that girls who were cyberbullying bullies had lower scores in
task value (−8.3%; 5.52 ± 1.02 vs. 5.10 ± 0.99 u.a.; F(1,643) = 23.102, p < 0.001, ğ = 0.419,
1-β = 0.998) and self-efficacy (−3.6%; 5.62 ± 1.04 vs. 5.43 ± 1.06 u.a.; F(1,643) = 3.961,
p = 0.047, ğ = 0.243, 1-β = 0.511), as well as higher scores in test anxiety (5.2%; 4.86 ± 1.26 vs.
5.12 ± 1.24 u.a.; F(1,643) = 5.600, p = 0.018, ğ = 0.210, 1-β = 0.657) (Figure 4c, Figure 4e, and
Figure 4f, respectively). Similarly, boys who were cyberbullying bullies had lower scores in
extrinsic goal orientation (−5.7%, 4.4 ± 0.82 vs. 4.20 ± 1.00 u.a.; F(1,596) = 8.165, p = 0.004,
ğ = 0.261, 1-β = 0.814), task value (−9.5%, 5.31 ± 1.13 vs. 4.85 ± 1.23 u.a.; F(1,596) = 18.915,
p < 0.001, ğ = 0.392, 1-β = 0.991), and self-efficacy (−6.7%, 5.54 ± 0.97 vs. 5.18 ± 1.06 u.a.;
F(1,596) = 15.657, p < 0.001, ğ = 0.346, 1-β = 0.977) (Figure 4b, Figure 4c, and Figure 4e,
respectively).
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Figure 4. Differences in the subscales of motivational beliefs toward learning—(a) intrinsic goal
orientation, (b) extrinsic goal orientation, (c) task value, (d) control beliefs, (e) self-efficacy, and (f) test
anxiety—between students who have never engaged in cyberbullying aggression and those who
have, differentiated by boys and girls.

3.3. Binary Logistic Regression Analysis of Bullying and Cyberbullying Victimization in Relation
to Motivational Beliefs Toward Learning

The results indicating the risk of exposure to bullying and cyberbullying victimization
concerning motivational beliefs toward learning are presented in Table 2. Girls who were
victims of bullying were 1.75 times more likely than non-victimized girls to have low
task value (Odds Ratio [OR] = 1.750, p < 0.001) and 1.7 times more likely to obtain high
scores in test anxiety (OR = 1.749, p < 0.001). Similarly, boys who were victims of bullying
had a 1.54 times higher risk of low task value (OR = 1.542, p < 0.001) and a 1.29 times
higher risk of low self-efficacy (OR = 1.293, p = 0.024) compared to non-victimized boys.
Additionally, girls who were victims of cyberbullying were significantly more likely than
non-victimized girls to have lower scores in task value (OR = 4.499, p < 0.001), control
beliefs (OR = 1.650, p = 0.021), and self-efficacy (OR = 1.697, p = 0.016). For boys, the analysis
revealed a significantly increased risk of task value (OR = 2.244, p < 0.001) and self-efficacy
(OR = 1.954, p = 0.002).



Eur. J. Investig. Health Psychol. Educ. 2025, 15, 93 13 of 22

Table 2. Binary logistic regression of bullying and cyberbullying victimization (1 = never to 5 = more
than once/week) according to categorised indicators (high vs. low) of motivational orientation for
learning in adolescent boys and girls. OR: odds ratio, CI: confidence interval. OR was adjusted for
age, BMI (body mass index), maternal education, and weekly physical activity.

