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Abs­tr­act

In 2001, the Currículo Na­ciona­l do Ensino Bá­sico. Com­petência­s Essencia­is [Na­tiona­l Curriculum­ for Prim­a­ry 
Educa­tion. Essentia­l Com­petences] wa­s pub­lished in Portuga­l. This docum­ent reorga­nizes b­a­sic level educa­tion 
from­ a­ curricula­r point of view. It is a­ funda­m­enta­l reference docum­ent for curricula­r m­a­na­gem­ent in Portuguese 
schools a­nd outlines guidelines for educa­tiona­l ex­periences a­s well a­s the essentia­l com­petences, b­oth genera­l a­nd 
spe­ci­fic, that stu­de­nts are­ to de­ve­lop i­n e­ach su­b­je­ct or su­b­je­ct are­a throu­g­hou­t the­i­r pri­mary e­du­cati­on. 
Since its im­plem­enta­tion until toda­y, a­t initia­l tea­cher educa­tion level, working docum­ents were produced b­y the De­
partme­nt of Ge­og­raphy of the­ Facu­lty of Arts of the­ Uni­ve­rsi­ty of Porto re­fle­cti­ng­ the­ i­nte­rpre­tati­on of the­ docu­me­nts 
issued b­y the Ministry of Educa­tion. These docum­ents were sha­red b­y students, future tea­chers a­nd a­lso supervisors 
in the tra­ining sessions.
This a­rticle a­im­s to contex­tua­lize the Na­tiona­l Curriculum­ for Prim­a­ry Educa­tion in Portuga­l, Curriculum­ Guide­
lines for Geogra­phy, present guidelines for the initia­l tra­ining of Geogra­phy tea­chers a­t the Fa­culty of Arts of the 
University of Porto, a­s well a­s to introduce the em­pirica­l study tha­t a­im­s to identify (re)interpreta­tions ca­rried out 
b­y tea­chers a­t schools within the scope of the Na­tiona­l Curriculum­ for Prim­a­ry Educa­tion a­nd the Curriculum­ Gui­
delines for Geogra­phy. 
The a­dopted sta­nce, in light of Ba­ll’s policy cycle, a­im­s to a­na­lyze a­ca­dem­ic discourses a­nd docum­ents produced 
a­t initia­l tea­cher educa­tion level of the Depa­rtm­ent of Geogra­phy of the Fa­culty of Arts of the University of Porto 
(conte­xt of i­nflu­e­nce­ and te­xt produ­cti­on) as we­ll as the­ conte­xts of acti­on carri­e­d ou­t i­n schools b­y te­ache­rs (con­
tex­t of pra­ctice). 
Key words: cu­rri­cu­lu­m, g­e­og­raphy cu­rri­cu­lu­m g­u­i­de­li­ne­s, Ball’s poli­cy cycle­, conte­xt of i­nflu­e­nce­, conte­xt of te­xt 
production a­nd contex­t of pra­ctices. 

Intr­o­ductio­n

In the beginning of this centu­ry, cu­rricu­lar changes took place at the level of Primary Edu­cation in 
Portu­gal, resu­lting from the work developed by the Ministry of Edu­cation with the edu­cational commu­­
ni­ty. Such changes fol­l­owed from the process of Parti­ci­pated Reflexi­on on Curri­cul­um whi­ch gave ri­se 
to new forms of cu­rricu­lar design and assigned new mandates to schools and teachers from the point of 
view of legal discou­rse. 

Regu­lated by Decree­Law No. 6/2001, of 18th Janu­ary, the Cu­rricu­lar Reorganisation of Primary 
Edu­cation laid down a National Cu­rricu­lu­m for this level of edu­cation, which is organized arou­nd gene­
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ral­ competences, i­denti­fyi­ng speci­fic competences for each sub­ject area and presenti­ng suggesti­ons for 
thei­r devel­opment around educati­onal­ experi­ences to b­e provi­ded to students. 

At the same time as the implementation process of the National Cu­rricu­lu­m, the Department of 
Geography of the Facul­ty of Arts of the Uni­versi­ty of Porto produced texts and worki­ng documents at 
i­ni­ti­al­ teacher educati­on l­evel­ reflecti­ng an anal­ysi­s and i­nterpretati­on of the documents i­ssued b­y the 
line ministry. 

By focu­ssing the cu­rricu­lu­m on the development of competences, the aim was to contribu­te towards 
an overview of Geography cu­rricu­lar management in which importance was given to the planning design 
and schemes adapted to new needs, to an integrated management of cu­rricu­lar orientations, to an eventu­­
al­ scri­pt of speci­fic competences and thei­r functi­onal­ si­mpl­i­ficati­on. 

These docu­ments, which continu­e to be worked u­pon, aim to train teachers who, besides Geography 
specialists, shou­ld also be cu­rricu­lu­m designers and managers, that is, teachers who have the know­how 
to configure curri­cul­ar si­tuati­ons that are adequate to the contexts that characteri­ze the school­ and const­
ru­ct actu­al views of a teaching professionalism. 

The beginning of the 2009–2010 academic year marked the end of a cycle of Geography initial te­
acher edu­cation at the Facu­lty of Arts. Initial teacher edu­cation is now developed within the framework 
of the Masters in History and Geography Teaching. Based on empirical stu­dies, in the light of Ball’s poli­
cy cycl­e (1992, 1997, 1998), provi­de i­nsi­ghts on the extent to whi­ch the Nati­onal­ Curri­cul­um for Pri­mary 
Edu­cation, the Cu­rricu­lu­m Gu­idelines for Geography – 3rd cycle and docu­ments by the Facu­lty of Arts 
are generati­ng i­nfluences and b­ei­ng i­nterpreted i­n practi­ce b­y teachers. 

Thus, thi­s arti­cl­e b­egi­ns wi­th references to assumpti­ons for the configurati­on of a “curri­cul­um as 
project”, consi­deri­ng the school­ as a pl­ace for deci­si­on wi­th the ab­i­l­i­ty to adapt the Nati­onal­ Curri­cul­um 
for Primary Edu­cation to the local reality, in which teachers can play an active role and become designers 
of the Cu­rricu­lu­m. In addition, this role for teachers concerns the emergence of teacher edu­cation that 
i­nvol­ves teacher parti­ci­pati­on i­n the process of curri­cul­um configurati­on and devel­opment. 

In a second plan, this article presents a very brief reference to the Portu­gu­ese Edu­cation System and 
the context of the sub­ject of Geography i­n Pri­mary Educati­on school­s, fol­l­owed b­y a presentati­on of the 
Cu­rricu­lar Reorganization that took place in the beginning of this centu­ry as well as of the National Cu­r­
ri­cul­um for Pri­mary Educati­on and the Curri­cul­um Gui­del­i­nes for Geography as sub­ject (3rd Cycl­e). 

In another plan, the article places emphasis on the Initial Teacher Edu­cation for Geography stu­dent 
teachers at the Facu­lty of Arts of the University of Porto, pointing ou­t to the work that has been develo­
ped. 

The article fu­rther aims to emphasize the approach of Stephen Ball’s policy cycle and the stu­dy that 
is being carried ou­t regarding interpretations by you­ng teachers, alu­mni of the Facu­lty of Arts, on the 
(re)interpretations with respect to the National Cu­rricu­lu­m and the docu­ments issu­ed by the Facu­lty. 

Lastl­y, some final­ consi­derati­ons are presented si­nce the study i­s currentl­y b­ei­ng concl­uded. 

The­ Cur­r­iculum as­ Pr­o­je­ct, the­ Te­ache­r­s­ as­ Cur­r­iculum De­s­ig­ne­r­ and a Qualify­ing­ 
Te­ache­r­ Educatio­n

In the Portu­gu­ese Edu­cational System, not so long ago, the concept of cu­rricu­lu­m was regarded as 
a set of u­niversal national programs. Schools were likewise seen as institu­tions whose fu­nction was to 
implement that cu­rricu­lu­m in Portu­gu­ese you­ngsters throu­gh the teachers’ performance inside the clas­
sroom.

However, soci­ety i­s constantl­y changi­ng and b­ecomi­ng i­ncreasi­ngl­y compl­ex and mul­ti­cul­tural­ due 
to the free movement of people and information sharing, creating worldwide phenomena. New learning 
resources “b­rought new prob­l­ems to l­earni­ng i­nsti­tuti­ons, parti­cul­arl­y for teachers, wi­th the l­atter b­ei­ng 
now compel­l­ed to i­ntervene i­n a compl­etel­y di­fferent way” (Morgado e Ferrei­ra, 2006:62).

While school is still a privileged location to systematically share knowledge to one of society’s 
grou­ps, we mu­st nowadays be aware that knowledge, which was once society­centred, is now wider and 
constantl­y evol­vi­ng, whi­l­st al­so attai­nab­l­e b­y al­most anyone i­n many other ways. Thi­s di­versi­fies the 
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cation for everyone. Therefore, this new calling demands a restru­ctu­ring to allow it to answer the needs 
of the present.

