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Research has consistently demonstrated declines in reading motivation and 
engagement from childhood to adolescence, with current levels of reading 
enjoyment and engagement among adolescents at an all-time low. This has led to 
increased interest in approaches for supporting adolescents’ reading motivation. 
To date, efforts to support adolescent reading motivation have utilized a variety of 
approaches, yet there is currently no review which synthesizes existing research 
in this area and provides recommendations for future research and practice. 
Drawing upon both narrative and scoping review principles, this review synthesizes 
38 peer-reviewed articles and research reports which have evaluated approaches 
for improving adolescents’ (12–16  years old) reading motivation. The article 
outlines the breadth and scope of approaches which have been used previously, 
categorized into five types: (1) reading and literacy skills programs; (2) whole-
school reading culture; (3) book clubs; (4) technology-supported interventions; 
and (5) performance and theater. The review also identifies gaps and issues 
relating to the current body of research and proposes priorities for future work in 
this area. Together, the findings and recommendations address calls to dedicate 
renewed and sustained attention to supporting adolescents’ reading motivation 
and engagement and provide a point of reference for researchers and education 
practitioners seeking to select, develop, and implement strategies for supporting 
adolescents’ reading motivation in the future.
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1. Introduction

There is growing interest in the concept of motivation in reading research, due to increased 
recognition of its role in reading achievement (e.g., Toste et al., 2020) and amount and breadth 
of reading (e.g., Miyamoto et al., 2019). However, adolescence has been consistently associated 
with declines in reading motivation and in related constructs such as enjoyment (Clark and 
Douglas, 2011; Cole et al., 2022), attitude (McKenna et al., 2012; Allred and Cena, 2020), and 
frequency (Twenge et al., 2019) for both academic and recreational reading (Clark, 2019; Clark 
and Teravainen-Goff, 2020). Indeed, in the last 50 years, overall time spent reading for pleasure 
has declined amongst adolescents (Twenge et  al., 2019), with fewer adolescents reporting 
enjoying reading for pleasure in 2022 than in the previous 15 years (Cole et al., 2022).
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For researchers, policymakers, and classroom practitioners, 
knowledge of approaches which can support adolescents’ reading 
motivation is essential for informing future research priorities and 
guiding classroom practice. However, to our knowledge, there exists 
no review which synthesizes the diverse ways in which reading 
motivation support for adolescents has been implemented and 
evaluated. This is especially challenging given that reading motivation 
is multidimensional and complex (Schiefele et al., 2012; Toste et al., 
2020) and cognate concepts such as reading interest, self-efficacy, and 
self-concept are often used interchangeably with reading motivation 
(Conradi et al., 2014; Jang et al., 2015). The consensus definition of 
reading motivation proposed by Conradi et al. (2014) conceptualizes 
it as “the drive to read resulting from a comprehensive set of an 
individual’s beliefs about, attitudes toward, and goals for reading.” 
(p. 154), yet the use of conceptually similar terms, which are often 
ill-defined (Conradi et al., 2014), makes navigating research findings 
and selecting appropriate strategies to support reading motivation 
challenging for researchers and educators (Schiefele et  al., 2012; 
Conradi et al., 2014; Jang et al., 2015; Murnan et al., 2023). Alongside 
this, there is also a lack of consensus regarding an overarching theory 
or model to underpin reading motivation research (Conradi et al., 
2014; McTigue et  al., 2019), with different schools of thought 
advocating for different theoretical frameworks (e.g., Self-
Determination Theory; Deci and Ryan, 1980; Expectancy Value 
Theory, Eccles, 1983). In addition, experimental research evaluating 
the effectiveness of different types of support for adolescents’ reading 
motivation has used a variety of different methodological approaches 
(e.g., randomized controlled trials, qualitative interviews, 
ethnographic research). While different methodologies are appropriate 
for different types of exploration, such variety makes it difficult for 
researchers and practitioners to understand the quality of approaches 
that might be available.

Therefore, the first aim of this review was to synthesize previous 
research which has evaluated different types of literacy or reading 
approaches to sustain and/or improve adolescents’ (12-16-years-old) 
reading motivation. Given that a wide variety of approaches have been 
applied and evaluated in previous studies (Pelletier et al., 2022), a 
combination of scoping review (Arksey and O'Malley, 2005) and 
narrative review (NR; Baethge et al., 2019) principles were applied in 
order to attend to the breadth of literature available. Scoping reviews 
enable examination of the extent, range, and nature of previous 
research activity, summarization of their findings, and the 
identification of gaps, issues, and opportunities for future development 
(Arksey and O'Malley, 2005). NRs are common within medical 
literature (Bastian et al., 2010; Baethge et al., 2019) and are used to 
summarize a body of research in a way which allows greater flexibility 
in terms of selection criteria, thematic inclusion, and exploration of 
specific research questions than a systematic review (Baethge et al., 
2019). NRs can be used to “bring practitioners up to date” by “pull 
[ing] many pieces of information together into a readable format” 
(Green et al., 2006, p. 103). There are also some examples of NRs used 
within educational research (e.g., Zucker et al., 2009; Jerzembek and 
Murphy, 2013; Erbeli and Rice, 2021) which have highlighted gaps and 
future priority areas.

The primary aims of this review are (1) to summarize the breadth 
and type of literacy supports which have been used specifically with 
adolescents (12–16-years-old) and which explicitly measure reading 

motivation as an outcome; and (2) to identify gaps in existing 
knowledge and provide suggestions for future research priorities.

2. Methods

This review combines elements of both a scoping review (Arksey 
and O'Malley, 2005) and a narrative review (Baethge et al., 2019). 
We  referred to the Scale for the Assessment of Narrative Review 
Articles (SANRA; Baethge et al., 2019) to inform the review process. 
The SANRA is a simple and brief quality assessment which aims to 
measure the construct “quality of a narrative review article” (p. 2) on 
items such as the review’s importance and description of the literature 
search. Referring to the scale ensured the process adhered to 
established guidelines for conducting a high-quality review. The 
research questions which guided the review were: (1) What approaches 
for supporting adolescents’ reading motivation have been 
implemented and evaluated previously? (2) What are the research and 
practice priorities and recommendations to support adolescents’ 
reading motivation in the future?

