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ABSTRACT
The Mitã Kuera territory, the territory of the indigenous child, was affected by 
the world scenario experienced since the beginning of 2020, and had to adapt 
to changes resulting from the Covid-19 pandemic. In this context, the main 
objective of the present study was the characterization of the universe of the 
Guarani and Kaiowá indigenous children, in the Dourados Indigenous Reserve 
(RID) during this period, listing the changes in the individual and family way 
of life of indigenous children in situations of social isolation. The development 
of the research was based on different strategies of the qualitative approach 
including literature review, ethnographic research and field research (at this 
time restricted to on-site visits to the municipal indigenous schools of the 
Dourados Indigenous Reserve). For now, the research contributes by reaffirming 
that indigenous children try on, experience and transmit their cultures and also 
their knowledge among themselves and with the adults they live with. When 
considering the current scenario, indigenous children sought to adapt to social 
isolation, without losing the essence of playing and being a child. As for the 
school education process, traditional educational practices are pedagogical 
movements that are developed throughout the growth of indigenous children 
and reveal knowledge necessary for the formation of culture and identity.
Keywords: indigenous childhood; indigenous school education; interculturality.
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RESUMO
TERRITÓRIO MITÃ KUERA: O CENÁRIO MULTIÉTNICO DO SER 
CRIANÇA INDÍGENA 
O território Mitã Kuera, território da criança indígena, foi afetado pelo cenário 
mundial vivenciado desde o início de 2020, tendo que adaptar-se às mudanças 
resultantes da pandemia por Covid-19. Nesse contexto, o objetivo central de 
investigação foi a caracterização do universo das crianças indígenas Guarani e 
Kaiowá, na Reserva Indígena de Dourados (RID), durante esse período, elencando 
as mudanças no modo de viver individual e familiar das crianças indígenas em 
situação de isolamento social. O desenvolvimento da pesquisa pautou-se em 
diferentes estratégias que se inserem na abordagem qualitativa, dentre elas 
a revisão bibliográfica, a pesquisa etnográfica e a pesquisa de campo (nesse 
momento restrita a visitas in loco nas escolas indígenas municipais da Reserva 
Indígena de Dourados). Para o momento, a investigação traz contribuições 
no sentido de reafirmar que as crianças indígenas experienciam, vivenciam 
e transmitem suas culturas e também seus saberes entre si e com os adultos 
que convivem. Ao considerar o atual cenário, as crianças indígenas buscaram 
adaptar-se às condições de isolamento social, sem perder a essência do brincar 
e do ser criança. Quanto ao processo de educação escolar, as práticas educativas 
tradicionais constituem movimentos pedagógicos que vão se desenvolvendo 
ao longo das fases de crescimento das crianças indígenas e revelam saberes 
necessários para a formação da cultura e da identidade.
Palavras-chave: infância indígena; educação escolar indígena; interculturalidade.

RESUMEN
TERRITORIO MITÓN KUERA: EL ESCENARIO MULTIÉTNICO DEL SER 
NIÑO INDÍGENA
El territorio Mitã Kuera, territorio del niño indígena, fue afectado por el 
escenario mundial vivido desde el inicio de 2020, teniendo que adaptarse 
a los cambios resultantes de la pandemia por Covid-19. En ese contexto, el 
objetivo central de investigación fue la caracterización del universo de los 
niños indígenas guaraníes y kaiowá, en la Reserva Indígena de Dourados (RID) 
durante ese período, enumerando los cambios en el modo de vivir individual y 
familiar de los niños indígenas en situación de aislamiento social. El desarrollo 
de la investigación se desarrolló en diferentes estrategias que se insertan en 
el abordaje cualitativo, entre ellas, la revisión bibliográfica, la investigación 
etnográfica y la investigación de campo (en ese momento restringida a visitas in 
loco en las escuelas indígenas municipales de la Reserva Indígena de Dourados). 
Por el momento, la investigación aporta contribuciones en el sentido de reafirmar 
que los niños indígenas experimentan, vivencian y transmiten sus culturas y 
también sus saberes entre sí y con los adultos que conviven. Al considerar el 
actual escenario, los niños indígenas buscaron adaptarse a las condiciones de 
aislamiento social, sin perder la esencia del juego y del ser niño. En cuanto al 
proceso de educación escolar, las prácticas educativas tradicionales constituyen 
movimientos pedagógicos que se van desarrollando a lo largo de las fases 
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de crecimiento de los niños indígenas y revelan saberes necesarios para la 
formación de la cultura y de la identidad.
Palabras-clave: infancia indígena; educación escolar indígena; interculturalidad.

Introduction1

This research was carried out during the 
world scenario experienced since the be-
ginning of 2020, which required changes in 
behaviors and attitudes in order to survive 
a pandemic resulting from Covid-19. In this 
context, the focus of the study was the in-
digenous child, with the central objective of 
investigation to characterize the way of being 
and living of Guarani and Kaiowá indigenous 
children in the Dourados Indigenous Reserve 
(RID) in terms of time and space2 during the 
Coronavirus Pandemic (Covid-19), listing the 
changes in the individual and family way of 
living without disregarding, however, that this 
is a socio-historically constructed territory 
by the State and that also affects the ways of 
living of these children. The understanding of 
the territory by indigenous children is in line 
with Fernandes (2008, p. 3):

When analyzing space, we cannot separate sys-
tems, objects and actions, which complete each 
other in the movement of life, in which social 
relations produce spaces and spaces produce 
social relations. From this perspective, the 
starting point contains the arrival point and vice 
versa, because space and social relations are in 
full motion in time, building history. This unin-
terrupted movement is the process of producing 
space and territories.

The intention of recording the changes, 
some spatial and temporal, in the Territory of 

1	 Paper translated by Erica Mayumi Takahashi.
2	 To better present the concept of time and space discussed 

here, we rely on Mota (2011, p. 25): “[...] we consider that if 
there is a spatiality produced by people who move around 
the world, tracing their territorialities, this coming and go-
ing is marked by time, doing and undoing itself in different 
ways, since time is not made in the same way in all societ-
ies. [...] In this context, temporalities are not experienced in 
the same way in all societies, and that not all of them have, 
in control of the clock and calendar, the same ways of per-
ceiving the reality in which they live, have lived or will be 
able to live, considering that the space-time configuration 
is correlated and interdependent with each other.”

the Guarani and Kaiowá indigenous children in 
the Dourados Indigenous Reserve is an oppor-
tunity to produce records about the knowledge 
of the Guarani and Kaiowá indigenous culture 
and, above all, the way of being and living of 
the indigenous child. With regard to studies 
on Indigenous Children, “it is essential to 
start from the space in which children live, it 
is important to take into account their values, 
customs, rituals, beliefs and, finally, the Guara-
ni and Kaiowá way of being, the ‘ñande Reko” 
(MACHADO, 2016, p. 17).