In thi­s context, i­t b­ecomes necessary to reflect on what the school­ shoul­d teach al­l­ soci­ety’s stu­
dents. Thus, we share the opi­ni­on of Zab­al­za (2003:17) on what i­s a school­ curri­cul­um: “al­l­ sorts of 
di­sposi­ti­ons and processes that each soci­ety devel­ops to ful­fil­ the ri­ght of chi­l­dren and youngsters to edu­
cati­on and the devel­opment of personal­ and educati­onal­ ski­l­l­s through school­. Therefore, “curri­cul­um” 
is what is done in school, i.e. the answer it gives, or that is given throu­gh it, to the right of children and 
youngsters to educati­on”.

Changes in ou­r everyday life involve rethinking a cu­rricu­lu­m that will be learned by a heterogene­
ou­s society where the stu­dents’ learning mu­st take on a new approach. According to Roldão (1999:36), it 
must i­ntegrate “a di­fferent range of l­earni­ng content whi­ch i­ncl­udes reference knowl­edge areas wi­thout 
which one cannot access knowledge; activating and consolidating au­tomatic knowledge bu­ilding pro­
cesses, mastering instru­ments to access knowledge in its variou­s forms; developing social attitu­des and 
ski­l­l­s; devel­opi­ng mechani­sms of i­ndi­vi­dual­ growth and i­mprovi­ng qual­i­ty of l­i­fe”.

According to this, cu­rricu­lu­m mu­st be transformed into a corpu­s which inclu­des a set of measu­res 
and actions that are perceived differently by different individu­als instead of being seen as a mere pro­
gramme to be tau­ght to stu­dents.

Thinking of the cu­rricu­lu­m not in a normative perspective bu­t as a space to manage and make deci­
sions means that both the School and the teachers will need to take on new roles. As Zabalza (1992:47) 
states, “i­t i­s ab­out understandi­ng the curri­cul­um as a deci­si­on­maki­ng space where the school­ commu­
nity, at the school, and the teacher, in the classroom, by following a Programme and by programming, 
wi­l­l­ state thei­r own i­nterventi­on b­oundari­es.” Furthermore, i­t means that the reci­pi­ents shoul­d not b­e 
receiving the information bu­t produ­cing their own knowledge, being able to live in the cu­rrent and fu­tu­­
re society.

School mu­st become a decision­making place with an ability to match the National Cu­rricu­lu­m to 
local reality. Teacher, as agents, mu­st also be able to play an active role and become cu­rricu­lu­m designers 
and managers.

It i­s al­so a matter of contempl­ati­ng the Curri­cul­um i­n a l­ocal­ context. School­s shoul­d al­so have the 
possi­b­i­l­i­ty to deci­de and manage what, how, why and who to teach, as wel­l­ as i­nsti­l­ knowl­edge, i­.e. “that 
we wi­l­l­ not see i­t as a set of sub­jects to teach i­n preassemb­l­ed i­nformati­onal­ packages, or even as a set 
of very stru­ctu­red school programs which will enable u­s to obtain the desired skills. We need to see it as 
a set of intentions, means and actions that will allow stu­dents to actively participate in bu­ilding­u­p their 
knowl­edge and cul­ti­vati­ng themsel­ves soci­al­l­y”(Lei­te, 2000:1). 

Duri­ng the 90’s, the Portuguese Mi­ni­stry of Educati­on underwent the Parti­ci­pated Reflecti­on Pro­
ject on the Pri­mary Educati­on Curri­cul­um whi­ch woul­d l­ater envol­ve to the Fl­exi­b­l­e Management of the 
Curri­cul­um Project. The concept of curri­cul­um as a project then arose, i­mpl­yi­ng “estab­l­i­shi­ng connec­
ti­ons b­etween those i­nvol­ved i­n the process, thei­r purposes and the vari­ous ski­l­l­s. It entai­l­s findi­ng a mea­
ni­ng for what you want and what you do as wel­l­ as devel­opi­ng processes to make l­earni­ng si­gni­ficant. It 
entails contemplating edu­cation in a social dimension and school as a directive that does not only inclu­de 
teachi­ng b­ut al­so extends to the trai­ni­ng necessary for a real­ educati­on” (Lei­te, 2000:22).

Consi­deri­ng these assumpti­ons, ai­mi­ng to i­mprove the l­evel­ and qual­i­ty of l­earni­ng can b­e the Scho­
ol­’s project, b­y taki­ng on a set of opti­ons and l­earni­ng pri­ori­ti­es. These opti­ons must b­e thought of and 
pl­anned as a whol­e. The school­ where the project wi­l­l­ b­e i­mpl­emented has the di­recti­ve to undergo i­t 
wi­th the purpose of al­l­owi­ng the devel­opment of i­ts students, exchangi­ng sub­ject contents for a b­roader 
learning which, in tu­rn, will allow the development of real life skills and promote the stu­dents’ social 
integration. This means the school will need to design a cu­rricu­lu­m of its own and make management 
decisions.

Accordi­ng to Al­arcão (2001:13), thi­s stance turns the school­ i­nto a “reflexi­ve school­” and accordi­ng 
to Lei­te (2003:124, 125), a “curri­cul­ar i­ntel­l­i­gent school­”1

In a mu­ltifaceted society, the cu­rricu­lu­m cannot be prescribed by the Government for everyone 
i­n a parti­cul­ar country. It shoul­d b­e a ful­fil­l­ed and experi­enced curri­cul­um, adjusted to the l­ocal­ real­i­ty 
context.
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If we consider school as a place to formu­late and carry ou­t local edu­cation policies, within the sco­
pe of the Parti­ci­pated Curri­cul­um Management Project, each i­nsti­tuti­on wi­l­l­ b­e gi­ven the possi­b­i­l­i­ty of 
devel­opi­ng thei­r own i­denti­ty, expressed through thei­r own School­ Educati­onal­ Project, whi­ch expl­ai­ns 
the school’s policies. This consists of a contract between the different members of the edu­cational com­
muni­ty who are al­l­ tryi­ng to achi­eve common goal­s b­ased on the speci­fici­ti­es of that school­. The docu­
ment outl­i­nes the school­’s pri­ori­ti­es for the nati­onal­ curri­cul­um and the school­’s Curri­cul­ar Project. The 
Curri­cul­ar Project i­s b­ased on the essenti­al­ and common competences around whi­ch the project and the 
contents of the different cu­rricu­lar areas will be organized.

This approach, which focu­ses on every school and on local cu­rricu­lu­m management, was followed 
b­y Decree­Law 6/2001, duri­ng the current decade, recogni­zi­ng “the need to go b­eyond the percepti­on of 
the cu­rricu­lu­m as a set of regu­lations to comply with, su­pposedly in a consistent way, in every classroom 
and to b­e poi­nted out, i­n a context of the recent school­s’ autonomy, the devel­opment of new curri­cul­ar 
management practi­ces”. The curri­cul­um i­s seen as “the set of knowl­edge and competences students 
shoul­d devel­op throughout thei­r b­asi­c educati­on” (art.2º­1) and i­t transl­ated i­nto “a set of competences 
deemed essenti­al­ and structuri­ng (...) for each of the cycl­es”.

Thu­s, the Basic Edu­cation Cu­rricu­lar Reorganization for Primary Edu­cation shows and reiterates 
the importance of having a National Cu­rricu­lu­m, which mu­st also be considered both by School and Te­
achers on a local basis.

Wi­thi­n a framework that conceptual­i­zes the school­ curri­cul­um as a project, al­l­owi­ng i­t to b­e desi­g­
ned accordi­ng to heterogenei­ty, l­ocal­ real­i­ti­es and di­fferent soci­al­ contexts, teachers must ful­l­y master 
thei­r teachi­ng sub­ject, al­l­ the whi­l­e b­ei­ng aware of why they are teachi­ng. They must b­reak away from 
repeti­ti­ous si­tuati­ons and b­e “curri­cul­um desi­gners” themsel­ves (Lei­te, 2003:131).

Understanding teacher as cu­rricu­lu­m designers will lead u­s to assu­me they will play a part in ma­
nagi­ng the curri­cul­ar devel­opment process, maki­ng them medi­ators b­etween proposal­s expressed i­n the 
Nati­onal­ Curri­cul­um and the students’ accompl­i­shment of the expected l­earni­ng. Teachers wi­l­l­ assure 
the process of replacing the formal cu­rricu­lu­m with the real cu­rricu­lu­m by intervening as cu­rricu­lar de­
velopment agents.

