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ABSTRACT
This article presents results of the research focused on reading assignments in geography teaching. The approaches of Czech geogra-
phy teachers to reading assignments are explored by using the method of grounded theory. Altogether 22 teachers from secondary 
school participated in the research. The typology of teacher approaches and the identification of factors that influence the teacher’s 
inclusion of reading assignments in the disciplines was developed. The teachers’ attitudes show that their preferences in the gen-
eral notion of (not only) geography are reflected, and that the constructs of their beliefs or personal theory play an important role. 
These factors can take on both supportive and limiting forms, depending on the context that is shown in the article with the aid of 
a paradigmatic model. The results are situated in relation to the teacher’s professional learning.
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1. Reading in geography: a typology  
of teacher’s approach

The topic of reading literacy of students is frequent-
ly discussed in the academic community. Our article 
focuses on reading in the disciplines or on the read-
ing of students in subjects beyond the Czech language. 
We examine how teachers approach the inclusion of 
reading in the teaching of geography and which fac-
tors influence their approach. 

Czech academic literature lacks a developed dis-
cussion of reading in the disciplines. Czech academic 
interest focuses primarily on pre-literacy and begin-
ning literacy. Havlínová (2016) summarizes develop-
ments in these areas. Research examining the current 
state and development of literacy among students 
from the second level of elementary schools and sec-
ondary schools is less frequent. Radváková’s (2015) 
article exploring secondary school student reading is 
one example.

In Anglo-Saxon countries (UK, USA, Australia, New 
Zealand) there are a number of papers that discuss 
the benefits of reading (and writing) in developing 
knowledge and skills in various school’s subjects. This 
is due to the fact that the deliberate development of 
reading in the disciplines began to be supported as 
early as the 1920s (Shanahan, Shanahan 2012). Since 
about the early 1990s, there have been some changes 
in the concept and directions of research relating to 
reading in the disciplines (Shanahan 2013). The pub-
lication of Shanahan and Shanahan’s (2008) article, 
in which they present a model of disciplinary literacy, 
can be viewed as a turning point. It is characterized 
by a shift from the simple using of general reading 
strategies (content area reading) towards the more 
content-specific readings that comprise disciplinary 
literacy. The authors argue that general reading strat-
egies should be adapted to the various disciplines in 
such a way as to help students not only to read, but 
also to think, write, communicate and act in a way that 
reflects the specifics of the discipline. The aim of such 
teaching is not a state in which each student achieves 
the same level of reading, respectively disciplinary 
literacy in different subjects. Rather, the object is for 
students, regardless of their varied interests (some 
are more into geography, others history and others 
are musically inclined), to be able to read, write and 
think independently in various disciplinary situations.

The existence of this ongoing academic debate in 
Anglo-Saxon countries about why and how to uti-
lize reading in subjects does not mean that there is 
not room for improvement in school practices. Many 
teachers use reading in the disciplines only on rare 
occasions, taking a skeptical stance to the method 
(e.g. Moje 2008). Nonetheless, the existence of various 
curricular documents (e.g. Common Core State Stan-
dards 2010; Next Generation Science Standards 2013; 
Common Core English Language Arts and Geography 

Connection 2013; The New Zealand Curriculum 2009) 
that systematically detail requirements for reading in 
the disciplines has a significant impact on the imple-
mentation of reading in subject areas. This is partly 
because teachers have standards with a obligatory or 
recommended nature. This emphasis is also reflected 
in changes in teacher education (Gilles et al. 2013). 
A consistent theme throughout the cited sources 
focused on how teachers could develop or are devel-
oping the literacy of their students, because reading – 
and writing as well – is a natural part of the discipline 
in question. The question “why” read in various sub-
jects no longer receives the emphasis; it is more about 
“how” to read in the subjects. 

If students are to meet and learn from a vari-
ety of texts in the school’s subjects, then they need 
appropriate support or guidance from the teacher. 
We agree with Hattie (2012) that, while teaching 
students depends on many factors, the teacher – his 
or her beliefs and grasp of the responsibility for stu-
dent learning along with corresponding actions – has 
the greatest instructional impact (Hattie 2012). We 
expect that students make the greatest progress as 
their teachers view themselves as those that adjust 
teaching by consistently observing their work through 
the results of teaching each of their students and seek 
improvement. Among other things, this requires 
knowledge of their own discipline and strategies or 
approaches for reaching desired outcomes with stu-
dents. Directing research at teachers and exploring 
what they know or what they believe can be ground-
ed in the conclusions of several authors (Korthagen 
2011; Timperley 2011; Hattie 2012; Slavík et al. 2014 
and others), who consider it fundamental to start pro-
fessional development by uncovering what a teacher 
already knows, can do, thinks, and only then defining 
the focus of future professional learning.

