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Abstract: This chapter deals with the the-
oretical basis for discussing the application
of field classes as a teaching methodology in
Geography. Initially, the teaching and lear-
ning process in Geography will be addressed,
because thinking about methodologies that
seek to develop meaningful practices in this
process requires knowledge of its foundations,
considering education to be a liberating and
constructivist process. The theoretical discus-
sions will then focus on the integrated analy-
sis of the geographical landscape, a method
geographers have long known for analyzing
geographical space. The possibility of reflec-
ting spatial organization through integrated
landscape analysis, i.e. what we see and feel,
has long been realized. Next, we'll look at the
Study of the Environment as a method aimed
at developing students’ critical view of their
reality, which includes fieldwork as one of its
stages.

TEACHING AND LEARNING
IN GEOGRAPHY

Education plays a substantially important
role in the formation of citizens. And when
we talk about education, it includes not only
formal education, but beyond that, it includes
the various ways of transmitting knowledge.
Education is in the cultural foundations of the
family, in different social contexts, it is in the
“initial formation of the human being” (Ange-
lini, 2021, p. 220).

When thinking about formal education,
the various ways of teaching stand out, con-
sidering learning to be the goal of the entire
educational process. Each human being lear-
ns in a different way, so we are heterogeneous
and unique. However, some methodologies
tend to make the teaching-learning process
more interesting and stimulating. These are
motivating methodologies based on meanin-
gful learning, proposed by David Ausubel,
an American psychologist and physician, in
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1963. In Brazil, there are many studies invol-
ving this theory, as well as renowned thinkers
such as Paulo Freire who have dedicated many
years to studying and discussing educational
dynamics.

Moreira (1999) discusses the Theory of Me-
aningful Learning and points out that, after
Ausubel, Joseph D. Novak was the one who
perpetuated and refined studies on the subject.
Meaningful learning, based on Ausubel’s the-
ory, encompasses a process in which new in-
formation is related to a relevant, specific and
pre-existing knowledge structure in the indi-
vidual, in a substantive and non-arbitrary way.

Ausubel focused on day-to-day learning in
schools, considering what the student already
knows to be the most important factor in lear-
ning, and this would be the teacher’s starting
point (Moreira, 1999; Moreira, 2006). Meanin-
gful learning contrasts with mechanical and
traditional learning, where there is little or no
interaction between new information and rele-
vant concepts that already exist in the student’s
cognitive structure, so the new information is
accommodated arbitrarily (Moreira, 1999).

For Ausubel, two conditions are necessary
for meaningful learning to occur: the first is
the material to be learned, which has to be
related to the learner’s cognitive structure in
a non-arbitrary way, making it potentially
meaningful. The second condition depends
on the willingness of the learner to relate the
new, potentially significant material to their
cognitive structure in a “substantive and non-
-arbitrary way” or “intentionally transform
the logical meaning of educational materials
into psychological meaning” (Moreira, 1999
p. 156, Moreira, 2006, p. 2).

One condition depends on the other. If the
student is willing, but the material is not re-
latable, there will be no meaningful learning.
If the content is relatable, but the learner only
intends to memorize it, both the process and
the product will be mechanical.
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Novak collaborated with Ausubel’s theory
and went further, bringing broader concepts
to the field of meaningful learning with his
so-called Theory of Education (Novak, 1981,
apud Moreira, 1999). For Novak, “education is
the set of cognitive affective and psychomotor
experiences that contribute to the enhance-
ment of the individual to deal with daily life”
(Moreira, 1999, p. 167)

Considering five elements: learner, teacher,
subject matter, context and evaluation, Novak
proposes that “any educational event implies
an action to exchange meanings and feelings
between teacher and student” (Moreira, 1999,
p. 169), accompanied by an affective experien-
ce, which is “positive and intellectually cons-
tructive” (Moreira, 1999, p. 171), thus promo-
ting meaningful learning.

Ausubel’s theory dialogues with the educa-
tional theories of the great Brazilian educator
Paulo Freire, who dedicated his life to the edu-
cational complexity arising from the various
social contexts of its actors. Ausubel brings
the meaning of meaningful learning from
what the student already knows, from what
makes sense to them. Freire discusses educa-
tion that liberates through reflection on one’s
place in the world, one’s context.

In his book Pedagogy of the Oppressed
(1987), written in 1968 and published in Bra-
zil in 1974, Freire talks about liberation. In the
first instance, it starts with the oppressed who
are committed in “praxis” to their transforma-
tion; in the second instance, when one ceases
to be oppressed and becomes the pedagogy of
men in constant liberation. Thinking about
oppressed and oppressors makes us associate
students and teachers in the teaching-learning
process. For Freire, the act of liberation must
start with the oppressed, so that the oppres-
sors can also be liberated, and he adds that
“the latter, as the class that oppresses, neither
liberate nor liberate themselves” (Freire, 1987,
p- 28).
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Wouldn't this be the same as Ausubel’s se-
cond condition for meaningful learning, whi-
ch is that it depends on the teacher’s willing-
ness to relate new content in a non-arbitrary
way to the learner? Isn't the one who is going
to learn, at some point, the oppressed? There
is a connection between these two meanin-
gs, and it is possible to emphasize the need to
make learning enjoyable, so that students feel
motivated and seek to build their knowledge.

