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Abstract

The “L.E.R. Ciofiante”* project was implemented with first-grade pupils who took part in reading sessions animated by a
librarian in partnership with her dogs. The goal was to evaluate the effect of this intervention on children’s emotions regarding
reading (enjoyment, anxiety, boredom). The participants were 80 children (47 in the Intervention Group (IG); 33 in the Com-
parison Group (CG)). Parents and teachers answered a questionnaire about children’s involvement, and the children answered
one about reading emotions. For data processing, repeated measures ANOVA was used along with content analysis of the
answers to the questionnaires. The results showed different emotional profiles of children in the IG and the CG, mostly regard-
ing enjoyment, which increased in the IG. Data from parents and teachers corroborated this conclusion, emphasising positive
experiences which allowed an understanding of the role of dogs in children’s enjoyment and interest in reading;
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Emocgdes Face a Leitura no 1°Ano de Escolaridade — Projeto “L.E.R. Caofiante”
Resumo
O projeto ‘L.E.R. Ciofiante’ foi implementado com alunos do 1° ano que participaram em sessoes de leitura na biblioteca,
dinamizadas pela bibliotecaria em patceria com os seus caes. O objetivo ¢é apresentar a avaliacio dessa interven¢do nas emog¢oes
das criangas face a leitura (prazer, ansiedade, aborrecimento). Participaram 80 criancas (47 no projeto — GP; 33 no Grupo de
Comparac¢io — GC). Os encarregados de educagio e as professoras responderam a um questiondrio sobre o envolvimento das
criangas, e estas a um questionario de emogdes. No tratamento de dados, usou-se a ANOVA para medidas repetidas e analise de
conteudo das respostas aos questionatios. Os resultados evidenciaram perfis emocionais diferentes das criancas do GP e do GC
essencialmente para o prazer que aumentou no GP. Os dados dos pais e professoras corroboraram essa conclusio tealcando as
vivéncias positivas que permitiram compreender o papel dos cies na satisfacido e interesse dessas criancas pela leitura.
Palavras-chave: prazer na leitura, terapia assistida por animais, cies

Emociones hacia la Lectura en el 1° Afio de Escolaridad — Proyecto ‘L.E.R. Caofiante’
Resumen
El proyecto ‘L.E.R. Caofiante’ fue implementado con alumnos de primer aflo que participaron en sesiones de lectura en la
biblioteca, organizadas por el bibliotecario en compatfifa de sus perros. El objetivo de esta intervencion fue evaluar las emociones
de los nifios con relacién a la lectura (Placer, Ansiedad, Aburrimiento). Participaron 80 nifios (47 en el proyecto - GP,y 33 en el
grupo de comparacion -GC). Los encargados de educacion y las profesoras respondieron a un cuestionario sobre la participa-
ci6én de los nifios, y éstos a un cuestionario de emociones. En el tratamiento de datos se utiliz6 ANOVA para medidas repetidas
y un andlisis de contenido de las respuestas de los cuestionarios. Los resultados evidenciaron perfiles emocionales diferentes en
los nifios del GP y del GC esencialmente para el Placer que aumenté en el GP. Los datos de los padres y profesoras corrobora-
ron esta conclusion siendo resaltadas vivencias positivas que permitieron comprender el papel de los perros en la satisfaccion e
interés de estos niflos por la lectura.
Palabras clave: Placer por lectura; Terapia Asistida por Animales; Perros

Introduction

In the educational context, learning to read and
write takes on an important and often crucial weight in
the success or failure of children. This learning process
is conditioned by a series of individual and contex-
tual variables, and is not always felt as easy, instead
demanding commitment and effort, along with a set
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of diversified strategies in order to give a timely and
adjusted response to the difficulties that arise (Froiland
& Oros, 2013; Scanlon, Anderson, & Sweeney, 2017).
Children with reading difficulties very often lack
confidence in their abilities, have limited access to intet-
esting reading materials, have less reading opportunities
in their environments and find less enjoyment or inter-
est in reading (Jalongo, 2005). Animal Assisted Reading
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arises to help in dealing with these difficulties by creating
a safe, affective and non-judgemental reading environ-
ment, through an animal that helps these children feel
increasingly at ease, confident and joyful with reading
(Jalongo, 2005; Shaw, 2013). This aspect of Animal
Assisted Reading becomes even more important as
we know that, in a learning context, emotions such as
enjoyment, hope, pride, anger, anxiety or boredom are
frequently present, very often in an intense manner, and
that they have an important role in academic develop-
ment (Pekrun, 2013, 2014).

