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Abstract
This capstone essay focuses on the role of motivation in the middle grades Language Arts classroom. I frame the essay through an investigation balanced on the importance of intrinsic motivation and its relationship with engagement. With attention given to reading and writing practices, I investigate the facets of middle school adolescent development, the role of self-efficacy as it pertains to motivation, the importance of social interactions, and the exploration of a supportive environment. I offer insights into what the current literature states about reading motivation, including the importance of choice and the teacher’s role in facilitation in the classroom. I review the available research about writing motivation, consider suggestions for the teaching practice, and raise unresolved questions relating to reading and writing motivation. After finishing this essay, middle grades Language Arts teachers should feel comfortable in increasing motivation of their students for both reading and writing. 


Introduction and Context
[bookmark: _GoBack]Across the nation in small towns and large cities alike, from the west coast to the farmlands of the Midwest to New York City, English teachers cry out a familiar lamentation: “I just want my students to read! I want them to write!” The issue of motivating students and engaging them in the familiar canon has been a struggle for decades. In this capstone essay, I will build off segments of work previously completed for EDUC 3390, EDUC 3620, and EDUC 3200 where I began my investigation of parts of the middle school developmental trajectory and reading engagement practices. To add to my past work, I will investigate elements of writing engagement including extensive information regarding self-efficacy and teacher feedback. Overall, I will attempt to define intrinsic motivation, explain how intrinsic motivation relates to literacy engagement, review what research has shown about engagement practices in the classroom, and offer implications for classroom teachers in order to increase intrinsic motivation and engagement in the middle school setting. I have chosen middle school Language Arts as a focus because in the fall I will join a faculty in Memphis to teach sixth grade Language Arts. 
Intrinsic Motivation
	Authors have a variety of definitions for motivation as it relates to education. According to Cambria and Guthrie, motivation is the set of values, beliefs, and behaviors for any individual with regard to topics, processes, and outcomes (2010). For the purpose of this essay, I identify motivation more with Wentzel and Wigfield’s definition; that motivation is the set of processes that provides energy for different behaviors (2007). Motivation is divided into two basic subgroups: intrinsic motivation and extrinsic motivation. Intrinsic motivation in regards to literacy is the incentive that a student completes a task purely for the enjoyment, interest, and excitement (Becker, McElvany, & Kortenbruck, 2010).  Intrinsic motivation has direct links to curiosity about new topics, immersion in activities for sustained periods of time, and preferences for harder tasks. On the other hand, extrinsic motivation is the drive to complete a task for an external reward: a piece of candy, a good grade, or a compliment from a teacher, to name a few. Extrinsic motivation also correlates with competition in completing a task (Guthrie, Hoa, Wigfield, Tonks, & Perencevich, 2006). 
Motivation and Engagement
Extensive research has shown that higher levels of intrinsic motivation lead to higher achievement academically (Guthrie et al., 2006a; Taboada, Tonks, Wigfield, & Guthrie, 2009; Wentzel & Wigfield 1998). However, many schools encourage extrinsic motivational practices such as progress posters, class stores where students can spend class money, and ranking systems. Extrinsic motivation has been shown to undermine intrinsic motivational practices (Becker et al., 2010). Most of the time where extrinsic motivation is present and heavily weighted, intrinsic motivation is slowly pushed away.
Motivation is the strongest predictor in future reading comprehension (Guthrie et al., 2006a). Intrinsic motivation is important in the English and Language Arts classroom because research has shown that increased intrinsic motivation directly correlates to increased classroom engagement with texts—both reading and writing. Engagement, a broad term, generally refers to affective, cognitive, and behavioral characteristics that, in this case, relate a student to a text (Wentzel & Wigfield, 2007). Engaged readers seek to understand content, enjoy learning, and believe in their own abilities (Tilley, 2009). Engaged writers tend to have less anxiety about writing. When teachers lament that students are “just not into the material,” they are often complaining that students are not engaged. Teachers are correct with their concerns—engaged readers seek to comprehend the content, work through difficulties in a task, seek to read more about a given topic, make better grades in school, and score higher on standardized tests than their non-engaged peers. Most importantly, engaged students have higher levels of comprehension and achievement than their non-engaged peers, and engaged writers are more likely to continue writing later in life (Guthrie, Wigfield, Humenick, Perencevich, Taboada, & Barbosa, 2006).  
General Trends in the Middle Grades: Students and Context
Adolescent Development: Changing Schools and Changing Bodies
	As students make the transition from elementary school to middle school, they are surrounded by many changes. Their school schedules often require them to abandon self-contained classrooms and instead navigate the hallways of the school, respond to bells for class changes, adapt to the teaching style of up to eight or nine teachers, keep track of all their assignments and commitments, and move from small school structures to large middle schools where they may feel overwhelmed (Wigfield, Eccles, & Rodriguez, 1998). Generally, middle school students are seeking accepting relationships with adults and peers, an outlet for self-expression, and a means for developing their academic and social competencies (Roeser, Eccles, & Sameroff, 2000). However, most schools fail to meet students’ needs. 