We anchor a teacher’s approach to reading in the 
disciplines with reference to the authors Minaříková 
and Janík (2012) in relation to three basic elements 
of teacher professionalism. Teacher’s approach is pri-
marily based on professional knowing. This includes 
a teacher’s acquired knowledge, skills and beliefs 
concerning reading in the disciplines as well as oth-
er areas (knowledge of student, selection and fulfil-
ment of selected goals, etc., see Griffith and Lacina 
(2017). Second, it is also influenced by the charac-
ter of teacher’s professional vision. We understand 
this as the ability to observe, carry out pedagogical 
reflection and interpret observations in their broader 
context. Third, a teacher’s approach expresses itself 
in professional action, in the way that a teacher utiliz-
es reading in geography instruction. We followed our 
research to at least partially explore teacher knowing 
and vision regarding reading in the disciplines. We 
consider a teacher’s beliefs to be an important part 
of professional knowing, which may or may not be 
the engine of his action. To state it more precisely, we 
view a teacher’s beliefs – in agreement with Hutner 
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and Markman (2016) – as a so-called enabling mental 
structure that only impacts his or her actions if it is 
active in a given moment and context. 

Teacher approaches to reading in the disciplines 
share similar characteristics with concepts such 
as subjective theories, personal theories, teacher’s 
thoughts or instructional approaches. These concepts 
differ in several respects, but they all involve mental 
structures that the teacher formulates, they tend to be 
rather stable, and they significantly impact a teacher’s 
ultimate actions. Grasping these concepts for the pur-
poses of research is quite difficult, due to their nature 
as implicit, relatively unconscious and unbounded 
constructs (Janík 2005; Koubek 2015).

We did not find examples of academic research 
categorizing teacher approaches to geography Some 
methodological guidance were the studies Catling 
(2004) and Hanus, Havelková (2018). Catling’s wor 
reflects the overall concept of geography. Catling 
expanded upon Walford’s typology from 1996 add-
ing to the initial question “What is geography?” a 
second question “Why teach geography?” Hanus and 
Havelková (2018) build upon the Catling’s work by 
studying geography teachers’ approaches for devel-
oping map skills in schools in Czechia. They identi-
fied three types of geography teachers (Navigators, 

Problem-oriented and Source-oriented), character-
ized by certain map skills. Discussing their results, 
they point out the mutual relationship between pre-
ferred map skills and geographic skills, in other words, 
a teacher’s general view of geography instruction. 

2. Research methodology

The initial state of knowledge on the issue of reading 
in the disciplines, as described above, influenced the 
focus of our research, which seeks a deeper under-
standing of geography teacher approaches regarding 
the inclusion of reading in geography instruction. 
We have narrowed the scope of this otherwise broad 
issue with a central research question:

How do teachers approach the inclusion of reading 
into geography lessons?

The unresearched nature of the topic helped 
determine our methodological approach: qualitative 
research. The grounded theory method was chosen 
as a research design. We employed the framework 
designed by Strauss and Corbin (1999). Following the 
principles of qualitative research (e.g. Hendl 2005), in 

Tab. 1 Basic characteristics of respondents.

Teacher Sex Age Type of school Regions

A Woman 40–49 Elementary school South Bohemian Region

C Man 30–39 Elementary school South-Moravian region

D Man 40–49 Extended length grammar school Prague

E Man 30–39 Extended length grammar school Prague

F Man 30–39 Extended length grammar school Prague

G Man 20–29 Extended length grammar school Prague

H Woman 30–39 Elementary school Olomouc region

CH Woman 30–39 Elementary school Moravian-Silesian Region

I Woman 30–39 Elementary school Moravian-Silesian Region

J Woman 30–39 Elementary school Vysočina Region

K Man 30–39 Extended length grammar school Prague

L Man 30–39 Extended length grammar school Central Bohemian Region

M Man 30–39 Extended length grammar school South Bohemian Region

N Woman 30–39 Elementary school Vysočina Region

O Man 30–39 Elementary school Central Bohemian Region

P Man 30–39 Extended length grammar school Prague

R Man 30–39 Extended length grammar school Prague

S Woman 20–29 Extended length grammar school Prague

T Man 40–49 Elementary school Moravian-Silesian Region

V Woman 40–49 Extended length grammar school Prague

Y Man 20–29 Elementary school South Bohemian Region

Z Woman 30–39 Elementary school Moravian-Silesian Region

Source: own research investigation
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the process of carrying out the research, we further 
specified our objectives with two related questions:

1) What types of approaches to disciplinary reading 
are obvious to geography teachers?

2) What causes the apparent similarities and differ-
ences among teacher approaches?