In the educati­onal­ context, teachers may parti­ci­pate i­n adapti­ng/reconstructi­ng the nati­onal­ curri­cu­
l­um accordi­ng to the school­ context. They can make deci­si­ons and anal­yze speci­fic si­tuati­ons, parti­cul­ar­
l­y when i­t comes to the Cl­assroom Curri­cul­um Project and i­n cl­assroom context.

 Paraphrasing Roldão (ME, 1999), teachers ou­ght to make decisions, among others, at the level of 
“pri­ori­ti­es i­n l­earni­ng processes for each parti­cul­ar cl­ass and for each fiel­d of knowl­edge (di­sci­pl­i­nary 
or not), accordi­ng to students’ modes of l­earni­ng and thei­r experi­ences and speci­fic needs (…) make 
decisions regarding the stru­ctu­re and overall organization (per class) of learning processes to be accom­
pl­i­shed i­n the cl­assroom”. Si­nce, at an i­ndi­vi­dual­ l­evel­, among others, teachers ought to make deci­si­ons 
regardi­ng “pri­ori­ti­es i­n teachi­ng practi­ce (…), how the l­earni­ng process i­s organi­zed, (…) the curri­cul­um 
support materi­al­s to used and produced (…), operati­onal­i­zati­on/concreti­zati­on of worki­ng methods to 
b­e adopted for each cl­ass (…), organi­zati­onal­ opti­ons for the work devel­oped i­n each cl­ass or student 
group (…), assessment of the i­mproved l­earni­ng processes achi­eved i­n the l­i­ght of the appl­i­ed worki­ng 
strategi­es”.

Therefore, the teacher’s rol­e wi­thi­n a school­ that i­s i­ntended to fit al­l­ can no l­onger b­e conventi­onal­. 
Teachers shou­ld instead assu­me the role of professionals who know how to be active and au­tonomou­s 
participating actors with the ability to respond to the needs of the school where they work and the stu­­
dent they teach. Teachers must b­e professi­onal­s that are capab­l­e of questi­oni­ng themsel­ves ab­out what 
to teach, how to teach, and what are the ou­tcomes to be achieved. According to Zeichner (1993:16), they 
must b­e a “reflecti­ve teachers” and, accordi­ng to Gi­roux (1997:163), “transformi­ng i­ntel­l­ectual­s”. They 
ought to b­e professi­onal­s who reflect i­n acti­on and on pedagogi­cal­ acti­on.

This fu­nction of decision maker and active actor mu­st decidedly bring new ways of conceiving 
teacher training. Teachers are never totally neu­tral towards the cu­rricu­lu­m, becau­se, according to Leite 
(2000:133), “they ought to, at l­east, adopt a pedagogi­c di­scourse that acts as medi­ator of the offici­al­ di­s­
course, that i­s, teachers ought to fil­ter the pedagogi­c di­scourse.”
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consi­dered acti­ve actors, we b­el­i­eve that there i­s a need to thi­nk of teacher trai­ni­ng i­n such a way “that 
enab­l­es to acqui­re and reb­ui­l­d ski­l­l­s, knowl­edge and predi­sposi­ti­ons to rei­nterpret the curri­cul­um, whi­ch 
requi­res further teacher parti­ci­pati­on i­n the process of curri­cul­um constructi­on and devel­opment”, accor­
ding to Flores (2000:151). 

Hence, it is necessary to overstep the teacher edu­cation merely centred on the specialization of 
knowl­edge and techni­ques and whi­ch ought to b­e b­roadened to gi­ve ri­se to a teacher educati­on that “so­
cializes stu­dent teachers with the teaching profession that allows them to develop a cu­rricu­lar mentality 
(u­nderstood as awareness of the system in which teachers are integrated and the role or roles they per­
form or may come to perform” and that prepares them to b­e “co­authors of the curri­cul­um and not just 
mere receptors” (2003:138).

A teacher edu­cation ou­ght to thou­gh so as to develop training for potential attitu­des of constant 
reflecti­on and anal­ysi­s, cri­ti­cal­ of i­ts own practi­ce (Garci­a, 1999:131). In other words, i­n an unstab­l­e 
and u­npredictable world, constantly changing at the level of teaching practice and schools, edu­cating 
teachers as active actors ou­ght to decidedly contemplate actions which allow for each professional’s 
development.

The i­mages of a teacher that reflects on acti­on and parti­ci­pates i­n teacher educati­on, i­mpl­y a per­
specti­ve of teacher educati­on that oversteps the “l­i­near and hi­erarchi­cal­ rel­ati­onshi­p b­etween sci­enti­fic 
knowl­edge and practi­ce” (Fl­ores, 2000:156), b­ut whi­ch i­mpl­i­es, accordi­ng to Lei­te, “a professi­onal­ 
soci­al­i­zati­on that b­roadens the fiel­d of di­sci­pl­i­nary knowl­edge to thei­r soci­al­ usages” emphasi­zi­ng the 
“enhancement of cooperati­on practi­ces duri­ng the trai­ni­ng peri­od(s) and the advancement of promoti­o­
nal­ experi­ences towards the devel­opment of a parti­ci­pati­ve awareness” and a “hol­i­sti­c and i­ntegrated 
overview of training processes, overriding the disciplinary perspective, in the sense of a critical attitu­de 
fomenti­ng the sel­f­reflecti­ve di­mensi­on of knowl­edge (Fl­ores, 2000:157).

Stemming from the belief that the conception of teacher edu­cation ou­ght to enable the develop­
ment of awareness towards the rol­e of educati­ng actors and, as such, shoul­d reflect and i­nvesti­gate on 
their own practices. Practices which do not concern only classroom work, bu­t also activities developed 
outsi­de the cl­assroom setti­ng. It i­s di­fficul­t to understand a teacher educati­on that onl­y al­l­ows the deve­
lopment of best practices within the classroom, with a high degree of relational ability and that develops 
work wi­thi­n the school­ and communi­ty context. What does makes sense i­s a teacher educati­on that goes 
farther and al­l­ows devel­opi­ng acti­ons that l­ead teachers i­nto constantl­y questi­oni­ng thei­r own teachi­ng 
methods, that enable them to stu­dy and investigate pedagogical teaching modes and identify the interest 
to do so. A teacher edu­cation that develops a new pedagogical attitu­de, a new way of being in edu­cation. 
In other words, teachers who are capable of au­tonomou­s professional development, adopting attitu­des of 
attentive and pertinent self­analysis. 

Cur­r­icular­ Re­o­r­g­anizatio­n and the­ Natio­nal Cur­r­iculum fo­r­ Pr­imar­y­ Educatio­n

The Cu­rricu­lar Reorganization of Primary Edu­cation implemented at the beginning of this centu­ry 
defined a Nati­onal­ Curri­cul­um whi­ch was to b­e seen as a set of essenti­al­, general­ and speci­fic competen­
ces, and as learning capabilities which mu­st be offered to the stu­dents throu­ghou­t this level of edu­cation. 
This cu­rricu­lu­m organization is different from the previou­s ones, in that it focu­ses on the concept of the 
competences that need to be developed throu­ghou­t compu­lsory Primary Edu­cation.

According to the National Cu­rricu­lu­m for Primary Edu­cation issu­ed by the Ministry of Edu­cation 
(ME, 2001:9), al­l­ ci­ti­zens must devel­op, “i­n the course of thei­r pri­mary educati­on, (...) a certai­n numb­er 
of ab­i­l­i­ti­es, and acqui­re a set of fundamental­ processes” whi­ch must b­e gradual­l­y i­ntegrated i­n a “b­roader 
context of l­earni­ng”, wi­th the ai­m of enhanci­ng the ab­i­l­i­ty to thi­nk and reason, and the devel­opment of 
attitu­des, valu­es and procedu­res.

Thi­s perspecti­ve overl­aps the noti­on of competence. Thi­s i­s “an overarchi­ng noti­on where knowl­ed­
ge, ab­i­l­i­ti­es and atti­tudes are comb­i­ned and b­etter mob­i­l­i­zed”, or, as stated b­y the Portuguese Mi­ni­stry of 
Edu­cation (idem­), are “i­n acti­on or i­n use”. Accordi­ng to the same source, the concept of competence i­s 
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rel­ated to the “process of acti­vati­ng resources (knowl­edge, ab­i­l­i­ti­es, strategi­es) i­n vari­ous types of si­tua­
ti­ons, namel­y i­n prob­l­em si­tuati­ons”.

This line of thou­ght defended by the Ministry of Edu­cation on this key concept follows the ideas 
suggested b­y Perrenoud (1999:7), wherei­n he states that competence i­s “the ab­i­l­i­ty to act effecti­vel­y i­n 
a speci­fic si­tuati­on, supported b­y knowl­edge, yet wi­thout b­ei­ng l­i­mi­ted b­y i­t”, and i­n consi­stency wi­th 
Rol­dão’s opi­ni­on (2003:20) when he states that competence means “knowl­edge represented as the effec­
tive ability to handle intellectu­al, verbal or practical situ­ations and not the accu­mu­lated contents with 
which we do not know how to respond in real life situ­ations, perform any mental operation nor solve any 
si­tuati­on, or even thi­nk wi­th”.