Vasconcelos and Brito (2014), when dis-
cussing Freirean theories, report that it is
necessary to grasp content in order to learn.
However, this apprehension must take place
in a substantive and non-arbitrary way and be
meaningful, based on knowledge that already
exists, so that the student has meaningful lear-
ning (Moreira, 1999, 2006, 2011).

Freire (1987) criticizes the narration of
content from a narrator, a subject, to a liste-
ner, who in this situation would be a patient
object. This narration therefore implies me-
chanical memorization of the content. Here
there is a confluence between Ausubel’s me-
chanical learning, which is opposed to mea-
ningful learning, and Freire’s (1987) concep-
tion of banking education, where “education
becomes an act of depositing, in which the
students are the depositories and the educator
the depositor” (Freire, 1987, p. 37).

Thinking about education, Freire (1996)
systematizes the knowledge necessary for
the education of the future and in this con-
text points out that “teaching requires respect
for the knowledge of the students”, knowle-
dge that has been socially constructed and
is fundamental for the formation of citizens.
This reality of which students are a part can
and should be associated with school content,
because knowledge is derived from man’s re-
lationship with himself and with the world
(Freire, 1996, p. 15). In the same material, the
role of the teacher in relation to their practice
is pointed out, and they should take a critical
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stance on what they can and should do in the
process of mediating knowledge.

Therefore, meaningful learning is that whi-
ch promotes liberation through meaningful
teaching, with methodologies that motivate
and with strategies that bring students closer
to their daily lives and that are capable of pro-
moting reflection on their context, enabling
them to recognize themselves as agents of
transformation of their own reality

According to Fortuna (2015), Freire dis-
cusses “praxis’, which is the act of acting/re-
flecting and from this comes reflecting/acting,
in other words, from the action there is a re-
flection and after reflecting, there is a new ac-
tion, or “the subject from theory goes to prac-
tice and from his practice arrives at the new
theory, thus, theory and practice are made to-
gether, perpetuated in praxis” (Fortuna, 2015,
p. 64). Therefore, it is essential that in the te-
aching-learning process scenarios are created
so that students are aware of their reality and
can then reflect on their role in this environ-
ment, starting from the local to the global, in
an integrated way.

Praxis (Freire, 1987), within the pedago-
gical process, at the same time as producing
knowledge, instigates educator and student to
constantly research, based on a pedagogy that
investigates, transforms and educates (Fortu-
na, 2015). For Freire, theory and practice are
not separate; reflection on action promotes
education for freedom. “Praxis, however, is
the reflection and action of men on the world
in order to transform it. Without it, it is im-
possible to overcome the oppressor-oppressed
contradiction” (Freire, 1987, p. 38).

When you consider Ausubel’s theory, whi-
ch is based on what the student has already
learned, Novak’s theory of the exchange of
meanings and Freire’s theories of autonomy,
reflection/action and education for freedom,
it becomes clear that these foundations cor-
relate with the need to establish an associa-
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tion between what you want to pass on to the
student and their context, their surroundings
and their daily lives. After all, through our
lived experiences full of affective meanings,
we recognize what makes sense to learn. Ba-
sed on daily practices that contribute to the
construction of the individual’s education, the
foundations are created to give the necessary
meanings to what motivates us and interests
us affectively, thus being able to create mea-
ningful cognitive knowledge. The relationship
between theory and practice is therefore a
path to meaningful learning.

GEOGRAPHY TEACHING
AND THE IMPORTANCE
OF FIELDWORK

Geography plays an important role in ci-
tizen education based on Critical Geogra-
phy and Constructivism. As Moreira (2011)
points out, quality teaching must be cons-
tructivist, based on the student, provide con-
ceptual change and contribute to meaningful
learning. In the teaching field, it is up to the
Geography teacher to provide the basis for
promoting critical reflection on the student’s
reality, as well as fostering their autonomy as
a social subject and agent of the environment.
The teaching and learning process is complex
and requires criticality, planning and organi-
zation. As a mediator of knowledge, it is up to
the teacher to look for strategies that provide
meaningful learning for the student. There are
many paths that can lead to this result, as long
as the student is the protagonist

In Geography teaching, the geographical
content is of great importance in the dialogi-
cal relationship between those involved. In or-
der to understand society and the world con-
tradictions we face, as well as our place in the
geographical space, we need to engage in dia-
log and consider all the elements of this space
in their entirety, thus contributing to the for-
mation and transformation of the individual.
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Historically, geography has always been
part of people’s experiences and way of life.
Knowing how natural phenomena occur has
always been of interest. As a science, Geography
emerged at the end of the 19th century with the
Germans Alexandre Von Humboldt and Karl
Ritter (Lacoste, 1988; Andrade, 2008). Throu-
ghout its consolidation process, Geography has
gone through different theoretical conceptions,
with different objectives and methods. Initially,
there was the division of Traditional Geogra-
phy, based on the geographical determinism of
Friedrich Ratzel and the possibilist school of
Vidal de La Blache, and in the second half of
the 20th century, Pragmatic and Critical Geo-
graphy (Santos, 2018).

While traditional geography focuses on des-
cribing places, critical geography opposes this
and focuses on the “relations between society,
work and nature in the production of space”
(Straforini, 2004, p.67, apud Santos, 2018).

For Lacoste (1988), since the end of the
19th century there have been two geogra-
phies: the Geography of the Major States, the
oldest, used as an instrument of power, based
on a variety of information about space, and
the Geography of teachers, the most recent,
in which the “strategic importance of space-
-centered reasoning is unconsciously masked”
(Lacoste, 1988, p. 14). This gap is also due to
the distance between research in universities
and teaching in schools. The latter has a major
social role to play in influencing people from
a young age (Lacoste, 1988).