In the historical-social perspective, it is under-
stood that childhood is a socially constructed 
concept and the result of the historical devel-
opment of humanity. Therefore, the idea of a 
unique childhood, abstract and disconnected 
from the dynamics of society cannot be sus-
tained, as children are beings with different 
histories and experiences, having different 
mechanisms, requirements and conditions to 
be part of the social environment in which they 
live. (MORAIS, 2020, p. 33).

Indigenous early childhood education is 
constituted in several formative spaces: the 
family, the school space, the media, the rela-
tionships with their people, and with the karai, 
for the Guarani and Kaiowá indigenous people, 
the “others”, that is, the non- Guarani and/or 
Kaiowá. In agreeing with Kramer (2007, p. 16) 
that “child culture is, therefore, production and 
creation and that children produce culture and 
are produced in the culture in which they are 
inserted (in their space) and which is contem-
porary to them (in their time)”, it is necessary 
to look at indigenous children from the new 
life situations.

Among the situations, it is intended to deep-
en the debate on indigenous school education 
in order to show how the indigenous school 
has dealt with children’s time and space, con-
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sidering that, previously, the presence of the 
school, the knowledge and the educational 
process were based on the transmission of 
knowledge from parents to children. And sup-
ported by Knapp (2020), it is also necessary to 
be attentive to school standards established in 
the territories, as schools must guide their own 
pedagogy, based on their territorial context.

When debating the construction of an indige-
nous school that takes into account indigenous 
pedagogy for effective interculturality, one can-
not forget that each school is part of a different 
reality, and this is accentuated when indigenous 
schools of different peoples are compared. 
(KNAPP, 2020, p. 86).

From this proposition, an initial question 
arises: how has the school encompassed the 
specificities of indigenous children and con-
tributed to guaranteeing the transmission of 
indigenous cultures that circulate in the school 
space? In an attempt to answer this question, 
we sought to characterize the current pan-
orama of indigenous schools existing in the 
territory of the Dourados Indigenous Reserve, 
in terms of the provision of basic education and 
assistance to indigenous students.

Another existential milestone, which im-
pacted child development and the educational 
process, is the Covid-19 pandemic. In view of 
this new life situation, this study sought to un-
derstand how the daily life of the child in the 
community was materialized in terms of the 
way of being and living in the family, children’s 
play, and the necessary adaptations to provide 
formal education due to the suspension of face-
to-face activities in indigenous schools during 
the pandemic period.

Research locus and 
methodologies

The Dourados Indigenous Reserve (RID) 
was created in 1917 by the former Indigenous 
Protection Service (SPI), among one of the 8 
reserves demarcated to bring together the in-
digenous people who lived in the present south 

of the state of Mato Grosso do Sul in the context 
of agropastoral expansion for the occupation 
of space by non-indigenous colonization. This 
reserve is made up of the Jaguapiru and Bororó 
villages, with an official area of 3,475ha, and is 
located in the municipality of Dourados, state 
of Mato Grosso do Sul (Figure 1). In 2014, the 
number of indigenous people was 15,023, 
belonging to the Guarani Kaiowá and Guarani 
Ñandeva3 (Tupi-Guarani linguistic family) and 
Terena (Aruak linguistic family) ethnicities.

Figure 1 – RID location in the municipality of 
Dourados

Source: Folha de Dourados (2012). 

Among the investigative alternatives com-
prising the universe of qualitative research is 
the ethnographic methodology, which allows 
an analysis based on the experience of prob-
lem-situations, as “it is based on observation, 
on the record of the field diary, on conversa-
tions and interviews. The researcher remains 
immersed in the environment to be researched 
for a certain time [months or years]” (OLIVEI-
RA, 1994, p. 25).

To approach the territory and the role of 
indigenous children, the theoretical basis was 
anchored in indigenous researchers: Aquino 
(2012), Machado (2016), João (2011), Lescano 

3	 Literature recognizes the existence of three cultural-
ly and linguistically related ethnic groups in Brazil: the 
Guarani Mbyá (who mostly settle from Rio Grande do Sul, 
traveling along the Brazilian coast to the state of Espírito 
Santo), the Guarani Kaiowá and the Guarani Ñandéva or 
Nhandéva (living mainly in Mato Grosso do Sul). The lat-
ter, however, are only called Kaiowá or Guarani, so, from 
then on, this text will recognize the self-denomination of 
these ethnic groups. 



Territory Mitã Kuera: the multiethnic setting of being an indigenous child 

Rev. FAEEBA – Ed. e Contemp., Salvador, v. 31, n. 67, p. 268-287, jul./set. 2022272

(2016) and Morais (2020); and non-indigenous 
researchers who promote debates on territory, 
territorialities, intercultural education from an 
external perspective, among them: Fernandes 
(2008), Knapp (2020), Castro (2017) and Mar-
tins (2018).

The sudden changes caused by this pan-
demic situation and experiencing this process 
aroused a feeling of obligation to record the 
lives of indigenous children and the necessary 
adjustments for that time, especially in the 
educational context in the indigenous villages 
of Dourados. To deepen the analysis and re-
flections on this topic, a documentary study 
was carried out based on municipal legislation 
and guidelines, as well as school guidelines 
for students during the suspension of classes, 
which lasted from March 2020 to December 
2021, and in the process of planning the return 
to face-to-face activities (started in the second 
half of 2021).

And, to diagnose the real situation of indig-
enous schools during the pandemic period, 
on-site visits were carried out to five schools 
in the area of the Indigenous Reserve, between 
August and October 2021. During this period, 
only managers and teachers were present in 
schools, following a relay schedule, as classes 
remained suspended. Thus, we sought, through 
dialogue with managers, to gather information 
about the way in which schools were organized 
to serve students and parents and to develop 
pedagogical activities. It should be noted that 
dialogues were permeated with uncertainties 
in the functionality of methods applied to the 
pedagogical service, and insecurities about the 
face-to-face return, when and how it would be, 
how many students would return to schools, 
how to follow the biosafety rules for preventing 
contagion among students.