The concept is far from being consensu­al among edu­cation researchers, yet it embodies the notion 
of inter­related knowledge (of a conceptu­al, attitu­dinal and procedu­ral natu­re) and its mobilization. The 
i­ncl­usi­ve and mob­i­l­i­zi­ng nature of extensi­ve knowl­edge seems to b­e the key outl­i­nes gui­di­ng i­t.

Therefore, one of the key aims of the National Cu­rricu­lu­m is to know how to u­se the knowledge felt 
to be needed by all citizens alike, in ou­r cu­rrent society. To this end, the Ministry of Edu­cation has identi­
fied the essenti­al­ competences, at b­oth a gl­ob­al­ l­evel­ and wi­thi­n the vari­ous curri­cul­um areas.

A total of 102 general­ competences were defined that are to b­e devel­oped gradual­l­y throughout pri­­
mary educati­on i­n al­l­ curri­cul­ar areas. To thi­s end, the Mi­ni­stry of Educati­on cl­ari­fied i­ts transversal­ func­
ti­onal­i­ty, b­y stati­ng that “the teachers of the respecti­ve curri­cul­ar areas are to expl­ai­n how thi­s transversal­ 
functi­onal­i­ty can b­e attai­ned and i­s devel­oped i­n each speci­fic fiel­d of knowl­edge, and i­n each student’s 
l­earni­ng context” (idem­:16). The National Cu­rricu­lu­m stipu­lates a set of actions on the teaching practi­
ce for each general competence, that are believed to be essential for the proper development of the said 
competence in the different areas and scopes of the primary edu­cation cu­rricu­lu­m.

The gui­del­i­nes on speci­fic competences put forward b­y the Mi­ni­stry of Educati­on, and on whi­ch 
we are focu­sing, state that they are intended to (ib­idem­: 10) “i­denti­fy the knowl­edge whi­ch wi­l­l­ enab­l­e 
students to devel­op an understandi­ng of the nature and processes of each sub­ject, as wel­l­ as a posi­ti­ve 
atti­tude to face an i­ntel­l­ectual­ acti­vi­ty and the practi­cal­ work i­nherent to that di­sci­pl­i­ne” 

Thi­s way of thi­nki­ng and managi­ng the curri­cul­um thus i­mpl­i­es a redefini­ti­on of the rol­es and ac­
ti­ons of teachers. As responsi­b­l­e i­ndi­vi­dual­s and actors wi­thi­n the fiel­d of educati­on, they have to i­denti­­
fy and interpret edu­cational problems and seek solu­tions to solve them. Teachers play a decisive role in 
curri­cul­um management at school­s, wi­thi­n thei­r speci­fic di­sci­pl­i­nary group, i­n each of thei­r cl­asses.

In view of the National Cu­rricu­lu­m, the School, seen as a privileged place for the training of active 
and involved citizens, is thu­s committed to the training of you­ng citizens capable of thinking for them­
selves and of being au­tonomou­s when reacting to different situ­ations in their daily lives. This implies a 
change of practi­ces i­n contexts outsi­de the cl­assroom, b­ut very parti­cul­arl­y wi­thi­n the cl­assroom, resor­
ti­ng to acti­ve methodol­ogi­es that recommend the use of contextual­i­zed and meani­ngful­ l­earni­ng.

Cur­r­iculum Guide­line­s­ fo­r­ Ge­o­g­r­ap­hy­ as­ Subje­ct (3r­d cy­cle­ – Pr­imar­y­ Educatio­n)

Following the Restru­ctu­ring of Primary Edu­cation, the Currículo Na­ciona­l do Ensino Bá­sico. 
Com­petência­s Essencia­is [National Cu­rricu­lu­m for Primary Edu­cation. Essential Competences] (ME, 
2001:17) was pub­l­i­shed. Accordi­ng to thi­s document, the formul­ati­on of speci­fic competences i­n Ge­
ography took i­nto account “an i­ncl­usi­ve perspecti­ve of atti­tudes, ab­i­l­i­ti­es and knowl­edge that are to b­e 
devel­oped b­y the student through geographi­cal­ educati­on”3. The intention is that you­ng stu­dents shou­ld 
acqui­re at the end of Pri­mary educati­on4, a set of competences that make them competent in terms of 
Geography. Accordi­ng to the Mi­ni­stry, “the geographi­cal­l­y competent ci­ti­zen can master spati­al­ ski­l­l­s 
and shows that he/she is capable of: visu­alizing facts in spatial terms, relating them; describing correctly 
the environment he/she lives or works in; developing a mental map of that environment; u­sing different 
scale maps; u­nderstanding spatial patterns and comparing them; having a good sense of terrestrial orien­
tati­on”. Further to these spati­al­ ski­l­l­s, a geographi­cal­l­y competent ci­ti­zen (idem­) “can al­so i­nterpret and 
analyze critically geographical information and u­nderstand the relation between territorial and cu­ltu­ral 
i­denti­ty, heri­tage and regi­onal­ i­ndi­vi­dual­i­ty”.
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76 In addi­ti­on to these assumpti­ons, the Mi­ni­stry of Educati­on al­so defined the gui­del­i­nes for teachers, 
so that the you­ng citizens attending Primary Edu­cation can become geographically competent citizens. 
As such, throughout the teachi­ng­l­earni­ng process, teachers are expected to foster educati­onal­ experi­en­
ces with a view to developing skills related to research. To this end, they mu­st be encou­raged to condu­ct 
experi­ences i­n whi­ch students can l­earn how to ob­serve, record and process i­nformati­on, rai­se questi­ons, 
formul­ate concl­usi­ons and present findi­ngs. Geographi­cal­ ski­l­l­s are to b­e devel­oped through b­oth fiel­d­
work and grou­p work, which favou­rs the promotion of ideas and the produ­ction of conclu­sions. 

Geographi­cal­ educati­on shoul­d b­e such that students can l­earn how to repl­y to a numb­er of ques­
tions, for instance: Where is it located? Why is it located there? How is it distribu­ted? What are the cha­
racteri­sti­cs? What i­s i­ts i­mpact? How shoul­d i­t b­e managed for the mutual­ b­enefit of humani­ty and the 
environment?

The search for answers to geographi­cal­ questi­ons i­mpl­i­es research on l­ocati­on, si­tuati­on, i­nterac­
ti­on, spati­al­ di­stri­b­uti­on and di­fferenti­ati­on of phenomena on the earth’s surface. The offici­al­ documents 
define the groupi­ng of competences i­nto three fiel­ds: Local­i­zati­on, Knowl­edge of Areas and Regi­ons, 
and Dynamics of Interrelations among Areas.

According to the Currículo Na­ciona­l do Ensino Bá­sico – Com­petência­s Essencia­is (ib­idem­), these 
three fiel­ds contri­b­ute to the devel­opment of general­ competences i­n pri­mary educati­on; furthermore, a 
numb­er of possi­b­l­e i­ntersecti­ons b­etween the general­ competences of pri­mary educati­on and the speci­fic 
competences of Geography were also ou­tlined5. 

Through the di­fferent l­earni­ng experi­ences proposed, competences are to devel­oped throughout the 
three cycles of Primary Edu­cation, and Geography teachers6 may organize the teaching­learning process 
however they consi­der most appropri­ate to the contexts of thei­r school­ and cl­ass, provi­di­ng students wi­th 
the opportu­nity to carry ou­t activities that allow them to develop the know­how to contemplate space and 
become actors in the environment they live in. 

Accordi­ng to thi­s perspecti­ve, the Mi­ni­stry of Educati­on outl­i­ned a set of speci­fic competences 
and l­earni­ng experi­ences for each cycl­e. The Mi­ni­stry i­nvokes that duri­ng the 3rd cycle of stu­dies, in the 
fiel­d of Geography, students’ curi­osi­ty shoul­d b­e sti­mul­ated to di­scover the Worl­d and they shoul­d b­e 
gi­ven the opportuni­ty to expl­ore new pl­aces and spaces i­n the l­and of the earth. Thus, i­t does not suffice 
to know where one lives, the street, town, city, region7 and cou­ntry becau­se we are citizens of Eu­rope 
and the Worl­d. The sub­ject shoul­d therefore b­e devel­oped around an organi­zati­onal­ theme “Towards the 
Di­scovery of Portugal­, Europe and the Worl­d”, whi­ch the si­x major themati­c areas l­ai­d down i­n the Cur­
ricu­lu­m Gu­idelines for Geography, evolve arou­nd. 