Boys (602) Girls (649)

Bullying Victimization N p OR 95% CI N p OR 95%CI

Intrinsic goal
orientation

High 254 1 Referent 309 1 Referent
Low 348 0.941 0.992 0.798–1.232 340 0.068 0.812 0.650–1.015

Extrinsic goal
orientation

High 284 1 Referent 344 1 Referent
Low 318 0.627 1.055 0.85–1.309 305 0.422 0.914 0.733–1.139

Task value
High 286 1 Referent 342 1 Referent
Low 316 <0.001 1.542 1.225–1.940 307 <0.001 1.750 1.384–2.213

Control beliefs
High 272 1 Referent 315 1 Referent
Low 330 0.900 0.986 0.795–1.224 334 0.521 0.931 0.749–1.158

Self-efficacy High 267 1 Referent 351 1 Referent
Low 335 0.024 1.293 1.034–1.617 298 0.324 1.120 0.894–1.403

Test anxiety Low 340 1 Referent 314 1 Referent
High 262 0.325 1.114 0.899–1.380 335 <0.001 1.749 1.382–2.213

Cyberbullying victimization

Intrinsic goal
orientation

High 254 1 Referent 309 1 Referent
Low 348 0.410 1.177 0.799–1.734 340 0.165 1.322 0.891–1.963

Extrinsic goal
orientation

High 284 1 Referent 344 1 Referent
Low 318 0.151 1.326 0.902–1.950 305 0.146 1.335 0.904–1.971

Task value
High 286 1 Referent 342 1 Referent
Low 316 <0.001 2.244 1.454–3.462 307 <0.001 4.499 2.593–7.809

Control beliefs
High 272 1 Referent 315 1 Referent
Low 330 0.859 1.035 0.710–1.508 334 0.021 1.65 1.08–2.523

Self-efficacy High 267 1 Referent 351 1 Referent
Low 335 0.002 1.954 1.284–2.974 298 0.016 1.697 1.103–2.610

Test anxiety Low 340 1 Referent 314 1 Referent
High 262 0.738 1.066 0.734–1.549 335 0.515 1.133 0.778–1.649

3.4. Binary Logistic Regression Analysis of Bullying and Cyberbullying Aggression in Relation to
Motivational Beliefs Toward Learning

The results indicating the risk of exposure to bullying and cyberbullying aggression
concerning motivational beliefs toward learning are presented in Table 3. Girls who were
bullies were 1.42, 2.08, and 1.38 times more likely than non-bullies to have low scores in
extrinsic goal orientation (OR = 1.419, p = 0.017), task value (OR = 2.075, p < 0.001), and
control beliefs (OR = 1.383, p = 0.029), respectively. For boys who were bullies, significant
risks were found for low task value (OR = 1.813, p < 0.001), control beliefs (OR = 1.464,
p = 0.011), and self-efficacy (OR = 1.574, p = 0.003). Additionally, girls who were cyberbullies
had a higher probability of low task value (OR = 1.734, p = 0.001) and a greater risk of high
test anxiety (OR = 1.628, p = 0.003). The analysis for boys who were cyberbullies revealed a
significant risk for low task value (OR = 1.466, p = 0.031).
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Table 3. Binary logistic regression of bullying and cyberbullying aggression (1 = never to 5 = more
than once/week) according to categorised indicators (high vs. low) of motivational orientation for
learning in adolescent boys and girls. OR: odds ratio, CI: confidence interval. OR was adjusted for
age, BMI (body mass index), maternal education, and weekly physical activity.

Boys (602) Girls (649)

Bullying Aggression N p OR 95% CI N p OR 95% CI

Intrinsic goal
orientation

High 254 1 Referent 309 1 Referent
Low 348 0.064 1.317 0.984–1.762 340 0.206 1.2 0.904–1.593

Extrinsic goal
orientation

High 284 1 Referent 344 1 Referent
Low 318 0.059 1.316 0.990–1.750 305 0.017 1.419 1.065–1.890

Task value
High 286 1 Referent 342 1 Referent
Low 316 <0.001 1.813 1.330–2.472 307 <0.001 2.075 1.506–2.860

Control beliefs
High 272 1 Referent 315 1 Referent
Low 330 0.011 1.464 1.092–1.963 334 0.029 1.383 1.033–1.851

Self-efficacy High 267 1 Referent 351 1 Referent
Low 335 0.003 1.574 1.162–2.133 298 0.130 1.252 0.936–1.675

Test anxiety Low 340 1 Referent 314 1 Referent
High 262 0.597 0.928 0.705–1.222 335 0.498 1.100 0.834–1.451