The bond between humans and animals is a well-
documented phenomenon ever since humans started
to domesticate animals (Turner, 2007). Studies have
been published which show that contact with animals is
healthy (e.g. Friesen & Delisle, 2012; Mills & Hall, 2014,
Nepps, Stewart, & Bruckno, 2014), that a dog’s presence
stimulates a friendly conversation, encourages dialogue
and socialisation between people, and contributes to chil-
dren’s self-concept as well as to physiological well-being,
for example by reducing blood pressure and anxiety lev-
els (Nepps et al., 2014; Wilson & Turner, 1998).

The American Veterinary Medical Association
(AVMA) regards this human—animal bond as a mutually
benefiting and dynamic relationship which is influenced
by behaviours that are essential to the health and well-
being of both (AVMA, 2016). These include such
aspects as emotional, psychological and physical inter-
actions between people, animals and the environment
(AVMA, 2016; Fine & Beck, 2010; Mills & Hall, 2014).

Odendaal (2000) presented a study on the subject
of human—animal interaction in which several physi-
ological parameters in people and dogs were compared
before and after an interaction. By comparing interac-
tions with dogs and the reading of books, the results
have shown that the interactions with animals were as
relaxing and stress-relieving as the reading of a book,
possibly even more beneficial because of the posi-
tive effects caused by rises in oxytocin, prolactin and
B-Endorphin. Friesen (2009) gathered data from a series
of varied studies which tried to identify the benefits for
children resulting from the presence of and interaction
with animals in diversified activities or situations (e.g.
going to the doctor, reading aloud, the classroom). The
benefits found were physiological as well emotional and
social (e.g. a decrease in stress and heart rate, increased
attention spans and cooperation in performing tasks, a
more positive attitude).

More recent studies have obtained results along
the same lines (Beetz, 2013; Beetz & McCardle,
2017; Kirnan, Siminerio, & Wong, 2016). In a recent

publication, Beetz and McCardle (2017) highlighted
situations in which children read while accompanied by
and touching a dog, where increases in oxytocin, the
hormone responsible for stress and fear reduction, have
been observed. In a previous study, Beetz (2013) had
already observed that, in classrooms where a dog had
been present, children had shown more positive atti-
tudes and emotions towards school. Along these lines
are the results from a longitudinal study developed by
Kirnan et al., (2016), where differences in terms of atti-
tudes towards reading were evident throughout various
educational levels, and significant gains were observed
in reading performance among pupils in earlier grades.
In Friesen and Deslile’s (2012) analysis of various Ani-
mal Assisted Reading programmes, they propose some
aspects that, according to them, can make a difference
in terms of positive effects in skill acquisition as well as
in children’s affective relationship with books and read-
ing. According to the authors, children feel comfortable,
competent and important as a result of the interactions
and skills they develop with the dog’s support. At the
same time, the design of the programmes must have
an underlying holistic conception of the child and their
learning process, regarding social, emotional and aca-
demic components as interconnected in the strategies
and approaches developed. This way, safe, playful and
supporttive learning environments are obtained which
provide children with real and meaningful experiences
around literacy, facilitating positive learning and affec-
tive experiences (Friesen & Deslile, 2012), which are
essential for learning,

There has been some increase in the number of
studies on the role of emotions in learning processes
(Pekrun, 2014). According to Pekrun (2009, 2014),
emotions are reactions to significant events and objects,
functioning as a way to adapt to and prepare for different
processes of perception, cognition and action, as they
affect such aspects as retrieval from memory storage,
social judgement, decision-making, problem-solving
and creative thinking. Emotions are frequently differ-
entiated between positive and negative, but beyond this
aspect they can also be distinguished between activating
(e.g. joy, pride, anger, anxiety) or deactivating (e.g. relief,
relaxation, despair, boredom) (Pekrun, 2009, 2013,
2014), with different implications for behaviour.