The research included 22 geography teachers, 
which were known to have some experience with 
incorporating reading into their instruction. Half of 
the respondents (i.e. 11) were from extended length 
(6 or 8 years) grammar schools, while the other por-
tion represented elementary schools (for more infor-
mation see Table 1). All were fully qualified geography 
teachers. Primarily, these were teachers with connec-
tions to the Reading & Writing for Critical Thinking 
program or the project “We help schools succeed”. 
We made no distinctions considering the types of 
experience teachers had with reading; for example, 
whether a teacher regularly included reading, the 
ways that students worked with texts, how their work 
was evaluated, etc. We employed this targeted selec-
tion because of the character of the central research 
question and in accordance with qualitative research 
methods (Švaříček and Šeďová 2007). We consid-
ered it necessary to collect data from teachers who 
perform reading in geography, in order to obtain the 
widest possible repertoire of responses from teachers 
who themselves state that they have experience with 
reading.

Data collection was carried out initially from 2013 
to 2015 and then again in 2017. Teachers answered, 
in writing, nine open questions that were divided 
into two surveys. We chose to use written respons-
es in order to allow respondents time to think over 
the answers to conceptual questions. Table 2 show all 
questions. In this paper, we present the results of an 
analysis of the three questions used (in Table 2 they 
are highlighted in bold). This questions focus primari-
ly on the concept of reading in geography instruction. 
The remaining concerned the preferred objectives of 
geographical education and the evaluating the com-
plexity of texts use in geography lessons. These were 
analyzed in a separate research. 

Data analysis was broken into three phases.
The first phase, open coding, involved word-for-

word exploration of teachers’ answers followed by 
the classification of significant units (words, phrases, 
entire sentences) that were marked with terms. Over 
the course of the research, these terms were general-
ized into categories. 

The second phase, axial coding, sought to define 
connections among the discovered categories, search-
ing for correlations or possible causal relationships. 
For this phase, we used a paradigm model, which we 
tailored to our research and which can be seen in 
Figure 1. The paradigm model shows relationships 
a central phenomenon (i.e. the inclusion of reading 

in geography instruction) and other parts that we 
define, in accordance with Strauss and Corbin (1998), 
as detailed below. They are:
a) causal conditions, i.e. conditions or factors that 

led to the occurrence of a certain manifestation – 
e.g. inspiration from colleagues;

b) intervening conditions, i.e. conditions or factors 
tied to a teacher’s strategies for acting – e.g. time 
for reading;

c) context, i.e. conditions or factors describing the 
circumstances in which a manifestation occurs – 
e.g. to what level does the entire school, or col-
leagues from the teaching staff, support literacy 
development;

d) strategies for action, i.e. a teacher’s strategies for 
realizing reading in the disciplines leading toward 
a certain purpose for certain conditions and in 
a certain context – e.g. a teacher uses reading to 
awaken student interest about a research question 
or topic;

e) consequences of action, i.e. student activities 
related to reading in the disciplines that result 
from the actions of the teacher – e.g. students 
working with tables and graphs.
The categories were placed into the model such 

that their position would correspond as much as 
possible with their respective functions within the 
schema (e.g. inspiration from colleagues is a causal 
condition leading to a manifestation, i.e. the inclusion 
of reading into a geography class). The placement of 
viewpoints within the relationships was later con-
firmed with actual survey data and any necessary 
adjustments were made.

Tab. 2 Set of questions for teachers.

A set of questions focused 
primarily on reading in the 
discipline:

A set of questions focused 
primarily on the concept of the 
goals of geographical education:

Why do you include reading 
a geographical text in the 
geography instruction?

What are the goals in your 
geography instruction?

When including a reading
– you proceed rather from  

a specific text
– or are you looking for text for  

a given topic and skills used?

Do you perceive other goals  
in the geography instruction, which 
for various reasons can only be 
achieved with difficulty in schools?

What criteria do you consider 
as important for assessing the 
difficulty of a geographical text?

What do you see as the specificity 
of the geographical way of 
thinking when looking at specific 
phenomena, problems on 
Earth (please specific students 
activities)?

What influences your approach 
to choosing a text and 
evaluating its difficulty?

Does reading have the learning 
potential to pursue geographical 
goals? If so, try to specify it.

Does the development of 
reading literacy at your school 
be supported?

Source: own research investigation
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The intent of the third phase, selective cod-
ing, was to focus the findings into a purposeful and 
explanatory whole that would enable us to answer 
the research questions. This phase involved the crea-
tion of a typology of teacher approaches to reading in 
the disciplines and identifying factors impacting the 
inclusion of reading into geography instruction.

3. Research results

We structure the research results into two parts, 
which correspond with the secondary research ques-
tions. They are interconnected because they arise out 
of the selective coding of respondent answers and are 
supported in the paradigm model (Figure 1). 

What types of approaches to disciplinary reading 
are obvious to geography teachers?