In Brazil, the institutionalization of Geogra-
phy at the beginning of the 20th century, both
in schools and academia, reflected the tenden-
cies of the traditional approach to the descrip-
tion and memorization of places (Cavalcante,
2008). Similarly, another characteristic of this
type of teaching is the traditional method in
which the student is merely a receptacle and
only receives the content taught by the holder
of the knowledge, in this case the teacher.
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Lacoste (1988) criticizes the way in which
geography has always been taught, for whom
the presentation of information generates an-
guish, doubts and frustration about the tea-
cher’s work. This method fails to value the role
of Geography in shaping citizens’ criticality, as
it is based solely on memorization. All of this,
according to Lacoste, is intended to strategi-
cally mask the “practical usefulness of spatial
analysis” for those in power (Lacoste, 1988, p.
11).

For a long time, Geography was seen as a
descriptive discipline. According to Brabant
(1989), this was because it was seen as an in-
troduction to history. Another relevant fac-
tor is the lack of interest in getting students
to reason about the space in which they live,
limiting themselves to inventorying and des-
cribing what is part of it, thus reinforcing the
importance of physical elements to the detri-
ment of others. This has its roots in the Geo-
graphy of the military, which meant that the-
se descriptive aspects of space were repeated
in school Geography (Brabant, 1989; Vlach,
2007).

Thus, teaching Geography is becoming
increasingly challenging in the face of tradi-
tional education, making it essential to break
down paradigms that prevent the develop-
ment of a critical being, aware of their actions
and understanding their role in shaping and
transforming space. In this context, teaching
methods play an extremely important role in
this process, capable of giving new meaning
to socio-environmental interaction in Geo-
graphy teaching based on new teaching and
learning concepts (Costa and Moreira, 2016).

It’s not hard to see the contents of geogra-
phy being taught in a traditional way, focused
on memorizing and classifying elements, cau-
sing students to lose interest in something so
important in their daily lives. After all, Geo-
graphy deals with reality, the environment in
which individuals find themselves and, there-
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fore, is characterized by bringing to light our
experiences and everything that is around us.

In this context, Lacoste was already signa-
ling the need to include citizens in the dyna-
mics of events, at all scales, in order to unders-
tand them.

In order to help citizens where they live to
become aware of the fundamental causes
that determine the worsening of the con-
tradictions they directly suffer, it is first ne-
cessary to analyze these contradictions in
concrete and precise terms, as they manifest
themselves at the local level, in workplaces
and everyday life, without forgetting the
ecological conditions, which are often a fac-
tor in their worsening. It is then possible to
show precisely that these local contradic-
tions, which can be completely exceptional,
stem from a “regional” situation of wider
spatial complexes that are characterized by
contradictions, which should be taken into
account in more abstract and general terms.
It is then possible to move on to national and
international analysis, where the contradic-
tions must be expressed at an increasingly
advanced level of abstraction, while remai-
ning solidly linked to the analysis of con-
tradictions at the regional and local level, of
which people have, at least in part, concrete
experience (Lacoste, 1988, p. 95).

In general, the importance of the dimen-
sions of geographical discussions is not dis-
cussed. It is the science of criticality and this is
how it should be understood and taught. Cur-
rently, there is an attempt to reduce the scope
of geography due to its critical nature; it is not
in the interest of public authorities' for young
people to become critical thinkers and actors
in society. Allied to this are the large capita-
list corporations that are looking for and in-
vesting in public education to become increa-
singly technical, thus meeting the demand for
specialized, low-skilled and cheap labor.

It is well known that certain geographical
themes require abstraction and prior know-
ledge in order to be developed. However, the
context of Brazilian education has made it
difficult for a long time to implement diver-
sified methodologies, as they require more
resources. Another important factor is that
there were often no professionals trained in
the specific area, especially in places further
away from the capitals, which meant that sub-
jects that were “easier” to teach were “chosen”
and those that required more theoretical and
practical input from the teacher were exclu-
ded from the planning.

This reality lasted for many years, gradually
changing. From the first decade of the 21st
century, the federal policy of internalizing
public universities brought higher education
courses, especially undergraduate courses, to
many previously isolated places.

Even so, it is not difficult to see geography
teaching being marginalized and reduced to a
mere exposition of content. For Lacoste, the
so-called “teachers’ geography” that refuses
epistemological reflection needs to be comba-
ted. In his words, “we need another Geogra-
phy that is a theory of spatial sets and a praxis
of the articulation of different levels of analy-
sis” (Lacoste, 1988, p. 94).

In this way, the role of the geography te-
acher is essential for the development of te-
aching that prioritizes the formation of the
individual at all levels and in all senses. Ge-
ography teaching plays an important role in
the formation of the citizen. The teacher is the
mediator between knowledge and the student.
Based on this, according to Vlach (2003), it is
up to the geography teacher to define or rede-
fine certain teaching stages:

1. The New High School clearly demonstrates this intention, a learning model that reduces the workload of common core

curriculum subjects, such as Geography, and inserts new diversified core curriculum components. In practice, Geography

classes have been reduced from 2 classes a week to 1, with a consequent reduction in syllabus content.

s s



(1) the methodological approach to teaching
Geography that will guide their work in
the classroom; (2) the curriculum content,
paying attention to changes and innovations
in (and on) the world; (3) the resources
(starting with the textbook), and the tea-
ching procedures for using them from the
perspective of a mediator of knowledge; (4)
out-of-class activities, ranging from going
to the cinema to studying the environment
in the community (or region); and valuing
dialogic language, because it is in the dialo-
gue between teacher and student that the ex-
change between learning and teaching takes
place, so that learning to learn brings both
into the investigation of the “new world”
that is emerging at the beginning of the 21st
century (Vlach, 2003, p. 11). 11).