Cyberbullying aggression

Intrinsic goal
orientation

High 254 1 Referent 309 1 Referent
Low 348 0.388 1.164 0.824–1.645 340 0.279 1.195 0.866–1.648

Extrinsic goal
orientation

High 284 1 Referent 344 1 Referent
Low 318 0.479 1.132 0.803–1.594 305 0.398 1.148 0.834–1.581

Task value
High 286 1 Referent 342 1 Referent
Low 316 0.031 1.466 1.035–2.077 307 0.001 1.734 1.243–2.418

Control beliefs
High 272 1 Referent 315 1 Referent
Low 330 0.366 1.171 0.831–1.651 334 0.194 1.236 0.898–1.703

Self-efficacy High 267 1 Referent 351 1 Referent
Low 335 0.072 1.376 0.972–1.948 298 0.485 1.125 0.808–1.567

Test anxiety Low 340 1 Referent 314 1 Referent
High 262 0.813 1.042 0.738–1.472 335 0.003 1.628 1.183–2.241

4. Discussion
4.1. Main Findings

The primary objective of this study was to analyze the association between bullying
and cyberbullying victimization/aggression and motivational beliefs toward learning in
children and adolescents aged 10 to 16 years. The results revealed that, regardless of
whether students were victims or bullies of bullying and/or cyberbullying, all forms of
harassment were negatively associated with motivational beliefs toward learning, particu-
larly among girls. Table 4 presents a summary of the data, differentiating the motivational
beliefs of victims and bullies of bullying and cyberbullying, along with the percentage
decreases/increases and the corresponding risk increments.
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Table 4. Comparison of mean differences and risk ratios in motivational beliefs related to bullying
and cyberbullying among victims and bullies, differentiated by gender.

Boys Girls

Mean Difference Risk Mean Difference Risk

Victims

Bullying 8.9 Test anxiety x1.5 < Task value
x1.3 < Self-efficacy

−5.2% Task value
−4.4% Self-efficacy
11.5% Test anxiety

x1.8 < Task value
x1.7 < Test anxiety

Cyberbullying
−5.6% Task value
−5.3% Self-efficacy
5.7% Test anxiety

x2.2 < Task value
x2.0 < Self-efficacy

−9.2% Task value
−2.9% Control beliefs
−4.3% Self-efficacy

7.9 Test anxiety

x4.5 < Task value
x1.7 < Control beliefs

x1.7 < Self-efficacy

Bullies

Bullying N/A
x1.8 < Task value

x1.5 < Control beliefs
x1.6 < Self-efficacy

−3.7% Extrinsic goal
orientation

−5.5% Task value
−3.0% Control beliefs
−3.2% Self-efficacy

x1.4 < Extrinsic goal
orientation

x2.1 < Task value
x1.4 < Control beliefs

Cyberbullying

−5.7% Extrinsic
goal orientation
−9.5% Task value
−6.7% Self-efficacy

x1.5 < Task value
−8.3% Task value
−3.6 Self-efficacy
5.2 Test anxiety

x1.7 < Task value
x1.6 < Test anxiety

Note. N/A = Not applicable.

4.2. Interpretation of Results and Comparison with Previous Literature

Our results indicate that bullying and cyberbullying are negatively associated with mo-
tivational beliefs toward learning in both victims and bullies, particularly by reducing task
value and self-efficacy, as well as significantly increasing test anxiety. This effect is especially
pronounced in victims of traditional bullying, where test anxiety is 11.5% higher compared
to non-victimized peers. These findings align with previous studies demonstrating that
both victims and bullies of bullying and cyberbullying exhibit higher levels of anxiety and
depression, which negatively affect their engagement in learning and perceived academic
competence (Eyuboglu et al., 2021). The decline in task value and self-efficacy is associated
with lower confidence in academic abilities, leading to reduced motivation and poorer aca-
demic performance (Liu et al., 2023). Notably, our data suggest that the negative association
of cyberbullying is broader and more severe than that of traditional bullying. Recent studies
have highlighted those cyberbullying victims experience greater disruptions in academic self-
concept and achievement goals (Delgado et al., 2019). Furthermore, persistent and heightened
social anxiety in these students significantly compromises their ability to manage academic
stress, implement effective learning strategies, and adapt to academic demands (Aparisi et al.,
2021; Martínez-Monteagudo et al., 2020).