Anchored in data provided by school 
managers and in information collected in the 
documentary study, the results are structured 
on the analysis of two categories: indigenous 
childhood and the indigenous child. The ap-
proach to childhood emphasizes the life terri-

tory of the indigenous child and the necessary 
readaptations in times of Covid-19. And, in 
order to highlight the scenario of indigenous 
students returning to schools after a long 
period of non-face-to-face school education, 
indigenous school education was discussed 
before and during the pandemic, emphasiz-
ing the impasses and alternatives found to 
maintain the provision of school education for 
indigenous children.

Childhood in the Dourados 
Indigenous Reserve

In the Dourados Indigenous Reserve, there 
is a continuous process of space alteration, 
which reflects on the transformation of indig-
enous children development. There is a lot of 
talk about territorial issues of this indigenous 
reserve, that is, about a reality that needs to 
be broadened, especially in relation to indig-
enous children living in a space of precarious 
territorialization, understood by Mota (2011, 
p. 160) as

[...] the recreation and reproduction of the way of 
life of these societies in the precepts of Tekoyma, 
considering that the reserve is fundamentally 
the expression of the incorrect way of living 
(Teko Vai). The precariousness of living in the 
RID implies in territorial resizing that consti-
tute other Guarani and Kaiowá territorialities 
and multi-territorialities. It also implies the 
construction of new frontiers of encounter and 
disencounter with the other, new ways of imag-
ining others, of being and being in the world.

Given the context of population density, 
this Indigenous Reserve, which we call home, 
is experiencing an aggravation of the precari-
ousness process described by Mota (2011). Our 
indigenous people suffer from a lack of natural 
resources: lack of drinking water, no forests 
and the little remaining soil is not always suit-
able for production, which are relevant factors 
for the sustainability of indigenous peoples. 
Currently, many indigenous families practice 
subsistence agriculture, although this practice 
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was not part of indigenous culture; but today 
it is necessary, since the population faces dif-
ficulties in terms of food.

When we refer to children, we know that 
they are experiencing a process of transforma-
tion of their traditional way of living, because 
each one knows that in the very near future, 
when they start their family, they will be in even 
smaller lands, so we see that we need to expand 
our territories and leave what Brand (2008, p. 
25) characterizes as confinement.

This population was subjected to an extensive 
confinement process, with the loss of territo-
ry and the commitment of natural resources 
relevant to sustainability. Spatial confinement 
also created special difficulties for social orga-
nization of this population and its autonomy. 
The process of territorial confinement was 
accompanied by the imposition of the national, 
non-indigenous school system, which histori-
cally played an important role in the policies of 
integration of indigenous people into national 
society.4

The Guarani and Kaiowá culture has under-
gone changes and resignifications influenced 
by historical issues. The processes to maintain 
their traditions, as well as their language, were 
crucial aspects to be considered in the history 
of this indigenous people, but the Brazilian 
State, in view of the indigenous as a transitory 
category, felt/feels in the right to expropriate 
their land, separate them from nature.

The Brazilian State and its ideologues always bet 
that the indigenous people would disappear, and 
the sooner the better; they did the possible and 
the impossible, the nameless and the abomina-
ble to do so. Not that it was always necessary 
to physically exterminate them for that – as we 
know, however, the resort to genocide remains 
widely in force in Brazil –, but it was neverthe-
less necessary to de-indigenize them, transform 
them into ‘national workers’. Christianize them, 
‘dress’ them […] above all, sever their relation-

4	 Despite the existence of a fruitful debate on the adoption of 
the concept of confinement by suggesting a notion of cultu-
ral immobility, here we support the report by Brand (2008) 
to demonstrate the vast decrease in the tekoha guassu, that 
is, the ancestral territory in which the Guarani and Kaiowá 
lived, respecting the nande reko, “our way of living.

ship with the land. Separating the indigenous 
(and all other indigenous) from their organic, 
political, social, vital relationship with the land 
and with their communities that live off the 
land — this separation has always been seen as 
a necessary condition to transform the indige-
nous into a citizen. In a poor citizen, of course. 
Because without the poor there is no capitalism, 
capitalism needs the poor, as it needed and still 
needs slaves. (CASTRO, 2017, p. 5).

In this way, considering the changes in 
the way of being Guarani and Kaiowá, the 
way of being a child in the RID has also been 
transformed, which is sometimes not even 
understood internally, as some attitudes come 
to be understood, even by leaders, as acts of 
rebellion. In Lescano’s reflections (2016, p. 51),

It is necessary to think of the culture and teko 
that form the current identity as elements of 
resistance, the appropriation and knowledge of 
these two fields of force is extremely important 
to continue maintaining and building cultural 
protection. Today, internal and external values 
are already known and are constantly changing, 
which also creates the way of being of the poor, 
disorganized, confused, unprepared people. The 
cultural elements of the Kaiowá were shaken 
and many have already been replaced with 
other values, which the omba’ekuaáva – prayers 
and elders – call false ha’e raanga, which is no 
longer true. The knowledge of communities has 
already suffered and still suffers a constant bom-
bardment of information that is everywhere, by 
mechanical and immaterial means, from outside, 
which are no longer outside, both blend together 
to continue to stabilize.

Returning to the cultural origins of children, 
the understanding of these specificities by in-
digenous leaders would be a way to establish 
effective actions for a better understanding of 
childhood. Therefore, it would be necessary to 
urgently look at all forms of violence and ex-
ploitation to which many children are subjected, 
in addition to the prejudice they already suffer 
for being indigenous. As Fernandes (2008, p. 5) 
points out, leaders can contribute a lot:

Each institution, organization, subject, etc., 
builds its territory and the content of its concept, 
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as long as it has the political power to maintain 
them. These territory creators explore only one 
or some of its dimensions. This is also a political 
decision. However, when exploring one dimen-
sion of the territory, it reaches all the others be-
cause of the principles of totality, multiscalarity 
and multidimensionality. Understanding each 
type of territory as a totality with its multidi-
mensionality and organized at different scales, 
based on its different uses, allows to understand 
the concept of multi-territoriality. Considering 
that each type of territory has its territoriality, 
the relationships and interactions of the types 
show us the multiple territorialities. It is for this 
reason that the policies implemented in the ter-
ritory as property affect the territory as a space 
of governance and vice versa.

