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Abstract

The article presents research results on the educational relationship between mentor 
teachers and traditional culture educators in the implementation of Programa de Educación 
Intercultural Bilingüe (Bilingual Intercultural Education Program, BIEP) in La Araucanía, 
Chile. Research methodology is mixed, in which a Likert-style scale questionnaire is 
applied to a total of 155 participants, of which 105 are traditional culture educators and 
50 are mentor teachers.  Results show practices of explicit and implicit discrimination 
perceived by Mapuche students in the educational relationship they establish with 
the teacher. Both mentor teachers and traditional culture educators recognize that an 
educational relationship of involvement, recognition and collaboration could reverse 
such discriminatory practices. We conclude that the educational relationship in school 
education is based on implicit and explicit forms of racism towards the teaching of 
indigenous language and culture at school. Thus, the discrimination perceived by tradition 
educators challenges the school and its historical role in the processes of subalternization 
of the Mapuche people. In this context, there is a need for an intercultural educational 
intervention that provide a relevant response to the social, cultural, and linguistic diversity 
present in school education. This constitutes a challenge for directors, teachers, parents, 
and community members to advance in an inter-epistemic dialogue, based on respect, 
ethics, political commitment, co-responsibility, negotiation, mediation and abandonment 
of biased frames of reference.

* English version by Rodrigo Sagredo.The authors take full responsibility for the translation of the text, including titles of books/articles and the 
quotations originally published in Portuguese.
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Introduction

In Chile, the implementation Bilingual Intercultural Education Program (BIEP) 
was conceived as a public policy, which since 1996 seeks to incorporate the teaching 
of indigenous language and culture in formal education, in order to favor curricular 
contextualization in indigenous territories (CHILE, 2010). This program has been 
characterized by the following stages (see table 1).

Table 1- Relevant stages of BIEP in Chile

BIEP Stages Characteristics and educational purposes

First (1993 
- 1996)

Enactment of Indigenous Law No. 19,253, which establishes in its Article No. 28, the creation of a school program that 
incorporates the indigenous culture and language in the school. And, in Article No. 32, the creation of a BIEP system in 
territories with a high density of indigenous population.

Second (1996 
to 2000)

Official inauguration of the BIEP in 1996, to reduce the gap in school success between the indigenous and non-indigenous 
population. It offers contextualized pedagogical strategies, didactic materials, and advice on the creation of a curriculum with 
an intercultural perspective.

Third (2001 
- 2005)

Emergence of the Origins Program, to train teachers specialized in interculturalism and bilingualism, who are capable of 
generating curricular proposals.

Fourth (2006 
- 2009)

Redefinition of the objectives of the BIEP, emphasizing the country’s cultural and linguistic diversity. Community participation is 
promoted for the construction of the school curriculum and the school’s educational project. Incorporation of traditional culture 
educators, the use of ICT and the production of school texts in indigenous languages.

Fifth stage 
(since 2009)

MINEDUC Decree N°280 emerges, to formalize the subject of Indigenous Language, which since 2013 has been taught in all 
schools with 20% indigenous students. Plans and programs are created for the teaching of Aymara, Mapudungun, Quechua, 
and Rapa Nui.

Source: Own elaboration based on Poblete (2019).

According to Table 1, we note that through the BIEP, the State seeks to respond 
to the educational demands of indigenous peoples, who since the beginning of the 20th 
century have demanded a school education that considers the teaching of their own 
language and culture in the classroom (ARIAS-ORTEGA; QUINTRIQUEO, 2021a; MUÑOZ, 
2021). Thus, indigenous peoples seek to reverse the processes of cultural alienation and 
stop the loss of socio-historical and linguistic heritage induced by the Chilean education 
system (ARIAS-ORTEGA; QUINTRIQUEO, 2021b).

In the implementation of the BIEP, a pedagogical duo is formed by a mentor teacher 
and a traditional culture educator. The mentor teacher is an education professional with 
a state-recognized professional degree. This educational agent, in an optional and/or 
obligatory manner (appointed by the principal of each school), is in charge of implementing 
the BIEP in the classroom, in collaboration with a traditional culture educator (ARIAS-
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ORTEGA, 2020). The traditional culture educator is a member of one of the indigenous 
communities in which the school is located, who as a result of the mastery of their 
own socio-cultural heritage and Mapuzungun (Mapuche language) has the recognition 
and appreciation of the community (ARIAS-ORTEGA, 2019). According to the normative 
guidelines of the BIEP, the traditional culture educator must be chosen by the family and 
the community to represent them in their children’s school and, therefore, step in to teach 
their own language and culture in collaboration with a mentor teacher (CHILE, 2009; 
Chile, 2018). As the traditional culture educator is considered to be a wise person who puts 
indigenous educational values and principles into practice, their figure is recognized and 
trusted by the members of the indigenous community (ARIAS-ORTEGA; QUINTRIQUEO, 
2021b). However, we observe in situ that, in general, traditional culture educators are not 
chosen by neither families nor communities, but they are rather chosen by the principals 
of each school (ARIAS-ORTEGA, 2019; MUÑOZ; QUINTRIQUEO, 2019).