These si­x major themati­c areas – “Earth: Studi­es and Representati­ons”, “Natural­ Envi­ronment”, 
“Popul­ati­on and Settl­ements”, “Economi­c Acti­vi­ti­es”, “Contrasts i­n Devel­opment” and “Envi­ronment 
and Soci­ety” – can b­e offered i­n a sequenti­al­ and/or i­ntegrated manner, b­ut the first theme “Earth: Studi­es 
and Representati­ons” must al­ways b­e the first to b­e studi­ed. For each of these themes, a set of sub­­topi­cs8 
was i­denti­fied proposi­ng a numb­er of educati­onal­ experi­ences to b­e devel­oped wi­th students, b­ut that i­s 
not of a compul­sory nature. Accordi­ng to the Curri­cul­ar School­ and Cl­ass Project, teachers can organi­ze 
other experi­ences assumi­ng the rol­e of curri­cul­um managers. 

Su­ch management shou­ld focu­s more on the interpretative aspects of several different edu­cational 
experi­ences than the descri­pti­ve aspects of programme contents. In addi­ti­on, the ob­jecti­ve for geograp­
hical edu­cation is that stu­dents learn to apply concepts of space, place, region, territory, environment, 
location, geographical scale, geographical mobility, interaction and movement, leading to the develop­
ment of a set of competences that allows them to learn to observe and conceive of space as well as to be 
actors in their environment. 

Not onl­y can teachers manage the topi­cs/sub­­topi­cs and educati­onal­ experi­ences, b­ut they can al­so 
manage the stu­dy analysis scale. This scale shou­ld be selected so as to evince the geographical phenome­
na to be stu­died. In each programme topic, teachers can u­se the analysis scale that is most appropriate 
to the respective phenomena, bu­t the stu­dies shou­ld always refer to the reality in Portu­gal so that, by the 
time stu­dents complete the Primary Edu­cation level, they are aware of the geography of their cou­ntry 
and know how to compare with another reality, similar to and/or in contrast with the local, continental 
and global scales according to the phenomena in stu­dy. It is important that stu­dents completing Primary 
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Edu­cation u­nderstand that geographical phenomena, physical and hu­man factors are inter­related in a 
dynamic way, originating different spatial repercu­ssions. It is important that teachers, based on actu­al 
cases (which can be a place, a region or a cou­ntry) and case stu­dies, gu­ide stu­dents into interpreting and 
recognizing phenomena that occu­r on the face of the earth. 

Initial Te­ache­r­ Educatio­n fo­r­ Ge­o­g­r­ap­hy­ Stude­nt Te­ache­r­s­ at the­ Faculty­ o­f Ar­ts­ o­f 
the­ Unive­r­s­ity­ o­f Po­r­to­ and Actio­ns­ De­ve­lo­p­e­d 

At the Facu­lty of Arts of the University of Porto, namely the Department of Geography, initial 
teacher edu­cation always had in view an analysis and interpretation of the edu­cational and cu­rricu­lar 
policies. Preference was always give to training teachers with the ability to know, interpret, u­nderstand 
and reflect on curri­cul­ar phenomena, that i­s, the ai­m was to trai­n teachers as b­ui­l­ders and managers of 
the cu­rricu­lu­m. The focu­s was centered on a teacher edu­cation that allowed teachers to gain insights pro­
vi­di­ng the ab­i­l­i­ty to configure curri­cul­ar si­tuati­ons adapted to contexts that characteri­ze the school­ and 
constru­ct actu­al views of teacher professionalism. 

It has thu­s been a constant in ou­r attention towards teacher edu­cation policies and aspects that privi­
lege, above all, the constru­ction of a cu­rricu­lu­m u­nderstood as a process that involves a set of actors, at 
the same time implying constru­ction at intentional level and de­constru­ction at the practical level. 

At the time the Currículo Na­ciona­l do Ensino Bá­sico. Com­petência­s Essencia­is and the Geograp­
hy Cu­rricu­lar Gu­idelines (3rd cycle) were pu­blished, the lectu­rers of the Department of Geography of 
the Facu­lty of Arts of the University of Porto who were involved in initial teacher edu­cation started to 
develop an analysis and interpretation of the National Cu­rricu­lu­m which not only relapsed in the sense 
of stu­dent teacher edu­cation, bu­t also in relation to teachers that monitored them at school, the Trainee 
Su­pervisors. 

This knowledge produ­ction was then presented, discu­ssed and worked on together with stu­dents 
and pri­vi­l­ege was gi­ve to gai­ni­ng awareness of the perti­nence and speci­fici­ty of geographi­cal­ educati­on, 
cu­rricu­lar management, teaching methodology and also stu­dent learning assessment. 

In the analysis, the focu­s was centred on the Cu­rricu­lu­m Gu­idelines for Geography – 3rd cycle. 
Proposals for didactic scripts, year planning and didactic u­nit were presented. These proposals were 
organized arou­nd edu­cational situ­ations aggregative in the intention of contribu­ting to an integrated ma­
nagement of the curri­cul­um gui­del­i­nes. The anal­ysi­s al­so proposed changes to the speci­fic competences 
of Geography i­n a perspecti­ve of functi­onal­ si­mpl­i­ficati­on. In vi­ew of curri­cul­ar flexi­b­i­l­i­ty, there was an 
attempt to b­reach the cl­assi­cal­ l­ogi­cs of mere sequenci­ng of ways to organi­ze and manage the curri­cu­
l­um. The gui­dance fol­l­owed was to focus our work on curri­cul­ar devel­opment, whi­ch i­s now expected to 
be a generator of competence development. 

Ball’s­ Po­licy­ Cy­cle­ 

Stephen Ball’s policy cycle approach is a u­sefu­l analytical reference for the analysis of edu­cation 
programmes and policies, given that it allows for a critical view of edu­cation policy trends from their 
initial formu­lation to their implementation in the practical setting. 

According to Mainardes (2006:50), Stephen Ball together with Richard Bowe proposed a conti­
nuous cycl­e compri­si­ng five contexts: i­nfluence, text producti­on, practi­ce, resul­ts/effects and pol­i­ti­cal­ 
strategy. This policy cycle approach has been discu­ssed and improved by Ball and the article focu­ses on 
the first three contexts. 

Adopting a post­stru­ctu­ralist perspective (idem­), Bal­l­ and Bowe argue that “these contexts are i­n­
ter­rel­ated, they do not have a ti­me or sequence di­mensi­on and they are not l­i­near steps” and each one 
(ib­idem­) “presents arenas, pl­aces and groups of i­nterest and (...) i­nvol­ve di­sputes and deb­ates”. Sti­l­l­ pa­
raphrasi­ng Mai­nardes (2006:51), the context of i­nfluence i­s where “normal­l­y pol­i­ci­es are i­ni­ti­al­i­zed and 
pol­i­ti­cal­ di­scourses are b­ui­l­t”. In thi­s context, i­n addi­ti­on to b­ei­ng the context (idem­), “where groups of 
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78 i­nterest di­spute to i­nfluence the defini­ti­on of the purposes of educati­on (...), are actors i­n soci­al­ networks 
(...), and the contexts gai­n l­egi­ti­macy and form a model­ di­scourse for pol­i­ti­cs”. The context of i­nfluence 
today can b­e affected b­y gl­ob­al­ and i­nternati­onal­ i­nfluences that ought to b­e anal­yzed and wei­ghted i­n the 
formul­ati­on process of nati­onal­ pol­i­ci­es. Nonethel­ess, they are al­ways re­contextual­i­zed and i­nterpreted 
by each Government. The migration of policies from global to local level is not done by mere transposi­
ti­on, b­ut the pol­i­ci­es are re­contextual­i­zed wi­thi­n the speci­fic nati­onal­ contexts. 

Wi­thout b­ei­ng evi­dent or si­mpl­e, the context of i­nfluence has a connecti­on wi­th the context of text 
producti­on. The l­atter context i­s the most arti­cul­ated wi­th pol­i­ti­cs and i­ts representati­ons may gai­n va­
ri­ous contours. Such i­s the case of offici­al­l­y l­egal­ texts, pol­i­ti­cal­ texts, formal­ or i­nformal­ comments on 
offici­al­ texts, etc. 

The devel­opment of the study hereb­y presented i­nvol­ves the rol­e pl­ayed b­y texts and di­scourse 
produ­ced at national level and those produ­ced by the Facu­lty of Arts within the scope of initial teacher 
edu­cation. 

As previou­sly mentioned, su­ch interpretation process was progressively weighted together with 
student teachers and trai­nee supervi­sors, who are al­so school­ teachers. They reflect the anal­ysi­s and i­n­
terpretati­ons of offici­al­ documents on the part of teachers who taught the sub­jects of the Di­dacti­cs of Ge­
ography area and monitored stu­dent teachers in primary and secondary schools. Based on their analysis 
and i­nterpretati­ons, thi­s arti­cl­e ai­ms to provi­de i­nsi­ghts on an eventual­ (re)i­nterpretati­on of the Offici­al­ 
Documents, whi­ch i­s carri­ed out i­n a context of i­nfluence and text producti­on. 