The children, even if they are small, un-
derstand that the territory of the Dourados 

Indigenous Reserve has been affected and de-
graded by the proximity to the urban center of 
the city of Dourados. There are facts that show 
how necessary action is, and often it will be 
the children who will participate, to advance 
or to acquire their rights. Figure 2 shows a 
fire in the Jaguapiru Village and the action of 
children, who with great courage went to put 
out the fire so that it did not reach the adjacent 
woods. What is exciting is that the Guarani and 
Kaiowá indigenous children were not para-
lyzed by the fear of flames, but understanding 
the harm that the fire would do to the village, 
they organized themselves as possible to put 
out the fire. In situations like this, children act 
with an instinct to defend the preservation of 
life on Earth, characterized in their ancestry.

Figure 2 –Guarani and Kaiowá children putting out fire in the Dourados Indigenous Reserve.

Source: Field research archive.

Each child has their own way of observing, 
learning, being shaped according to the place 
of experience, with the traditions and customs 
experienced in the family space, because, as 
Gallois (2006) points out, the existing space 
and time are no longer the same as in the past. 
Social changes point to the current situation. 
Children bring with them knowledge that is 
passed on from generation to generation, in 
conversation circles, when playing and helping 

their parents; and these are updated or resigni-
fied knowledge and give continuity to cultures. 
These identities, as described by MOTA (2011, 
p. 253),

[...] are made and unmade in the intertwining 
of experienced territorialities, in the transit 
of living across borders, therefore, between 
multiple territories, allowing different forms of 
identification with the space and with the peo-
ple of/in the lived spaces, as well as enable the 
participation of multiple territorialities, since 
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there is an intensification of encounters with 
the other, hitherto unknown.

These processes have been experienced by 
indigenous children, who participate and oc-
cupy different spaces. In the corner of the Aty 
Guassu (Great Assemblies of the Guarani and 
Kaiowá) groups, they were there, listening and 
learning. As Bhabha (2010, p. 21) highlights:

By reenacting the past, it introduces other 
immeasurable cultural temporalities in the 
invention of tradition. This process removes 
any immediate access to an original identity 
or ‘received’ tradition [...], realigns the usual 
boundaries between public and private, high 
and low, as well as challenging normative ex-
pectations of development and progress. Even 
with difficulties of safeguarding customs and 
beliefs through so much transformation, we 
know that children are the only ones who can 
carry knowledge forward.

Indigenous childhood in times 
of Covid-19

When considering the different realities of 
existence of Brazilian indigenous peoples, they 
have always lived in constant social, economic, 
cultural and environmental conflicts. In the 
RID, these conflicts include issues related to 
social organization, indigenous health, indig-
enous schools, lack of infrastructure, with 
emphasis on basic sanitation. In addition to 
these confrontations, in 2020 the future of 
our indigenous generations was crossed by a 
new sanitary reality, resulting from the new 
coronavirus (Covid-19), which further opened 
up the existing sociocultural inequalities and 
amplified the ills in indigenous communities.

The Guarani and Kaiowá understand the 
coronavirus as a reflection of the current world 
we live in, being the announced result of hu-
man disrespect that generates an imbalance 
in nature. They remember the weeping, the 
tears of our Nhandesy Alda Silva, when her Oga 
Pysy (Casa de Reza) was criminally burned in 
July 2019 at RID. And there, in great clamor, 
she expressed her attempt, along with her 

husband Nhanderu Getúlio Juca, to save the 
Xiru – an altar with spiritual meaning, which 
is the space where dialogue with the sacred 
takes place. For not being able to save him, they 
lamented: “There is nothing to be done, many 
terrible things will come for humanity, mainly 
diseases and hunger.” And that time has come, 
less than a year later.

And, at that moment, indigenous children 
also somehow knew how to adapt to this time, 
whether at home, at school and/or in their daily 
living context. In other times, when the natural 
areas of the RID were preserved, indigenous 
children used to meet to play in the trees, to 
bathe in the rivers. Currently, Guarani and 
Kaiowá children no longer have many spaces 
with natural resources for fun. For this reason, 
among the games they perform, individually 
or collectively, are playing in tree tops, cycling 
on RID roads and playing with wild animals 
(Figures 3, 4 and 5).

Aquino (2012) observed the development 
process of Guarani and Kaiowá children in the 
Amambai Reserve, a scenario similar to the RID, 
and described games as learning mechanisms:

Learning happens through play, imitation, obser-
vation and in different ways, an informal school 
without rules, they learn and complement to 
meet their needs, they assimilate the real ways 
of each phase of their life, fulfilling the rituals 
of each phase of passages that each people has. 
The children world is very interesting, there are 
mysteries that they pass on to adults and I need 
to decode the messages that the little ones give 
us. (AQUINO, 2012, p. 93).

These records demonstrate the experience 
of Guarani and Kiowá children and the rela-
tionships they establish with nature in their 
territory. On this is based the importance of 
understanding the current universe in which 
childhood develops, the relationships they 
establish with the family, and the lived ex-
periences, as these aspects are essential for 
identity construction and for the choices they 
will make (MACHADO, 2016). And, “when 
they live together and exercise the values of 
their culture, they also relativize things, the 
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sense of ownership and value the playful and 
collective aspects... Toys, most often harvested 

from nature, do not need to be kept, cleaned, 
conserved, disputed” (NOAL, 2006, p. 16).

Figure 3 – Indigenous children on trees

Source: Field research archive.

Figure 4 – Child playing with her bicycle and a hyacinth macaw

Source: Field research archive.
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In the RID, Guarani and Kaiowá children 
are constantly around adults and always seek 
to participate in collective activities, or in con-
versations, to hear stories told. Learning with 
children, and also teaching them, has a meaning 
of preserving life, because it is through these 
moments, together with the community, school 
and family, that strategies are developed to 
maintain the natural biodiversity of the differ-
ent terrestrial ecosystems and aquatic habitats 
present in indigenous territories, even in the 
face of the numerous interferences to which 
they are subjected, as pointed out by Machado 
(2016, p. 21):

Families seek to safeguard the cosmology, spir-
ituality and beliefs that they still know and that 
are passed on by their elders. However, it is im-
portant to highlight that the transmission of the 
original and traditional culture suffered interfer-
ence from policies arising from the colonizing 
process and state policies. Ancestral knowledge 
and spiritual rituals were less and less transmit-
ted to new generations, due to restrictions or 
even forgetfulness. However, even with so many 
social changes and interference, the Guarani and 

Kaiowá people still seek to live the ‘ñande reko’, 
that is, the indigenous way of life.