Already during open coding, it gradually became 
clear that the individual statements of teachers have 
similar features and it would therefore be possible to 
distinguish several types. There was a fundamental 
step in the choice of such aspects that would allow 
the creation of a typology with a robust construc-
tion (Šeďová, Švaříček 2013). The typology we have 

created utilizes two criteria identified during the 
axial and selective coding phases. The first point of 
classification is student activity – based on cognitive 
difficulty and/or the frequency of student participa-
tion in the learning process – as declared by teachers. 
The second axis of classification is the way a teacher 

Tab. 3 Typology of teacher approaches to reading in the disciplines.

Type of reading 
in geography 
instruction 

Student activity (scale of thinking skills  
+ frequency of participation in the learning 
process)

Emphasis on simple 
thinking skills 
Less active and 
occasional inclusion 
of students in the 
learning process

Use of more complex 
thinking skills
Active and frequent 
inclusion of students 
in the learning 
process

Reading to add 
variety to geography 
instruction 

Type Emerging Type Bridging

Reading as a natural 
and functional 
part of geography 
instruction

Type Partly 
developing Type Fluent

Source: authors

Fig. 1 Paradigm model “The inclusion of reading in geography instruction”.  
Source: authors
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connects reading with the attainment of geographic 
objectives. Whether reading is more of a coinciden-
tal element of instruction that a teacher includes to 
add variety, or reading is included more frequently 
and serves as a means of encouraging student think-
ing, or a teacher connects geographic and reading 
objectives. 

The two classifying points mentioned divided 
respondents into four types (see Table 3).

3.1 Type Emerging

Emerging type teachers view reading as a means to 
liven up geography instruction, either by its content 
or by simply replacing a standard teacher lecture with 
a different source of information – geography text-
book, travelogue or magazine article.

This is the case, for example, of Teacher V, who 
states:

I use geographic magazines to enliven instruction. I 
select articles that will capture students’ interest and 
increase their knowledge. Primarily, these are articles 
concerning the life of inhabitants of a given country or 
natural or cultural points of interest.

Reading represents a way to add variety to instruc-
tion or an occasional method that does not engage stu-
dents in the learning process. The educational poten-
tial of texts is not fully realized. Students read them 
primarily in order to seek new information. Teachers 
of this type tend to be unsure of the benefits read-
ing has for student learning or their beliefs are not 
in line with their actions.In this regard, they mention 
the limiting influence of a various external factors, for 
example, the number of students in a class, disinterest 
of students, lack of texts. Some teachers speak of the 
importance of supporting the development of student 
literacy, but in subsequent statements they either fail 
to support it more or rebut it altogether.

An example is Teacher P’s opinion:

I think that reading texts is a fundamental part of 
instruction in any discipline. … The reality of geography 
instruction and the utilization of opportunities to read 
texts from the discipline is rather marginal. Particular-
ly, due to the wide variety of curriculum and the time 
available for this discipline. It could be used as a form of 
home preparation (homework – read the text and based 
on the items learned fill in a crossword puzzle or some 
sort of diagram (outline or blank map).

3.2 Type Bridging

It is characteristic Bridging type teachers that they 
include reading in instruction somewhat irregularly 
combined with a certain, specific objective. This could 
be an emphasis on reading non-linear texts, such as 
various tables, graphs or maps.

Teacher K, for example, states:

I am not sure of anything that is ‘specific’ to reading in 
geography. With the exception of reading maps – in oth-
er disciplines this skill is rarely used; perhaps, graphs 
and tables – they are used in a minority of subjects. I 
consider reading maps, not only general geographic 
maps, but particularly themed maps, to be the most 
important addition to literacy.

Another purpose that these teachers pursue 
through reading is support for student thinking or 
certain communication skills.

An example is the approach of Teacher M, who uses 
reading of texts from the Internet to train students’ 
systematic thinking:

Hypertext by its very nature is not conceived linearly. 
It does not dictate a hierarchical structure. That struc-
ture is constructed by the reader. In other words, it is 
the same as if a reader opened a book to a random page, 
read it and then randomly continued to another, and so 
on and so on, and yet it would make sense from the read-
er’s point of view. This brilliant thought does not work, 
of course, unless the reader is familiar with the principle 
of hierarchy; the result is a chaotic succession of pag-
es with no rhyme or reason that is everything but not 
something meaningful. In short, new sources of infor-
mation lack what books have, a sense of succession and 
order, provided by someone who is headed somewhere 
and who knows where he is headed.

Student activities working with texts are not often 
included, but they involve higher level thinking and 
students are, therefore, able to actively participate 
in the teaching process. Teachers of this type are the 
least represented in the research sample.

3.3 Type Partly developing

Teachers of this type generally believe in reading’s 
importance in teaching students and view reading as 
a tool that enables students to think and participate in 
their own learning. 

For example, according to Teacher L:

Students are improving in working with text. While 
working with text, students are actively engaged in the 
learning process. In other words, ‘Every thought spoken 
by the teacher is a shame.’

Partly developing type teachers include reading in 
instruction fairly frequently, though it is not clearly 
systematic and goal oriented.