	Research in the field suggests that the change in the learning environments that students encounter from elementary school to middle school results in poor academic motivation from students. As Eccles (1996) states, “Many junior high schools do not provide appropriate educational and social environments for early adolescents” (p. 268); students cannot succeed when the environment does not meet their psychological needs, also known as the stage-environment fit perspective (Eccles et al., 1996). The stage-environment fit idea claims that teachers should support students’ current maturity—not anticipated or expected maturity—while offering a challenging environment for students to work towards higher cognitive skills and maturity levels (Eccles et al., 1996). Students are also adjusting to the authority relationship transition as they enter middle school. Middle school classrooms are generally composed with a larger emphasis on teacher-centered lessons and teacher-controlled discipline, which means students have fewer chances to make choices for themselves and manage their own responsibilities (Wigfield et al., 1998). However, at this age students have a need for autonomy, independence, and social interaction. Most middle schools simply do not meet students’ needs because they characteristically have few chances for students to make their own decisions, excessive rules and exercise of authority power, poor teacher-student interactions, and homogeneous grouping (Anderman & Maehr, 1994). Students are adjusting to whole-class instruction more in the middle grades than in the primary grades, and they are increasingly aware of where they stand in relation to their classmates in terms of academic and social acceptance. Students’ concerns about self-evaluation lead to a heightened sense of competition, which shifts students’ goals from appropriate self-worth to perceived competence (Wigfield et al., 1998).
	Students may not be motivated to participate in the middle grades classrooms because the changing environment does not meet their changing needs. If they feel alienated, awkward, or unwelcome in school—as many adolescents often do—they will be less likely to participate. If students feel they have a low level of autonomy in adolescence, they will be less motivated to participate as well (Anderman & Maehr, 1994). Additionally, middle school seems to be the grade change where students are required to put forth more effort into their schoolwork than what was previously required of them. Concepts that appear in middle school such as ability grouping, evaluation techniques, and responsibility for learning are all factors for students to feel that they are not in control of their academic gains. Adolescents who perceive an emphasis in school on comparison or competition are more likely to quit school or become disruptive. On the other hand, adolescents who perceive that the school is focused on meeting students where they are, building on their current knowledge instead of comparing them to others, giving students a voice in choice, and providing supportive teachers are more likely to form close relationships in school and less likely to form relationships with negative social and academic influences (Roeser et al., 2000). Unfortunately, if one teacher in a school places a high value on effort and progress but the overall school places a high value on grades, competition, and discipline, the individual teacher most likely will be unsuccessful in motivating students. The whole school environment must fit the needs of adolescents (Anderman & Maehr, 1994).
Engaging in Literacy as a Social Practice
Wentzel and Wigfield explored the relationship between motivation and social functioning. Creating positive classroom environments can enhance motivation and achievement of students from diverse backgrounds. Collaboration has long been known to foster academic success, and social motivational work documents the importance of positive social interactions. Students enjoy working with each other, and they appreciate using this opportunity to safely explore ideas (Wentzel & Wigfield, 2007). Additionally, in group settings, students use the joint attention given to each member to motivate individuals and value each other for group contributions (Frey & Fisher, 2010). Group settings in schools are unique because they are used in such a way that students complete tasks they would not be able to complete alone. They must use each other to complete the task.
Research has further shown that small learning communities provide high levels of social support where students feel connected with the text, their peers, and their teachers. Not only does this connectedness promote positive intrinsic motivation, it also encourages smooth transitions into adolescence in the middle grades. Students at this age seek a sense of belonging, and they are encouraged by a perceived sense of peer support in these small communities, which in turn leads to greater engagement, performance, and better classroom behavior. Broad reforms such as the small schools movement has wide impacts on student motivation and achievement (Wentzel & Wigfield, 2007). Wentzel and Wigfield (2007) found that “children who enjoy positive interactions and relationships with their peers also tend to be engaged in and even excel at academic tasks more than those who experience problems with classmates” (p. 265). Cooperative learning environments lead to increased peer acceptance and increased intrinsic motivation, which in turn leads to increased achievement in school. 
Collaboration among and between students has been shown to increase intrinsic motivation to read because it feeds off students’ natural curiosity and reading involvement. Classroom cultures that encourage reading as relating to social experiences have high levels of both the amount and breadth of reading (Taboada et al., 2009). Additionally, research shows that opportunities for learning through social interactions have increased motivation in reading, writing, and in other subject areas (Wigfield, Eccles, & Rodriguez, 1998). Gambrell reports that students who mature in a classroom culture of talking about reading are likely not only to talk about books with friends and family members but also to read aloud to others, which is an important facet of increasing fluency and comprehension. Students who talk about reading are also more likely to perceive themselves as competent readers, which in turn motivates them to continue reading. The effects of this environment of reading texts and sharing with others continue long after the student has left the classroom (Gambrell, 1996). 