A two-step review process was conducted (see Figure 1). In step 1, 
we  conducted a comprehensive computerized search of three 
databases relevant to the field of education: SCOPUS, Education 
Resources Information Centre (ERIC), and What Works 
Clearinghouse (WWC) using search terms in accordance with the 
research aims (e.g., “reading,” “motivation,” “support,” “intervention”; 
see Supplementary material for all search terms).

The initial search yielded a total of 635 peer-reviewed journal 
articles and research reports (SCOPUS: 487; ERIC: 76; WWC: 72) for 
primary screening. The first author reviewed the titles and abstracts 
against the inclusion and exclusion criteria outlined below. During 
primary screening, 600 publications were excluded. This resulted in a 
total of 31 original research publications and 4 meta-analyses.

In step 2, the first author reviewed the reference lists of 4 relevant 
meta-analyses (Lazowski and Hulleman, 2016; Unrau et al., 2017; 
Okkinga et  al., 2018; McBreen and Savage, 2020). A total of 397 
citations were reviewed from these reference lists (Lazowski and 
Hulleman, 2016, p. 171; Unrau et al., 2017, p. 53; Okkinga et al., 2018, 
p. 101; McBreen and Savage, 2020, p. 72). Primary screening against 
inclusion and exclusion criteria resulted in 394 exclusions; 7 
publications were added to those identified during step 1. Across steps 
1 and 2, a total of 1,032 texts were retrieved; 38 were selected for 
inclusion (Figure 1). A detailed explanation of search procedures can 
be found in the Supplementary material.

2.1. Inclusion and exclusion criteria

2.1.1. Inclusion criteria
 • Reading and/or literacy support program or intervention.
 • Explicit measurement of reading motivation and/or an associated 

concept (e.g., reading attitude, value, enjoyment).
 • Participants aged 12–16-years-old.

2.1.2. Exclusion criteria
 • No specific support program or intervention.
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 • No explicit measurement of motivation and/or an 
associated concept.

 • Outcome measures related to motivation for other academic 
subjects (e.g., science) or for learning generally.

 • Second language or EFL learners.
 • Populations younger than 12-years-old or older than 16-years old 

(including studies with teachers as participants).
 • Publications before 1990.
 • Conference abstracts.

For examining and charting the data, key features of included 
studies were identified and coded accordingly. Codes represented 
“succinct, shorthand descriptive or interpretive labels for pieces of 
information that may be of relevance to the research question(s)” 
(Byrne, 2022, p.  1399) including information about the research 
context (e.g., location), study aims, underpinning theory, definition of 

terms, participant information (e.g., N-number, age/grade), study 
design (e.g., assignment of participants to groups, measurement tools, 
analysis type), information about the intervention (e.g., duration, key 
features, theoretical grounding), findings, and additional notes (e.g., 
generalizability of outcomes). Following the coding stage, the key 
features of each article were reviewed in order to generate 
subcategories representing the different types of approaches which are 
represented in previous research.

3. Findings

To map the breadth of approaches for supporting adolescents’ 
reading motivation, approaches were categorized by type. As it is not 
the role of this type of review to assess the quality of included studies, 
nor to provide answers to questions about the most appropriate or 

FIGURE 1

Two-step selection and inclusion process.
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successful approaches (see Arksey and O'Malley, 2005), organizing the 
findings in this way aims to enable those who are interested in 
particular methods to easily locate the information related to these. 
The following broad types of approach were identified: (1) reading and 
literacy skills programs; (2) whole-school reading culture; (3) book 
clubs; (4) technology-supported interventions; and (5) performance 
and theater (see Table 1). We address each of these approaches in turn. 
While the aim of categorizing by type is to map the range of 
approaches in a useful way, it should be noted that some approaches 
could conceptually span more than one category. Additionally, one 
study (Cockroft and Atkinson, 2017) used ‘motivational interviewing’, 
an approach which did not fit into any of the categories above. Readers 
interested in this approach are directed to the original article. Given 
the breadth of methodological approaches to evaluation in the studies 
retrieved, and that it is not necessary with this type of review to 
critique each study included (Green et al., 2006), the efficacy of each 
intervention has not been evaluated individually.

3.1. Reading and literacy skills programs

The search revealed reading and literacy skills programs to 
be the most prominent in terms of approaches which have previously 
been used to support adolescent reading motivation (N = 24). 
Previous research has found reading skill to be moderately associated 
with reading motivation, with evidence for a reciprocal relationship 
leading from earlier reading skill to later motivation (Toste et al., 
2020). Furthermore, the primary focus in much reading research, 
policy, and practice is on supporting students’ reading and literacy 
skills (Aukerman and Chambers Schuldt, 2021), meaning that it is 
perhaps unsurprising that approaches which support reading and 
literacy skills alongside motivation were most prevalent in the 
current review.

One of the most established and well evaluated skills interventions 
which has a specific focus on motivation is Concept Orientated 
Reading Instruction (CORI; Wigfield et al., 2014). Within the CORI 
framework, reading motivation is conceptualized as a key component 
of reading engagement, which is thought of as “the interplay of 
motivation, conceptual knowledge, strategies, and social interaction 
during literacy activities” (p. ix). In its development, the program 
merged theory related to reading comprehension and motivation 
(intrinsic motivation, perceived autonomy, self-efficacy, collaboration, 
and mastery goal pursuit), with experience from teachers, reading 
specialists and educational psychologists. Key motivational features 
include fostering interest, encouraging student choice and curiosity, 
ensuring success, providing a wide variety of interesting texts and 
materials, providing opportunities for hands-on activities, 
encouraging students to strive toward knowledge goals, and enabling 
students to collaborate (Wigfield et  al., 2014). CORI has been 
evaluated extensively in the U.S., usually with a focus on its impact on 
skills development (not all of these are included in this review, given 
that studies not explicitly measuring reading motivation were 
excluded at screening). Regarding studies which did measure 
motivation and motivation-related outcomes, one (Guthrie and 
Klauda, 2014) found U.S. 7th Grade (12–13-years-old) students 
receiving the CORI curriculum to show greater increases in intrinsic 
motivation, reading value, perceived competence, and positive 
engagement than those receiving traditional instruction.