In learning contexts, literature has demonstrated
changes in the emotional states of subjects as their
education progressed. In what concerns anxiety, Pek-
run (2009, 2014) mentions that this emotion is low in
the first years of education and substantially increases
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with academic progression. On the other hand, positive
emotions such as enjoyment seem to decrease with edu-
cational progress, which is consistent with the decline in
scores measuring interest and attitudes towards school
(Pekrun, 2009, 2014). The importance of being atten-
tive to this decline in positive emotions and increase
in negative emotions comes from knowing that, today,
enjoyment, hope and pride are positively correlated
with interest, effort, the elaboration of learning mate-
rial, self-regulation and academic achievement (Pekrun,
2009). On the other hand, boredom is negatively cor-
related with intrinsic as well as extrinsic motivation, and
also with studying and performing tasks.

Fredrickson’s (2003, 2004, 2013) broaden-and-
build theory reveals some important functions of
positive emotions, arguing that these lead to better
results through two types of distinct, but complemen-
tary, processes: broadening the subject’s attention and
resources and building new resources. Thus, this the-
ory proposes that positive emotions amplify people’s
attention and the way they manage their cognitive and
behavioural resources (Fredrickson, 2004, 2013). The
experiencing of positive emotions leads to patterns
of thinking which are more open to new information,
more creative, more flexible and integrative (broaden).
This way, spirals of emotional, mental and physical
well-being are created which lead to better functioning
(Fredrickson, 2003; Fredrickson & Joiner, 2002, 2018).
This broadening creates the conditions for reinforcing
or building long-lasting social, intellectual, psycho-
logical and physical resources (build). Thus, when for
example, children play or participate in social activities,
they can at first be motivated by the enjoyment itself,
but this will contribute to the development of various
resources: physical (e.g. coordination, strength), psy-
chological (e.g. personal goals, resilience), social (e.g
friendship, social skills) and intellectual (e.g. new infor-
mation, problem-solving) (Fredrickson, 2003, 2004,
2013). These personal resources which result from
positive emotional states are long-lasting, they persist
beyond the moment which lead to their acquisition,
because they lead to the subject’s transformation, mak-
ing one more resilient, socially integrated and healthy.

This theory allows us a new perspective on the
adaptive role of positive emotions as well as on their
long-lasting effect beyond the specific moment in
which they are experienced. According to this theory,
positive emotions thus become essential elements for
good functioning and the well-being of subjects for dif-
ferent reasons, among which stand out the broadening
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of attention and thinking, the building of new personal
resources, the increase of resilience and the potentiat-
ing of spirals of well-being (Fredrickson, 2004, 2013).

Taking into consideration the important role of
emotions in learning contexts (Pekrun, 2009, 2013,
2014), the positive role that Animal Assisted Read-
ing can have in the promotion of positive emotions
and well-being (Beetz, 2013; Friesen & Deslile, 2012;
Kirnan et al, 2016) and the importance of posi-
tive emotions in cognitive, psychological and social
resources (Fredrickson, 2004, 2013), this study tried
to evaluate the impact of an AAR intervention with
first-grade pupils in what concerns these children’s
emotional responses to reading.

Method

This investigation was designed in a quantita-
tive, quasi-experimental manner, which considers an
Intervention Group and a Comparison Group. Two
evaluations were made, one at the beginning of the
school year, the other at the end, in order to character-
ise the emotions associated with the reading moment in
all the children.