Intellectually more challenging student activi-
ties are included rather intuitively. However, teacher 
responses show a level of uncertainty about how to 
implement reading in the disciplines. E.g. teachers 
use modal verbs: “Texts can be good to tune in to the 
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topic, they can help to get students’ attention, their 
interest”, teacher N. This is likely influenced by the 
fact that, unlike their counterparts abroad, they are 
not equipped with know-how regarding possibilities 
for reading in the disciplines (how to read with stu-
dents, how to select and assess texts, etc.). This type of 
teacher approach is the most common in the research 
sample.

3.4 Type Fluent

This type of teacher sees reading as an integral part 
of geography instruction. Their beliefs is founded 
both on the indispensability of reading for active stu-
dent learning as well as reading’s contribution to the 
achievement of a broader spectrum of geographic 
objectives1. In contrast to the preceding type, Type 
Fluent seeks to add a systematic and more compre-
hensive approach to the inclusion of reading. This is 
manifest, first, in teacher efforts to develop literacy 
skills that aid in the comprehension and in further 
work with texts.

Teacher A, for example, defends her approach:

Students learn to think in broader contexts, to view 
issues critically, to not fear speaking up, or to change 
their opinions after gaining new information … to this 
point, I think, only ‘working with texts,’ as yet, I have not 
focused intentionally on the development of reading 
strategies. I am learning to work with that.

Second, it is manifest by teachers thinking about 
how to connect the objectives of geography instruc-
tion with the potential of a text and the needs of their 
students.

Teacher O, for example, states:

I cannot imagine that anyone would not read in geogra-
phy. I do not focus reading on textbooks, I use a variety 
of texts from magazines or from the web. I must find 
out how difficult the text is. Will students understand 
it? Does it contain many foreign words? How long are 
the sentences? Is it complicated? I try to read, at least a 
bit – at least a paragraph, in every class. Read in a variety 
of ways. Don’t let it be a simple read through a textbook. 
I must know why I am inserting it, why a child should 
read in this class. What objectives am I following? Two 
objectives – literacy – I lead them to read also by the 
things that I present to them.

This teacher approach is reflected in student activ-
ities that require higher thinking skills and, therefore, 

1 We cannot claim that other types of teachers did not recog-
nize a connection between reading and geography instruc-
tion, but this connection differs. It is either not consciously 
considered or it fits within a narrow spectrum of geograph-
ic objectives – for example, reading to attain some isolated 
information. 

their own active involvement in learning. Teachers 
also emphasize students learning one other. 

E.g. Teacher J:

On a simple level – searching for and sorting informa-
tion. More difficult level – the ability to perceive that 
the text is always written from some point of view. It is 
the basis for further discussion and the ability to defend 
one’s opinion.

Type D teachers tend to see themselves as readers 
and/or teachers that are responsible for the develop-
ment of student reading.

No distinct boundaries separate the types of 
approaches. This is due to the complexity of research 
topic and the fact that teachers can shift among 
the various types of approaches as they develop 
professionally.

What causes the apparent similarities or differenc-
es among teacher approaches?

The typology of teacher approaches to reading in 
the disciplines described above is based on a combi-
nation of two points of classification or factors that 
influence teachers’ approaches to reading in the disci-
plines. However, the reality is more complicated – the 
teacher’s approach is shaped by a number of other fac-
tors. Moreover, even within one type, teachers do not 
show completely identical features. A deeper under-
standing is significantly aided by the paradigmatic 
model (Figure 1). It captures the factors identified by 
the research, which are part of the causal, intervening 
conditions and the wider context. These factors are 
interconnected and operate directly or indirectly in 
various phases of the implementation of reading in 
the disciplines. The specific form of the defining fac-
tors is dependent on the teacher’s approach and his or 
her subsequent actions which impact student activi-
ties. As such it is important to also consider what led 
and leads teachers to include reading, what type of 
environment they work in and any other factors that 
may impact their work.

The research demonstrates the variety of rea-
sons, i.e. causal conditions, that motivate teachers to 
include reading. Most frequently, teachers spoke of 
the importance of reading for teaching students at 
the general level. For example, Teacher CH observed, 
that:

In my opinion students much more easily remember 
learning material that they have studied themselves and 
discussed among themselves.

Some teachers noted the importance of teaching 
with geographic objectives. Responses also frequently 
indicated that reading is a means for enlivening geog-
raphy instruction. Responses of teachers indicates 
that the way to more thoroughly integrate reading can 
truly begin with the “mere” enlivening of instruction.

Specifically, Teacher A states:
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The very first motivator was to make instruction more 
captivating, to make classes more entertaining – for stu-
dents and certainly for me, as well. I tried to both topics 
that came up in the textbook – monsoons – along with 
topics that were only marginally related to the class’s 
content and which may correspond with a current event.