A U.K.-based skills-focused curriculum intervention, Literacy for 
Life (LfL), also evaluated the implementation of a multifaceted 
approach, which offered access to reading, writing, and oral skills 
resources alongside professional development for teachers. Notably, 
LfL schools had considerable freedom around which elements they 
included in their programs. Morris et  al. (2021) adopted a quasi-
experimental approach to compare outcomes in five secondary 
schools using the LfL program with “the strongest comparators 
available” (p.  7) (details of the control interventions were not 
provided). Contrary to expectation, the authors found reading 
enjoyment to decline slightly among participants across the three-year 
intervention. To explain this, they note that the program contained a 
large variety of components, each of which were assumed to 
be beneficial (not always with supporting evidence), which schools 
were able to adapt however they wished. This led to large variation in 
implementation which was challenging to evaluate. There was also no 
clear theory of change for the program. The authors suggest that 
“clearer, more focused (and possibly fewer) aims and intended 
outcomes” (p. 13), as well as clarity on the theoretical basis supporting 
specific elements would have been of benefit to the program.

Another widely used skills-focused approach is Accelerated 
Reader (Renaissance Learning; Siddiqui et  al., 2016). Accelerated 
Reader (AR) utilizes Reading Practice Quizzes (RPQs) to assess text 
comprehension, to encourage reading practice, foster text engagement, 
and develop reading skills. There is a considerable research base 
evaluating AR (Siddiqui et al., 2016), yet much of the research focuses 
primarily on increasing skills-based outcomes such as text 
comprehension and reading fluency (What Works Clearing House, 
2008), particularly in younger age groups (e.g., Nunnery et al., 2006). 
However, some research has explored the efficacy of the program for 
supporting motivational outcomes in adolescents. In the U.S., Huang 
(2012) reports that for a sample of 6th – 8th Grade (11–14-years-old) 
students (N = 221), the AR program contributed toward feelings of 
being pressured to read. Indeed, in other evaluations of AR, feelings 
of being “forced to read” were associated with self-reported decreases 
in motivation to do so (Thompson et al., 2008, p. 555). Huang (2012) 
also reports that AR contributed toward feelings of competition 
between peers to get the highest RPQ scores. The authors note that the 
AR approach may support extrinsic (external) motivation to the 
detriment of intrinsic (internal) motivation, a position supported by 
previous evaluations on the program (e.g., Biggers, 2001; Thompson 
et al., 2008). As intrinsic reading motivation has been associated with 
more positive effects on reading amount and achievement than has 
extrinsic motivation (e.g., Schiefele et al., 2012; Wigfield et al., 2016), 
the small amount of peer-reviewed research investigating AR for 
supporting adolescent reading motivation can provide useful insights 
into its potential limitations.

The approaches outlined thus far represent programs which have 
been applied across whole school and/or year group populations. 
However, some skills-based interventions have provided targeted 
interventions for specific groups. For example, The Learning Strategies 
Curriculum (LSC) was implemented specifically for students with 
reading scores below the expected standard for their age. The LSC is 
grounded in theory related to self-regulated learning and 
generalization (Schumaker and Deshler, 2006), and represents a 
targeted intervention specifically for ‘struggling’ readers. The literature 
search retrieved several reports examining the effectiveness of the LSC 
for improving reading motivation as one of its outcomes (alongside 
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TABLE 1 Included publications and associated information extracted for synthesis.

Authors Publication type Location Context Intervention category N Motivation measures Pretest-
posttest?

Guthrie and Klauda 

(2014)
Peer-reviewed article U.S. School

Reading and literacy skills 

interventions
615

42-point Reading Motivation and 

Engagement Scale developed by the 

researchers

Yes

Morris et al. (2021) Peer-reviewed article U.K. School
Reading and literacy skills 

interventions

Unknown (5 

schools)

National Literacy Trust Pupil Attitude 

Questionnaire
Yes

Swanlund et al. (2012) Research Evaluation Report U.S. School
Reading and literacy skills 

interventions
881

Student survey developed by the American 

Institutes for Research
Yes

Melekoglu (2011) Peer-reviewed article U.S. School
Reading and literacy skills 

interventions
38

Adolescent Motivation to Read Survey 

(Pitcher et al., 2007)
Yes

Vaden-Kiernan et al. 

(2012)
Research Evaluation Report U.S. School

Reading and literacy skills 

interventions
1,226

A modified version of the Motivations for 

Reading Questionnaire (Cantrell et al., 2008)
Yes

Cantrell et al. (2011) Research Evaluation Report U.S. School
Reading and literacy skills 

interventions
2,263

Motivation for Reading Questionnaire 

(Wigfield and Guthrie, 1997)
Yes

Cantrell et al. (2016) Peer-reviewed article U.S. School
Reading and literacy skills 

interventions
1,065

Motivation for Reading Questionnaire 

(Wigfield and Guthrie, 1997)
Yes

Cantrell et al. (2012) Research Evaluation Report U.S. School
Reading and literacy skills 

interventions
637

Student Survey developed by the researchers 

based on Eccles and Wigfield (1995), Wigfield 

and Guthrie (1997), Mokhtari and Reichard 

(2002), and Hopper (2005)

Yes

Cantrell et al. (2014) Peer-reviewed article U.S. School
Reading and literacy skills 

interventions
851

Motivation for Reading Questionnaire 

(Wigfield and Guthrie, 1997)
Yes

Cantrell et al. (2013) Peer-reviewed article U.S. School
Reading and literacy skills 

interventions
851

Motivation for Reading Questionnaire 

(Wigfield and Guthrie, 1997)
Yes

Huang (2012) Peer-reviewed article U.S. School
Reading and literacy skills 

interventions
221

Accelerated Reader (AR) survey developed by 

the researcher; semi-structured interviews 

(N = 30)

Yes

Farkas and Jang (2019) Peer-reviewed article U.S. School
Reading and literacy skills 

interventions
62

AMRP (Pitcher et al., 2007); semi-structured 

questionnaire developed by the researchers

YES (no available 

pretest data on 

motivation for the 

matched group)

Ayyub (2011) Peer-reviewed article Singapore
Out-of-school 

residential camp

Reading and literacy skills 

interventions
65

Reading Habits and Interest Questionnaire 

developed by the researcher
Yes

Berry et al. (2007) Research Evaluation Report U.S. School
Reading and literacy skills 

interventions
1722 Student survey developed by the researcher Yes

(Continued)
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TABLE 1 (Continued)

Authors Publication type Location Context Intervention category N Motivation measures Pretest-
posttest?