The “L.E.R. Caofiante” Project

The “L.E.R. Caofiante” project is an Animal
Assisted Reading project implemented by the Silves
Municipal Library in 2015 (BMS, 2016) as part of the
support for its education community through the “Ler
+ Feliz” (“Happier Reading”) programme. Its goal was
to promote children’s reading skills and motivation and
to include books and reading in the daily practices in
the classroom as well as in the family context, simul-
taneously offering a positive experience related to the
library, books and reading, through a human—animal
partnership which had dogs as “alternative”, attentive
and involved listeners.

In order to achieve its goals, the “L.E.R. Caofi-
ante” project divided its procedure into two different
typologies of intervention, internationally determined
by the International Association of Human—Ani-
mal Interaction Organisations (IAHAIO, 2014): one
component of Animal Assisted Education, through
the development of a programme to help children
in small groups to overcome difficulties with reading
skills; and one component of Animal Assisted Activity,
through the animation of monthly sessions of book
and reading mediation in the library, with the assistance
of the project’s dogs, for two first-grade classes. The
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data presented here concern only the Animal Assisted
Activity component.

The Animal Assisted Reading intervention was
carried out with two classes, one of which partici-
pated in seven monthly sessions and the other eight,
throughout the 2015—2016 school year. This compo-
nent of the project intended to motivate pupils in both
classes to read by creating more reading opportunities
in the classroom as well as in a family environment;
by guaranteeing access to books which met the chil-
dren’s preferences, reading levels and age groups; by
modelling reading strategies; and by creating atten-
tive and participative listeners. Sessions lasted one
hour and 15 minutes, divided into various moments:
1. arrival of the children to the library and return of
the books borrowed the previous month; 2. admission
into the room dedicated to the sessions, welcomed by
the project librarian and her dogs; 3. dialogue con-
cerning the readings made at school and at home and
free expression of opinions that the books and read-
ing may have aroused in the children; 4. reading of
one or two books by the librarian in the presence of
the dogs (as the children learned to read, so they also
started reading to the dogs, at times stories which they
wrote themselves); 5. individual presentation of each
of the 25 books for the next month, in such a way as
to arouse curiosity and interest in their reading; 0. free
interaction in which each pupil had the opportunity
to make first contact with the books and even read
small excerpts voluntarily to the dogs; and 7. conclu-
sion, with each pupil carrying a book on the way to
school. In addition to these sessions in the library, the
teachers would provide moments for reading in the
classroom and promote weekly loans of books for
reading at home with the families, and the children
would register on their reading notebooks the books
they read and their opinions on them.

Participants

The participants were pupils in four first-grade
classes, a total of 80 children divided into two groups
according to the manner of their participation: the
Intervention Group (47 children), which was composed
of the pupils in the two classes that participated in the
sessions at the library, and the Comparison Group (33
children), which was composed of two classes that did
not participate in the project. The ages of the chil-
dren, at the beginning of the project, varied between
five years and 10 months, and six years and 11 months;
43 (53.6%) were boys and 37 (46.3%) were girls. The

parents, who were mostly educated to a ninth-grade
level or higher (90.1%), also participated along with the
two teachers of the classes involved.

Instruments

For gathering data from the children, a scale was
used that was adapted from the Achievement Emo-
tions Questionnaire — Elementary School (Pekrun,
Lichtenfeld, Killi, & Reiss, 2007) which, in its origi-
nal version, focused on emotions associated with the
learning of mathematics. The items were adjusted to
reading situations. They were presented to the children
as statements which were read aloud, and the answer
scale was pictorial, a sequence of five faces with dif-
ferent expressions which gradually became more
identifiable as the emotion they referred to. Thus, the
sequences of facial expressions were different for the
three emotions in question, with different versions for
boys or girls as well. In the factorial analysis carried
out, the three-dimensional structure was clear and
consistent with the original one, showing altogether
an explained variance percentage of 63.29% and ade-
quate values of internal consistency (Hair, William,
Barry, Rolph, & Ronald, 2010) which varied between
.80 and .83 (Table 1). The scale was thus composed
of 13 items, considering three emotions: enjoyment
(e.g. “I like reading”), boredom (e.g. ““I think reading
is so boring that all I want is to stop”) and anxiety (e.g.
“When I have to read aloud I get nervous”).