Within the framework of the BIEP, the incorporation of the traditional culture 
educator to the school institution is justified by the lack of professional instructors who 
master indigenous knowledge for each specific indigenous territory and community 
(ARIAS-ORTEGA, 2020). Teacher training in Chile is characterized by monoculturality, 
monolingualism and the hegemony of westernized, Eurocentric knowledge which does 
not take other type knowledge into consideration in the curriculum (ARIAS-ORTEGA; 
QUINTRIQUEO; VALDEBENITO, 2018). Thus, it is necessary to bring forth the role of a 
traditional culture educator and to facilitate the incorporation of indigenous knowledge 
into the classroom, which allows contextualizing the indigenous culture and language 
into the teaching-learning process through the BIEP public policy. In this perspective, 
what is desirable in the implementation of BIEP is the establishment of an ‘educational 
relationship’ between the mentor teacher and the traditional culture educator to teach 
Mapuche language and culture in the classroom (ARIAS-ORTEGA, 2020). Here, the 
educational relationship is defined as the objective and subjective link established by 
both educational agents, in which their own indigenous and non-indigenous frames 
of reference come into tension, negotiation and mediation, so that together they make 
decisions and can implement the BIEP in the school (POSTIC, 2001; HENON, 2012; MUÑOZ; 
QUINTRIQUEO; ESSOMBA, 2019).

The article exposes the perceived discrimination among the mentor teachers and 
the traditional culture educators in the educational relationship that is established in the 
implementation of the BIEP in rural schools in La Araucanía, Chile.

Discrimination in the education system

Historically, discrimination has been deeply rooted in the education system, mainly 
in schools located in contexts of colonization, either in the social and educational 
interaction between teacher and students, as well as, in the framework of the school 
curriculum (MAMPAEY; ZANONI, 2015). In the field of schooling, discriminatory practices 
are manifested through attitudes, gestures, verbal and non-verbal communication, as well 
as in explicit and implicit violence towards groups and subjects that have been subalternized 



4Educ. Pesqui., São Paulo, v. 49, e250586, 2023.

Katerin ARIAS-ORTEGA; Gerardo MUÑOZ; Segundo QUINTRIQUEO

by the hegemonic society (CÁRDENAS; AGUILAR, 2015; MEDINA; CORONILLA; BUSTOS, 
2015). Here, discrimination is understood as the vexatious treatment towards indigenous 
individuals and groups that have been historically minoritized, product of social, cultural, 
linguistic, gender and religious differences, caricaturing and criminalizing the image of 
the different other (MERINO; QUILAQUEO; SAIZ, 2008; AGHASALEH, 2018). Such forms 
of expression of discrimination in school education, are at the basis of the social and 
educational interaction among teachers, students, traditional culture educators, family 
members and the indigenous community or socially vulnerable groups. Thus, school 
education forms an indigenous student as a socially subalternized and minoritized one, 
which limits their educational success in the implementation of the BIEP in La Araucanía.

In this context, discriminatory practices are exercised by subjects who assume a 
power relationship, based on contempt towards a person and an ethnic group (MERINO; 
QUILAQUEO; SAIZ, 2008). This is based on a set of prejudices and stereotypes sedimented 
in the structure of the dominant society, building a relationship of disadvantage and a 
diminished positioning of those who live in subalternity, violating their fundamental 
rights (DUBET, 2017). 

In the educational context, discriminatory practices against indigenous peoples can 
be both explicit and implicit in the implementation of monocultural and monolingual 
curricular plans and programs in the dominant language such as Spanish, English, or 
Portuguese (ARIAS-ORTEGA; QUINTRIQUEO, 2021a). Explicit discriminatory practices 
are manifested through verbal language, physical violence and the denial of family and 
community participation in school education. While implicit discriminatory practices are 
expressed through non-verbal language, such as gestures, looks, omission, concealment, 
and the ‘diversion’ of attention, which denote rejection and contempt towards the 
indigenous person in the process of incorporating the Mapuche into school education 
(ÁLVAREZ-SANTULLANO, 2015; ARIAS-ORTEGA; QUILAQUEO; QUINTRIQUEO, 2019).