Cosentino (2017) PhD Dissertation U.S. School
Reading and literacy skills 

interventions
26

Reader Self Perception Scale (Henk and 

Melnick, 1995)
Yes

Cuevas et al. (2012) Peer-reviewed article U.S. School
Reading and literacy skills 

interventions
145

Adult Motivation for Reading Survey (Schutte 

and Malouff, 2007)
Yes

Gatti Evaluation Inc. 

(Gatti, 2011)
Research Evaluation Report U.S. School

Reading and literacy skills 

interventions
425

Reading Academic Attitude Survey developed 

by the researcher
Yes

Gilson et al. (2018) Peer-reviewed article U.S. School
Reading and literacy skills 

interventions
34

Adolescent Motivation to Read Survey–

Conversational Interview (Pitcher et al., 2007) 

in written survey format; videotaped student 

oral interviews based on AMRP–CI

No

Lesaux et al. (2012) Peer-reviewed article U.S. School
Reading and literacy skills 

interventions

Unknown (21 

schools)

Focus groups with semi-structured interview 

protocol developed by the researcher
No

Littlefield (2011) PhD Dissertation U.S. School
Reading and literacy skills 

interventions
56

Daily reading motivation logs; Perceptions for 

Reading Motivations Questionnaire (Guthrie 

et al., 2009)

Yes

Ng et al. (2013) Peer-reviewed article Australia School
Reading and literacy skills 

interventions
76

Motivation to Read Questionnaire developed 

by the researchers
Yes

Schaffner and Schiefele 

(2007)
Peer-reviewed article Germany School

Reading and literacy skills 

interventions
375

4-point interest scale developed by the 

researchers
Yes

Schiller et al. (2012) Research Evaluation Report U.S. School
Reading and literacy skills 

interventions
756

Children’s Academic Intrinsic Motivation 

Inventory (CAIMI) Reading subtest 

(Gottfried, 1998)

Yes

Taboada Barber et al. 

(2015)
Peer-reviewed article U.S. School

Reading and literacy skills 

interventions
771

Reading Self-Efficacy and Beliefs Assessment 

(adapted from Shell et al., 1995)
Yes

Waleff (2010) PhD Dissertation U.S. School
Reading and literacy skills 

interventions
121

Reader Self-Perception Scale (Henk and 

Melnick, 1995)
Yes

Francois (2013) PhD Dissertation U.S. School Whole school approach 560
Semi-structured interviews with students and 

teachers; observational fieldwork notes
No

Pabion (2015) Research Evaluation Report U.K. School Whole school approach 888
Reflective survey developed by the 

researchers
Yes

Research Scotland 

(2020)
Research Evaluation Report U.K. School Whole school approach

Unknown (803 

schools)

Reflective survey developed by the 

researchers
No

(Continued)
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TABLE 1 (Continued)

Authors Publication type Location Context Intervention category N Motivation measures Pretest-
posttest?

Whittingham and 

Huffman (2009)
Peer-reviewed article U.S. School Book clubs 60

10-point Reading Attitude Likert scale 

developed by the researchers (based on the 

International Reading Association’s Position 

Statement on Adolescent Literacy; Moore 

et al., 1999)

Yes

Tijms et al. (2018) Peer-reviewed article Netherlands School Book clubs 90

The Bazar Reading Attitude Questionnaire 

(Broeder and Stokmans, 2013); Reading 

Motivation and Reading Interest 

Questionnaire (Förrer and Van de Mortel, 

2010)

Yes

Gavigan (2010) PhD Dissertation U.S. School Book clubs 4
Adolescent Motivation to Read Profile 

(Pitcher et al., 2007)
Yes

Alvermann et al. (2007) Peer-reviewed article U.S. Out-of-school club Book clubs 60 Daily activity logs No

Dierking (2015) Peer-reviewed article U.S. School Technology supported 

interventions

52 Semi-structured interviews; observational 

fieldnotes made by researcher and teacher

Yes

Gunter and Kenny 

(2012)

Peer-reviewed article U.S. School Technology supported 

interventions

48 Reading Preferences Inventory developed by 

the researcher

Yes

Tsikalas (2012) PhD Dissertation U.S. School Technology supported 

interventions

48 18-point Reading Motivation measure 

developed by the researcher; Self-efficacy for 

reading assessment based on Henk and 

Melnick (1995) Reader Self Perception Scale 

and Wigfield and Guthrie’s (1997) MRQ

Yes

Whittington (2012) PhD Dissertation U.S. School Performance and Theater 61 Reading attitude journals Yes

Richardson (2014) PhD Dissertation U.S. School Performance and Theater 24 Interviews; observational fieldnotes Yes

Cockroft and Atkinson 

(2017)

Peer-reviewed article U.K. School N/A (Motivational interviewing) 3 MRQ (Wigfield and Guthrie, 1997); semi-

structured interviews; observational 

fieldnotes

YES
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reading skill and strategy use) in U.S. adolescent readers (Grades 6 and 
9) (Cantrell et al., 2011, 2013, 2014, 2016). Significant increases in 
self-reported motivation were reported for 6th (11–12-years-old) and 
9th (14–15-years-old) Grade participants (Cantrell et al., 2011). On 
the selected motivation measures (see Table 1), increases in reading 
self-efficacy, intrinsic motivation (interest, curiosity, and perceptions 
of importance), and extrinsic motivation (grades and competition 
with peers), but not in social motivation, were found for the LSC 
group (Cantrell et al., 2013). Interestingly, improvements in motivation 
did not translate into improved reading performance. Evaluation by 
the same authors of a similar program, the Kentucky Cognitive 
Literacy Model (Cantrell et al., 2012) reported similar findings – no 
significant effects on reading achievement despite significant impacts 
on students’ (14–15-years-old) on reading motivation. The authors 
suggest that this may be because although the relationship between 
reading engagement and performance is likely to be reciprocal (e.g., 
Morgan and Fuchs, 2007; Toste et al., 2020), changes may not occur 
simultaneously; improvements in performance may take longer to 
emerge. Another U.S. skills-based program which aimed to support 
‘struggling readers’, Voyager Passport Reading Journeys (PRJ), 
reported differing results: improvements in reading achievement and 
reading motivation in 6th – 7th Grade students (Vaden-Kiernan et al., 
2012). The program featured reading ‘expeditions’ focused on topics 
related to science and social studies which incorporated support for 
reading fluency, vocabulary, and comprehension. Notably, the 
evaluation also assessed fidelity of implementation and concluded that 
the program was implemented with medium to high levels of 
adequacy across the 10 schools in the study.