Relationships between students are not the only social interactions from which students learn. Students greatly benefit from interactions with teachers because they create a sense of connectedness and belonging in the classroom, which increases student motivation. Additionally, ethnic minority students tend to benefit more from social interactions with teachers and peers than do their majority counterparts, which is crucial at this time when the same minority students tend to be most at risk for losing motivation in school. Through intervention strategies that open social communication lines, students are able to rebuff negative perceptions that minority students may have of their own abilities and capabilities (Wentzel & Wigfield, 2007).
Additionally, as the use of the internet is becoming more prominent in the classroom, Magnifico suggests that schools should embrace this social outlet for adolescents to use in an academic setting. The  provides students with real audiences that can motivate writers and help shape students’ images of themselves as writers. When writing serves a real purpose for a real audience, students are more likely to engage in deep revision. Because students naturally seek the internet for the use of an audience, educators can build on this already-established relationship and welcome it into the classroom in the form of class blogs or websites in order to motivate writers in a community that they already find interesting (Magnifico, 2010).
Maintaining a Positive Emotional Environment
	The classroom should be a safe space for adolescents to express ideas and feelings as they experience social and physiological changes. As many students feel anxiety, dread, avoidance, and a lack of control with writing (Bruning & Horn, 2000), educators should work to eliminate any unnecessary stress associated with the task. Teachers should be open to listening to what their students say and write, and students should treat each other with respect as a general policy in the classroom. In addition to making task expectations clear and accessible, teachers should help students by allowing adequate time on task as to not create undue stress. When teachers help students by breaking larger complex tasks into smaller manageable pieces, students will see the task as challenging instead of overwhelming (Bruning & Horn, 2000), which both creates a positive emotional environment and increases motivation to write. Maintaining a positive emotional environment also includes allowing students to have some control in their choices. Students need control to have positive attitudes about the task: for example, teachers should allow students to write about content they have mastered so they may work on the writing task and not the content mastery. Similarly, students should be able to choose their reading tasks on occasion. 
	Finally, teachers should work to regulate students’ self-talk. Many negative feelings students have about writing and reading stem from a pattern of negative self-talk. Teachers can manage this by modeling themselves positive self-talk strategies as they work through a problem from phrases to help them stay on task (“I’m writing about whales in the ocean.”) to reinforcement phrases (“What a good idea!”) and coping phrases when frustration arises (“I can do this”) so that students are able to work on their own self-talk strategies (Graham, Harris, & MacArthur, 2006).
Student Self-efficacy
According to Brozo and Flynt (2008), “self-efficacy is the belief and confidence that students have about their capacity to accomplish meaningful tasks and produce a desired result in an academic setting” (172). Student self-efficacy also refers to students’ own judgments and evaluations about completing a task. In general, what students believe about themselves and how they behave can often be a better predictor of performance than actual capacity to complete a task. Dweck writes, “What students believe about their brains…has profound effects on their motivation, learning, and school achievement” (Dweck 2008, p. 1). Regardless of actual skill, reading self-efficacy has shown to positively correlate with reading comprehension, breadth of reading, and amount of reading outside of school (Taboada et al., 2009). Students tend to enjoy activities they are good at, and they are motivated to seek out and engage in these activities in the future (Becker et al., 2010). Similar findings are true for writing: confident and self-efficacious students have stronger feelings of self-worth about writing (Pajares, 2003). Additionally, self-efficacy influences the choices students make, the effort they exert, the persistence they use for a task, and the emotional reactions they have (Pajares, 2003). Students who possess high self-efficacy are more engaged, more motivated, and outperform their low-self-efficacy peers. This relationship between self-efficacy, engagement, and performance holds true regardless of economic standings.
Students’ self-perceived competence is a major determinant of the motivation for task completion and engagement (Gambrell, 1996). Motivated readers believe that they are good readers, and they also enjoy the challenge of reading more difficult texts. These readers appreciate recognition for their efforts, and they are encouraged to continue reading (Tilley, 2009). Thus, students who believe they read well will continue to read and challenge themselves; they see themselves as competent and the task of reading as rewarding and of practical importance (Gambrell, 1996). Additionally, students’ own expectancies often predict how well they will perform on a particular task. If students believe they can accomplish a task, they are more likely to attempt and complete the task than those students who have a low sense of expectancy for success (Wigfield et al., 1998). Finally, research shows that training students to both be more efficacious and believe they are more efficacious improves their outcomes in subject areas such as reading, writing, and math (Wigfield et al., 1998).
Origins of individuals’ self-efficacy.
Self-efficacy derives from four main sources. First, self-efficacy comes from individuals’ interpreted result of performance. When students have experiences that are positive and interpreted as successful, their self-efficacy for that particular task rises. Next, self-efficacy stems from vicarious experiences of others. When students observe someone else completing a task well, their own self-efficacy for the task will rise as they perceive the task to be easier to complete and more rewarding. The opposite is also true with challenging or difficult tasks; vicarious experiences can have a negative effect on self-efficacy. Finally, self-efficacy comes from verbal messages from others about students’ own performance and their own anxiety and stress about their capacity to complete a task (Pajares, 2003).
Fixed and growth mindsets.
