152438
MA (Education) Leading the Learning: M7X01457
Student: 152438

An exploration of reading motivators and progress from the initiative ‘reading with dogs’
 
 Introduction
Since the introduction of the current National Curriculum in 1988, it could be argued that there is the difficulty in delivery of overloaded, prescriptive, content. Additionally, reforms have increased this complexity, contributing to many of the reasons teachers may be unable to respond effectively (Donaldson, 2015). Furthermore, many feel the pressure to teach to test, inhibiting the creativity and innovation to develop creative, literate, ambitious, and capable learners. 
 Improving Schools in Wales: An OECD Perspective (2014) highlights many areas to be addressed and makes clear that the focus for the new curriculum must be on meeting the learning needs of all students; ensuring pupils are at the centre.  International evidence also provides insights, where all curriculum past and present have literacy and numeracy universally noted to be the essential foundations of education.  The trend over the last ten years in New Zealand, England, Canada and Scotland has been to reduce curriculum content and prescription for a focus upon the skills necessary for critical thinking and problem solving, and at the core of this is literacy. While awaiting the greater detail of the new curriculum Donaldson (2015) clearly defines curriculum purpose similar to each of the high performing countries; to develop the attitudes, values, skills and knowledge to achieve success and fulfilment as engaged thinkers and ethical citizens with an entrepreneurial spirit.



Literature review
Successful Futures (2015) maps out how the new curriculum will focus on the key focus foundations of literacy and numeracy, with digital competence also being applied and strengthened across the six areas of learning and experience, rather than single subjects. There is a focus on developing higher order skills and creativity to create an ambitious and capable learner. However, identifying what an ambitious and capable learner looks like at different stages of learning, and understanding and articulating how to support and create the most effective learning environment for this, will be the focus for leaders in all schools to be able to develop a workforce to effectively deliver this.
· Embracing the opportunities of a new curriculum, which provides more autonomy to teachers, can be deemed exciting for many leaders but can also pose a challenge, and can be met with trepidation for others. Notably, following visits to see innovative projects in schools, there were many different approaches towards leadership. Where teachers had identified innovative and exciting initiatives and introduced these into their own classrooms first, the feedback and success towards whole school change was high. In contrast, however, where leaders had imposed many different initiatives into the school, there was less success and teacher engagement. 
· Stenhouse stated that curriculum development would not happen without teacher development (Savage, 2011) and, additionally, during the review of Curriculum for Excellence (CfE), Priestly, (2010) suggests that it is vital that leaders strive to ensure effective teaching and learning within every classroom. It could be argued, however, that this needs more than a curriculum; the key to success is teacher development. Workforce skills as areas for development are central to identifying initiatives while providing opportunity for innovation to utilise the highest capital output to its full potential (Stenhouse, 1975; Savage, 2011).
It could be argued that the Foundation Phase is one of the most successful reforms introduced, and that present curriculum strengths have been found following its introduction in 2010. The primary focus on a developmental, experiential and play-based approach to teaching and learning (Welsh Government, 2015) led initial findings to conclude that higher levels of well being, and involvement in learning, are displayed in pupils attending schools that make greater use of Foundation Phase pedagogies (Welsh Government, 2015). Empirical findings support this, however it is the skills of the practitioners that are vital and pivotal to the results.  
It is important for schools to focus on the Foundation Phase practice and refer to research to identify strengths and areas for improvement, before widening the practice across the whole school. Evaluation of the Foundation Phase noted a favourable impact, including improvements in standards of learning, attendance, well-being and engagement, however this was not shown for vulnerable learners, such as those affected by poverty and underachievement, or for reducing inequalities.  Additionally, findings showed that the greatest impact was upon boys, Additional Learning Needs and pupils with Additional Language Needs.  The findings showed high parental satisfaction, although it also noted areas for development, including the need to reduce inconsistencies across the school, pupils not being prepared for national tests and an over dependence on adults (WISERD, 2014). It could be argued that this questions how well pedagogy and assessment are aligned. Another concern shared was that a large proportion of teachers showed reservation of the approaches, returning to the relevance of focusing on the staff to develop the initiative. It is undoubtable, therefore, that consistent practice across the Foundation Phase in schools is a continuous challenge for leaders.
To achieve a developmentally appropriate curriculum, which is in harmony with the child’s particular needs and interests, there has been a significant increase in the active involvement of adults in the learning process.  The Foundation Phase led to a higher adult ratio, to model behaviours and ensure language rich interactions.  However, it could be argued that commitment to the staff - pupil ratio of 1:8 for the Early Years and the 1:15 ratio for five to seven-year-olds, has been a continuing concern for teachers, despite this ratio being not statutory but a recommendation. 