In this sense, it is worth highlighting the
last topic mentioned by Vlach: out-of-class
activities, especially field classes. According
to Pin (2014), field classes in natural environ-
ments can lead to the debate of different ideas
and the triggering of new cognitive conflicts.
In this way, the teacher’s work can benefit
from the possibility of organically interrela-
ting the senses to the knowledge worked on
in these environments, for example, allowing
students to relive knowledge from their expe-
riences outside of school.

Field classes as part of the Study of the En-
vironment (Pontuschka, Paganelli; Cacete,
2007) within Geography teaching are shown
to be a positive methodology, capable of brin-
ging students closer to the object studied, this
object being the very environment in which
they are inserted. From this study it is possible
to promote reflection on their reality, correla-
ting the geographical content with their expe-
riences, in other words, with the knowledge
they have already built up.

In fact, the didactic use of field classes in
Geography teaching contributes positively to
the construction of concepts relevant to the
geographical dimensions of space-time and
society-nature, boosting cognitive and scien-
tific gains for the student. Gains relating to the
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social and affective dimensions are also acqui-
red, providing students with improved self-
-esteem and a sense of personal and collective
responsibility in terms of building citizenship
(Costa et al., 2014).

Similarly, non-formal teaching spaces are
attractive alternatives in the learning process
(Flor et al., 2016). In addition, they are a mo-
tivating space for students to become active
subjects of their learning, as they will be able
to relate theory to practice in an interdiscipli-
nary way during the field trip, as well as ha-
ving a broader view of geographical science
(Kennedy et al., 2018). This also opens up the
possibility of creating new conceptions based
on what has been experienced, providing au-
tonomy and transforming them into subjects
of the educational process (Freire, 1996).

Fieldwork has long been used to gain a bet-
ter understanding of geographical space and
its transformations. As Geography advanced,
new fields of the discipline, such as geology,
geomorphology, population, among others,
incorporated fieldwork into their methods of
analysis. In this way, Geography is characte-
rized by discussing a variety of themes, even
though it is only one discipline, giving tea-
chers the possibility of using different mate-
rials for each theme, resulting in a more en-
joyable lesson (Oliveira, 2019).

Fieldwork as a teaching methodology is
capable of making learning more meaningful
and integrating geographical content, as well
as studying the environment as an interdis-
ciplinary methodology (Pontuschka, 2013;
Lopes; Pontuschka, 2009), breaking with frag-
mented teaching (Radtke, 2019). Pontuschka
(2004) points out that any place chosen for
the study of the environment can reflect Geo-
graphy, as long as one knows how to dialogue
with the landscape and perceive the problems
that exist there for those who are part of the
place, always relating what can be verified to
the student’s daily life.
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INTEGRATED LANDSCAPE
ANALYSIS IN THE STUDY
OF GEOGRAPHY

Considering that the teaching/learning
process in Geography requires an integrated
approach to geographical space, Landscape,
as a synthesis of this whole, is materialized in
space and has an evolutionary, temporal and
spatial history. This topic therefore takes a
look at the landscape in geographical studies.

Geography is a broad science whose ety-
mological meaning is the study of the Earth
and its phenomena, the geographical space
in all its perspectives (De La Blache, 2001).
Springer (2010, p.159) points out that Geogra-
phy is made up of the dimensions of society,
nature, space and time, where nature is “a key
concept within each culture (society), making
it possible, through it, to better understand
the social and socio-natural relationships that
characterize them”.

Landscape is one of the categories for analy-
zing geographical space and has therefore
always been part of the field of study of Geo-
graphy, with nuances from different histori-
cal and cultural contexts of the relationship
between society and nature. Landscapes are
reflections of spatial dynamics (Brito; Ferrei-
ra, 2011). Its concept is polysemic, and brings
with it a variety of meanings and content, but it
was in the context of romanticism, as a cultural
movement, that the concept of landscape was
based on its formation in Geography, because
observation was also experimentation, which
allowed knowledge to be achieved and led to
reflection. For Kant, it was nature that repre-
sented beauty and not the work of art and, in
this way, Physical Geography would be the re-
velation of natural beauty (Vitte, 2007, p. 74).

According to Christofoletti (1976), discus-
sions about what landscape is began in Ger-
man geography with the concept of “Lands-
chaft”, for which nature could be conceived of
as visible. This concept is more of an artistic
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conception, based on observation. Brito and
Ferreira (2011) complement the information
on the formation of this concept and point
out that its construction was influenced by
the German, French, Russian, North Ameri-
can and national schools, pointing to different
landscapes and different results. These authors
go further and point out the variety of appro-
aches, conceptions and aspects that have been
incorporated into the concept. Sometimes sta-
tic, sometimes dynamic, abstract, as a result of
the interaction between capital and labor, and
sometimes holistic.