	Research shows that during adolescence, students’ self-perception, academic motivation, and performance decline, and this decline has been attributed to the concurrent timing of the transition to middle school as well as the beginning changes from puberty (Eccles et al., 1996). Indeed, as shown in self-efficacy research, self-perception is a major indicator of future academic success. In a study by Dweck, researchers found that students who had a fixed mindset—that they only possessed a certain amount of intelligence and there is not much to be done about it—performed worse over time than did their peers who had a growth mindset—the idea that they possessed intelligence that could be built upon over time with effort and work (Dweck, 2008). In fact, students’ beliefs and definitions concerning their own ability change substantially in the early stages of adolescence. When students enter adolescence, they tend to view ability as a stable, internal trait that aligns with a fixed mindset. 
	Fixed mindsets and growth mindsets offer insight into students’ beliefs on self-efficacy. Students with a fixed mindset are likely to care more about their peers’ perceptions of their intelligence and thus reject learning opportunities for fear of feeling weak or incapable of completing the original task on their own without supplemental activities. Students with a fixed mindset also believe that hard work translates into a lack of ability; if a student must work hard, they believe, then that student does not have much original ability (Dweck, 2008). As such, students in the middle grades are less likely to attempt tasks that seem out of reach or too challenging because they are afraid of failure, which, if they do fail, would label them as internally stupid—not lazy or lacking effort (Anderman & Maehr, 1994). Additionally, students with a fixed mindset are more likely to feel dumb or inadequate, study less, and consider cheating (Dweck, 2008).
On the other hand, students with a growth mindset have a clear view of effort: hard work results in greater ability. These students believe that failure is a result of too little work and effort, and in order to improve, they must spend more time in preparation before the assessment time (Dweck, 2008).
One of the main theories in how students develop fixed or growth mindsets is found in the ease in which students complete elementary school. Students who receive support outside of school and study little for tests often become students with a fixed mindset. Additionally, students who have been told that they can accomplish tasks because they are intelligent are likely to have a fixed mindset. On the other hand, students who have been praised on effort rather than intelligence are more likely to develop a growth mindset; they believe that their successes came to them because they worked hard, not because of luck in intelligence (Dweck, 2008). 
Teachers in middle schools should work to develop process praise, not intelligence praise, in order to promote the growth mindset as students transition into more cognitively demanding tasks. Intelligence praise results in students feeling embarrassed and losing enjoyment in tasks when they meet disappointments or failures. Intelligence praise, and ultimately fixed mindsets, contribute to students’ decreased self-efficacy, and in some cases, their acceptance to quit school (Dweck, 2008).
Research Findings on Increasing Reading Motivation
Multiple research projects have examined how to increase reading engagement in the classroom. Throughout the research, a few facets of engagement appear to be most important in terms of engagement with reading. These facets that appear most often in increasing engagement are the importance of choice, the teacher’s role, and the student’s own relatedness to the text in terms of lived experiences and prior knowledge.
Importance of Choice
Student choice remains the most important and most cited facet of retaining student engagement with literature.  When students feel as if they have a choice in the educational process, they feel in control of their learning. Student perceived control is associated positively with achievement in reading, and it is one of the highest factors that drives internal motivation. Internally motivated students are both better able to remember what they are reading and better at building stronger knowledge representations than their less-motivated peers (Taboada et al., 2009).  Additionally, students who believe they control their own achievement do better in school and push through hard problems when they encounter difficulties. Wentzel and Wigfield refer to this perceived control as the internal locus of control. According to Wentzel and Wigfield (1998), students “who lack an understanding of what controls their achievement achieve less well than children with an internal locus of control” (p.157). Students must believe they are in control in order to achieve well.
In addition to the perceptions of choice, actual real choice in text creates more engaged readers. Most commonly, students want to read texts that relate to their lives. They want to be able to read texts about people who are similar to them socially, culturally, and economically (Al-Hazza, 2010). Required, school-selected texts actually restrict motivation for reading in general (Brozo & Flynt, 2008).  By allowing students to have a choice in the text, teachers open the doors for students to explore a theme, topic, or question that interests them (Lapp & Fisher, 2009). Additionally, students should be unrestricted in choosing texts, even if that means checking out a weeks-worth of books or books that may be above the student’s reading level. With this idea, it is important that school systems to do not limit choice, especially in the library. Students should be free to self-select and self-check out books at their leisure (Beckham, 2011).
Teachers must not forget that students bring their own selves to the reading experience, and students make meaning for themselves and by themselves when they read a text, similar to Rosenblatt’s Reader Response Theory (1978). Students choose texts that allow them to read and respond to the text in an interactive way. Students are seeking to make sense of the world around them and how they fit into that world, and choice in text creates this opportunity for them to have that experience. Without choice in text, teachers are attempting to stratify all students into a common culture and experience, which is not the case in school. Each student brings a unique experience to the classroom, and these experiences should be celebrated in a variety of texts.