Teaching assistants were highlighted as being central to raising standards and providing high quality daily teaching.  In order to ensure that the quality of these daily interactions are of a high standard, it could be argued that schools must ensure that staff employed have the relevant qualifications and training. Studies undertaken by DFES (2011) and key findings made by WISERD (2014) evaluated the impact of staffing. These studies showed that in 2011/12 approximately 50% of schools met the adult-child recommended ratio, and 81% of Teaching Assistants had the qualifications of Level 3 or above. Thus concluding that there is a small but significant relationship between pedagogy and understanding of the presence of additional practitioners in class. Teachers report, however, that the main impact is made by teaching, allowing staff to attend training, and maximizing pupils’ and teachers’ attention to work.  Variations in teacher to pupil ratios are noted and there are limitations of the analysis but there was no evidence that these variations linked to the educational achievement of pupils. This would lead one to further question the approaches to professional development in classrooms. Are leaders involving all staff in understanding, not only the approaches to learning and pedagogy, but also the importance of the foundations to the curriculum, emphasising the ability to apply learning across subjects and a disposition to do so effectively?
Donaldson (2015) explains how young people should all leave school having experienced a broad education that equips them to thrive in an increasingly complex and rapidly changing world.  Evidently the speed of change means practitioners cannot plan for the knowledge required, but the need for digital skills is known, and developing literate children is still our central aim.  Are schools aligning literacy and digital media and, if so, does this have impact on standards?
It is important to recognise the changing world, and literacy in the 21st century is changing. Children have a vast array of stimulating technologies that aid interactions.  What technology can offer in terms of supporting children’s engagement with literacy, perhaps most notably stories and text, cannot be replicated in paper based books. Innovative reading devices, gateways into stories, and bringing characters to life through animations are stimulating, but do they impact on standards?  
Kucirkova, N. & Littleton, K. (2016) completed a survey with parents to explore young children’s use of digital media with a focus on reading for pleasure. They concluded that the majority of parents choose paper based books as the first books to use with their children for shared reading, and that concerns regarding digital books are linked to the digital media exposure and lack of knowledge of digital resources that can support reading for pleasure to support learning. When determining reading motivators, the use of digital media is a favourable factor, however the reports investigated parental concerns regarding safety and reported, primarily, the worries being an addiction to technology, other activities being deemed more important for development, decreasing social contact and lower concerns of lack of exercise and harming the children’s brain. In addition, DFE (2012) also reports negative correlations between reading on digital devices and reading achievement, however it must be noted that further investigation is needed to determine the contributory factor.
Returning to the requirement to all curriculum, to promote sustained attention to the development and application of knowledge and skills in literacy, numeracy and increasingly digital competence.  There must be a focus on these continuously in each classroom to ensure the whole workforce understands how to develop these core skills effectively and use creative and innovative approaches to motivate our learners; there is always a danger of adding technology as a resource, and losing the potential it offers. Cross-curricular approaches are not a new approach from Successful Futures, and most practitioners will understand the importance that Areas of Learning and Experience should not be seen as silos. Promoting a cross curricular curriculum for all learners enables connections between prior knowledge and new information, to create depth, breadth and balance of an otherwise narrow curriculum (Driscoll. P et.al 2012). 