In sum, reading and literacy skills programs have the potential to 
support reading motivation alongside skills-based outcomes. Of those 
eligible for inclusion in this review, positive effects on reading 
motivation and related outcomes (e.g., engagement, value, interest, 
curiosity) were identified in CORI (Guthrie and Klauda, 2014), LSC 
(Cantrell et al., 2012, 2013), and PRJ (Vaden-Kiernan et al., 2012) 
implementation. However, improvements in reading motivation were 
not identified following LfL (Morris et al., 2021), and features of AR 
were identified as being potentially detrimental intrinsic motivation 
to read (Huang, 2012). This indicates that improvements in reading 
skills may not necessarily also map onto positive motivation outcomes. 
More work is needed to establish features of skills-based programs 
which also support reading motivation.

3.2. Whole school reading culture

The approaches outlined above represent those which have 
measured reading motivation outcomes from school-or group-wide 
programs which specifically target reading skills. However, the review 
also identified serval studies which have implemented or evaluated 
approaches to supporting a whole school ‘reading culture’ (N = 3). 
These whole-school approaches aim to create an environment that 
supports reading motivation across a large student cohort using a wide 
variety of approaches.

An ethnographic study of one U.S. Secondary school 
(11–18-years-old), outlined a whole school approach which created a 
sense of community and individual agency over pupils’ reading habits 
(Francois, 2013). Situated within a sociocultural perspective and 
drawing upon theories associated with ‘communities of practice’ (e.g., 

Wenger et al., 2002), activities which created a “culture of reading” 
(p. 8) were proposed as the mechanisms supporting students’ reading 
motivation, engagement, and achievement. Activities included 
encouraging students to select their own books, form connections 
with others through reading, recommend books to one another, read 
in public spaces, and encourage one another to read (both explicitly 
and through peer modeling). Although acknowledging that it is 
difficult to form generalizations from single-site case studies, the 
author suggests that understanding reading as a social practice was 
key to supporting motivational outcomes and emphasizes the 
importance of a multidimensional approach to fostering a school-
wide motivating reading culture.

Developing a reading culture was also central to the First 
Minister’s Reading Challenge (FMRC) delivered by Scottish Book 
Trust and evaluated by Research Scotland (2020). The FMRC program 
was intended to be inclusive and flexible, working alongside other 
reading programs taking place both in and out of school to build a 
school-and community-wide reading culture. While the program 
provided support for developing a school-wide reading culture (e.g., 
training sessions, resources), schools were encouraged to make their 
own decisions about how to do so; there was no requirement to 
implement a specific set of evidenced-based activities, nor was 
adherence rigorously evaluated. Similarly, Pabion (2015) evaluated 
The National Literacy Trust’s Premier League Reading Stars program 
(PLRS)which incorporated lessons aligned with the national 
curriculum as well as supporting packs including posters, reading 
journals, wristbands and pencils, and online resources to promote a 
reading culture across the school. The author reports increases in 
reading enjoyment, confidence, frequency and performance following 
the 10-week program. However, it was not possible to evaluate or 
compare the particular practices which took place in each participating 
school, meaning the specific activities/approaches which contributed 
toward the observed positive outcomes are not clear.

Notably, implementing school-wide strategies to support the 
development of a reading culture makes it possible for schools to tailor 
an approach to their specific context. However, this approach also 
makes it difficult to identify which practices are most effective, and to 
generalize the findings to other settings. Furthermore, school-wide 
approaches often require additional support from school leadership 
teams, investment in the professional development of school staff, 
resource provision, space, time, and ongoing evaluation (ideally with 
feedback from students themselves), making their adoption and 
evaluation complex.

3.3. Book clubs

Book clubs are “small collaborative groups whose purpose is to 
enhance literacy and personal and social growth” (Polleck, 2010, 
p. 51), and represent a means of engaging readers with texts outwith 
classroom practice. Of the retrieved articles, those which have 
evaluated the use of book clubs for promoting adolescent reading 
motivation (N = 4) have focused on different motivation-related 
concepts and operated within a variety of different contexts. For 
example, in the U.S., Whittingham and Huffman (2009) reported that 
attending a book club once a week for one semester increased reading 
attitude in middle school (11–13-years-old) students (n = 60), 
particularly for those with the most negative attitudes toward reading 
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at the outset. Tijms et al. (2018) reported that a 7-week book club 
intervention with students (n = 50) aged 12–14-years-old from urban, 
low-SES communities in the Netherlands also produced significant 
increases in reading attitude, alongside improvements in reading 
comprehension and social–emotional competencies, but not reading 
motivation. Evaluation of participation in a graphic novel (comic) 
book club (Gavigan, 2010) was also reported to have a positive effect 
on reading value and reading self-efficacy in struggling male readers 
(n = 4). These studies indicate the potential of positive motivational 
consequences from book club participation, particularly regarding 
reading attitude, value and self-efficacy.

However, there is still a need to develop greater understanding of 
the underlying mechanisms of book club success in order to inform 
best practice. Although the reviewed research did not always refer to 
a particular theory connecting book club participation with reading 
motivation, social theories of reading motivation and engagement 
(e.g., Guthrie et  al., 1995) may be  best applied to the approach. 
Furthermore, providing students autonomy over their choice of text 
appears beneficial for increasing engagement (Whittingham and 
Huffman, 2009; Gavigan, 2010; Schreuder and Savitz, 2020), as does 
supporting them to identify as readers (Gavigan, 2010), indicating 
potential mechanisms for change. However, individual book clubs will 
naturally differ significantly in terms of membership and group 
dynamics, quality of discussion, text type, meeting frequency, and 
environment. These variations are likely to affect how effective book 
clubs are, and for whom (e.g., depending on an individuals’ connection 
with the text, relationships with other group members, autonomy over 
text selection, etc.).