Students also seek to have a choice in task—what they do with the text. Students who are able to explore their own creative interest with a text are more likely to spend more time on the task itself (Guthrie et al., 2006b). Additionally, students report that they are more engaged with the task allows them to focus on the “here and now” instead of the distant future as well as tasks that are appropriately challenging—not too hard or too easy (Wilhelm & Smith, 2006).  Student choice in the task they do when reading a text relates to students understanding the format and effect that the text has had on them. Students who read about the American Revolution may way to act it out in a puppet show instead of writing a paper. Students should be able to do the task that most appeals and relates to the text in terms of the student’s understanding of the text. 
Finally, students benefit when they have a choice in who is with them as they complete a task. Students work towards their own metacognition as they recognize who best to work with (or who to avoid) in order to complete a required element of a task. Additionally, students can also choose to be in groups with those who they already know; students benefit when they work with each other’s styles and strengths (Guthrie et al., 2006b). Working in groups is an important part of the reading process; students should be able to directly see and choose those individuals with whom they share their reading experiences. 
The Teacher’s Role
Research conflicts over the importance of the teacher’s role in terms of influence. According to one source, the teacher is the main actor in determining motivation in the classroom (Cambria & Guthrie, 2010). According to another source, the parents are the most important influence for students in elementary school, followed by peers in secondary school (Becker et al., 2010). However, despite conflicting opinions, research does agree that teachers have the role of deciding how to approach texts, how the classroom environment works, and how involved they will be in student’s text exploration. Good, close relationships with teachers provide support for students transitioning into the middle grades and facilitate school involvement. Students who lack close relationships with teachers show signs of dependency, and they are less likely to adjust to the middle school transition. As a result, the lack of relationship discourages motivation in students (Wigfield et al., 1998). 
 Teachers should be models in the classroom. The teacher role primarily is to encourage and enforce the ideas that are presented. A teacher should allow students into her life as a reader and validate the real experience of reading outside of the school environment. While this may look like reading in front of a classroom during silent reading time, it is most certainly not restricted to a passive experience. By sharing current texts, interesting observations, or connections between texts, teachers model to students that reading occurs naturally and habitually outside of the school walls. Teachers must also share with students how reading enhances their lives in order to give validity to the practices shown in the classroom. Teachers can also share their findings about how reading enhances living in the world, increases vocabulary, invites pleasure and enjoyment, and helps develop speaking and writing habits. It is crucial that students see reading as a real activity, not just a school activity (Gambrell, 1996). 
Second, intrinsic motivation is associated with students feeling that teachers are involved and care about them (Guthrie et al., 2006b). Students feel important, valued, and respected when teachers set high expectations and then provide support for students to reach the expectations (Adkins-Coleman, 2010). Teachers must not forget to make these expectations and goals explicit in the classroom. By making goals explicit, students know what is expected of them and why it is important (Tilley, 2009). In addition to helping student meet expectations, teachers also need to provide time to nurture students’ love of reading, which is most commonly found in time set aside for students to read a book of their choosing silently (Padak & Potenza-Radis, 2010). 
Third, teacher communication is a strong contributor to student motivation. Teachers’ reactions to student achievement (both success and failure) have been related to not only students’ academic goal orientations, but also to students’ self-efficacy (Wentzel & Wigfield, 1998). The modes of address that teachers establish in classrooms are also important. Democratic, autonomy-granting teaching styles where students feel they are in control (and often are able to share with their peers socially about academic tasks) are favorable to high academic motivation. Additionally, there are significant relationships between teachers’ positive aspects of student-to-teacher caring relationships and academic interest overall. Students benefit from personal relationships with teachers who are likely to both scaffold and encourage learning (Guthrie et al., 2006a). In general, student perception of teacher support and care has been related to positive motivational outcomes (Wentzel & Wigfield, 1998). When students simply see teachers as their allies in the reading and learning process, they are more motivated to achieve and please their teachers (Brozo & Flynt, 2008).
Fourth, teachers should create an environment that encourages and welcomes reading. Individuals who are surrounded by texts in book-rich environments are more likely to have positive long-term reading experiences.  Classrooms should have a wide range of reading material as well as an inviting reading space open to students. Students should feel included, welcome, and comfortable in this space that exhibits a high value of reading through pillows, chairs, posters and bulletin boards. Additionally, in order to encourage intrinsic motivation, any form of extrinsic motivation that may be present should be related to the reading activity itself. Student reading accomplishments should be rewarded with books of interest, bookmarks, and other useful book-related objects for reading—not stickers or candy (Gambrell, 1996).  
Finally, the teacher’s role is to gauge student success and interest. By giving students motivation assessments, teachers are better equipped to know where students see themselves in terms of self-efficacy and reading (Parke & Meyer, 2010).  Teachers have the opportunity to rate students’ motivations through short assessments (at the beginning of the year or throughout the year) that have high correlation with students’ reading skills at later points—even after the year has ended—because of the direct relationship between motivation and achievement (Gambrell, Palmer, Codling,, & Mazzoni, 1996).