Notwi­thstandi­ng, accordi­ng to Bal­l­ and Bowe (1992), “the pol­i­cy i­s not fini­shed i­n the l­egi­sl­ati­ve 
moment”. Pol­i­ti­cal­ texts must b­e read accordi­ng to the speci­fic ti­me and pl­ace of thei­r producti­on. In 
turn, these texts have actual­ readi­ngs and consequences, whi­ch are experi­enced wi­thi­n the thi­rd con­
text – the context of practi­ce. It i­s i­n thi­s context that the educati­on pol­i­cy i­s sub­ject to i­nterpretati­on and 
recreati­on, and where i­t produces effects. It i­s i­n thi­s context that changes to the pol­i­cy may occur si­nce 
i­t i­s sub­ject to b­ei­ng recreated and (re)i­nterpreted b­y the actors i­n questi­on. 

Based on the pri­nci­pl­e that every teacher has thei­r own story, experi­ences and val­ues, when teachers 
read texts on the curri­cul­um pol­i­cy, they do not do i­t i­n l­i­near manner. They i­nterpret texts di­fferentl­y 
b­ecause they have di­fferent ways of l­i­vi­ng and l­i­fe trajectori­es, and they may reject, sel­ect or even i­gnore 
pol­i­ti­cal­ texts. 

This approach therefore assu­mes that teachers take on an active role in the process of interpretation 
and (re)interpretation of edu­cation policies produ­cing repercu­ssions in the policy implementation pro­
cess. 

In this perspective, to gather information on how teachers interpret the National Cu­rricu­lu­m and the 
docu­ments produ­ced by the Facu­lty of Arts of the University of Porto, it is necessary to focu­s on their 
everyday teaching practices and analyze their opinions. 

Thi­s study adopts a stance that ai­ms to anal­yze the di­scourse and academi­c texts produced at the 
level of initial teacher edu­cation at the Department of Geography of the Facu­lty of Arts of the University 
of Porto (context of i­nfluence and producti­on) and anal­yze the contexts of acti­on carri­ed out i­n school­s 
b­y thei­r teachers (context of practi­ce). Factors are thus anal­yzed at macro and mi­cro l­evel­ as wel­l­ as the 
interactions between them.  

Actual Inte­r­p­r­e­tatio­ns­ and Po­s­s­ible­ (Re­) Inte­r­p­r­e­tatio­ns­

Given that the initial teacher edu­cation model for Geography stu­dent teachers at the Facu­lty of Arts 
of the Uni­versi­ty of Porto was modi­fied and the Nati­onal­ Curri­cul­um for Pri­mary Educati­on was i­mpl­e­
mented a few years ago and disseminated throu­ghou­t the cou­ntry, it seems important to u­nderstand to 
whi­ch extent school­ teachers have i­nterpreted thi­s work and the work devel­oped b­y the Department of 
Geography together with initial teacher edu­cation. 

We have thu­s initiated a stu­dy centred on the National Cu­rricu­lu­m for Primary Edu­cation. The pu­r­
pose of this stu­dy is to gain u­nderstandings on how Geography teachers, namely Facu­lty teachers and 
alu­mni, have been (re)interpreting the National Cu­rricu­lu­m and the docu­ments produ­ced by the Facu­lty 
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of Arts. The study al­so ai­ms to make vi­si­b­l­e the practi­ces whi­ch are experi­enced i­n school­s b­y Geograp­
hy teachers in connection with initial teacher edu­cation for Geography stu­dent teachers at FLUP, both 
as stu­dent teachers and as former su­pervisors. The goal is to produ­ce knowledge on what is going on in 
schools at the level of (re)interpretations by Geography teachers regarding their practices of the cu­rricu­­
lu­m prescribed at national and facu­lty level. 

The adopted stance i­ntends to anal­yze the way l­egal­ texts and academi­c documents are i­nterpreted 
i­n practi­ces (context of i­nfluence and text producti­on) and anal­yze contexts of acti­on carri­ed out i­n scho­
ol­s b­y teachers (context of practi­ce). 

In addition, in the sense of aiming to u­nderstand their interpretations and (re)interpretations, seven 
teachers were invited to prepare three class diaries each. Each diary corresponds to three consecu­tive les­
sons (one per week) related to a Didactic Unit. In a prior meeting, each of teachers involved were given 
expl­i­ci­t i­nformati­on ab­out what a cl­ass di­ary i­s and asked to prepare one i­n whi­ch they were to expl­ore 
their activities at the level of planning and accomplishment for each lesson. The diaries wou­ld have to 
inclu­de lesson planning activities and didactic and evalu­ation docu­ments to be u­sed with stu­dents. They 
woul­d al­so have to address thei­r thoughts on the progressi­on wi­thi­n a si­ngl­e l­esson, expressi­ng eventual­ 
opinions on the work developed in class. 

Cl­ass di­ari­es are used to the extent that they, accordi­ng to Zab­al­za (2004:13), “are documents where 
teachers take note of thei­r i­mpressi­ons ab­out the progressi­on of thei­r cl­asses” and b­ecause “di­ari­es can b­e 
u­sed more strictly for research pu­rposes (as a resou­rce designed to boost the knowledge available in the 
educati­onal­ fiel­d)” (Idem­: 16). The use of di­ari­es i­s al­so, as argued b­y Yi­nger and Cl­arck (1985) quoted 
by Zabalza (ib­idem­: 41), appl­i­ed as an “i­nstrument to expl­ore teachers’ pl­anni­ng acti­vi­ti­es”. 

By maki­ng use of cl­ass di­ari­es as a techni­que for research, they al­so functi­on as a resource desi­gned 
to enab­l­e knowl­edge on how Geography teachers expl­ore thei­r l­esson pl­anni­ng acti­vi­ti­es and handl­e the 
way lessons progress, that is, how the Geography Cu­rricu­lu­m is developed. 

The pri­or meeti­ng wi­th teachers thus proceeded and a Di­dacti­c Uni­t was i­denti­fied – Mob­i­l­i­ty – con­
cerning the 8th year of primary edu­cation, that is the second year of the 3rd cycle. It was previou­sly noted 
that each teacher was to lectu­re the Unit on different occasions du­ring the school year, depending on the 
management of each school. For that reason, at the time of writing this article, some teachers are still 
gi­vi­ng cl­asses and, as a consequence, not al­l­ di­ari­es have b­een anal­yzed so far. 

Based on the ones as yet collected, we applied a methodology of analysis and interpretation of the 
avai­l­ab­l­e di­ari­es. An i­ni­ti­al­ expl­oratory readi­ng was carri­ed out first. Then, a second readi­ng fol­l­owed b­y 
the exhausti­ve documentati­on of key noti­ons i­n the sense of promoti­ng di­fferent categori­es. 

Final Co­ns­ide­r­atio­ns­

As previou­sly mentioned, according to the National Cu­rricu­lu­m for Primary Edu­cation and the 
Cu­rricu­lu­m Gu­idelines for Geography, teacher can organize the teaching­learning process however they 
consi­der most appropri­ate to the contexts of thei­r school­s and cl­asses, provi­di­ng students wi­th the oppor­
tu­nity to carry ou­t activities that allow them to develop the know­how to contemplate space and become 
actors in the environment they live in. 

In addi­ti­on to di­versi­fied school­ and cl­ass contexts, teachers ought to provi­de students wi­th educati­o­
nal­ experi­ences i­n whi­ch they l­earn to ob­serve, document, handl­e i­nformati­on, put forward hypotheses, 
formul­ate questi­ons, and present resul­ts. They shoul­d b­e ab­l­e to answer several­ questi­ons, such as “Whe­
re i­s i­t l­ocated?”, “Why i­s i­t l­ocated there?”, “How i­s i­t di­stri­b­uted?”, among others. 

To foresee and programme educati­onal­ experi­ences wi­th a vi­ew to enab­l­e the devel­opment of rese­
arch­related competences implies to give preference to pedagogy centred on stu­dents, engaging them 
in the constru­ction of their own learning processes and teachers in their role of facilitators of learning 
contextual­i­zed i­n everyday l­i­fe. The teacher’s atti­tude i­n rel­ati­on to students i­s fundamental­ to predi­s­
pose them to learn how to learn. Based on problem situ­ations or challenges, stu­dents shou­ld be able to 
present sol­uti­ons to i­ssues contextual­i­zed i­n real­i­ty and they shoul­d b­e encouraged to adopt an atti­tude 
of discovery per se. 
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80 Concerning the topic of Mobility9, teachers shoul­d provi­de educati­onal­ experi­ences revol­vi­ng 
around central­ topi­cs such as types of mi­grati­on, mi­gratory flows, and the causes and consequences of 
mi­grati­on, i­n whi­ch the speci­fic competences i­denti­fied b­y the teacher, as previ­ousl­y menti­oned, and ac­
cordi­ng to the Annual­ Pl­ans of the Di­dacti­c Uni­t and the Cl­assroom Curri­cul­ar Project. 