3.4. Technology-supported interventions

The growing availability of technology-supported reading 
resources has brought with it the possibility for digital materials to 
be used to support adolescents’ reading motivation. Recent research 
has indicated that the emergence and expansion of digital literacy 
environments supports the growing diversity of adolescents’ literacy 
experiences (Loh and Sun, 2019, 2022; Agosto, 2022). In the current 
review, 3 publications examining the effectiveness of technology-
supported interventions in the classroom were identified.

In a U.S.-based exploration of how Nook e-readers affect students’ 
(N = 52; 15–17-years-old) attitudes toward reading, Dierking (2015) 
found that using e-readers for sustained silent reading in class was 
particularly beneficial for students who saw themselves as “reluctant 
readers.” The author identified 5 ‘qualities’ of e-readers which 
supported reading engagement: novelty, convenience, escape, privacy, 
and ‘flow’ (Csikszentmihalyi, 1990). However, the authors also note 
that not all students experience the same levels of “connection or 
usability” (p. 415) with e-reader technology and that matching specific 
technology-supported interventions with the needs of students is 
essential. Indeed, more recent research has indicated that e-readers 
may be under-utilized by adolescents, with smartphones representing 
their preferred means of reading digitally (Loh and Sun, 2022).

Other types of technology-supported approaches for supporting 
adolescent reading motivation were also identified. For example, 
Gunter and Kenny (2012) evaluated the UB the Director program 
(part of Digital Booktalk; see also Gunter and Kenny, 2008), which 
supported reluctant readers (n = 48) to produce narrative videos about 
a class-assigned book. The approach was reported to “chang[e] 

opinions and misconceptions about reading” (p. 156). The underlying 
mechanism for this remained unclear, however connecting the use of 
technology to reading practices supported engagement within the 
sample. Greater insights into the aspects that adolescents find 
engaging and useful from technology-supported interventions are 
essential to develop resources to meet their needs. More contemporary 
approaches might utilize video platforms such as YouTube and TikTok 
to create links between adolescents’ reading practices and their online 
lives (e.g., Jerasa and Boffone, 2021). However, it should also 
be remembered that variation in digital skills may pose a barrier for 
some students (see Sefton-Green et  al., 2009) and teachers/
practitioners in adopting technology-supported approaches. Care 
should be taken to ensure technology-supported programs are suitably 
tailored to the needs and skills of individuals. Finally, access to 
technology varies considerably based on individual ownership, school 
budget etc.; this should also be  held in mind when considering 
technology-supported interventions to support adolescent reading 
motivation so as not to amplify existing inequalities.

3.5. Performance and theater

Finally, the search yielded several articles which had trialed 
performance and theater interventions to support reading engagement 
and motivation in adolescents (N = 2). For example, Whittington 
(2012) examined the effect of a semester-long reading fluency and 
prosody intervention on reading attitude in struggling and 
unmotivated 6th – 8th Grade (11–14-years-old) readers. The 
intervention used dramatic reading to engage students with texts, as 
well as to support their fluency skills. Following the program, over one 
third of students reported a more positive attitude toward reading 
than at the start. Richardson (2014) also reported that a 6-week 
Reader’s Theater intervention was related to increases in reading 
motivation and attitude in 9th and 10th (14–16-years-old) Grade 
students (n = 24) reading below the expected standard for their age; 
active involvement through performance reportedly made reading 
more enjoyable and allowed students to become more comfortable 
engaging with reading activities.

These types of intervention represent a unique approach to 
supporting adolescent reading motivation, one which only emerged 
in two studies fitting the inclusion criteria for this review. However, 
it is notable that when considering approaches for supporting 
motivation for reading and literacy activities, it is easy to neglect 
intersecting practices (e.g., performance, creative writing) that may 
also contribute toward reading engagement and enjoyment. 
Although the mechanisms of change for performance and theater 
interventions were not clear from the retrieved studies, these 
explorations provide useful insights into holistic conceptualizations 
of engaging with texts.

4. Discussion and recommendations

This review provides a synthesis of approaches which have 
previously been implemented to support adolescents’ reading 
motivation. In this final section, we reflect on the research by first 
identifying the gaps and issues with existing literature, followed by 
providing recommendations for future research and practice. In 
relation to gaps and issues, these included:
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 • A lack of consistency in terms of definition, operationalization, 
and application of theory and concepts regarding adolescent 
reading motivation.

 • A primary focus on supporting reading motivation in students 
whose reading skills fall below the expected standard for 
their age.

 • A primary focus on adolescents’ in-school reading practices.

4.1. A lack of consistency in terms of 
definition, operationalization, and 
application of reading motivation theory

Previous research has already highlighted the multidimensional 
and complex nature of reading motivation (Schiefele et al., 2012), as 
well as the inconsistency in its definition (e.g., Schiefele et al., 2012; 
Conradi et al., 2014; Toste et al., 2020; Ives et al., 2023). For example, 
many motivation-related concepts have previously been used 
interchangeably with reading motivation (Conradi et al., 2014; Ives 
et al., 2023). To account for the variation in terminology, we utilized 
search terms which would also identify studies which used related 
concepts (e.g., reading attitude, reading value). Indeed, in the studies 
retrieved, reading motivation was conceptualized and measured in 
myriad ways. Furthermore, outcome measures related both to 
motivation (e.g., Motivations for Reading Questionnaire, Wigfield and 
Guthrie, 1997) and motivation-related concepts, including measures 
of reading attitude (e.g., Whittingham and Huffman, 2009), self-
efficacy (e.g., Gavigan, 2010), value (e.g., Guthrie and Klauda, 2014), 
and self-concept (e.g., Melekoglu, 2011; see Table 1). Additionally, 
some studies referred to other, less-quantifiable outcomes such as 
having more positive perceptions about reading ability, or perceiving 
reading as ‘cool’. The lack of clear and consistent use of terminology 
makes searching for relevant information challenging (Schiefele et al., 
2012; Jang et al., 2015), and underscores one reason why this review 
is much needed.