With regard to the parents, a questionnaire was
developed which was composed of open-ended ques-
tions in order to characterise the way their children
shared the experiences they had with the project at home
and the way the families had integrated and experienced
reading in their lives. One other questionnaire was devel-
oped for the teachers, also composed of open-ended
questions, with the goal of gathering their opinions on
the execution of the project and its impact on class rou-
tine, children’s skills and family involvement.

Procedures

In order to gather data from the Intervention
Group, the project coordinator asked the municipality,
the schools and the parents for the necessary authori-
sations. For the Comparison Group, permission was
asked from the schools, the teachers and the parents.
Data from the children were gathered in small groups
(three to four children), over periods of 15 to 20 min-
utes, on two occasions: the beginning of the school
year, November and the end of the school year, May.
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Table 1.
Factorial Analysis of the Emotion Scale and Internal Consistency Values
Factor
1 2 3

Emo4_Enjoyment .814

Emo7_Enjoyment .749

Emol_Enjoyment 742

Emo13_Enjoyment 712

Emo10_Enjoyment .699

Emo9 Boredom .829

Emo12_Boredom 747

Emo6_Boredom 742

Emo3_Boredom .676

Emo5_Anxiety .845
Emo?2_Anxiety 768
Emo8_Anxiety 748
Emol11_Anxiety .638
Figenvalue 4.76 2.37 1.09
Explained variance 36.62 18.26 8.41
Cronbach’s alpha .81 .83 .80

The division into small groups aimed at making sure the
answers of some were not influenced by those of oth-
ers, that the instructions were well-understood and the
answers noted. Fach sentence was read aloud and each
child was asked to choose the image that better repre-
sented the way they felt towards the situation described.
At first, the children answered a few questions in order
to acquaint themselves with the scale’s format.

Data concerning parents and teachers were gath-
ered at the end of the school year, through individual
questionnaires delivered by the project coordinator and
later answered at home and returned on an agreed-upon
date. These were designed in such a way as to be simple
and not too time-consuming, in order to encourage the
participation of both families and professionals.

For statistical processing of the gathered data, the
SPSS Statistics software (IBM SPSS Statistics V22.0,
2016) was used.

Results

Scale of Emotional Responses to Reading
Regarding emotions, this study analysed enjoy-
ment, anxiety and boredom towards reading These
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emotions were characterised at the beginning and end
of the project, which coincided with the initial and final
periods of the school year. In addition to the Interven-
tion Group, data were also gathered from two other
classes which were used as the Comparison Group and
which did not participate in the project. The graph in
Figure 1 shows the values of perceived enjoyment as
gathered from the children in both groups at the begin-
ning and end of the year.

Pleasure
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Figure 1. Pleasure when reading at the beginning and
end of the school year.
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One can observe that the average in the Inter-
vention Group was at first lower than that of the
Comparison Group, which was very close to the maxi-
mum value. The graph (Figure 1) shows that, while in
the Comparison Group the perceived enjoyment from
reading decreases, it increases instead in the Interven-
tion Group, obtaining similar values at the end.

As for anxiety, the graph in Figure 2 shows that,
at first, the values in both groups were not very high,
indicating low levels of anxiety, as they were both
located beneath the midpoint of the scale (3). How-
ever, these were higher for the Intervention Group
than they were for the Comparison Group. One can
note that these values were kept low up to the end of
the year, even slightly decreasing among children in
the Intervention Group.