In this perspective in the Chilean school education system, particularly in La 
Araucanía, discrimination is expressed through the rejection of being different, which 
is more apparent in contexts of social and cultural diversity, such as indigenous 
territories. We have observed this reality both at the international and national level, 
where discrimination has the following sources of origin: 1) discriminatory practices 
towards social and cultural diversity has rooted since the period of colonization, a process 
in which the indigenous person is attributed a social category of inferiorization, both 
cognitively, physically and affectively (ARIAS-ORTEGA; QUILAQUEO; QUINTRIQUEO, 
2019); 2) the school has remained a space where culture is generated, but of hegemonic 
nature as the knowledge that is created and transmitted pushes aside indigenous 
knowledge under the argument that it lacks scientificity (CÁRDENAS; AGUILAR, 2015; 
ARIAS-ORTEGA; QUILAQUEO; QUINTRIQUEO, 2019); 3) indigenous language and culture 
lacks systematicity to be included into the school curriculum (CAJETE, 1994; BATTISTE; 
HENDERSON, 2009); 4) the transmission of school knowledge is the only truth, which 
oppresses students from subalternized groups (ethnic, cultural and indigenous) through 
symbolic violence, involuntary devaluation of their beliefs, knowledge and cultural values 
(FERRÃO, 2010; SANTOS, 2010); 5) indigenous thoughts and voices (political thoughts) 
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are silenced and dominated by westernized cultural symbols (SHIZHA, 2008); 6) dominant 
groups establish the hegemony of their ideas and educational processes and, therefore, 
assume them as unique truths and attribute public acceptance to them (LEACH; NEUTZE; 
ZEPKE, 2001); 7) the hegemonic vision in the construction of scientific knowledge and 
pedagogical practices used in school education systems (FERRÃO, 2010; ARIAS-ORTEGA; 
QUILAQUEO; QUINTRIQUEO, 2019); 8) schooling is a legacy of Westernized hegemony 
that can reach an alienating worldview for indigenous people (MAMPAEY; ZANONI, 
2015); 9) teachers hold that they are purveyors of universally true knowledge and deny 
any other episteme such as, for example, that of indigenous peoples (ZAMBRANA, 2014); 
10) teachers are conceived as conservative ‘custodians’ of the dominant knowledge, 
manifesting negative attitudes towards indigenous knowledge (SHIZHA, 2008); 11) at the 
social level the indigenous and their ways of life have been criminalized (AGHASALEH, 
2018); and 12) socio-cultural diversity is assumed as a problem to overcome, in order to 
achieve national unification, ensuring the economic and educational development of the 
population (HORST; GITZ-JOHANSEN, 2010; MAMPAEY; ZANONI, 2015).

In this perspective, discrimination in schools through the coloniality of knowledge 
and state of being is a rooted practice that has become naturalized and therefore 
invisibilized to the agents in the educational and social environment who experience 
it (MUÑOZ, 2021). This is apparent in teachers, principals, traditional culture educators, 
education assistants, social and public policy makers, who, unconsciously or consciously, 
transmit prejudices and educational relations based on discrimination and contempt for 
the indigenous, both at the level of guidelines offered to indigenous people and in teaching 
and learning practices.

Intercultural education in Chile

The review of the literature in Chile shows that there are numerous empirical, and 
normative studies on the implementation of BIEP in both rural and urban contexts (ACUÑA, 
2012; CALDERÓN; FUENZALIDA; SIMONSEN, 2018; CASTILLO et al., 2016; FUENZALIDA, 
2014; IBAÑEZ; RODRÍGUEZ; CISTERNAS, 2015; CHILE, 2017; 2018; TORRES, 2017; 
VALDEBENITO, 2017). In general, research results at the national level have some common 
denominators: 1) in schools that implement the BIEP, hegemony views indigenous knowledge 
is only one and it ignores the fact that there are variations according to territory (ARIAS-
ORTEGA, 2020; VALDEBENITO, 2017); 2) in the school system, ways of knowing and seeing 
reality that are different from those imposed by the Eurocentric monocultural logic are not 
accepted (ARIAS-ORTEGA; QUILAQUEO; QUINTRIQUEO, 2019); 3) even when there is a 
chance to implement the BIEP, there is a lack of an accompaniment process that enables 
support, monitoring and follow-up for those in charge of carrying it out in the classroom 
(ARIAS-ORTEGA, 2020); 4) the BIEP lacks a systematized model that allows involving and 
sensitizing the participation and social commitment of the indigenous peoples themselves 
with the materialization of intercultural education for all students (CHILE, 2018); 5) the logic 
of exclusion of the Mapuche family and community from the curricular management of 
educational centers continues being relegated, so integration instances are just considered 
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extra-curricular activities in the school program (ARIAS-ORTEGA; QUINTRIQUEO, 2021a; 
ARIAS-ORTEGA; QUINTRIQUEO, 2021b; QUINTRIQUEO et al., 2021); 6) there is a lack of 
contextualized didactic material adapted to students level of mastery of indigenous languages, 
which limits their learning (VALDEBENITO, 2017); and 7) there are methodological problems 
in the implementation of the BIEP in the classroom, since teachers do not know the principles 
of indigenous education, such as teaching methods to train new generations based on their 
own cultural ways (ARIAS-ORTEGA, 2020). Likewise, they lack professional training in the 
use of disciplinary and methodological tools for teaching second languages (BASTIDAS, 
2015; ESPINOZA, 2016; LAGOS, 2015; LUNA et al., 2014; SOTOMAYOR et al., 2014).