Second, it was notable that many of the approaches applied did 
not have a clear underlying theory to guide their development or 
application. Understanding the theoretical framework from within 
which an approach has been chosen is important for understanding 
the proposed mechanism of change. In the current review, much of 
the literature did not make explicit reference to a particular 
theoretical model. This is consistent with earlier findings (Conradi 
et al., 2014). Approaches which did make reference to specific theory 
cited variously: Bandura’s (2008) Observational Learning Theory 
(e.g., Dierking, 2015), Vygotsky’s (1978) social development theory 
(e.g., Richardson, 2014; Farkas and Jang, 2019), Guthrie and Cox’s 
(2001) motivational, cognitive and behavioral theories of engagement 
(e.g., Guthrie and Klauda, 2014), and Schumaker and Deshler’s 
(1992) self-regulated learning and generalization (e.g., Cantrell et al., 
2011, 2013, 2014, 2016). Others made more vague reference to 
underlying theories (e.g., social theories of literacy and motivation, 
cognitive theories and strategic processing theories), while some did 
not report a theoretical basis for their approach (Morris et al., 2021 
note the lack of a theory of change for the LfL program as a potential 
explanation for its lack of effective motivational outcomes). Unrau 
and Quirk (2014) note that “[t]he existence of an array of theories 
and models of motivation for reading and reading engagement has 
contributed to a significant degree of perplexity for practitioners and 

researchers applying and investigating these constructs” (p. 260). As 
noted by Conradi et al. (2014), it is unlikely that a single theory could 
encompass all aspects of reading motivation, however clearly 
outlining the proposed theoretical underpinnings of an approach can 
contribute toward the refinement of models for understanding 
reading motivation. Furthermore, understanding how and why a 
particular approach has been chosen will help teachers and 
practitioners to make more informed decisions about applying their 
principles across contexts and modify them for the needs of their 
own classrooms.

4.2. A primary focus on supporting reading 
motivation among students whose reading 
skills fall below the expected standard for 
their age

It was notable that many of the publications retrieved for this 
review exhibited a strong focus on “struggling” readers, or those 
scoring below the expected standard on measures of reading skills. 
Supporting the continued development of reading skills into 
adolescence is important (Ricketts et al., 2020), especially for those 
with additional barriers. Interestingly, of the studies which utilized 
reading and literacy skills programs, reading motivation was often 
positioned as an additional outcome alongside reading and literacy 
skills (i.e., there were no examples of skills-based approaches to 
supporting motivation which focused solely on motivational 
outcomes). Furthermore, only one study sought to support reading 
motivation among students with literacy skills at or above the expected 
standard for their age but who displayed low levels of reading 
motivation or engagement (Gunter and Kenny, 2012; although whole-
school approaches necessarily include students across reading levels). 
This represents a significant gap in our collective knowledge. Skilled, 
reluctant readers should be an important focus for future inquiry as it 
is likely that their motivation to read (or not) is not necessarily bound 
to their reading skill. This could provide further insights into the 
reciprocal relationship between reading skills and motivation (Morgan 
and Fuchs, 2007; Toste et  al., 2020) as it pertains to adolescents’ 
reading motivation in particular.

Relatedly, as noted above, a large number of approaches which 
have a motivation component often have a more primary focus on 
skills-and/or attainment-based outcomes or use skills programs as a 
means of supporting motivation. However, reading has previously 
been associated not only with academic performance (e.g., Krashen, 
2004; Clark and Douglas, 2011; Mol and Bus, 2011), but with a range 
of non-academic outcomes including empathy (Mar et  al., 2009), 
social cognition and social skills (Mar et al., 2006; Mar and Oatley, 
2008; Eekhof et al., 2022), theory of mind (Kidd and Castano, 2013), 
and personal development (Howard, 2011). Despite this, many 
approaches have positioned motivation as a complementary outcome 
to a more primary goal of improving reading skills and/or attainment 
(Aukerman and Chambers Schuldt, 2021). Although there are many 
educators, researchers, and organizations who champion reading for 
pleasure, such a focus is not always present in research, particularly in 
experimental and intervention work. For students struggling with 
particular reading skills (e.g., fluency, decoding), approaches which 
support both motivation and skills may be doubly beneficial in that 
they allow for the possibility of a combined effect on both priority 
areas. However, for students with secure reading skills, it is unclear 
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whether repetition of skills instruction where students are already 
proficient may diminish their motivation to read.

4.3. A primary focus on adolescents’ 
in-school reading practices

Finally, the studies included here detail approaches which have 
been conducted almost exclusively within school environments. This 
aligns with a previous scoping review which found that for students 
aged 9–12 years old, the number of studies on reading support offered 
by teachers far surpasses the number offered by parents or peers 
(Pelletier et al., 2022). There are several reasons why this is likely to 
be the case. First, school is the environment within which adolescents 
spend the majority of their time and where it is most likely that 
systematic approaches to supporting their reading motivation could 
logistically take place. Second, teachers are often looking for ways to 
support their students’ learning and development, as well as their own 
professional practice and are therefore likely to be enthusiastic about 
trialing new programs. It is also possible that activities related to 
reading and literacy align most closely with the perceived 
responsibilities of schools and teachers; schools may be perceived as 
the ‘right’ (or only) vectors of change for literacy-related outcomes. 
However, it is important to understand adolescents not simply as 
students whose lives exist only within the classroom; they have 
experiences outside of school which feed into their attitudes, goals, 
and motivations and these should be  incorporated into research 
and practice.

Furthermore, reading motivation varies based on context and it is 
important for researchers teachers, and practitioners to find ways to 
support adolescents to “connect who they are to what they do in 
school” (Oldfather and Dahl, 1994, p.  142), supporting reading 
motivation in the home, amongst peers, and in communities, and 
situating it as a lifelong practice, rather than something only pursued 
within formal education is essential (Moje, 2002; Merga and Moon, 
2016; Aukerman and Chambers Schuldt, 2021).

Additionally, much previous reading motivation research may 
have failed to consider or challenge the beliefs which underpin our 
understandings of how reading motivation is enacted, or to 
acknowledge the ways in which race, class, disability, gender, and 
other socio-cultural factors may intersect to influence reading and 
literacy outcomes (Willis, 2002; Jones, 2020). Jones (2022) challenges 
us to “reframe the narrative” (p. 16) surrounding adolescent reading 
motivation and pay closer attention to the sociocultural context within 
which reading motivation is being defined and measured. Therefore, 
when designing, selecting, and implementing approaches to support 
adolescent readers, it is imperative to think about how reading 
motivation is being defined, why it is being defined this way, how these 
definitions may exclude or marginalize different groups. Notably, in 
the current review, the majority of papers retrieved were conducted 
from within U.S., U.K., and European contexts, illustrating a gap in 
collective knowledge regarding approaches which have been 
used elsewhere.