Donaldson (2015) reinforced how developing literacy skills are central for all aspects of learning, especially due to the fundamental role of language in thinking. The misconception of teaching lies in understanding the key to these skills, not looking back to a 19th century model of factory education (Robinson 2009). Literacy teaching lies, not in repetition and daily drills for a timetabled amount of time, but in using contexts to understand the essential components supported by developmentally appropriate teaching and learning, and ensuring appropriate motivators are in place to extend, reinforce and apply these skills to show success. Children need different opportunities to explain discuss, explore, think and use language skills at an appropriate level. 
Empirical evidence suggests a limitation to pupils’ independence, leading to a reliance on adults, as being children’s limited literacy skills. Compounded and widely reported, the ability to read as the key to educational achievement. Poor literacy skills are a barrier to accessing the curriculum for many pupils and limits opportunities, not only at school, but also throughout life, within both economically and future health outcomes, and are also associated with self-esteem and social skills (Education and Skills Select Committee, 2005; Martinez and Fernandez 2010; Clark, 2011).  However, being the most valuable skill, it is also noted as the most cognitively challenging proficiency to acquire (Lyon 1998, Medwell and Wray, 2016). It is argued by many that achieving success early in reading leads to positive path for life, towards academic and psychosocial outcomes (Butler et al, 1985).
Rose (2006) identified issues with reading and the phonic statutory component of the literacy element of the national curriculum and engaged schools in developing a structured teaching programme of literacy prescribing content and delivery, leading to a rise in standards. Davis (2014) reports how this has led to a threat to children’s enjoyment of reading.  Initially schools introduced a highly structured formal approach through the purchased of commercialised schemes and agreeably pupils make progress through these methods, but do they want to read and choose to do this independently?

Developing positive attitudes to literacy from the earliest stage is very important. NFER (2007) examined pupils’ attitudes to reading at ages nine and eleven and reported favourably of no decline since the introduction of policy in 2003, and the introduction of more flexibility and creativity within literacy teaching. McKenna et al. (1995) and Sainsbury and Schagen (2004), Guthrie and Wigfield (2000); Baker and Wigfield, 1999 argue that learners who have a negative attitude towards reading are less likely to choose to read and this impacts upon their learning and progress, due to the difference in regularity and therefore their development of reading fluency. In contrast, Twist et al. (2007) discusses the central role of intrinsic motivation, further noting when children find reading enjoyable they are more likely to read more than those who do not enjoy reading. Reporting a more positive attitude to reading correlated with a higher reading assessment result. Further reinforced by questioning that it is not whether pupils can read but if they take part in reading regularly (Gorman et al., 1981) and pupil motivated reading leads to opportunity which is equal to years of education. Guthrie and Wigfield (2000).  However this is not reinforced by studies in other countries Twist et al (2007).
The correlation between how well children read and how much they read, then leads to a positive relationship with reading (Gorman et al. (1981); Guthrie and Wigfield, 2000), and regular practice increases this. Therefore making reading enjoyable must be an underlying focus for teachers and parents. However, empirical evidence of practice shows there is a reliance on correcting, and teaching the decoding of print for fluency when reading to adults.  For children to see themselves as effective readers they must see reading as enjoyable and not a place of negativity and failure, particularly vulnerable learners (OECD, 2002) and enjoyment impacts positively on reading attainment and social and emotional development  (Twist et al, 2007) in turn impacting upon engagement (Amsterlaw et al, 2009). This leads one to conclude that developing a positive attitude to reading has a central importance alongside the acquisition of reading skills.

Establishing a positive attitude, emotional engagement and motivation is an element that can be lost through the use of structured programmes, within a return to rote teaching and the mechanics of drill and repetition.  Empirical evidence highlights when children are still learning phonics they are taught in isolation due to the difficulties with timetable constraints leading to isolated teaching, notably without context the learning is less effective.  Is this only due to timetabling or is staff understanding and skills a factor and negative attitude established through this?  This is proved an area for discussion and questioning by Davis (2014).
This is further compounded by scientific developments; studies show brain based learning is a pupil centred approach and is based upon the structure and function of the brain. As opposed to the traditional memorisation methods, brain based learning supports logical and meaningful methods and makes learning easier.  Therefore reinforcing the need for teachers to provide context to learning to associate information, additionally findings showed an increase in a positive attitude towards the lesson. To improve learning to ensure it has a brain-based focus, the factors included meaningful context, acknowledging feelings, sensitivity, affective communication, active participation, connections and involvement in evaluation (Caine & Caine, 1995). This is reinforced by Donaldson (2014), who notes that to ensure children are full engaged in learning, teachers need to provide purpose in a rich, stimulating environment, providing opportunities, ideas and resources to enable children to explore and experiment while collaborating. Furthermore, seeing the relevance in real life, not just within the classroom is a crucial element of learning (Waters 2013).  Effective teaching and learning ensures opportunities to collaborate with others within the cross curricular approaches maintaining a focus on literacy, numeracy and digital competence. Cooperative learning is key, returning to further evidence highlighting the positive effects on problem solving, achievement and motivation (Hattie 2009). 