Student Relatedness to the Text
 Research has shown that students are motivated to read texts that relate to their lives (Van Sluys, 2008). However, students are also likely to read texts that build off prior knowledge and related lived experiences. Students activate background knowledge in order to better comprehend a text, which leads to more motivation to comprehend the next text they encounter (Retelsdorf, Koller, & Moller, 2011).  Background knowledge and student questioning—a way students relate texts’ importance to their lives—are independent contributors to reading comprehension and motivation. According to Taboada, et al., “If internal motivation for reading is present and fostered in students, the cognitive process of background knowledge activation and student questioning become more fluent, enhancing student’ text comprehension” (98). Additionally, Taboada, et al. argues that students who are internally motivated are better able to remember what they read because they make stronger and more stable connections with their background knowledge, which builds fuller and richer text representations (Taboada et al., 2009). 
Student-generated questions also allow students to have a sense of relatedness to texts. Through writing their own questions, students examine their metacognitive abilities and curiosities surrounding texts. They relate back on what they know, what they wish to know, and how the text relates directly to their lives. Students are also able to increase perceived autonomy and self-efficacy through writing and exploring questions that interest them (Taboada et al., 2009). Asking and generating questions is shown to increase student comprehension of texts, perhaps because students are more motivated and invested in the text (Pflaum & Bishop, 2004). Unlike teacher-generated questions, student-generated questions have more direct relevancy to students’ academic and social lives. 
Research Findings on Increasing Reading Motivation
	Just as there are reading-specific strategies and research to increase reading motivation, there are three main writing-specific tenets to increase wrting motivation. Through nurturing writing belief, setting goals, and offering feedback, teachers and students can see a positive shift in writing motivation.
Nurturing Writing Beliefs
	In order to increase writing motivation in middle-grades students, teachers should attempt to nurture positive writing beliefs. Teachers should be honest about the difficulties of writing, but they should also help students navigate these challenges when students encounter them. Teachers should be realistic about their own expectations of students’ writing, and they should work to increase students’ beliefs in themselves as writers (Bruning & Horn, 2000). Teachers should also examine their own beliefs about themselves as writers, as these tend to have implications on how teachers present writing tasks in the classroom. Additionally, teachers should attempt to help students see their own potential as writers, and when appropriate, teachers should shift control of writing instruction over to the students (Bruning & Horn, 2000).
Importance of Goal Setting
	Multiple research studies have shown the importance of setting specific and realistic goals during writing as they relate to students’ motivation. The types of goals students set correlate with their success at certain tasks. For example, students who set mastery goals—goals that contribute to an overall mastery of a concept or task—are more likely to have better study skills and more of a willingness to complete tasks than their peers who set performance goals (Magnifico, 2010). Additionally, students who have mastery goals are more likely to be motivated, deep, cognitive thinkers. These students also show more creativity in their work, and they are more likely to seek helping strategies than their performance-goal peers (Anderman & Maehr, 1994). Performance goals—those that relate to grades and competition—tend to cause students to use shallow metacognitive strategies and seek opportunities where they can excel with minimal effort (Magnifico, 2010). 
	A study by Page-Voth and Graham (1999) shows that directly including goal setting can improve poor writing. Goals should be proximal and incremental with clear definitions of success; students should be able to judge their performance against these goals; and students should be able to react appropriately to these goals in order to use goals to their advantage and become better writers (Bruning & Horn, 2000). Setting and using goals in writing tasks serve three purposes: students know what they should accomplish and are better able to direct their attention towards it; goals serve as a motivational function in themselves to increase effort for a task; and writers can monitor progress and use feedback in order to adjust effort to complete the task (Page-Voth & Graham, 1999). Finally, goals serve an important role in writing revision. Usually, poor writers are preoccupied with mechanics and grammar during the revision process, which causes them to lose sight of the greater picture in writing. When students are given specific goals, their writing improves because they begin to focus on substantive revision concerns (Page-Voth & Graham, 1999).
	Overall, goal setting increases students’ writing productivity, facilitates learning of writing strategies through explicit practice for goal mastery, and directs students’ attention to substantive areas of focus when revising. In order for students to become motivated to complete a task, they must believe that the task can be completed with reasonable effort. The use of small goals throughout an assignment breaks the task into manageable parts for the student to complete (Bruning & Horn, 2000). 
Supportive Context and Feedback
	Teachers should provide students with strategies that they believe are useful and give students control over their own writing. Students need accurate and specific feedback on their performance with these strategies in order to maintain motivation in the task. In fact, students’ writing competence and confidence increases when they are given process goals and helpful, regular feedback on the strategy use (Pajares, 2003). Feedback—by a teacher or peer—allows for students to assess the gap between their current writing and their writing goals. According to Bruning and Horn (2000), useful feedback includes specific strategies to achieve the goals, as “students respond favorably to specific and explicit ways to improve their writing” (p. 32). 
	Additionally, research has shown that feedback that improves the piece for readers may increase or maintain motivation and student interest in the task. When students are pushed to think about an outside audience, their motivation for revision increases, and they value feedback for this process (Magnifico, 2010).