Some teachers consider changes in topic to be 
enlivening to instruction (focus on interesting, or 
current-event topics or traditional topics viewed 
differently). Others see reading as another form of 
instruction, enabling students to engage in the learn-
ing process more thoroughly. For example, Teacher 
N thinks that: “a well selected text can surprise, fre-
quently raising additional questions and at times even 
emotional responses.” A fourth reason that expressed 
itself rather infrequently in teacher responses was 
inspiration from colleagues or schoolwide focus. 

Teacher N mentions this reason:

In part, I was influenced by cooperation with a colleague 
in paired instruction. This colleague frequently works 
with texts and she persuaded me in this direction upon 
my return from maternity leave.

In reality as teacher responses demonstrate (see 
teacher N), it is a combination of various causal fac-
tors that encourages teachers to include reading in 
instruction. The combination of an attempt to enliven 
instruction and to tap into the benefits of reading for 
student learning was common. Some teachers per-
ceive benefits of reading in students’ active participa-
tion in the learning process, as they ponder over texts. 
On the other hand, however, teacher responses make 
it clear that they include reading rather infrequently 
to add variety to instruction.

As soon as a teacher includes reading in a geogra-
phy instruction, a number of factors arise and influ-
ence its implementation. One significant factor is the 
context, i.e. the specific situation at a given school 
that either does or does not support reading across 
all subjects. This lies in the presence (or absence) of 
literacy within a school’s educational plan, in oppor-
tunities for cooperation and additional teacher train-
ing in reading in the disciplines, etc. No less important 
is the school’s culture, which Hattie (2012) considers 
an integral part of any long-term improvement of 
learning teachers and students. Intervening condi-
tions include factors that can either help or hinder the 
inclusion of reading in instruction. Table 4 presents 
all factors, including a description of these two sides, 
though we do find smooth transitions between them.
Whether the character of a given factor proved to be 
supporting or limiting arises out of the research’s the-
oretical framework with additional support from the 
data gathered. The ultimate character of a factor was 
often determined by recognizing clues in the teacher 
responses.

For example, Teacher P writes:

It is difficult to retain students’ attention during class 
and reading is often done automatically, without think-
ing. Sometimes they do not even know what they read 
about. For this reason, the texts should not be very long, 
enough to read in 10 or 15 minutes.

From this teacher’s claim, we can deduce that stu-
dent lack of attention is perceived as a threat that 
could limit the inclusion of reading in instruction. 
We can also determine that the teacher lacks under-
standing and know-how, concerning reading in the 
disciplines. Specifically, the teacher does not appear 
to bring any structure to reading assignments, he 
does not work with literacy objectives (this becomes 
clear from the statement “what they read about”), 
and reading is given relatively little time, limiting the 
opportunity for students think more deeply. 

Based on the data, it was not possible to clearly 
determine whether the factor summarily labelled as 
“type of texts utilized” has a supporting or limiting 
nature. From teacher responses, we can only deduce 
that teachers supporting reading utilize texts that 
encourage student thinking (e.g. by containing vari-
ous points of view regarding a given issue). The fact 
that many teachers mention a lack of appropriate 
texts or difficulty finding and obtaining such texts 
should not be overlooked.

4. Discussion and conclusions

The research revealed that between the approaches of 
geography teachers to the inclusion of reading, there 
are certain identical, resp. different features, which 
allowed the creation of a typology. The types were dis-
tinguished on the basis of two classification aspects 
and were called Emerging, Bridging, Partly develop-
ing and Fluent. The boundaries between the individ-
ual types are not sharp, teachers can switch between 
types during their professional learning and the 
approach of the included teachers is not completely 
identical within any type. This is due to the complexi-
ty of the phenomenon, which largely captures the Par-
adigmatic model developed by the authors (Figure 1). 
The paradigmatic model is also a tool that signifi-
cantly helps to individualize each case. The typology 
of approaches will indicate what type of approach 
corresponds to a particular teacher, but examining 
the relationships and forms of individual conditions 
(context), strategies of action, and consequences will 
allow the teacher’s approach to be better understood. 
In our proposed typology, the so-called zero type is 
missing. That is, a type of teacher who would not 
include reading in teaching at all. With regard to the 
situation in contemporary Czech education, however, 
we do not anticipate this situation, because textbooks 
and atlases are part of school’s lessons and a certain 
reading of texts, including maps therefore takes place 
at least sometimes.
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Teachers do not seem to integrate reading with 
the primary goal of developing reading strategies (as 
mentioned content area reading). Similarly, it is not 
possible to document the approach of teachers that 
would correspond to the disciplinary literacy. Rath-
er, the assembled data show that geography teach-
ers incorporate reading more or less intuitively and 
that teacher’s approach to reading in the disciplines 
seems to reflect preferences of their general concept 
of teaching, which have a variety of impacts on the 
teaching of students. If a teacher prefers instruction 
that is rather “encyclopedic” in nature, during which 
students are less active and tend to be mere passive 
receivers of prepared facts or interesting informa-
tion, then reading will likely be less interesting to the 
teacher. Any potential student reading leads to the 
mere searching for facts. In an opposite case, when a 
teacher prefers student activities that require great-
er participation in the process of learning geography 
and by studying geography and additional cross-dis-
ciplinary skills (e.g. cooperation), this focus becomes 
evident in the manner of reading and utilizing texts. 
Of course, a number of variations exist between these 
two distinctive types. Research also suggests that 
reading could be a tool to allow teachers to change 
their teaching. This is indicated by the statements 
of teachers type Emerging, who state the reason for 