Historically, landscape has been seen as an
expression of the relationship between nature
and culture, based on the work and techniques
that society produced. But landscape cannot
be seen in this dualistic way, even though it is
intentionally thought of as a concept of tota-
lity. Totality cannot be achieved by separating
nature and culture, nor space from time.

In general, landscape has always been asso-
ciated with the visible, cultural appreciation,
but always surrounded by different methods
and concepts, and under different schools of
thought. Thus, little by little, human activity
over time has come to be interpreted beyond
description. According to Salgueiro (2001),
landscape came to occupy a prominent pla-
ce in Geography when it was established as
a scientific discipline in Germany in the 19th
century, but the concept was still imprecise.

As geography became more specialized
and branched out, the concept of landscape
also changed and the terms natural landsca-
pe, cultural landscape and forest landscape
emerged, as seen in the works of Otto Schliiter
(1872-1952) (Claval, 1999; Capel, 1982 apud
Vitte, 2007). However, for some geographers,
landscape already had an “integrative con-
cept’, as it manifested the interactions betwe-
en the physical elements of nature/landscape
and human groups, and there may even be
very few natural landscapes in the world (Sal-
gueiro, 2001, p. 42).
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From the 1970s onwards, there was a noti-
ceable growth in discussions about the lands-
cape. At this time, mans relationship with
nature and man with man, based on domi-
nation and irrational use of resources, began
to cause a constant imbalance in the environ-
ment and became the target of concern. Man’s
relationship with nature becomes an object
of study; in other words, landscapes can be
analyzed. In any case, there is still a naturalist
tradition on the one hand, which understands
landscape from an ecological perspective,
and on the other, the so-called humanist ge-
ographers, for whom “landscape is mainly a
mental construction based on perception and
experience in the territory” (Salgueiro, 2001,
p. 44).

As well as the variety of concepts, the me-
thodological aspects of landscape analysis are
also diverse. Bertrand, seeking to integrate
different methodologies, proposed the GTP
paradigm (Geosystem-Territory-Landscape),
bringing contemporary conceptual contri-
butions. This is made up of three hybrid ca-
tegories or three times: geosystem time, ter-
ritory time and landscape time, considering
the complexity of relations between society
and the environment based on the interaction
of landscape, territory and geosystem, with a
systemic view, i.e. not isolated. In this case,
two interactive coordinates are taken into ac-
count: material coordinates and the investi-
gation of landscape actors. In any case, what
can be seen in current landscape studies is the
appreciation of the subjective aspects of peo-
ple’s relationship with the environment (Brito;
Ferreira 2011).

Landscape, therefore, is the result of the
dynamics involved in man’s actions in geogra-
phical space. It is possible to analyze throu-
gh the landscape the different relationships
that man establishes with the environment
and, in different contexts, we will have diffe-
rent landscapes, all of which can be analyzed.
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For Milton Santos (1988), the landscape goes
beyond what is visible, beyond what our vi-
sion can reach, it is perception and also con-
templates our senses, and is always heteroge-
neous. According to Ab'Saber, based on the
concept of physiology, landscape is the result
of the relationship between past and present
processes. Through the actions of society, spa-
ce is created and transformed, giving rise to
different landscapes. Landscape is therefore a
representation of space (Vitte, 2007)

Still on this subject, Christofoletti (1976)
conceptualizes landscape “as being composed
of geographical elements that articulate with
each other, whose elements may be from the
natural, human, social or economic domain”
(Christofoletti, 1976, p. 11). In the current
context, the concept of landscape, as a syn-
thesizing category of geographical analysis,
must encompass environmental and aesthetic
issues, with man and his actions, direct or in-
direct, in space (Brito; Ferreira 2011)

As an object of Geography, the landscape
reiterates the concept of a science of synthe-
sis when it is seen as a combination of diverse
phenomena, based on the description of the
elements of the landscape from the perspec-
tive of morphological analysis and the func-
tioning of the landscape, its dynamics. From
the perspective of studying the physiology of
the landscape, the elements that form it inte-
ract, maintaining the link between the natu-
ral and the social, as in the words of Moraes
“Geography is a science of contact between
the domain of nature and that of humanity”
(Moraes, 2005, p. 7).

Paul Vidal de La Blache highlighted the ob-
ject of Geography as the relationship betwe-
en man and nature, from the perspective of
landscape, and emphasized “man as an active
being, who suffers the influence of the envi-
ronment, but who acts on it, transforming it”
He also included field observation and lands-
cape induction as one of the approaches to ge-
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ographical analysis (Moraes, 2005, p. 24). In
the same vein, in humanist geography, Dardel
points out that “Landscape presupposes the
presence of man, even where it takes the form
of absence. It speaks of a world where man
realizes his existence as a circumscribed and
busy presence” (Dardel, 2015, p. 30). Thus,
man is in the landscape and is part of it, inte-
racting with and influencing its aspects.

According to Ruy Moreira (2009), Geogra-
phy was for a long time defined only as know-
ledge dedicated to describing the landscape.
However, theoretical-quantitative geography
has sought to analyze the patterns of organi-
zation of space. Thus, in order to analyze the
landscape, geographers synthesize knowledge
from other sciences, use cartographic bases of
the earth’s surface and much more. The lands-
cape is thus an “inexhaustible source” for the
researcher, drawing on the natural sciences
and the social sciences (Claval, 2014).

The study of landscape requires systemati-
zation. As Baldin (2021) points out:

Studying the local landscape throughout the
first and second cycles means learning to
observe and recognize the phenomena that
define it and its characteristics; describing,
representing, comparing and constructing
explanations, however approximate and
subjective, of the relationships that are im-
printed and expressed there (Baldin, 2021,

p-7).