Implications for Teaching
 Curriculum and strategy research provides educators with a few well-developed methods for teaching and motivating students. The best strategies tend to include all the previous engagement experiences in one learning segment or lesson trajectory. The following strategies have proven to be successful in classrooms for reading and writing motivation and engagement.
Concept-Oriented Reading Instruction (CORI)
Concept-Oriented Reading Instruction (CORI) “merges reading strategy instruction and a set of motivational practices designed to enhance children’s intrinsic motivation” (Guthrie et al., 2006a, p.93).  In this particular type of instruction, students explore real-life issues (like aquatic life, as is most commonly referenced and researched) while completing hands-on activities and generating their own inquiry questions. Students are provided with plenty of texts to choose from to learn more about the content they are studying, and the texts compromise a wide range of formats: picture books, chapter books, narratives, etc. Additionally, students share their findings with classmates, who may encourage further inquiry about the student-selected topic within the larger content frame (Guthrie et al., 2006a). CORI allows students to have feelings of success within a thematic unit, choice of text to read, relevance to their lives with the self-created inquiry, and collaboration with peers, all of which prove to be successful in promoting intrinsic motivation and increasing comprehension (Cambria & Guthrie, 2010; Becker et al., 2010). CORI is the most comprehensive type of instruction studied to encourage intrinsic motivation among the available literature.
Stimulating Tasks
For both motivated and unmotivated students alike, stimulating tasks maintain and create motivation. Through hands-on, non-passive roles in the learning environment, students connect tasks to content knowledge and reading. By using hands-on activities to spark learning and then continue that learning with reading, students learn that reading is informative and useful. Research shows that a high number of stimulating tasks increases motivation which in turn increases comprehension (Guthrie et al., 2006b). Through incorporating one stimulating task in a unit followed by a reading process, teachers are showing students that reading has learning benefits that relate to natural curiosities. As stimulating tasks can enhance student knowledge by providing students with opportunities to read a variety of texts, students can also complete stimulating tasks in writing. Through experiencing a variety of types of writing strategies and genres, students learn that writing is not only related to academic (research) tasks, but it is also related to real life.
Assessing Writing Self-efficacy
	In order to know where students begin school with their views of their own self-efficacy, it may be helpful for teachers to assess the writing self-efficacy of students. Studies have shown that teachers are successful in this assessment when they present students with a rating scale of 1-100 or a Likert scale. The questions on the assessment should be related closely with the outcomes that will be measured (i.e., ask students about their narrative writing self-efficacy before beginning a narrative writing unit), and the assessment should use “can” terms that indicate capability instead of “will” terms that measure intention (Pajares, 2003). Teachers should keep in mind that students’ self-efficacy will vary depending on the Language Arts tasks and the types of writing used in the classroom. Students who have high levels of self-efficacy for research writing may not have the same high levels of self-efficacy for narrative writing (Pajares, 2003). 
Planning and SRSD
	One common effective form of writing motivation is the self-regulated strategy development model (SRSD), developed by Steve Graham, used in elementary, middle, and high school grades. This model of instruction differs from the commonly-taught Writer’s Workshop model (developed by Lucy Calkins and Nancie Atwell) in that it includes specific, explicit instruction for students. SRSD usually is characterized by a use of mnemonic devices for writing goals (planning, organization, word choice and vocabulary, and revision tools, for example), explicit writing instruction by the teacher, and use of students’ background knowledge for writing tasks. According to the SRSD model, teachers should teach the processes, skills, and knowledge required in order to write well; writing tasks should not be completed through self-guided inquiry or discovery models. In De La Paz and Graham’s 2002 study, when SRSD was used with middle school students, the students produced essays that were longer, contained more mature vocabulary, and were quantitatively better than the control group (De La Paz & Graham, 2002). In a 2006 study by Graham, Harris, and MacArthur, the SRSD model focused on explicitly teaching students planning, drafting, and revising strategies. The authors found that both struggling writers improved their skill during this study, and the quality of writing for the more skilled writers was enhanced (Graham, Harris, & MacArthur, 2006). In another 2006 study by Harris, Graham, and Mason, the authors examined the use of SRSD in the importance of planning before writing. Through setting goals, generating ideas, and organizing thoughts, students’ papers were longer, contained more elements of writing, and more complete than the comparison students who did not receive SRSD instruction (Harris, Graham, & Mason, 2006).
Other Suggestions for Instruction
Other forms of instruction such as new media literacy, role playing, and certain student-centered curriculums have proven successful in engaging students in literacy. 
Write for Your Life, a curriculum designed around student-generated topics and research (gangs, poverty, divorce, violence, etc.), encourages students to take responsibility for their learning while simultaneously engaging in learning about their lives. This curriculum gives students a voice in the topic and text. Students are encouraged to explore a topic that holds personal significance to them. Student lives are related to the school curriculum, which uses students’ lived experiences to generate importance, interest, and motivation. Students who have completed this curriculum said it was more intellectually challenging than other projects they completed in school, and that the projects students completed were more meaningful to their lives. By engaging in authentic inquiry, students’ investment grew as a function of choice. Students were active in the learning process as both spectators and participants in constructing their own meanings from these experiences (Fairbanks, 2000). 