The present study also found that girls who were victims exhibited greater motivational
deficits than girls who were bullies, particularly in cyberbullying, with notably lower scores
in task value and self-efficacy, as well as higher levels of test anxiety. These findings are con-
sistent with previous studies indicating that girls tend to experience greater academic anxiety
and a lower perception of competence compared to boys (Rusillo-Magdaleno et al., 2024).
Additionally, a lack of clarity in self-concept and a greater tendency toward fatalism among
female cyberbullying victims contribute to a more negative perception of their academic
abilities and reduced motivation for learning (Geng et al., 2022). On the other hand, only
boys who were victims exhibited negative associations similar to those observed in boys who
were bullies, in both bullying and cyberbullying. A review of the literature indicates that both
victims and bullies of bullying and cyberbullying may struggle with emotional self-regulation
and stress management (Geng et al., 2022). Additionally, research has shown that both victims
and bullies in bullying situations tend to exhibit high levels of ruminative anger and dimin-
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ished impulse control (Zsila et al., 2019). These factors may contribute to the persistence of
aggressive behaviors, negatively affecting motivation and academic performance.

Regarding gender differences, our results indicate that girls exhibit greater vulnerabil-
ity in the association between bullying and cyberbullying and their motivational beliefs,
showing more pronounced differences compared to their non-victimized peers than those
observed in boys. This aligns with previous reviews indicating that adolescent girls who
are victims of bullying and cyberbullying experience a more significant decline in academic
self-concept and achievement goals compared to boys (Delgado et al., 2019). Additionally,
research has found that in girls, the relationship between victimization and low academic
performance is mediated by higher levels of depressive symptoms, whereas in boys, this
relationship is less pronounced (Okumu et al., 2020). These differences may be attributed
to sociocultural factors that shape how girls respond to bullying. It appears that adolescent
girls tend to experience greater social pressure to maintain positive interpersonal relation-
ships, thereby increasing their perceived emotional harm from bullying and cyberbullying
(Okumu et al., 2020). Furthermore, girls are more vulnerable to developing anxiety and
depression, as they are more likely to cope with bullying through internalization strategies,
which can significantly compromise their motivation and academic self-efficacy (Potard
et al., 2022). These findings reinforce the need for gender-sensitive intervention programs,
as detailed in the recommendations section.

The findings of this study reveal that cyberbullying victims, both girls and boys, face the
greatest risk of low motivational beliefs. Among girls, this risk is 4.5 times higher for task value
and 1.7 times higher for self-efficacy and control beliefs, while among boys, the risk reaches
2.2 times for task value and 2 times for self-efficacy. Although traditional bullying victims
also face risks, they are comparatively lower, reinforcing the idea that constant exposure to
cyberbullying exacerbates the negative effects on motivation (Przybylski & Bowes, 2017).
These findings support the notation that cyberbullying is more negatively associated with
academic motivation than traditional bullying, aligning with previous studies that highlight
the potential of digital harassment to cause prolonged psychological harm and negatively
affect perceived academic competence (Aparisi et al., 2021; Delgado et al., 2019). Additionally,
both bullying and cyberbullying bullies face an increased risk of scoring low in task value,
along with a 1.4 and 1.7 times higher risk of scoring low in control beliefs and self-efficacy.
Also, cyberbullying girls show a greater risk of high test anxiety. These results suggest that
the role of a bully also carries negative consequences for academic motivation, possibly due
to a lower valuation of learning and weaker academic commitment (Rusillo-Magdaleno
et al., 2024). The findings presented in this study not only reinforce previous evidence but
also contribute novel insights by quantifying the magnitude of the issue, illustrating how
these students may be influenced by impulsive behavioral patterns and the normalization of
aggression in their social environment, ultimately reducing their motivation for learning and
their willingness to develop effective strategies (Cañas et al., 2020; Valera-Pozo et al., 2021).
Taken together, these findings provide strong evidence that cyberbullying represents a greater
threat to academic motivation than traditional bullying, particularly due to its broader and
more severe associations with reduced task value, control beliefs, and self-efficacy, as well as
heightened test anxiety. Importantly, girls appear more vulnerable to these negative academic
outcomes, especially in the role of victim, whereas boys show more consistent motivational
deficits when involved as aggressors. These patterns suggest that interventions must be
differentiated not only by type of involvement (victim vs. aggressor) but also by gender and
context (cyber vs. traditional settings). Addressing these nuanced risk profiles is critical to
mitigating the motivational disengagement that often precedes academic underperformance
and dropout in adolescents.
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4.3. Recommendations to Strengthen Motivational Beliefs Toward Learning in Bullying and
Cyberbullying Contexts