Evidence has shown the impact of structured phonic programmes, but requires this to be applied within a creative and motivating context, to develop positive attitudes to reading.  Empirical evidence suggests a range of approaches used in the classroom involves adults leading the instruction of reading.  Therefore within a structured day, are children given time and opportunity to choose to read? Children who can read and collaborate with peers independently can explore and find further information without relying on an adult. Adults may, without intention, lead and inhibit the pupils’ attitudes to learning (Whitebread, 2012)

For children who are struggling, reconnecting with the pleasure of reading is very important.  Jager-Adam (1990) insists the focus must be on developing both the code and meaning in parallel, but notes the role of adults to assist this process, instead of arguing which process should be used.  Additionally, it is the aim to not just develop reading skills, but each child’s potential, intellectually and productively through encouragement to read frequently, widely and thoughtfully. 

Different approaches are used, including encouragement to read through play, emphasising fun and enjoyment, adults reading aloud and developing phonics through structured teaching in Foundation Phase teaching.  Reading books to adults can be challenging for many children and experiences can become stressful, impacting on enjoyment.  

DFE (2012) highlights research evidence on reading for pleasure and highlights strategies to improve independent reading, including having access to a wide choice of interesting books, rewards for reading, engaging parents as role models and relationships in the classroom and home. Use of the library is noted as a contributing factor, however one could question whether a parent who promotes the use of the library is also providing many other favourable factors making this a difficult variable to distinguish. The report continues to suggest the decline in the numbers of children who read for pleasure, especially boys which in turn impacted on a decline in having positive attitudes to reading. Interestingly, a higher proportion of primary children saw themselves as readers, with the concept of a reader as happy child with lots of friends, compared to secondary and the concept of a reader as a geeky nerd.  This poses a greater challenge on secondary teachers to support non readers to become proficient and develop positive attitudes to reading, however in turn leading to a greater pressure for primary schools to highlight the risk posed to pupils who leave primary school without the skills to read independently without a positive attitude to read for pleasure.

It is possible that reading to a dog may motivate children to increase their frequency, enjoyment and opportunity for positive reading experiences. The use of dogs in classrooms is not new. In the 1990s Intermountain Therapy Animals announced a Reading Education Assistance Dogs (READ) programme leading to a growing number of initiatives internationally.  Evidence suggests reading performance increases and contributes to a positive effect in the environment (Davison 2015), however evidence is of low quality.  The number of systematic schemes in the UK is limited, and teachers will find a significant contribution to this body of knowledge from Hall et al (2016), who found only 48 relevant studies since 1933 evaluating the impact of reading dogs, deeming these of low quality. Recently, Tufts University (2017) reported the improved literacy attitudes in children when reading aloud to dogs, noting the results suggest reading to dogs in school can provide motivation, and Lewis (2017) also concludes the benefits include communication skills, confidence, and attitudes towards learning of children who read regularly to dogs, noting specific benefits for children with additional needs.

Present research shows disengagement from, and negativity about reading was connected to formalised experiences in school (Davison, 2015), therefore having implications on the teaching of reading in schools.  Could reading dogs have a positive impact on pupils showing difficulties and developing negative attitudes on reading?


Teachers need to reflect on practice within each classroom, and ensure they understand their role as researchers. Stenhouse (1975) states the requirement of the curriculum must be to create opportunity for such practice, where teachers use their practice to test and question research. Practitioner research emphasises education that is about posing questions, not just answering, questioning one’s own practice and assumptions to make each classroom a place for inquiry to continually learn how to improve by collecting and analysing data.
Teachers employ many methods to increase the use of the reading area to develop reading for pleasure and a stimulus to support this.  Studies in Japan showed long lasting beneficial effects during a small- scale study of the use of teddies as a motivator to read (Yoshihiro S. Okazaki et al, 2016).  However there is no data on reading progress and further studies are required for further evaluation. Empirical evidence would suggest that within a school setting the effects are short and only showed effectiveness when linked to the context, however the evidence negates to show impact on pupils reading in the classroom and whether they show independent motivation to read continually for enjoyment.