including reading as “activating students”, and the 
statements of teachers type Partly developing, who 
already talk about active learning of students and 
distinguish them from another form, although not 
directly talking about it. A similar conclusion can be 
found in the research of Hanus and Havelková (2018) 
in connection with the preferred mapping skills. Fur-
thermore, it would be possible to examine whether 
and under what condition the implementation of 
reading can contribute to the sharing of the teach-
er’s concept of teaching. Considering the impacts of 
learning on students, Pearson et al. (2010) consider a 
teacher’s approach that enables students to carry out 
real, practical activities (“hands on”) and use reading 
and writing as necessary tools to unlock additional 
specifics of the discipline to be most beneficial. The 
cited authors base their opinions on a number of proj-
ects (e.g. Science IDEAS, Guided Inquiry supporting 
Multiple Literacies), which share a common empha-
sis on the connection of inquiry-based science and the 
inclusion of reading and writing. This does not mean 
that learning facts is not necessary, but it is not effec-
tive to continue to do only that. This approach most 
nearly approximates type Fluent as defined in our 
research.

A teacher’s approach is not formed on its own 
but is influenced by mutually connected factors that 

Tab. 4 Factors influencing teachers in including reading in geography instruction.

Factor Supporting in nature Limiting in nature

Position of school leadership  
and colleagues regarding student 
literacy development

Support from school leadership and colleagues. 
Teachers develop cooperation and take inspiration 
from one another.

Negative or neutral position from school leadership 
and colleagues. Teachers do not work together.

Teacher beliefs concerning  
the importance of reading

Teacher believes in the benefits of reading –  
for developing thinking and learning and  
for learning geography. 

Teacher is skeptical of the benefits of reading, 
reading is more of a marginal activity, separated  
from other activities in geography instruction. 

Teacher’s professional  
preparedness 

Teacher knows the scale of literacy skills, works  
with objectives, provides feedback, continually 
develops his or her professional knowledge and 
vision, utilizes assessments of student performance. 

Teacher is not familiar with the possibilities of 
utilizing literacy skills, does not work with objectives, 
does not provide feedback, does not develop skills 
for including texts in instruction. 

Role of reading in attaining 
geographic objectives 

Reading is a tool of geography instruction and/or  
one of the objectives of geography education. 

Reading is an accessory tool of geography 
instruction, operating simply as a means of 
enlivening instruction. 

Relationship between beliefs  
and action

Teacher has a clear understanding of the benefits  
of reading and employs strategies to effectively 
include reading in instruction.

Teacher is unsure, grasps certain aspects of reading’s 
importance, but the connection between beliefs  
and action is contradictory. 

Student factors (interest 
/disinterest; attention; class size; 
level of literacy skills; etc.)

Viewed as circumstances that should be anticipated 
and around which instruction should be planned. Viewed as limits or threats. 

Lack of texts Teacher actively searches for texts, thinks about  
what types of texts and why he/she is searching.

Teacher is skeptical, does not have clear  
objectives for working with texts and, as a result, 
does not know what texts to seek.

Time for reading
Reading is included regularly and often. Time is set 
apart for individual reading and reading assignments 
are broad enough to allow students to ponder.

Reading is including infrequently and at random. 
Reading and reading assignments are given  
a limited amount of time, which hardly allows 
students to think on the readings. 

* The order in which the factors are presented does not reflect their significance regarding reading in the disciplines.
Source: authors
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impact the implementation of reading in the disci-
plines at differing degrees and in different times. In 
the paradigm model (Figure 1), these factors take the 
form of causal or intervening conditions or the con-
text, in which a teacher works. Rather than present 
a list of supporting or limiting factors, the research 
proposes that the factors be viewed as being either 
supporting or limiting in nature (Table 4). Lazarová 
et al. (2012) view factors in a similar way, though in 
connection with organizational teaching. They point 
out that it depends on the specific situation. It is even 
possible that a factor could be considered an obstacle 
to teaching by one teacher and yet serve as a stimulus 
for positive change for another. For example, student 
disinterest can lead either to the reluctant inclusion 
of reading, with a noticeable lack of student partici-
pation, or to the searching out of texts and teaching 
methods that would increase student interest. The 
factors probably affect all teachers, but their specif-
ic form differs, and it is partly possible to say that 
teachers of, for example, type Emerging are united by 
a certain form of a specific factor. These teachers typ-
ically report that reading takes up little space in les-
son. Type Fluent teachers often include reading and 
working with text is a key activity for students during 
the lesson. Research does not allow this statement to 
be transferred to the whole set of factors and all types 
of approaches. Further research could focus on exam-
ining the factors that influence the implementation of 
reading. This should contribute to the knowledge of 
the teacher’s needs and thus more effectively support 
his professional learning. 