From this, the emergence of geographical
science is marked by the study of facts on the
spot, “in loco”. Alexander Von Humboldt, one
of the fathers of Geography, during his travels
around the world, endeavored to collect data
on vegetation, climate, population, among
others, in search of knowledge of the spatial
dynamics of these places based on the des-
cription, analysis and interpretation of phe-
nomena (Neves, 2015 apud Oliveira, 2019).

In the 1970s, two important documents
were published pointing to the mode of pro-
duction and consumption as the cause of

major environmental problems, thus placing
man at the center of the environmental con-
text. One of these documents, published in
1972, was “The Limits to Growth”, also known
as the “Meadows Report”. In the midst of all
the discussions and criticism, this document
made it clear that “a new way of life and a new
relationship between human beings and the
world” was needed (Dickmann, 2021, p. 55).
In this way, the fragmentation of knowledge
that should be conceived in its integral tota-
lity for the understanding of environmental
issues, which is the relationship between man,
nature and culture, became evident.

It is therefore necessary to rethink man’s
place in the environment. Man must be seen
as an integral part of nature and not as a supe-
rior being separated from it, for whom nature
is just a supplier of resources. According to
Leff (2012, apud Da Cruz; Sola, 2017, p. 209),
it is precisely this domineering thinking that
is responsible for the crisis of civilization and,
for Quintas (2009, apud Da Cruz; Sola, 2017,
p- 209), this crisis of society is the same envi-
ronmental crisis of a social order.

This highlights the need to consider the
whole and no longer the parts, to make an in-
tegrated analysis in order to understand en-
vironmental issues. Ludwig Von Bertalanfty’s
General Systems Theory (GST), proposed in
1950, “in which the whole is always greater
than the sum of the parts” (Diniz et al., 2015,
p. 52).

In the 1960s, Viktor Sotchava brought GST
into the field of geography. In addition to the
relationship between living beings, geosyste-
mic theory considers the physical environ-
ment, historical evolution and human activi-
ties. Thus, even within the scope of Physical
Geography, GST is concerned with anthropo-
genic interference in the environment (Diniz
et al., 2015).

- =



Within the geosystem discussions, the in-
tegrated analysis of the landscape in Georges
Bertrand’s studies in the 1960s stands out. The
landscape must be seen holistically, in a global
context, from its marks over time and space,
with a great influence from Tricart on the ti-
me-space scale (Diniz et al., 2015; Bernardino
et al., 2018).

For the study of landscape, Bertrand con-
ceptualizes it as:

Landscape is not the simple addition of dis-
parate geographical elements. It is, in a gi-
ven portion of space, the result of the dyna-
mic and therefore unstable combination of
physical, biological and anthropic elements
which, reacting dialectically to one another,
make the landscape a unique and insepara-
ble whole, in perpetual evolution (Bertrand,
1968, p. 141).

In his text, Bertrand clarifies that it is not
just a question of the “natural” landscape, but
also of the landscape that includes the conse-
quences of human action, in other words, the
total, integrated landscape. He also established
the taxonomy, dynamics, typology and carto-
graphy of landscapes as a problem of method
(Bertrand, 1968).

According to Bertrand, the evolution of
the interaction of all the components of the
landscape makes up an integrated dynamic,
because the landscape is a global entity, whose
systems can be individualized and characteri-
zed based on the predominance of an element
and, using this criterion, be classified into ge-
omorphological and anthropic systems, (Di-
niz et al., 2015).

MEDIA STUDY

When discussing the dynamics and history
of the integrated study of the landscape, one
realizes the link between this method and the
Study of the Environment, which is an inter-
disciplinary teaching method based on the
study of the landscape in a critical and inves-
tigative way through fieldwork as an analysis
of a given reality.
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In order to approach the application of field
classes, it is necessary to initially present the
context in which this methodology emerged
in teaching and also in the science of geogra-
phy. This work focuses on the debate on Criti-
cal Geography for teaching in basic education
as a way of broadening environmental educa-
tion. It is through criticality that it is possib-
le to expand one’s horizons and analyze one’s
surroundings, placing oneself as a subject of
the environment, being able to interact with
it, being influenced by it and perceiving one-
self as capable of modifying it. Beyond know-
ledge of the elements of the environment is an
understanding of the power of social interac-
tions in its construction.

Based on this assumption, it is necessary
to discuss what Environmental Studies is and
its relationship with field classes. According
to Lopes and Pontuschka (2009), the Study
of the Environment represents a teaching and
research methodology that aims to “provide
students and teachers with direct contact with
a given reality, any environment, rural or ur-
ban, which is dedicated to study and investi-
gate” (Lopes and Pontuschka, 2009, p. 174).

The study of the environment emerged in
Brazilian education in the 20th century un-
der the influence of Francisco Ferrer y Guar-
dia (1859-1909) and Célestin Freinet (1896-
1966), of the Modern School, aiming to bring
learning closer to students’ daily lives, based
on proximity to the reality being studied,
whether natural or social (Radke, 2017; Pon-
tuschka, 2004)

The context in which this methodological
proposal emerged is linked to the anarchist
movement promoted by workers, who aimed
for an education geared towards rational te-
aching based on “observations, discussions
and the formation of a critical spirit about the
surrounding environment or the social con-
text around the school” (Pontuschka, 2004
apud Lopes and Pontuschka, 2009, p. 176).
However, this teaching proposal was only
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consolidated in the 1960s by the New School
movement (Pontuschka, 2004 apud Lopes and
Pontuschka, 2009 p. 176).