Finally, the graph in Figure 3 illustrates what hap-
pened regarding boredom towards reading throughout
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Figure 2. Anxiety when reading at the beginning and end
of the school year.
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Figure 3. Boredom when reading at the beginning and
end of the school year.

the year in both groups. A reading of the graph shows
us that, initially, the average in the Intervention Group
was higher than the Comparison Group, close to the
midpoint of the scale. The average values concerning
boredom decrease in both groups from the beginning
until the end of the year, but that decrease is more pro-
nounced among children in the Intervention Group.
In order to verify if these distinct emotional pat-
terns were significantly different throughout the year,
we resorted to a repeated measures ANOVA, taking
into account the initial and final differences between
both groups. A global effect was identified for emo-
tional responses to reading in the interaction between
the moment (beginning and end) and the group (inter-
vention and comparison) |Pillai’s Trace = .135, F(3,72)
= 3.75, p = .015]. The univariate analyses later per-
formed showed that this effect was meaningful for
enjoyment alone [F(1,74) = 11.10, p = .001].

Participation in the “I.E.R. Caofiante” Project

The analysis conducted of the parents’ answers to
the questionnaire allowed us to notice that references to
positive emotions such as joy, enthusiasm and satisfac-
tion were present in many descriptions of the way their
children experienced the “L.E.R. Ciofiante” project:

“She loved the project, there was never a day that she didn’t
come home from the project happy” (P12).

“With a lot of enthusiasm, and it ahvays ended with the
same question: Will it be long before we go to the library
again?”” (P38).

“Those were moments of pleasure, which echoed at home with
the books she brought with her” (P1).

“He talked about the project with a lot of joy, because he
loves animals and stories” (P24).

“Very happy and satisfied when she talked about what they
read and the stories she was told” (P19).

“With a lot of enthusiasm. I can even say, with absolute
certainty, that e loved every moment of it” (P22).

The teachers also noticed positive emotional
differences in their students, with benefits for their
academic lives and for the bonds created between the
children and the animals:

“The dogs’ presence has been beneficial, because the students
loved their interactions with then, and were always interested
in reading to MoMo and Pipa, as well as performing many
tasks for them” (D1).
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“There were benefits in the dogs’ presence in the sessions
because the interaction with MoMo and Pipa stimulated
learning, the will to read and perform tasks for them, it
also contributed to tighten affective ties [between] pupils

Jand] dogs” (D2).

At the end of the school year, when the children
were asked about the project, they did not hesitate and
almost unanimously declared feeling happy with their
participation in it (95.7%), and even the remaining
ones mentioned feeling good, none of them express-
ing any negative opinions. Furthermore, all stated their
desire to see the “L.E.R. Caofiante” project continue
the following year.

Discussion of Results

In order to analyse the effects on emotional
responses to reading in the children that participated
in the project, three different emotions were studied
— enjoyment, anxiety and boredom — and the global
effects of the intervention were approached by taking
into consideration both moments (beginning and end)
and groups (intervention and comparison).

In regard to enjoyment, the values obtained from
the Comparison Group decreased as the year pro-
gressed, in conformity with the data that Monteiro and
Mata (2001) gathered when they compared enjoyment
of reading between different grades, noticing a signifi-
cant decrease which has also been noticed in learning
in general (Pekrun, 2009, 2014). However, enjoyment
values increased in the Intervention Group, showing
benefits for the children in it. These results are also
in line with other studies on the benefits of the pres-
ence and participation of dogs in children’s motivation,
explained by the comforting and non-judgemental
presence of a dog (Friesen & Deslile, 2012; Hall, Gee,
& Mills, 2016; Jalongo, 2005). The programme thus
appears to compensate the decrease in enjoyment from
reading usually associated, in literature, with progress in
educational levels, and which was evident in the Com-
parison Group (Monteiro & Mata, 2001; Pekrun, 2014).

With respect to anxiety, the Intervention Group
initially had higher levels and, as proposed by Hall et
al., (2016), these values lowered. In the Comparison
Group, they remained relatively stable. However, when
comparing both groups, the difference between them
was not statistically meaningful. This can be explained
by the initially low levels of anxiety in both groups (they
were both located below the midpoint of the scale), as
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is usual in this age range (Pekrun, 2009), which is why
the effects of the project may not be so noticeable. This
way, even if there are slight differences, these are not
meaningful enough during the period of the interven-
tion. Since the studies related by Hall et al., (2016) in
which significant differences were shown were devel-
oped with older pupils, that may well be the reason
for the absence of differences in this work with first
graders, as anxiety levels are usually higher among older
pupils (Pekrun, 2014). An intervention which spanned
over a longer period of time could eventually lead to
more accentuated differences between the groups.