Table 5 presents a series of recommendations aimed at enhancing motivational beliefs
toward learning in victims and bullies of bullying and cyberbullying. These recommen-
dations are differentiated based on their application to students, teachers, and families,
considering gender differences and the type of aggression. The guidelines presented here
are based on both the findings of this study and international reference research (Compton
et al., 2014; Hinduja & Patchin, 2017; O’Higgins Norman, 2020). Given the negative associa-
tion between bullying and academic motivation, it is essential to implement preventive
strategies that foster a positive perception of learning and reduce the risk of low self-efficacy,
low task value, and test anxiety. To achieve this, interventions should prioritize strength-
ening confidence and a sense of control over learning in victims, while also developing
awareness programs for bullies to promote a safer and more equitable school environment.

Table 5. Recommendations for strengthening motivational beliefs about learning in victims and
bullies of bullying and cyberbullying.

Victims Bullies

Students

Bullying

• Enhance self-efficacy through strategies that build
confidence in academic abilities. For girls, focus on
reducing fatalism and strengthening their
perception of competence.

• Implement stress management techniques to
alleviate test anxiety, fostering a sense of security in
learning. This is particularly important for girls,
who exhibit higher levels of anxiety.

• Connect task value to meaningful learning
experiences, emphasizing its relevance for future
academic and professional success. For boys,
highlight the relationship between effort and
long-term achievement.

• Implement programs that enhance task
value and self-efficacy, fostering a positive
outlook on learning. For boys, reinforce
the role of effort in academic achievement.

• Develop emotional regulation strategies to
prevent aggression and impulsivity from
interfering with academic motivation.

• Promote perspective-taking and empathy,
linking them to greater overall satisfaction.

Cyberbullying

• Promote digital resilience and the development of
coping strategies to safeguard academic motivation
against exposure to online harassment. For girls,
strengthen social support networks to mitigate the
internalization of negative experiences and their
impact on self-efficacy.

• Train students to recognize and manage
cyberbullying to minimize its effects on their
perception of learning and motivation.

• Promote digital literacy with a focus on the
positive use of technology to sustain a
constructive attitude toward learning. For
girls, address the link between relational
aggression and long-term academic
demotivation.

• Implement strategies to help students
recognize how their actions impact not
only others but also their own perception
of learning.

Educators

Bullying

• Implement active learning methodologies that
encourage participation and build confidence in
the classroom, fostering self-efficacy among
affected students.

• Develop strategies to reduce test anxiety,
incorporating formative assessments and
relaxation techniques.

• Design activities that reinforce task value,
demonstrating its real-world applicability. For
boys, emphasize the connection between effort and
future success.

• Integrate content on the impact of
aggression on academic motivation,
fostering self-control and self-regulation.

• Emphasize the development of long-term
academic goals, strengthening students’
perception of control over their learning.

• Establish norms that reinforce mutual
respect and positive coexistence, creating
an environment that supports motivation.

Cyberbullying

• Develop classroom intervention strategies to
ensure that the impact of cyberbullying does not
undermine motivation and perception of learning.
For girls, create spaces where they can express
their concerns.

• Incorporate emotional management and
digital self-regulation tools into the
curriculum, promoting responsible use of
social media. For girls, address the
connection between online aggression and
declining interest in learning.
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Table 5. Cont.