Part of any teacher’s professional knowing is a 
set of beliefs that significantly impact the teacher’s 
approach. It appears that teachers corresponding 
with Type Fluent have formulated a specific and – 
for learning students – a beneficial understanding of 
the significance of reading and data show that they 
are fulfilling it. Responses from other teachers, par-
ticularly Type Emerging, in contrast, demonstrate 
uncertain beliefs regarding the significance of read-
ing in geography instruction. This is manifest in their 
failure to provide more specific examples of generally 
formulated benefits of reading or, in some cases, by 
contradicting those stated benefits in other parts of 
their responses. This is not simply about gaining more 
knowledge of various strategies or techniques. Rather, 
it involves altering beliefs, which would then lead to 
change in existing personal theories.

The implemented research is accompanied by cer-
tain limits. One of them is the method of data collec-
tion – a written questionnaire with open-ended ques-
tions. There are several risks to this approach. It is 
possible that teachers may feel the need to respond as 
expected. If the teacher perceives the current empha-
sis on the development of reading in the Czechia, then 
he may think that it is “appropriate” to join in this 
direction, although the teacher himself does not share 
this opinion. Abroad, similar conclusions are reached 

by Milner et al. (2012), whose results suggest that 
teachers’ own beliefs may be delayed (in the event 
of a change in the way disciplines are taught). Their 
final action are more influenced by the expected opin-
ion than by their own. It is possible that some of the 
teachers involved in our research may have had this 
feeling as well. This would be indicated, for example, 
by uncertain wording about the benefits of reading. 
A way of talking in which teachers feel safe and feel 
that there are no “right” answers could help. The sec-
ond pitfall is the inconsistent definition (understand-
ing) of certain term. A typical example is the word 
“text”. It is possible that teachers imagine only contin-
uous texts, for example, as text. The choice of a written 
inquiry is also debatable. This is because two teachers 
from the sample we addressed answered so briefly 
and in general that it was not possible to responsi-
bly interpret their answers and include them in the 
research. Nevertheless, this experience is also impor-
tant, as it can indicate the uncertainty of teachers and 
their educational needs. The third limit concerns the 
choice of research tool, specifically the method of 
grounded theory. Although coding was done by two 
authors, it must be added that the resulting typology, 
including the compiled paradigmatic model, is prob-
abilistic. It would be possible to explore the approach 
to reading in the discipline for a wider range of teach-
ers – without our chosen deliberate choice (reading 
experience). This research could examine and com-
plement the existing typology in order to contribute 
to further professional learning of teachers.

Greater knowledge of teacher approaches to read-
ing in the disciplines, including factors that influence 
it, is important for teacher training in this area. With-
out including a teacher’s earlier knowledge, skills and 
beliefs, the effectiveness of his or her professional 
training is threatened (Bransford et al. 2000; Timper-
ley 2011; Korthagen 2017). Otherwise, teachers may 
reject or only acquire superficial understanding of 
new approaches and practices, resulting in a limiting 
effect on the progression of students through their 
teaching (Timperley et al. 2007). A deeper misunder-
standing of a given method, that teachers are intro-
ducing, can lead to a situation that Timperley (2011) 
calls “over-assimilation”. This means that a teacher 
implements the method (e.g. reading) without know-
ing what makes it important or what benefits it brings 
to learning students. The teacher thinks that what 
he or she is doing works well and is in line with the 
newly introduced method. However, the difference 
between what is being proposed and what is actually 
being taught can, in reality, be quite large. This can be 
seen in our findings (consider the discussed contra-
diction between a teacher’s declared beliefs concern-
ing the benefits of reading for active student learning 
and his/her approach or actions in instruction – the 
teacher P).

The effective implementation of reading in the 
disciplines in geography instruction requires us to 
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know and understand additional realities. Addi-
tional research should focus on students and their 
teachers, the educational potential of various source 
materials for reading and the (non-)functional con-
nection between reading in the disciplines and geog-
raphy instruction, comparison of reading across sub-
jects, etc.

This article was supported by the research project 
of the Grant Agency of the Charles University: PRO-
GRES Q17 “Teacher Preparation and the Teaching 
Profession in the Context of Science and Research”. 
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