Considering the pedagogical proposals of
the Study of the Environment, these were the
first activities in basic education that came
close to current fieldwork, and today they are
related to what we know as Libertarian Peda-
gogy (Radtke, 2017). Fieldwork comprises one
of the stages of the Study of the Environment,
considering that it goes beyond that (Pon-
tuschka, Paganelli; Cacete, 2007). Therefore,
when we refer to Environmental Studies, we
mean that this is an interdisciplinary metho-
dology, based on collective work and research,
systematized in stages with a defined objecti-
ve. In this way, this method seeks to unders-
tand the dynamics of a space, considering that
it will be in constant transformation and thus,
in this process of discovery, the student pro-
duces new knowledge (Pontuschka, Paganelli;
Cacete, 2007)

These authors point out that during field
research, the various experiences lived by the
researcher must be recorded in various ways,
whether through interviews, which are asso-
ciated with observations, transcription and
categorization of the interviewee’s speeches
and the return to the classroom, the latter
being the elucidation that the field classes cor-
respond to only one stage of the Study of the
Environment

It is clear, therefore, that the process of
education is broad, complex and requires sys-
tematization for its development, and that all
the possibilities of experiences for its realiza-
tion must be explored, after all, students are
diverse beings who are constantly developing.

It should be noted that Environmental Stu-
dies are capable of instigating a critical and
investigative look at a reality that sometimes
goes unnoticed, based on dynamic and me-
aningful teaching and learning processes, as
students recognize themselves as actors in
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the environment in which they are inserted.
However, they cannot be confused with any
experience outside the classroom. This me-
thodology must be preceded by systematic
planning and be based on clear objectives of
theoretical deepening and critical reflection
for its formative and educational value (Lo-
pes; Pontuschka, 2009).

Venturi (2010) points to three essential sta-
ges in the research process - the office, the field
and the laboratory - all of which are intercon-
nected. Therefore, the office must be preceded
by fieldwork in order to plan what will be done,
and the laboratory is necessary for systemati-
zing the information obtained in the field. For
the author, it is in the field that primary data is
generated and secondary data is ratified and/or
improved, based on real experiments.

In general, what has to be clear and objecti-
ve is the systematization of the field, even be-
aring in mind that this moment is subject to
the dynamics of the reality present there and
is therefore not static, it can generate new ide-
as. Finally, it’s in the laboratory that you deal
with what was collected/observed/described
in the field and planned in the office.

These three stages are in fact very impor-
tant for scientific research. Chart 1 summari-
zes what can be done in each of them, accor-
ding to Venturi (2010).

Pontuschka, Paganelli and Cacete (2007)
also systematized the stages for field resear-
ch, but based on Environmental Studies, as a
methodology for Basic Education, for unders-
tanding social, physical and biological space.
These authors defined five moments and their
respective actions for an environmental study
project (Chart 2):

1 - Meeting social subjects;

2 - Preliminary visit and choice of route;
3 - Planning;
4 - Preparation of the field notebook e;

5 - Field research that reveals life
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Stages Description

Mapping and bibliographic survey of the study area, definition of observation points according to the theme
and objectives of the research, establishing contact with interlocutors (guides, community leaders), arranging
meetings for interviews, checking the safety conditions of the stopping points, consulting weather forecasts,
obtaining permits to enter Conservation Units.

Office

Generation of primary data (soil collection, marking of points for a location map and topographic profile,
application of a questionnaire, interviews, photographs of land use), confirmation or adjustment of secondary
data (analysis of data based on existing data in bibliographies).

Field

Analyzing soil samples, tabulating questionnaires, transcribing interviews, improving photographs, editing vi-
deos, correcting cartographic products based on empirical observations, simulating phenomena (testing soil
porosity and permeability, simulating water balance, testing climatological and geomorphological models).

Laboratory

Box1 - Stages of scientific research through fieldwork.
Source: Adapted from Venturi, 2010.

Moments Actions

Moment number 1 begins at the school, where the subjects are interested in carrying out research, with

1 - Meeting
social subjects

a view to interdisciplinary training for the student, given that the Environmental Study method involves
dialog and collective work. The place to be studied is chosen.
It is up to Geography to inform colleagues about the possibilities and limits of studying the chosen place.

2 - Preliminary
visit and choice
of route

Collective choice of the location to be studied based on the educational curriculum, with prior preparation,
definition of the tools and tasks to be carried out. Consideration should be given to travel time, the type of
transport needed, the duration of the field lesson, the bibliography and authors needed for the discussions.

3 - Planning

Objectives of the Study of the Environment that should be raised in the classroom: a) Consolidation of an
interdisciplinary teaching method called study of the environment, in which research and teaching interact;
b) verification of testimonies from different times and spaces: transformations and permanence; ¢) survey
of social subjects to be contacted for interviews; d) observations to be made in the different places listed for
the production of sources and documents: written notes, drawings, photographs and films; e) sharing of the
different perspectives present in the fieldwork through the different views of the social subjects involved in
the project; ) collection of data and information specific to the place, its inhabitants and the relationships
they maintain with other spaces; g) emergence of disciplinary and interdisciplinary curricular content to
be covered in the program; h) production of evaluation instruments in a participatory work; i) creation of
teaching resources based on the records and; j) dissemination of the processes and the result.