Methodology  

The aim of the small-scale study was to determine whether reading dogs affect attitudes to reading and attainment, leading to an impact upon pupil’s independent choices in the classroom. The effect of the program was measured using a mixed method approach, to focus upon collecting, analysing and mixing both quantitative and qualitative data (Figure 1). This provides a better understanding of the research question than using one approach alone (Creswell, 2006). Data was collected from 10 Year 1 pupils within a primary school, which has 210 pupils on roll, including 11 who attend the part-time nursery class. The school has 9 classes, which include a nursery class, 2 mixed-age classes and 7 single-age classes. The school has 9 full-time and 2 part-time teachers. 

Around 30% of pupils are eligible for free school meals, which is above the Welsh average.  Less than 1% of pupils have English as an additional language. The school has identified around 27% of pupils as having additional learning needs. One pupil has a statement of special educational needs. No pupils speak Welsh as their first language. One female volunteer dog handler and their dog visited the school once a week over a term, being trained and monitored by an external organisation.  Health and safety and insurances also established and met by the organisation.  
Pupils were randomly selected from the same year into two groups:


B = 5
Intervention group of children reading to the reading dog once a week
A = 5
 Control group of children who continued to read to staff only




Timed observations were made of the reading area during each day to monitor pupil’s independent choice to read for pleasure.  No changes were made to the area.  All children’s progress was examined using a variety of quantitative and qualitative measures:

Quantitative data: 
· An anonymous and optional teacher questionnaire using questions regarding frequency and methods of reading with pupils, motivators used and their impact on pupils.
· Diagnostic Reading Accuracy and comprehension standardised assessments (DRA) were conducted at the start and end of the study period (Crumpler & McCarthy, 2004) 
· ‘Myself as a Learner’ (MALS) scale was used to assess attitudes to learning to measure pupils’ perception of their approaches to learning and abilities.  An average score of 70 out of 100 (Burden, 2000)
· Pupil questionnaire using questions regarding views on reading and of themselves as learners pre and post initiative.

Qualitative data:

· Confidential, semi-structured, standardised interview for the purpose being to probe responses and investigate motives and feelings, using a combination of open and closed questions to gain further insight into perspectives.
· With consent, video recordings be made of the reading sessions
· Researcher diary to note observations of participants reading behaviours.



Qualitative data:
Semi-structured interview of pupil and teachers
Video recordings of the session and reading area
Researcher diary and observations
Quantitative data:
Teacher questionnaire
DRA assessment of reading and comprehension
Pupil questionnaire






Reported results


Figure 1

The purpose of this concurrent mixed method study (triangulation) is to better understand the impact of reading dogs on reading attainment, attitudes to read for pleasure by both converging both quantitative (numeric) and qualitative (text) data.  In this approach the questionnaires and standardised assessments will be used to measure the relationship between the children and their reading.  At the same time, attitudes to reading will be explored using semi-structured interviews, video recording to inform observations and researcher diary entries with children and teachers at the school. The use of triangulation demonstrates validity particularly in qualitative research by studying from more than one standpoint (Creswell, 2007)


Although there are disadvantages to these methods; when qualitative data is quantised it loses its advantage of flexibility and depth. This can impact upon researchers’ choice of sample size to be less time-consuming, however the sample size for this study is limited due to the constrained time with the use of a reading dog. The use of mixed methods enables the weakness of quantitative research of not providing context and qualitative weakness of having bias and not providing information for statistical analysis. (Johnson, 2007)

Aims of the study are summarised below: Impact on reading for pleasure?
Impact on attitudes to reading?
Impact on reading standardised scores?

Videos and observations

Survey: Teachers and children
Survey:  teachers and children

Semi-structured interviews: teachers and children
Reading test scores


Ethical issues

All stages of the research followed the ethical guidance provided by BERA (2011), UWTSD and involvement for all participants was voluntary.
All children within the classroom were aged less than 16 years old and therefore parental consent was required, however in addition, all children themselves also gave informed consent for the study.  An information sheet and explanation was given and when consent was given a form was used to record the signature of each parent. All participants were clearly informed of their rights to withdraw from the study at any time, choose not to provide information and request to have their data removed from the study and destroyed.  The researcher understands that the children may feel obligated to take part due to the nature of the relationships and will support the children to feel at ease.  