Concerning boredom while reading, the Inter-
vention Group showed higher levels in the beginning,
though these were below the midpoint of the scale, and
some decrease was seen throughout the year. The Com-
parison Group initially had lower levels of boredom,
which remained relatively stable with time. However,
although these patterns were different, they were not
statistically significant. Probably, if the programme
lasted longer or the visits to the library were more fre-
quent, the differences between these profiles would
have been more evident and the impact of the pro-
gramme more accentuated. It is known that children’s
motivations are more intrinsic as they first start going
to school and become more extrinsic as they progress
(Monteiro & Mata, 2001), eventually becoming asso-
ciated with more negative emotions. Thus, it may be
important to study the way in which a programme such
as this may have beneficial effects on negative emotions
of pupils in different grades.

The identification of the effects of this project on
children’s positive emotions in relation to Fredrickson’s
(2003, 2004, 2013) broaden-and-build theory appears
to have a global importance. Within this theoretical
framework, Fredrickson specifies the role of positive
emotions when she mentions that these may not only
broaden the subject’s attention and resources, but also
support the building of new resources at different lev-
els (physical, social, psychological, intellectual). Taking
these ideas into account when specifically considering
reading, we have noted that enjoyment from reading
increased among children in the “L.E.R. Ciofiante”
project. However, it was not only from the question-
naires on emotions that the children answered that their
positive emotions became evident. The reports from
parents and teachers are consistent in mentioning plea-
sure, satisfaction, joy, desire to repeat the activities, etc.,
which were notlimited to the time spentin the library but
were apparent later at home and in school. The positive
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experiences they had may be helpful both in the discov-
ery of the functions and uses of written language and in
acquiring pleasure in reading. Furthermore, it may also
contribute to the development of various resources, as
Fredrickson (2003, 2004, 2013) predicts, which in this
case may revolve around resilience along with decod-
ing and comprehension skills, which in turn lead to
the acquisition of increasingly complex skills related to
reading. Resilience, dedication and effort resulting from
the positive moments experienced appear clearly in the
reports from the teachers, namely when they mention
that: “they were always interested in reading for MoMo
and Pipa, as well as performing many tasks for them”
or “interaction with MoMo and Pipa stimulated learn-
ing, the will to read and perform tasks for them, it also
contributed to tighten affective ties...”.

Furthermore, the feeling of being capable
developed in parallel, which resulted in children spon-
taneously reading to their classmates when they went to
the library and expressing desire to share tastes, expeti-
ences and readings, which was also strongly encouraged
by the librarian in the monthly sessions. The dogs also
played an important part in these sessions, as they not
only supported the children in choosing their books but
would also patiently “listen” to their readings, barking
at the end of the readings, participating in the stories
with their abilities (e.g. signalling characters, ringing a
bell), or simply being present and allowing themselves
to be petted. Thus, they made these moments safer and
more supportive without losing playfulness, offering
the children meaningful and affectively positive expe-
riences which, as Friesen and Deslile (2012) state, are
central elements for understanding the value of this
type of intervention.

Final Remarks

This work made it possible to confirm the positive
effect of an intervention for the promotion of reading
as part of what is characterised as an Animal Assisted
Activity. It has been shown that the children who par-
ticipated in this activity, compared to those who did
not, had significant benefits in terms of enjoyment
of reading at the end of the intervention. These data
were corroborated by the testimonies of parents and
teachers alike, where no mention was found of nega-
tive effects, and mentions of positive experiences stood
out which encouraged children to continue and created
the desire to participate in new activities. However, the
intervention only spanned one school year, making it

uncertain whether the effects noted would increase or
stagnate over a longer petiod of time. It is also doubtful
whether these benefits will be maintained after the end
of the intervention. These aspects may be explored in
future investigations.
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