As part of the culture, the indigenous child 
is always at the side of their parents and grand-
parents, but when it is necessary for them to be 
alone or take care of their siblings, they play the 
role of authority in the midst of other children. 
Thus, children try on, experience and transmit 
their cultures and also their knowledge among 
themselves and with the adults they live with 
(GUTIERREZ, 2016, p. 24).

In the case of the Guarani and Kaiowá culture, 
children are considered thinking beings and 
reproducers of knowledge and when an adult 
is not around, it is the older child who assumes 
the role of the adult, caring for and protecting 
younger children with the same responsibility 
as the adult. (AQUINO, 2012, p. 47).	

It is necessary to include in this debate the 
rituals present in the Guarani and Kaiowá cul-
ture. Indigenous children, from birth, undergo 
a series of rituals, which are necessary for their 
development, that is, for their well-being.

The stages of development are passages oc-
curring throughout the life of the Guarani, as a 
process of growth and maturity. It is about the 
formation of the person, according to the ñande 
reko - own way of being to become a good Gua-
rani or Kaiowá, as well as for affirmation of the 
collectivity, the construction and continuous 
strengthening of the identity as a differentiated 
people, maintaining the operation of the gear 
of knowledge, from cultural elements already 
presupposed. (LESCANO, 2016, p. 37).

These rituals aim at a healthier develop-
ment, within the understanding that for the 
Guarani and Kaiowá the body is safeguarded 
from evils, that is, by going through these rit-
uals the body will be protected, with greater 
resistance to diseases. This would be one of 
the reasons why the indigenous children of the 
RID have been less affected by the evils caused 
by Covid-19.

This situation allows to reflect on the fact that 
the Kaiowá child is considered a small inhabitant 
of the land and, consequently, runs a greater risk 
of being affected by evil spirits. To protect the 

Figure 5 – Child playing with a baby monkey found 
in forest fragments present in the village

Source: Field research archive.
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body and soul of the newborn, it is necessary, 
for example, that the child undergoes a specific 
ritual, which is extremely focused on the aspect 
of their soul. After this soul is fixed in the child’s 
body, which is more safely done through prayer, 
the xamã instructs the mother giving numerous 
basic guidelines on the care of the newborn. If 
the newborn is well cared for, it will behave well 
when it reaches adulthood, respecting the social 
rules of society and the Kaiowá deities (JOÃO, 
2011, p. 25).

Thus, the territoriality, spatiality and tem-
porality of the indigenous child are expressed 
through knowledge of trees, knowledge of 
forms of nature, of waters, of what is essential 
to indigenous life. And “even under adverse 
life conditions, Guarani and Kaiowá children 
receive cultural teachings for the construction 
of an ethnic identity and also learn to live in 
different spaces with other ethnicities and with 
non-indigenous people” (MACHADO, 2016, p. 
21), and exercise the transmission of knowl-
edge, traditions and cultures of their people, 
including in the act of playing.

The indigenous child and 
school education

When considering the consolidation format 
of the RID, which is not a single traditional 
Tekoha, but multiple Tekoha kuera occupied 
by various kinships, including different eth-
nicities, schools have been established over 
the years to meet local demand. In the Bororó 
village are located the Agustinho Municipal 
Indigenous School, the Araporã Municipal In-
digenous School and the Lacuí Roque Isnarde 
Municipal Indigenous School. In the Jaguapiru 
village are located the Tengatuí Marangatu 
Municipal Indigenous Polo School, the Ramão 
Martins Municipal Indigenous School and the 
Guateka – Marçal de Souza State Indigenous 
Integral High School. There is a seventh school, 
the Francisco Meireles Municipal School, which 
is located on the edge of the RID area, more 
specifically in the Kaiowá Mission, but is rec-
ognized as an indigenous school for primarily 

serving indigenous children and adolescents.
Considering the presence of this number of 

indigenous schools in the RID, it could be said 
that there is a peculiar service guaranteed to 
indigenous children, adolescents and young 
people, and according to cultural specificities 
of ethnic groups present in these school spac-
es. Nevertheless, as observed by several other 
researchers, especially Machado (2016, p. 18), 
“[...] school education is also part of the lives 
of these children in the village, and brings a 
standard model of the urban school. The chal-
lenge of the present time is to find proposals 
and a dialogue between ancestral and schooled 
education”. 

Even treading paths to offer schools orga-
nized to meet the indigenous time and space 
and that provide dialogue between the cultures 
present in this territory, the organizational 
guidelines, academic calendars, contents and 
pedagogical practices are still established from 
what is proposed for urban schools. The ab-
sence of investments and qualification through 
continuous training is also a reality.

Briefly historicizing the process of consol-
idation of indigenous school education, since 
the Federal Constitution enacted in 1988, 
indigenous communities have been officially 
recognized as having the right to offer their 
own school education.

Art. 210. Minimum contents will be established 
for basic education, in order to ensure common 
basic training and respect for cultural and artis-
tic, national and regional values. [...] § 2º Regular 
elementary education will be taught in Portu-
guese, ensuring that indigenous communities 
are also able to use their mother tongues and 
their own learning processes. (BRASIL, 1988).

At the end of the 1990s, the following were 
published: Opinion CNE/CEB 14/1999, which 
deals with the National Guidelines for the op-
eration of indigenous schools; and Resolution 
CEB 3, which established the National Guide-
lines for the operation of indigenous schools 
(BRASIL, 1999).

In 2002, the Universal Declaration on Cul-
tural Diversity proposed by the United Nations 
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Educational, Scientific and Cultural Organiza-
tion (UNESCO) established the inclusion of 
cultural diversity as a fundamental theme in 
school education and teacher training, as ver-
ified in the General lines 7 and 8 of the Action 
Plan, which should:

7. Promote, through education, an awareness 
of the positive value of cultural diversity and to 
improve, to this end, both the design of school 
programs and the training of teachers. 8. Incor-
porate traditional pedagogical methods into the 
educational process, as much as necessary, in 
order to preserve and optimize culturally ap-
propriate methods for the communication and 
transmission of knowledge. (UNITED NATIONS 
EDUCATIONAL, SCIENTIFIC AND CULTURAL 
ORGANIZATION, 2002, p. 7).