With the above gaps and limitations in mind, we now propose 
three recommendations to guide the future of research and practice 
within the field of adolescent reading motivation. These include:

 • Adopting flexible and multifaceted approaches which are based 
on theory and make consistent use of terminology.

 • Facilitating deeper and more reciprocal connections between 
research and practice.

 • Centering the experiences, attitudes, values, and opinions of 
adolescents themselves in the design and implementation of 
reading motivation support.

4.4. Adopting flexible and multifaceted 
approaches which are based on theory and 
make consistent use of terminology

Systematic approaches to supporting adolescents’ reading 
motivation have, in many instances, provided promising insights into 
how different types of programs might support different outcomes. 
Those which report positive outcomes have often adopted a 
multifaceted approach, using a range of evidence-and theory-based 
strategies to engage and inspire students (e.g., CORI). Indeed, Gilson 
et  al. (2018) have suggested that systematic motivational support 
embedded throughout multiple interventions may be most effective 
in promoting motivation for reading. This may be because the reasons 
adolescents report for reading, or not reading, differ widely (Wilkinson 
et  al., 2020), and change over time and context (Ladson-Billings, 
1992). As noted above, previous research has already highlighted the 
multidimensional and complex nature of reading motivation 
(Schiefele et al., 2012). Therefore, it is important that multifaceted 
approaches are guided by theories which capture this, and which are 
specifically relevant to the adolescent period. Notably, approaches 
which achieve this, while simultaneously reflecting the diverse needs 
of schools, groups, and/or individual students, likely require a longer-
term approach to implementation; being open and flexible to 
exploring the needs of particular groups and modifying approaches 
based on theory and evidence may be most effective in the long-term. 
Indeed, this type of flexible and multi-faceted approach will require 
teachers and other education professionals working with adolescents 
to have considerable depth of research knowledge, so they are better 
positioned to exercise their professional judgment to implement 
practices to support adolescents’ reading motivation in ways which 
respond to their students’ interests, needs, abilities and contexts, while 
also being research-informed. It also requires consistent use of 
terminology to support the interpretation and utilization of 
research findings.

4.5. Facilitating deeper and more reciprocal 
connections between research and 
practice

Experimental research is invaluable for using systematic inquiry 
to move closer toward an understanding of both how and why a 
particular intervention works for particular groups. However, this 
research has the potential to be  somewhat disconnected from 
classroom practice. For example, if a program is developed by external 
researchers, it is less likely that the approach will meet the needs of 
those working in practice. With this in mind, it is important that both 
implementation and effectiveness outcomes are considered in the 
design and evaluation of literacy support (Moir, 2018). Designing 
programs in collaboration with practitioners (e.g., through research-
practice partnerships, co-designed projects, participatory designs) 
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enables issues of implementation (e.g., acceptability and feasibility) to 
be embedded from the outset and to include the perspectives of those 
who will use them in practice (McGeown, 2023). A more collaborative 
approach requires putting the pedagogical and professional 
knowledge, experience, and expertise of educators at the forefront of 
future exploration. Interweaving researcher knowledge regarding 
theory and existing research creates opportunities to co-create 
programs which utilize academic research in effective and sustainable 
ways. Furthermore, collaborating with organizations outside of school 
(e.g., youth centers, charities) will provide opportunities for the 
exploration and incorporation of adolescents’ out-of-school literacy 
practices, which are much overlooked in reading motivation research. 
Finally, collaboration between researchers and practitioners is 
important to ensure that research generally reflects the interest and 
priorities of communities, not only researchers (McGeown, 2023). 
Combined, these reasons provide a compelling argument to ensure 
the design and evaluation of future support is a collaborative venture 
between researchers and communities.

An additional consideration is in ensuring the communication of 
academic research in ways which reach, are accessible to, and are of 
value to, educators (Solari et al., 2020). Narrative and scoping reviews 
such as these can be valuable in terms of synthesizing approaches and 
findings for educators, especially where there exists great variety in 
terms of approaches used. However, continued and open dialogues 
with educators are also important to ensure researchers understand 
the ways academic research reaches and affects the practice with those 
responsible for implementing it.

4.6. Centering the experiences, attitudes, 
values, and opinions of adolescents 
themselves in the design and 
implementation of reading motivation 
support

There is growing recognition of the value and importance of 
participatory approaches to working with adolescents, both within 
literacy research (Levy and Thompson, 2015; Calderón López and 
Theriault, 2017; Webber et al., 2022), but also more generally (e.g., 
Freire et al., 2022). The approaches to supporting adolescent reading 
motivation identified in this review reflected a wide diversity of 
methods, however, no studies were found where adolescents 
themselves took part in the development or implementation of a 
program or intervention. While some studies asked for participants’ 
reflections on particular interventions as part of data collection (e.g., 
Huang, 2012), no studies worked with students themselves to 
develop or evaluate an intervention. In the context of adolescent 
reading motivation, Merga and Moon (2016) note that few studies 
“have allowed the students to articulate their own views based on 
their own experience” (p. 134) and that “we risk obscuring the reality 
of students’ own understandings of their motivations to read by 
extrapolating theory from studies rigidly designed and dictated by 
preconceived notions of adolescent literacy” (p. 134). Encouraging 
adolescents to share their own views regarding their reading 
experiences (both in and out of school) is essential in ensuring 
reading motivation is being measured and supported in ways that 
are meaningful to them. Future work, both within schools and 
academic research, should explore participatory and co-production 
methodologies to work with all adolescents (not just those with 

reading skills below the expected standard) and ensure their 
opinions and experiences are integrated. Indeed, synthesizing 
adolescents’ perspectives with existing theory, research and critical 
reflection may be  most effective at creating interventions which 
genuinely reach and resonate with adolescents.

To conclude, we hope that this review provides a useful description 
of the extent, range, and nature of approaches for supporting 
adolescent reading motivation which have been studied previously. 
We also hope that it has identified key gaps and issues within the 
current research base (e.g., lack of conceptual clarity, application of 
theory), and provided some useful suggestions for future work within 
the field.
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