Victims Bullies

Family

Bullying

• Foster a supportive home environment that
strengthens self-efficacy and task value, ensuring
that children develop confidence in their academic
abilities. For girls, focus on building a positive
academic identity.

• Implement communication strategies to help
manage test anxiety and academic stress. For boys,
emphasize the importance of verbalizing
their emotions.

• Reinforce the positive impact of learning at
home, linking it to personal and academic
goals. For boys, encourage greater
engagement in their own
academic development.

• Model emotional self-regulation and
conflict resolution strategies to prevent
disengagement from learning from
becoming associated with patterns
of aggression.

Cyberbullying

• Monitor and educate students on the impact of
digital harassment on academic motivation,
promoting healthy technology use. For both boys
and girls, remain vigilant for signs of isolation and
shifts in their perception of academic abilities.

• Set clear boundaries for digital device use
and promote a culture of respect in virtual
environments. For both boys and girls,
reinforce education on the consequences of
cyberbullying and its impact on
academic motivation.

4.4. Limitations and Strengths

This study presents several methodological limitations that should be acknowledged.
First, its cross-sectional design prevents the establishment of causal relationships, as it does
not allow for conclusions regarding the direction of the observed effects. Second, the use of
self-report measures may introduce biases such as social desirability or inaccurate recall, po-
tentially affecting the accuracy of the reported experiences with bullying and cyberbullying.
Third, convenience sampling limits the generalizability of the results, as the findings may
not be representative of students from other regions, different socioeconomic backgrounds,
or educational systems. Moreover, psychosocial factors such as family support and peer
relationship quality were not controlled for in the analyses, which may influence both
the experience of bullying and academic motivation. Despite these limitations, this study
has several strengths: the use of coding techniques to ensure participant anonymity and
confidentiality; the use of highly reliable measures with demonstrated internal validity;
and the inclusion of a wide range of relevant covariates, including age, body mass index,
maternal education level, and weekly physical activity. These elements enabled the identifi-
cation of specific risk levels and outcomes that may contribute to meaningful advances in
educational research. Finally, although the present study identifies statistical associations
between bullying or cyberbullying and motivational beliefs, it does not examine poten-
tial mediating psychological mechanisms, such as emotional regulation, self-concept, or
social cognition, that may explain how these experiences influence academic motivation.
Future research should explore these pathways to provide a deeper understanding of the
underlying processes.

5. Conclusions
This study concludes that both victimization and aggression in bullying and cyber-

bullying are negatively associated with motivational beliefs toward learning in youth
aged 10 to 16 years. In traditional bullying, victims exhibit lower scores in task value and
self-efficacy, with differences of up to 5.5% in girls and 5.2% in boys, as well as higher
test anxiety (11.5% in girls and 8.9% in boys). In the case of cyberbullying, the results
are even more concerning than those observed in traditional bullying. Victims display
lower task value scores, with differences of 9.2% in girls and 5.6% in boys, and face a 4.5-
and 2.2-times greater risk, respectively, of scoring low in this dimension. Lower scores in
self-efficacy, control beliefs, and test anxiety were also observed compared to non-victims,
with differences ranging from 2.9% to 7.9%. Regarding bullies, significant differences
compared to non-bullies were found only in girls, who showed lower scores in extrinsic
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goal orientation, task value, control beliefs, and self-efficacy. However, both boys and girls
exhibited a 1.4- to 2.1-times greater risk of scoring low in task value and control beliefs. In
cyberbullying, bullies had lower scores than non-bullies in extrinsic goal orientation, task
value, and self-efficacy, with differences ranging from 5.7% to 9.5% in boys and 3.6% to
8.3% in girls. Additionally, both genders showed a 1.5- to 1.6-times higher risk of elevated
test anxiety.

These findings highlight the urgent need to implement educational strategies that
strengthen motivational beliefs in both victims and bullies. It is recommended to develop
programs that promote task value, control beliefs, and self-efficacy, alongside strategies
to manage test anxiety. Achieving this requires collaborative efforts among students,
teachers, and families, ensuring a school environment that fosters confidence in academic
abilities, reduces the emotional impact of bullying, and encourages a positive attitude
toward learning.
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