In 2009, Decree 6861/2009 instituted the 
organization of Indigenous School Education 
in ethnoeducational territories, defining that:

Each ethnoeducational territory will comprise, 
regardless of the political-administrative di-
vision of the country, indigenous lands, even 
if discontinuous, occupied by indigenous peo-
ples who maintain intersocietal relationships 
characterized by social and historical roots, 
political and economic relationships, linguistic 
affiliations, shared cultural values and practices. 
(BRASIL, 2009).

And in 2012, the National Curriculum 
Guidelines for Indigenous School Education 
in Basic Education were sanctioned through 
the CNE/CEB Opinion 13/2012, approved on 
May 10, 2012 (BRASIL, 2012a), and the CNE/
CEB Resolution 5, on June 22, 2012 (BRASIL, 
2012b). One of the highlights is in Article 9, 
Paragraph 1, in which “Elementary Education 
must guarantee indigenous students favorable 
conditions for the construction of good living in 
their communities, combining, in their school 
education, scientific knowledge, traditional 
knowledge and their own cultural practices” 
(BRASIL 2012b).

Following the regulations for Indigenous 
School Education, and in order to meet the 
demands of schools regarding the provision 
of specific training for indigenous teachers, 

Opinion CNE/CP 6/2014, approved on April 2, 
2014 (BRASIL, 2014) and Resolution CNE/CP 1, 
of January 7, 2015 (BRASIL, 2015), established 
the National Curriculum Guidelines for Train-
ing Indigenous Teachers in Higher Education 
and High School Programs.

Thus, there is an understanding that the 
challenge would no longer be legislative, since 
within what we expose here, there is already 
an important contribution on the recognition 
of a schooling process that includes respect 
for the languages and cultures of indigenous 
peoples in Brazil. In addition to this scenario, 
as of 2018, Basic Education has the Common 
National Curriculum Base (BNCC) as a guiding 
and unifying document. When verifying which 
proposals guarantee the specificities of indig-
enous schools, the BNCC proposes:

Ensure specific skills based on the principles of 
collectivity, reciprocity, integrality, spirituality 
and indigenous alterity, to be developed from 
their traditional cultures recognized in the 
curricula of teaching systems and pedagogical 
proposals of school institutions. It also means, 
in an intercultural perspective, considering 
their educational projects, their cosmologies, 
their logics, their own pedagogical values and 
principles (in line with the Federal Constitu-
tion, with the International Guidelines of the 
ILO - Convention 169 and with UN and UNESCO 
documents on indigenous rights) and their spe-
cific references, such as: building intercultural, 
differentiated and bilingual curricula, their own 
teaching and learning systems, both for univer-
sal content and indigenous knowledge, as well 
as teaching the indigenous language as a first 
language. (BRASIL, 2018, p. 17-18).

Investigating the recommendation that the 
BNCC establishes on the provision of intercul-
tural education, there is only mention of this 
offer in the Arts discipline:

The complexity of the world, in addition to fa-
voring respect for differences and intercultural, 
pluriethnic and plurilingual dialogue, which are 
important for the exercise of citizenship, are 
characteristics to be developed for Elementary 
School, in the Art syllabus that includes Visual 
Arts, Dance, Music and Theater. (BRASIL, 2018, 
p. 193).
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Despite these two highlights emphasizing 
the importance of intercultural education, the 
BNCC emphasizes the effectiveness of inter-
culturality only in the relationship between 
learning other languages, and, in this case, the 
English language. And although the proposi-
tion referring to the intercultural dimension 
mentions the interaction between contempo-
rary cultures, Brazilian indigenous traditional 
cultures remain invisible.

The proposition of the intercultural dimension 
axis is born from the understanding that cul-
tures, especially in contemporary society, are in 
a continuous interaction and (re) construction. 
In this way, different groups of people, with 
different interests, agendas and linguistic and 
cultural repertoires, experience, in their con-
tacts and interactional flows, processes of con-
stitution of open and plural identities. (BRASIL, 
2018, p. 245).

In this dynamic process, today’s indigenous 
school is still seeking to meet the objectives 
established in the past, which advocate:

[...] the conquest of the socioeconomic-cultural 
autonomy of each people, contextualized in 
the recovery of their historical memory, in the 
reaffirmation of their ethnic identity, in the 
study and valuing their own language and sci-
ence - synthesized in their ethno-knowledge, as 
well as access to information and technical and 
scientific knowledge of the major society and 
other societies, indigenous and non-indigenous. 
The indigenous school has to be part of the ed-
ucation system of each people, in which, while 
ensuring and strengthening the indigenous tra-
dition and way of being, it provides the elements 
for a positive relationship with other societies, 
which presupposes that indigenous societies 
fully master their reality: understanding the 
historical process in which they are involved, 
critical perception of values and counter-values 
of the surrounding society, and the practice of 
self-determination. (BRASIL, 1994, p. 12).

Even in the face of the right to a proper 
school education, Machado (2016, p. 18) points 
out that the education of Guarani and Kaiowá 
indigenous children in the Dourados region 
occurs, in a way, by the traditional way of these 
peoples, transmitted from generation to gener-

ation by families, but often the school belittles 
traditional knowledge, as if there was no value 
in knowing and being indigenous, resulting in 
a neglected indigenous school education.

The current reality, therefore, continues to 
repeat the context of previous times, in which 
there is a dichotomy in the formation of in-
digenous children during the school period: 
they come into contact with the knowledge of 
Western society, but when they return to family 
life, they experience the knowledge traditions 
that are part of their daily lives. Thus, in this 
dichotomy, indigenous culture continues to be 
denied and overlapped by Eurocentric culture, 
preventing the ideal intraculturality from tak-
ing place.

Intraculturality consists of a social process 
starting from the awareness, by the indigenous 
people, that arises with the taking of the reins of 
their own history, from the most remote records 
of their historical memories and their ancestry, 
seeking to learn in the struggles and resistance 
against all forms of discrimination, oppression 
and forced integration. It is the combination of 
two factors: an internal one (tradition) and an 
external one (modernity), a characteristic situa-
tion of Brazilian and Latin American indigenous 
society. (MARTINS, 2018, p. 58).