With each questionnaire and interview the research was explained in child-friendly language allowing discussion to ensure opportunity was provided to understand the process.
To ensure confidentiality all children, teachers, handler and dog were allocated a letter in alphabetical order and all files were saved into a password-encrypted server and destroyed following analysis.


Analysis of results: 

Questionnaires and semi-structured interviews
To determine the pupil’s attitudes towards reading, questionnaires were discussed with the pupils to obtain their opinions and an interview to ensure questions were fully understood and enabled additional open questions to be discussed.  Before the study the 10% of the children chose to read by themselves and no children from the intervention group reported positively about reading by themselves or felt happy about reading books.  
Of the control group 20% felt happy about reading and chose to read independently.  This shows two thirds of the children involved felt negative towards reading. Throughout the intervention pupils responded positively to each visit from the dog and gave consistent positive feedback.  At the end of the study the control group showed no changes in their feelings towards reading but the intervention group showed a 100% improvement.  
During the semi-structured interviews the children involved in the intervention showed a difference in their feelings and provided greater detail such as:

	Before the intervention
	At the end of the study

	‘Reading is a bit hard’
	‘I can still be hard but (the dog) let’s me try’

	‘Sometime I cry, sometimes I don’t’
	‘I like reading to (the dog) and I don’t cry now’

	‘I’m not bothered by reading’
	‘Reading is ok, it’s kind of fun’

	‘I can’t read it’s hard’
	‘(The dog) likes listening to me read, I like stroking him’

	I don’t like reading much it’s boring’
	‘I pick my new book for (the dog) and I get ready to read to him I want to do it forever, I read to my dog at home now’



There was an indication made by the intervention group that the reading dog didn’t stop them all the time and let them read, one pupil noted that they can now read like the teacher and others listen.

Observations
No pupils of the intervention group chose to read independently prior to the study and 40% of the control group made the choice at least once within a week.  Following the study 100% the intervention group chose to read between four and six times a week and the control group also improved to 80% between once and three times over a period of a week.  

Test Scores
Analysis of the impact upon attitudes to reading MALS children within the intervention group made significantly more progress than the control group, of these attitudes there was a marked improvement on feeling good at reading, feeling confident, having difficult books, feeling less anxious and working things out when stuck.  
All pupils show at least a 31% improvement within the intervention group compared to the control group of at least 9%. (Appendix H)



Reading measures at the start of the study showed 60% of pupils from both groups did not score and were significantly below average for accuracy, comprehension and rate.  
Following the study 80% of the intervention group made progress with all areas and 60% made significant progress.  
Of the control group 40% made progress with no children making significant progress and 20% continued to show no score. (Appendix I)

Teachers’ views
All teachers reported a positive response by all children to the reading dogs and the behaviour in the classroom has improved as a result. The practitioner noted a calmer environment where pupils remind each other how to care for each other like they do for the reading dog.  Reading stamina has increased for pupils reading with the dog and increase use of the reading area to plan and prepare for their next session.
An improvement in attendance and regularity of reading at home, including returning their book daily, with many children reading to their pet or teddy.
The intervention has also motivated independent use of the writing and creative area and pupils are writing letters, creating pictures and writing their own books to read during their session.
Socially children are discussing their sessions and working together on making items, with an improvement in confidence for all.  A pupil with speech difficulties noted not being worried that his words didn’t sound right and another pupil, who would hide from all structured tasks is showing greater enthusiasm and willingness to work with groups of children.







Conclusion

The role of the teacher in the classroom is seen as the primary motivator, despite the increasing use of technology and changes in the curriculum, however this role can have a negative effect on attitudes to reading through the intentions to teach and correct rather than listen. Research confirms that in the early years of Foundation Phase education, attitudes to reading and learning are formed, so the more positive they are the greater impact on developing children’s positive attitudes will be.  Reading to dogs support children to develop an increased positive attitude towards reading through the development of a relationship with the dog, receiving focused, non-judgemental attention when reading.  
Experiencing positive emotions during reading enhances resiliency for future reading experiences and in turn developing a growth mindset towards reading. The greatest qualitative impact was seen in pupils with Additional Learning Needs.