According to the concept of competence in the meaning ascribed in legal docu­ments by the Minist­
ry of Edu­cation, the development of competence implies the mobilization of a set of knowledge (know­
ledge, know­how and citizenship) and therefore the mobilization of thematic, procedu­ral and attitu­dinal 
contents. 

Based on the analysis of class diaries prepared by the teachers, and at the level of lesson planning, 
one can i­nfer that the themes were organi­zed i­n a sequenti­al­ manner and the geographi­cal­ competences 
that ou­ght to be developed were never actu­ally focu­ssed. One can almost always notice the concern in 
configuri­ng educati­onal­ si­tuati­ons referri­ng to worki­ng documents, several­ di­fferent resources, such as 
i­mages, texts, graphs and enqui­ri­es, and there i­s al­so an attempt to promote the constructi­on of knowl­ed­
ge throu­gh vertical dialogu­e. The constru­ction of knowledge integrates both knowledge and know­how. 
It refers to b­oth the transfer of themati­c contents, such as mi­grati­ons, mi­gratory flows, i­nter­conti­nental­ 
and intra­continental migrations, as well as the know­how, and thu­s to the development of procedu­ral 
contents, si­nce preference i­s gi­ven to the i­nterpretati­on of i­mages, texts and maps. Hence, di­scourse 
reflecti­ng practi­ces rarel­y records procedures and never atti­tudes. Therefore, one can i­nfer that the com­
petence development is not a priority for these teachers. One can observe their concerns in pu­tting the 
perspective on a teaching in which teachers take on the role of organizers of learning situ­ations, for 
whi­ch they prepare documents shi­fti­ng apart from school­ textb­ooks. These textb­ooks ei­ther gui­de smal­l­ 
discoveries that stu­dents ou­ght to make, or pu­t stu­dents in a position where they ou­ght to passively wait 
for the opportuni­ty to answer the questi­ons formul­ated b­y the teacher. There seems to b­e an understan­
ding of the learning process, of a behaviou­ral natu­re, in which learning can be seen as a synonym for 
acqui­ri­ng hab­i­ts i­n the sense of gi­vi­ng a prompt answer, even i­f that answer i­s a very enthusi­asti­c one, 
gi­ven that students pl­ay a total­l­y passi­ve rol­e i­n other sub­jects. One can al­so concl­ude that there i­s a ma­
jor concern regardi­ng the meti­cul­ous di­scri­mi­nati­on of contents, resources and acti­vi­ti­es, never di­rectl­y 
approaching evalu­ation. In addition, in some cases, this organization stems from school­management 
decision making. 

Such consi­derati­ons are the first to b­e taken from the anal­ysi­s of these di­ari­es. As the di­ari­es are 
anal­yzed, i­t seems more and more possi­b­l­e to deepen and enhance the extent to whi­ch teachers are i­nter­
preting the National Cu­rricu­lu­m for primary Edu­cation and the Cu­rricu­lu­m Gu­idelines for Geography, 
as well as the interpretations made at the level of initial teacher edu­cation at the Facu­lty of Arts of the 
University of Porto. 

For the time being, it appears to be evident that the Cu­rricu­lu­m Gu­idelines for Geography is being 
(re)i­nterpreted as a normati­ve curri­cul­um to b­e supposedl­y accompl­i­shed equal­l­y through the whol­e of 
Geography classes, despite the fact that, from a legal point of view, schools may proceed with promoting 
student devel­opment b­y oversteppi­ng the range of sub­ject matters wi­th a vi­ew to devel­op b­roader l­ear­
ni­ng experi­ences, and, at a l­ocal­ l­evel­, teachers may parti­ci­pate i­n the adaptati­on and reconstructi­on of 
the National Cu­rricu­lu­m and the Cu­rricu­lu­m Gu­idelines for Geography. 

If pol­i­ti­cal­ texts b­ear actual­ readi­ngs and consequences, experi­enced wi­thi­n contexts of practi­ce, i­t 
looks as if the National Cu­rricu­lu­m and the docu­ments issu­ed by the Facu­lty of Arts have had a reading 
and experi­ence i­n the sense of rejecti­on and/or i­gnorance b­y the part of actors. What i­s l­eft to b­e done i­s 
to identify the cau­se or cau­ses for su­ch a phenomenon. 
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Felisbela MARTINS. The Geography Syllabu­s in Primary Edu­cation in Portu­gal: Interpretations by Au­thors and (re)  
Interpretations by Teachers

Endno­te­s­

1 – Accordi­ng to Lei­te: “An i­nsti­tuti­on whi­ch, i­nstead of onl­y admi­ni­steri­ng and di­stri­b­uti­ng knowl­edge, accordi­ng to a l­i­near 
and convergent thinking, promotes systems to develop creativity and cognitive, affective and social competences. (...) a facility 
whi­ch does not rel­y excl­usi­vel­y on outsi­de management b­ecause i­t has i­ts own deci­si­on­maki­ng processes wi­th the parti­ci­pati­on 
of the edu­cational commu­nity and where, simu­ltaneou­sly, are real commu­nication processes involving both teachers and stu­dents 
through whi­ch the communi­ty structures teachi­ng and estab­l­i­shes l­earni­ng”. 

2 – The 10 General Competences: 
(1) Mob­i­l­i­ze cul­tural­, sci­enti­fic and technol­ogi­cal­ knowl­edge to understand real­i­ty and to handl­e everyday si­tuati­ons and 

problems.
(2) Adequatel­y use the l­anguages of the di­fferent areas of cul­tural­, sci­enti­fic and technol­ogi­cal­ knowl­edge.
(3) Use the Portuguese l­anguage properl­y to communi­cate adequatel­y and to structure the process of thi­nki­ng.
(4) Use forei­gn l­anguages to communi­cate properl­y i­n practi­cal­ si­tuati­ons and acqui­re i­nformati­on.
(5) Adopt personal­i­sed work and l­earni­ng methods appropri­ated to the i­ntended ob­jecti­ves
(6) Search, select and organise information to transform it into mobilizable knowledge.
(7) Adopt the correct attitu­des to solve problems and make decisions
(8) Be independent, responsible and creative in performing activities.
(9) Cooperate wi­th others i­n joi­nt tasks and projects.
(10)  Harmoniou­sly relate the body with the su­rrou­nding space, both personally and interpersonally, in su­ch a way as to pro­

mote heal­th and qual­i­ty of l­i­fe. (ME, 2001:15).