Based on what Martins (2018) has exposed, 
a path to the indigenous school can be noticed. 
The exercise of intraculturality that allows col-
lective and integrated work between teachers, 
managers and the school community to value 
indigenous ancestral knowledge that circulates 
in these spaces, since it can consist of a peda-
gogical practice of valuing the subject and its 
territory.

Impasses and alternatives of 
indigenous school education in 
times of Covid-19

With the advent of the Covid-19 pandemic, 
the official suspension of face-to-face classes 
at the Dourados Municipal Education Network 
took place in March 2020, and the regulation 
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of non-face-to-face pedagogical activities, as of 
Resolution 2020 (DOURADOS 2020). Based on 
this regulation, the Indigenous Schools sought 
several ways to reach their students, but many 
of the families were, and still are, in a situation 
of extreme vulnerability, being inaccessible 
via technological instruments to continue the 
school calendar.

The Brazilian education as a whole needed to 
organize actions in order to maintain the bonds 
of students and families with educational insti-
tutions and this stressed the debate in the first 
stage of Basic Education. Certain groups and ed-
ucational agents have stood up in defense of the 
use of technological resources also for working 
with children in Early Childhood Education, as 
has been done in other stages of Basic Education 
and Higher Education. (ANJOS; FRANCISCO, 
2021, p. 127).

Seffner (2021) analyzes some impacts of the 
Covid-19 pandemic on the Brazilian public edu-
cational field, when looking at the effects of the 
prolonged period of isolation. Regarding the 
school and the schooling processes, discourses 
on Distance Education (DE) as an alternative, or 
even hybrid teaching, have made the students’ 
learning process precarious, even though, so 
far, it is difficult to quantify the damage that the 
withdrawal from face-to-face classes caused 
in the educational process. Moreover, Seffner 
(2021, p. 47) stated that “there is no condition 
for school learning in Basic Education discon-
nected from the surroundings of school culture 
and school daily life”. This same understanding 
becomes even more important in the case of 
indigenous schools.

In contact with adversities of the scenario, 
principals, coordinators, education managers 
of the RID were forced to adapt to the new prac-
tices. And verifying that most indigenous fam-
ilies were not able to guarantee their children 
the following of remote/virtual classes due to 
the lack of access to cell phones, notebooks or 
internet network, the viable alternative for that 
moment was the organization of Non-face-to-
face Pedagogical Activities (APNP) in printed 
form (Kuatiá – paper, in the Guarani Indige-

nous Language), which were given to parents 
of children and adolescents so that they could 
continue school activities at home (Figure 6).

Figure 6 – Kit of non-face-to-face pedagogical 
activities.

Source: Field research archive.

In the two indigenous villages of the RID, 
teachers who worked under the responsibility 
of the municipality of Dourados were instruct-
ed to organize themselves, so that those who 
belonged to the risk group would not go to 
work in person, while the other professionals, 
who were outside the risk, should work in a 
staggered way to meet the demands of the 
school, delivery and collection of APNP. In this 
dynamic, some teachers were diagnosed with 
Covid-19 and began to have another concern 
in addition to the educational difficulty. Those 
who continued to develop activities in the 
online format reported difficulties related to 
the internet signal in the indigenous territory 
and the lack of technological resources. Finally, 
difficulties in guaranteeing schooling in this 
period increased, and many children and ado-
lescents were left unattended. 

Other situations occurred in this context; 
many parents or guardians of indigenous 
students did not go to school to get APNP. So, 
the teachers and pedagogical managers took 
on another role, that of going out in search of 
children from an active search for the delivery 
and/or collection of the APNP. Many difficulties 
were observed in this process, with little or no 
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return during the entire period of the pandemic 
in 2020. Often, during the active search, teach-
ers came across children playing and in their 
leisure time. When inquiring about the absence 
of parents at school for the withdrawal of APNP, 
they justified that they did not go to get them 
because they simply believed that this time of 
pandemic was not the time to be worried about 
school, but about life.

The concern expressed by indigenous par-
ents, in being a time to worry about life, is close-
ly related to so many other difficulties faced by 
indigenous families. They went beyond edu-
cational issues, including food shortages. For 
this reason, schools also started to distribute 
staple baskets to indigenous families every two 
weeks. In this sense, the need to rethink the 
precariousness in teaching structures is per-
ceptible and, at the same time, how the school 
and its agents sought attempts to overcome the 
deepening situations with Covid-19.

In view of the difficulties mentioned above, 
of how indigenous schools still repeat the 
teaching of urban schools, and then the diffi-
culty of effectively putting their specificities 
and differences into practice, it is important 
to consider that the school constitutes a privi-
leged place in which there is a constant process 
of deconstruction and exchange of experiences, 
being a space for sharing the being and tradi-
tional indigenous knowledge. Thus, there is a 
space for intra-, inter- and transculturality, as 
long as they are advocated:

[...] self-acceptance and self-recognition to 
achieve an internal personal or communi-
ty-intracultural development, seek, above all, 
a self-realization of the subject. The means to 
achieve it is nothing more than recognition and 
interaction with the other, based on respect 
and tolerance, denying prejudices that are often 
disguised. (MARTINS, 2018, p. 58).

With regard to children, the need to consid-
er them the responsibility of the entire soci-
ety in which they are inserted is reaffirmed, 
especially when dealing with difficult times 
like these.

We talk about childhoods, given the existence 
of a plurality of realities in movement and in 
confrontation. Children produce everyday plots 
in the spaces and times of their existential geog-
raphies; therefore, they need to be understood 
in their social and cultural contexts. Children are 
intersectionally marked by their dimensions of 
class, ethnicity, nationality, gender and social 
class, that is, by various political, economic, 
cultural, geographic and social factors, which 
prevent us from thinking about them in the 
singular. The different childhood experiences, 
their ways of living and resisting in these times 
are questioning Early Childhood Education. 
(SANTOS, 2020, p. 86-87).

Considering this period of return to class-
es, as of October 2021, there were different 
understandings of safety when returning to 
face-to-face classes by indigenous families, 
such that many students remained in remote 
teaching. Systematized data on the return of 
face-to-face activities by indigenous school are 
listed in Table 1.