The ability to reflect and recognise improvements on their own reading ability was strength of the study and supports the social and emotional aspects of learning, a crucial part of the curriculum adopted by the review (Donaldson, 2014). Thus showing the impacts is not just upon literacy, but aspects of wellbeing, with significant effect on children’s attitudes towards reading and their independent choices to use the reading area and read during the week.  Of course, this study has the limitations associated with small-scale study and must be noted.  For example, the positive effects by the presence of a reading dog may be a novelty, and the effects may diminish over time, also the answers given by the children may be given to please the teacher. However, the information to date is overwhelmingly positive and each method has shown the impact on the intervention group and also upon the classroom environment.



It is important to recognise that dogs cannot teach children how to read, and the intention of the study and intervention has never been to suggest a replacement to the Foundation Phase literacy practices, but to determine the impact of an external motivator upon reading attainment, attitudes to reading and the children’s choices to read for pleasure.  

Although the dogs cannot respond verbally and show understanding towards the children, there is recognition of feeling heard and understood, a sense of feeling important. Teachers note the range of books chosen by children and visits to the reading corner increased, to prepare for their next visit, children have shown greater concentration and focus between sessions, additionally parents have reported children asking to read and notably to read to their own pets.  DFE (2012) note regular reading outside of school impact upon higher scores in reading assessments and this has a positive effect on attitudes to reading and reading for pleasure. It is essential that there is parental involvement on the best approaches to compliment school procedures.


Wigfield and Guthrie (2000) argue that although we can encourage reading, this is an external motivation. When investigating motivation, their findings concluded a direct correlation between the motivators and the amount and breadth of reading.  Children who read more were more likely to continue to read more, whereas children who read less showed a lower likelihood to increase their reading patterns.  Additionally, and importantly in terms of this study, the type of motivator seemed important. Children showing increased intrinsic motivation read more than children with lower levels, however when using external motivators the difference was lower.  
A reading dog is an external motivator, and these early findings over a short time period show extraordinary positive effects on all aspects studied, however to determine if the external motivation can impact upon intrinsic motivation over time is for further investigation.  Initial findings show progress of attitudes, attainment and therefore regularity of reading, thus leading to a prediction where children will develop a greater intrinsic motivation as they gain confidence and a greater use of reading for pleasure.  Studies show that pupils who read more become better readers, greater attainment may lead to greater enjoyment or vice versa (DFE, 2012), additionally Clark (2007) found children who reported that they enjoyed reading were six times more likely to read above their level for their age than those who do not enjoy reading, who were eleven times more likely to be below their expected level for their age, an important way to help prevent social exclusion.  Determining why children read could be a factor in understanding motivation and therefore supporting the development within the classroom. DFE (2012) report children include wanting to read to learn and to make them feel good, an area for schools to consider when determining ways to promote standards of reading. 
When discussing motivators, research on reading for pleasure noted the use of digital media, this cannot be dismissed and leads to questions of their use in every classroom.  All classrooms have an array of digital devices for children and integrate these into the everyday learning of the classroom. Therefore would the use of a digital device be an external motivator for reading and could these offer adaptive technologies to support pupils with additional needs whilst reading independently to a reading dog?  This could present as an area for further research and development, requiring parental engagement to alleviate concerns and support safe home use.
It is evident that this study has shown the need to ensure the development of enjoyment of reading, reinforced by OECD (2002) findings as a greater determining factor for educational success than socio-economic status. Within a short time reading for dogs has shown favourable impact upon the intervention group and further investigation will determine if this can also impact on developing an inner motivation and pleasure of reading.  Furthermore, the intervention can only target a small group of learners over a period of time and it will need to be determined the period of intervention to cause longer-term positive impact. Additionally, one would need to measure whether the gains made during the regular sessions with the reading dog are sustained into independent reading when the intervention ceases.
Recommendations

· To disseminate the findings with all staff and invite all practitioners and governors to observe the sessions.  
· Discuss the initial study findings to identify pupils who would benefit from the interventions.  
· Consider video or audio record sessions for the children to listen to their own reading to develop self-correction methods, ensuring ethical guidelines are followed.
· Compare the use of an additional reading motivator such as ICT.
· Liaise with the organisation providing the reading dogs to develop a long term plan to consider a permanent school reading dog.
· Link with parents and carers to share strategies to support home reading.
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