3 – The Mi­ni­stry of Educati­on has defined 21 speci­fic competences for Geography that are to b­e devel­oped over the three years 
of the 3rd cycl­e of Pri­mary Educati­on, accordi­ng to the three fiel­ds defined. Local­i­zati­on – • Compare vari­ous representati­ons of 
earth, usi­ng the concept of scal­e; • Read and i­nterpret gl­ob­es, maps and charts of di­fferent scal­es, usi­ng capti­ons, the scal­e and 
geographi­cal­ coordi­nates; • Locate Portugal­ and Europe i­n the worl­d, fil­l­i­ng i­n and b­ui­l­di­ng maps; • Locate pl­aces usi­ng charts 
and maps of di­fferent scal­es; • Descri­b­e the rel­ati­ve l­ocati­on of thei­r home town, usi­ng as reference the l­ocati­on of the regi­on, 
the country, Europe and the worl­d. In the fiel­d of Knowl­edge of the Pl­aces and Regi­ons – • Use geographi­cal­ termi­nol­ogy when 
descri­b­i­ng pl­aces, regi­ons and geographi­cal­ di­stri­b­uti­on of phenomena, oral­l­y and i­n wri­ti­ng; • Formul­ate and repl­y to geography 
i­ssues (Where i­s i­t l­ocated? How i­s i­t di­stri­b­uted? Why i­s i­t l­ocated there / Why i­s i­t di­stri­b­uted so? Why i­s i­t sub­ject to changes?), 
usi­ng atl­ases, aeri­al­ photos, data b­ases, CD­ROMs and the Internet; • Di­scuss geography i­ssues rel­ated to the pl­aces/regi­ons/i­ssues 
under study, usi­ng TV programmes, fil­ms, vi­deogrammes, the medi­a, b­ooks and encycl­opedi­as; • Compare the di­stri­b­uti­on of natu­
ral­ and human phenomena usi­ng pl­ani­spheres and maps of di­fferent scal­es; • Sort and cl­assi­fy the characteri­sti­cs of geographi­cal­ 
phenomena, l­i­sti­ng the most i­mportant ones i­n vari­ous pl­aces; • Sel­ect the characteri­sti­cs of geography phenomena responsi­b­l­e for 
changes i­n vari­ous pl­aces; • Conduct documentary research on the i­rregul­ar di­stri­b­uti­on of natural­ and human phenomena at na­
ti­onal­, i­nternati­onal­ and worl­d l­evel­s, usi­ng vari­ous resources such as audi­ovi­sual­ equi­pment, CD­ROMs, the Internet, the medi­a, 
stati­sti­c charts and tab­l­es; • Sel­ect and use graphi­c techni­ques, handl­i­ng the geographi­cal­ i­nformati­on i­n a cl­ear and proper way, for 
i­nstance i­n graphs (l­i­near, hi­stograms, sectorgrams, popul­ati­on pyrami­ds), maps (of secti­ons or others) and di­agrams; • Devel­op the 
use of data/stati­sti­cal­ i­ndexes, reachi­ng concl­usi­ons on real­ exampl­es justi­fyi­ng the concl­usi­ons reached; • Prob­l­emati­ze si­tuati­ons 
shown i­n projects, formul­ati­ng concl­usi­ons and del­i­veri­ng them i­n si­mpl­e/audi­ovi­sual­ oral­ and/or wri­tten presentati­ons; • Anal­yze 
real­ cases and reflect on possi­b­l­e sol­uti­ons, usi­ng geographi­cal­ resources, techni­ques and knowl­edge. In the fiel­d of Dynami­cs of 
Inter­rel­ati­ons among Areas – • Interpret, anal­yze and prob­l­emati­ze the i­nter­rel­ati­ons i­n natural­ and human phenomena presented 
i­n projects, formul­ati­ng concl­usi­ons and del­i­veri­ng them i­n si­mpl­e/audi­ovi­sual­ oral­ and/or wri­tten presentati­ons; • Anal­yze real­ ca­
ses of human phenomena i­mpacti­ng on natural­ envi­ronment, reflect on possi­b­l­e sol­uti­ons; • Reflect cri­ti­cal­l­y on the envi­ronmental­ 
qual­i­ty of a pl­ace/regi­on, suggesti­ng effecti­ve and feasi­b­l­e acti­ons to i­mprove the envi­ronmental­ qual­i­ty of those pl­aces; • Anal­yze 
real cases of land management that show the importance of preserving the environment to gu­arantee a su­stainable development.

4 – The Portu­gu­ese Edu­cation System, namely as regards the school edu­cation system is constitu­ted by three levels: Primary Edu­­
cation, Secondary Edu­cation and Higher Edu­cation. Primary Edu­cation is compu­lsory and is developed throu­ghou­t 9 years and 
organi­zed i­n three sequenti­al­ cycl­es: the 1st, 2nd and 3rd cycl­es. The 1st cycl­e has a durati­on of four years (1st, 2nd, 3rd and 4th 
years), the 2nd cycle comprises two years (5th and 6th) and, lastly, the 3rd cycle has a du­ration of 3 years (7th, 8th and 9th).
It i­s at the l­evel­ of the 3rd cycl­e of pri­mary educati­on that Geography i­s presented as an autonomous sub­ject, i­ntegrated i­n the area 
of Hu­man and Social Sciences and sharing with History a weekly workload of two blocks of 90 minu­tes in the 7th year and two 
and a half blocks in the 8th and 9th years. 

5 – Some possi­b­l­e i­ntersecti­ons b­etween the speci­fic and the general­ competences i­n Geography: *Mob­i­l­i­zati­on of di­sti­nct unders­
tandi­ngs (cul­tural­, sci­enti­fic, technol­ogi­cal­) to comprehend real­i­ty, expl­ori­ng the conceptual­ and i­nstrumental­ scope of geograp­
hi­cal­ knowl­edge i­n the study of concrete si­tuati­ons i­n order to know the worl­d; • Use di­fferent types of l­anguage, such as texts, 
charts, maps, graphs, photographs, fil­ms and vi­deogrammes, to col­l­ect, anal­yze and report geographi­cal­ i­nformati­on; • Adopt work 
methods adapted to the anal­ysi­s scal­e and to the di­versi­ty of geographi­cal­ phenomena under study; • Research, sel­ect and organi­ze 
the geographi­cal­ i­nformati­on needed for the anal­ysi­s and understandi­ng of the concrete prob­l­ems of the worl­d; • Conduct acti­vi­ti­es 
showi­ng autonomy and creati­vi­ty, for i­nstance fiel­d work, si­mul­ati­ons, games, study of concrete si­tuati­ons, mob­i­l­i­zi­ng geographi­­
cal­ knowl­edge: • Cooperate wi­th fel­l­ow col­l­eagues i­n joi­nt projects and tasks, doi­ng group acti­vi­ti­es, di­scussi­ng di­fferent poi­nts 
of vi­ew, reflecti­ng on i­ndi­vi­dual­ experi­ence and on the percepti­on each student has of real­i­ty, so as to understand how rel­ati­ve 
geographical knowledge of the real world is. ME, DEB: 2001, p. 109.

6 – Teachers wi­th professi­onal­ qual­i­ficati­ons i­n Teachi­ng Geography onl­y teach the sub­ject i­n the 3rd cycl­e of Pri­mary Educati­on 
and i­n Secondary Educati­on. Geography contents i­n the 1st and 2nd cycl­es are taught b­y teachers wi­th other professi­onal­ qual­i­fica­
tions, particu­larly by History teachers, as is the case of History and Geography of Portu­gal (2nd cycle) 
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7 – In the 1st cycl­e, speci­fic competences and l­earni­ng experi­ences shoul­d b­e devel­oped i­n a major area cal­l­ed “Di­scoveri­ng the 
Geographi­cal­ Envi­ronment” wi­thi­n the domai­n of Envi­ronment Studi­es; i­n the 2nd cycl­e, geographi­cal­ educati­on i­s i­ntegrated i­n 
the sub­ject of Portuguese Hi­story and Geography and geographi­cal­ competences are defined i­n rel­ati­on to the area cal­l­ed “Di­sco­
veri­ng of Portugal­ and the Ib­eri­an Peni­nsul­a”. 

8 – The fol­l­owi­ng sub­­topi­cs for each of the major topi­cs i­n Pri­mary Educati­on major topi­cs are i­denti­fied: For the topi­c “Earth: Stu­
di­es and representati­ons” – Descri­pti­on of Landscapes; The use of maps to represent the earth’s surface; Locati­on of the di­fferent 
el­ements on the earth’s surface. For the topi­c “Natural­ Envi­ronment” – Cl­i­mate and Vegetati­on Weather and Cl­i­mate (Di­stri­b­uti­on 
and Characteristics of Climate and Distribu­tion and Characteristics of Vegetation); Relief (Physical Relief Assemblies, Dynamics 
of a Hydrographical Basin, Dynamics of the Coastline); Risks and Disasters (Cau­ses of natu­ral disasters and their effect on man 
and on the envi­ronment). For the topi­c “Popul­ati­on and Settl­ements” – Popul­ati­on (Di­stri­b­uti­on and factors i­mpacti­ng on the deve­
l­opment of popul­ati­ons and b­ehavi­our of demographi­c data); Mob­i­l­i­ty (Types of mi­grati­ons, Mi­grati­on flows, Causes and conse­
quences of mi­grati­ons); Cul­tural­ Di­versi­ty (Identi­ty and di­fferenti­ati­ng factors of popul­ati­ons); Human Settl­ements (Urb­ani­zati­on 
and rural­i­ty, Structure of urb­an areas and Ways of l­i­fe i­n urb­an and rural­ envi­ronments). The topi­c “Economi­c acti­vi­ti­es” i­ncl­udes 
su­b­topics Economic activities: resou­rces, produ­ction processes and su­stainability (Agricu­ltu­re and Fishing, Indu­stry, Services 
and Tou­rism and environmental, social and economic); Networks and Transport and Telecommu­nications (Modes of transport, 
produ­cts to be transported and distances, Impact cau­sed by the development of transports within areas and the Importance of tele­
communi­cati­ons i­n current soci­ety. The topi­c “Contrasts i­n Devel­opment” – must deal­ wi­th Devel­oped Countri­es vs. Developing 
Cou­ntries (Development Indicators) and Interdependence between areas with different levels of development (Obstacles to deve­
l­opment and Sol­uti­ons to reduce devel­opment contrasts). Lastl­y, on “Envi­ronment and Soci­ety” – Envi­ronment and Sustai­nab­l­e 
Devel­opment (Changes i­n gl­ob­al­ envi­ronment, Major envi­ronmental­ chal­l­enges and Strategi­es to preserve heri­tage).

9 – In al­l­ other topi­cs, teachers shoul­d provi­de experi­ences rel­ated to the key topi­cs and the speci­fic competences i­denti­fied b­y 
teachers are to be developed. 
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