4 - Drawing
up the field
notebook

A survey of the instruments needed, the information-gathering practices, the different records (interviews,
drawings, places) to be photographed, the distribution of responsibilities and tasks for each person or
group. The field notebook can contain: the cover, field research script, texts, interviews,

5- Field research
reveals life

A moment of dialog with the space, with history, with people, with colleagues and their knowledge.

Box2 - Moments and actions for an environmental study project.
Source: Adapted from Pontuschka, Paganelli and Cacete, 2007.

In any case, what is clear is the need to plan
the field class based on dialog within the scho-
ol unit so that this activity is truly collabora-
tive and interdisciplinary, following up with
a survey of possible needs and actions to be
carried out during the field.

Due to the variety of topics covered in geo-
graphy in teacher training, it is not uncommon
to see fragmentation in the teaching and lear-
ning process, specifically during field lessons.
Generally, the sub-areas of Geography, such as
regional, human, physical and instrumental,
are seen as distinct and treated as such. This
fragmentation tends to be reproduced in basic

education teaching. The difficulties in making
integrated/holistic analyses of a given space are
evident, and the physical-natural field is often
distinguished from the social field.

Although fieldwork has always been pre-
sent in Geography, in recent years we have
seen a reduction in this practice associated
with teaching due to advances in technology,
which provide contact with digitalized infor-
mation and resources that enable remote re-
search, from an office for example. There are
also difficulties encountered by basic educa-
tion teachers in systematizing this technique
so that it can be applied satisfactorily.




According to Cavalcanti (2011), changes in
society, such as in politics, the economy and
the sciences, have affected scientific knowle-
dge. In the field of Geography, there was an
overemphasis on philosophical, epistemolo-
gical, theoretical, methodological and critical
aspects, in order for its scientific legitimacy to
be recognized. Census data sources, thematic
maps, aerial photographs and satellite images
were overvalued as new ways of understan-
ding space and gathering new information.

Thus, fieldwork as a methodology for ob-
serving and understanding the landscape is
no longer as necessary (Cavalcanti, 2011).
However, according to the author, this was
only a phase, and there has been an increase in
the number of publications on this subject in
recent years. It should be noted here that the
technology and resources available on spatial
analysis are allies in fieldwork, as well as the
information provided as a database on a given
location, since, as part of fieldwork, there is a
need to validate the data collected in the field
with that already available in order to produce
increasingly substantial information.

Still on the difficulties encountered by basic
education teachers in carrying out field clas-
ses, especially in public schools. In addition to
the precariousness of resources for travel and
pedagogical and methodological difficulties
in knowing how to systematize educational
practice, there are also difficulties in terms
of the analytical approach to the lesson with
regard to the physical-natural components of
the space, where these are inseparable from
the social aspects and need to be worked on as
such (Morais; Lima, 2018 apud Radtke, 2019;
Radtke, 2019). Thus, Radtke (2019) stresses
the importance of these difficulties relating
to pedagogical and content knowledge being
worked on from teacher training courses, so
that it is perpetuated for basic education tea-
chers from the early years.
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Thinking about the formative role of the
school, of developing a critical sense in the
student and recognizing themselves as agents
in space, it is of fundamental importance to
discuss didactic knowledge for teaching and
learning in the development of field classes, so
that complex issues are worked on in an in-
tegrative and meaningful way for the student.
Field classes are therefore important for over-
coming geographical fragmentation, as they
integrate theory and practice, local and global
scale, research and teaching in favor of me-
aningful learning, when all these aspects are
also considered by the teacher (Radtke, 2019)

In this context, field classes, as a stage in
Environmental Studies, provide a meaningful
look at reality, at students” daily lives, becau-
se they start from their context, to promote
knowledge that is specific to Geography, being
worked on in an integrated way (Pontuschka,
2013; Lopes; Pontuschka, 2009, Radke, 2019).

Considering students’ experiences and con-
text is part of an educational policy aimed at
making education meaningful. The Common
National Curriculum Base (BNCC) already
provides for considering students’ “lives and
experiences” in the humanities and, including
the Geography curriculum component, contri-
buting to the development of activities such as
“fieldwork, interviews, observation, the develo-
pment of analysis and argumentation, in order
to enhance discoveries and stimulate creative
and critical thinking” (Brasil, 2018, p. 355).

Geography, whether as a science or a sub-
ject in basic education, must overcome the
antagonism between its physical and social
components. An integrated analysis of the
landscape is necessary to understand spatial
complexity and placing students in this con-
text is essential for a meaningful and libera-
ting education. We need to recognize and
know our role in society, as well as reframing
our spatial conceptions. Thus, field classes are
a good way of facilitating this process.
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When reporting on field classes as an edu-
cational methodology for overcoming the
fragmentation of geographical knowledge, it
is also worth highlighting their role as a sig-
nificant methodology capable of arousing stu-
dent interest in the subject and overcoming
difficulties encountered in the apprehension
of geographical content.

Geography plays an important role in basic
education in promoting an investigative sense
in students through research, while at the same
time being a provocative practice, stimulating
curiosity, reflection and protagonism. As ex-
plained in the BNCC, “based on observation,
direct experiences, the development of various
forms of expression, recording and problema-

tization, these practices involve, especially, fiel-
dwork” (BNCC, 2018, p. 369)
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