Silent reading is another form of instruction that engages students. By allowing students to select a text, giving them a quiet and relaxed environment, and creating conditions where students are free to respond how they wish to a text, students become engaged in the reading process. Students enjoy the no-pressure atmosphere that comes from silent independent reading, as opposed to oral reading where they feel nervous and read for fluency, not comprehension (Pflaum & Bishop, 2004). 
Students also enjoy having teachers read aloud in the classroom, especially when they pick the text to be read. Teacher read-alouds are beneficial to the engagement process when teachers have designed the experience to have a pre- and post-reading collaborative engagement exercise. Students’ comprehension grows when they are able to make text-to-self, text-to-text, and text-to-world connections (Morrison & Wlodarczyk, 2009).
Interactive teaching strategies include role-play, points of contact, and collaborative reenactment. With role-play, readers dramatize the text, leaving one piece of text open to many interpretations. This strategy supports comprehension while giving students perceived autonomy and control, collaboration, and supporting self-efficacy (Simon, 2008). Role-play also is important with storytelling, which can address who is telling the story, how the story is told in front of other people, and what the big ideas are in the story. Teachers can model storytelling for the class, or students can try their hand at exploring character motivation and action (Ollerenshaw, 2006). The point of contact strategy seeks to examine scenes where marginalized voices are silenced. These scenes are present in historical literature, young adult literature, and in the traditional literary canon. Through looking at these scenes closely, students use a critical literacy lens to examine how the author has positioned the scene. Finally, students can collaborate and reenact a scene to examine character choice. In this strategy, students pantomime along with the scene as a narrator reads, and when the scene is finished, the class has the opportunity to interview the student re-enactors (Simon, 2008). 
One final strategy with engagement relates to the new literacies, which refers to the new ways of thinking and using links between technological texts and physical texts (Howard-Bender & Mulcahy, 2007). The new literacies are becoming more and more common in the classroom as students seek to bring their personal lives and experiences into the classroom (The New London Group, 1996). Through using the new literacies (namely, online and technological forms of communication and authorship), students who may have felt left out have a voice. One way of providing this outlet is through the form of an online discussion board, where students report that they think more deeply about literature responses, thoughtfully and responsibly respond to their peers, and generally have more genuine responses to peer comments (Wolsey & Grisham, 2007). In a similar form of new literacy, blogging allows students to engage in authentic experience where students use intrinsically-motivated and self-selected topics to express themselves while still allowing for peer feedback (Read, 2006). With effective literacy-technology integration, students are engaged, students learn new literacies, and students develop critical thinking skills to overcome the digital divide, which is the gap between those in the United States who have technology access and those who do not (Wolsey & Grisham, 2007). Through writing for an authentic audience on the internet, students develop voice, which gives them control over their writing. When students have developed their own writing voice, they feel more connected to the task and the experience, which motivates them to continue to write (Magnifico, 2010). 
Questions for Further Development
	After extensive research on reading and writing motivation, questions still remain. For one, in the current educational age of test taking, evaluations, and performance assessments, little research has been done to show how test developers can incorporate the important components of motivation in reading and writing with the standardized tests used widely across the nation. While it could be entirely possible that test makers wish to have no relation to student motivation—as motivation might be more beneficial before the test—one wonders if testing, part of the academic school year, could positively contribute to motivation. Is there a way for students to use tests as motivators without giving in to extrinsic rewards or performance goals? How do teachers effectively manage the intersection of maintaining motivation in a test-heavy environment? Does the cumulative or end-of-course test itself effect motivation?
	Additionally, the research generally concerning motivation for reading and writing focuses heavily on elementary grades with some attention given to middle grades. It would be curious to continue research into motivation in high school grades, as social lives, independence from home families, and post-secondary education or careers may play a role in students’ motivation as they mature. 
	Finally, how does motivation in reading effect motivation in writing? Is there a correlation between the two Language Arts components? If reading motivation increases, does writing motivation increase? Self-efficacy research explains that students may have differing levels of self-efficacy for reading than they do for writing. Is there a relationship between these at all? Each piece of research focused solely on one or the other—reading or writing; it would be interesting and worthwhile to teachers to see the intersection of reading and writing in research focusing on motivation.
Conclusion
The literature available is extremely comprehensive when it comes to issues of choice, social involvement, self-efficacy, and teacher role. By examining the available literature, teachers should be plenty able to create classrooms that foster intrinsic motivation and encourage student engagement. 
Thus, all facts considered, it is important that literature units include student choice, opportunities for social responses to reading, encouragement and interaction from the teacher, and a relationship to the text—preferably with background knowledge or student-led inquiry. Writing units should include clear goals and specific, effective feedback that provides reflection on strategies used. The best unit would incorporate all of these elements together in one learning experience for students to not only engage in a text, but also to understand it and further their literacy practices. As middle grade success is a predictor of future grade success and motivation, middle grades teachers should be able to send students to high school knowing they are hard-working, capable, and socially accepted adolescents.
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