From the numbers, it was found that the 
Araporã Municipal Indigenous School (EMI) is 
the one with the highest permanence (74.7%) 
of students enrolled in remote education. The 
Tengatuí Marangatu EMI also had a significant 
number of students who remained in remote 
teaching (53%) for the 2021 school year. From 
these values, even in the second half of 2021 
there was a lot of uncertainty regarding the 
return of face-to-face school activities by in-
digenous families.

As for students who did not attend (re-
turn) to schools, the Araporã EMI had the 
highest emptying in the number of students 
when compared to other schools, with a 9.5% 
dropout rate. This is a worrying factor, and it 
is necessary to seek information about the 
reasons that led these students to drop out 
of school.

The Agustinho and Lacuí Roque Isnarde EMI 
showed no students in a situation of school 
dropout, that is, 100% students returned to 
school, even though more than 50% remained 
in remote teaching during 2021. It should also 
be noted that the Agustinho EMI is the school 
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SITUATION OF ENROLLED STUDENTS ON RETURN TO FACE-TO-FACE CLASSES

SCHOOL 
NAME

Total of 
AM(1)

EP 

students(2)
% EP

students
ER

students(3)
% ER

students AA(4) % 
AA Place

 Tengatuí- 
Marangatu 681 232 34.1 431 63,3 18 2.6 Jaguapiru 

Village

Ramão  
Martins 411 183 44.5 204 49.7 24 5.8 Jaguapiru 

Village

Araporã 685 108 15.8 512 74.7 65 9.5 Bororó 
Village

Agustinho 645 362 56.1 283 43.9 0 0 Bororó 
Village

Lacuí Roque 
Isnarde 148 101 68.2 47 31.8 0 0 Bororó 

Village

Total 2.570 986 — 1.477 — 107 —

that has the most students in face-to-face teach-
ing, and for this reason it has developed a more 
rigorous safety protocol when compared to the 
other schools.

It was not possible to access information 

regarding the situation of students enrolled 
at the Polo Tengatuí Marangatu Municipal In-
digenous School and at the Francisco Meireles 
Municipal School, so there are no records about 
them in Table 1.

Table 1 – List of RID indigenous schools in the face-to-face and remote teaching in the 2021 school year.

Source: Prepared by the authors based on research data.

(1) AM – enrolled students
(2) EP- Face-to-face Education
(3) ER- Remote Education
(4) AA- Absent students – who did not return to face-to-face or remote classes in 2021.

Weaving considerations on school dropout, 
it is necessary to remember the socioeconomic, 
cultural and infrastructural barriers already 
faced by indigenous families, established 
before and amplified by Covid-19. Regarding 
access to education, Morais (2020, p. 30) de-
scribes the difficulties encountered:

The difficulties that children living in Bororó and 
Jaguapiru villages have to get to urban school 
represent one of the reasons that lead them to 
skip classes and consequently have their peda-

gogical performance impaired. Some teachers 
stated that some indigenous students sometimes 
skip classes for a week and their families do not 
provide any justification for their absence from 
school. In the research, it was possible to per-
ceive that the reasons for school absences are 
related to the weather conditions of rain and cold 
in certain periods of the year, as well as the lack 
of means of transport, since most students use 
bicycles to go to school and often they reported 
– when asked – that they had skipped classes 
because their bikes were broken or they were 
being used by other family members.
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The confrontations mentioned above, among 
many other impasses, make it difficult to im-
plement an indigenous school that promotes 
intra-, inter- and transcultural education. Both 
indigenous children and indigenous schools 
play a key role in maintaining traditional indig-
enous knowledge, but the interaction between 
customs and systematized knowledge requires 
“the opportunity to develop skills that allow 
them to understand and deal with the modern 
world, acquiring tools that make it possible to 
obtain and assimilate knowledge accumulated 
by humanity, integrating it with the knowledge 
built by the ancestors” (AQUINO, 2012, p. 100).

For this reason, it is necessary that this 
school is attentive to the needs of its communi-
ties, promoting the construction of knowledge 
that favors the exchange and articulation of 
new alternatives for indigenous society, break-
ing with the current scenario of difficulties 
and socioeconomic inequalities present in the 
territories, preparing the children of today to 
continue the re-existence of their cultures in 
the future.

Final considerations
The Mitã Kuera Guarani Kaiowá territory 

is established by the protagonism of the way 
of being and living of indigenous children in 
the different stages of development. And even 
though this territory is marked by numerous 
socioeconomic, infrastructural, health and ed-
ucational difficulties that already existed and 
were expanded with Covid-19, it constitutes a 
space-time of intra-, inter- and multicultural 
personal and collective constructions.

It is argued, therefore, that a school built 
to meet Indigenous School Education must 
respect the particularities of each of these 
children and, in this sense, reinforce the under-
standing of being indigenous, as well as enable 
the participation of indigenous communities 
in building a specific pedagogy that dialogues 
with the sociocultural and environmental 
characteristics of the Guarani and Kaiowá in-

digenous territory, whether in early childhood 
education or in other instances of school edu-
cation, as Aquino (2012, p. 23) confirms:

[…] each people have its traditional way of 
teaching others, it is varied according to their 
ethnic group that defines their life goals since 
their gestation, each group has its own way of 
educating and caring for their children and also 
for the people around them, in accordance with 
their principles of divinity and morals received 
from the ñanderu.

Traditional educational practices constitute 
pedagogical movements that are developed 
throughout the growth stages of indigenous 
children and reveal knowledge that allow to un-
derstand the teaching-learning temporalities 
in the spaces of culture and identity formation, 
and “this knowledge is constituted with a web 
of cultural values and customs representing 
the stages of childhood human development 
that can support the didactic and pedagogical 
organization of indigenous school education” 
(GOMES; NASCIMENTO, 2017, p. 350).

Finally, the scenario resulting from Covid-19 
has greatly increased the difficulties of en-
suring good living in indigenous territories, 
impacting, to a lesser or greater extent, the 
processes of child development. Nevertheless, 
it is essential to recognize that indigenous chil-
dren carry their own culture that is shaped in 
constant contact with “other cultures”, consti-
tuted among the ethnic groups circulating in 
their territories. Establishing dialogue between 
these cultures in formal education spaces is a 
promising alternative for recognizing differenc-
es, accepting diversity and valuing identities
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