The review of international and national literature sustains that the concretization 
of intercultural education should promote: (a) the fight against discrimination in multiple 
forms (explicit, implicit) (SCHMELKES, 2013); (b) the fight against the radicalization of 
school education systems and the segregation of individuals (CIRELLI, 2013); (c) the fight 
against systemic racism in schools (CASTILLO; GUIDO, 2015); (d) education supported by 
the rights and freedoms of all individuals, regardless of their social, ethnic and economic 
background (POTVIN et al. 2015); e ) the positive consideration of the particular students’ 
needs (over-schooling, traumatization, bullying); f) the polarization of public debates or 
international tensions that may have an impact on the classroom; and g) the recognition 
and valorization of the multiple identities of the subjects that make up society (BONNIE, 
2015; FORNET-BETANCOURT, 2003; POTVIN et al., 2015). Consequently, there is a need 
to incorporate the principles of indigenous pedagogy and education into school system 
in communities that have been colonized (CAJETE, 1994; CAMPEAU, 2017; BROSSARD, 
2019; LOISELLE; MCKENZIE, 2009; TOULOUSE, 2013, 2016). This may serve as response 
to the social and cultural diversity which is present in the different countries.

It is challenging to address the problems experienced by mentor teachers and 
traditional culture educators in their effort to teach the Mapuche language and culture 
in La Araucanía (ARIAS-ORTEGA, 2020). First, it would be useful to understand these 
problems as it may become a foundation for further course of action for successfully 
teaching indigenous language and culture. Second, it implies understanding how the 
educational relationship established by the teacher and traditional educator contributes 
significantly to pedagogical innovation from an intercultural perspective (HENON, 2012; 
POSTIC, 2001). This implies considering the interpersonal skills that mentor teachers 
and traditional educators have to generate negotiation strategies from their frames of 
reference to articulate Mapuche and school knowledge (ARIAS-ORTEGA, 2020). From this 
approach, educational relationship is conceived as a communicative interaction between 
two or more people where one subject influences over the behavior of the other. This 
involves communication processes, which are analyzable according to the way in which 
they develop, and the contents negotiated to understand the ways of organizing and 
structuring social environment in community life (ARIAS-ORTEGA, 2019, 2020). Thus, 
the study of educational interaction makes it possible to study the complex relationships 
that arise between individuals, groups or institutions in a given society.
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Methodology

The methodology used has a mixed design, which seeks to understand and explain 
the social phenomena that are at the basis of the educational relationship between the 
mentor teacher and the traditional culture educator and that enable and/or limit the 
implementation of the BIEP (BIQUERRA, 2004; CORBETTA, 2010; SANDIN, 2003).

As already mentioned, the context of the study is located in La Araucanía, Chile (see 
Figure 1), which has historically obtained the lowest results in standardized evaluations in 
the Education Quality Measurement System (SIMCE). Country level (ARIAS-ORTEGA, 2020).

Figure 1- Study context

Source: Own elaboration

According to Figure 1, we specify that the application of the data and information 
collection instrument is carried out in La Araucanía within the framework of the training 
sessions offered by MINEDUC to mentor teachers and traditional culture educators who 
work in schools attached to the BIEP. These schools depend on the following public 
education administrations: 1) Cautín Norte Provincial Department of Education, which 
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corresponds to schools located in the communes of Carahue, Cunco, Temuco, Galvarino, 
Imperial, Lautaro, Melipeuco, Perquenco, Saavedra, Vilcún and Chol -chol; 2) Cautín Sur 
Provincial Department of Education, which corresponds to schools located in the communes 
of Freire, Pitrufquén, Villarrica, Loncoche, Curarrehue, Toltén, Teodoro Schmidt, Gorbea, 
Padre las Casas and Pucón; and 3) Provincial Department of Education of Malleco, which 
corresponds to schools located in the communes of Angol, Renaico, Collipulli, Lonquimay, 
Curacautín, Ercilla, Victoria, Traiguén, Lumaco, Purén and Los Sauces.

The selection technique of the participants is intentional, according to accessibility and 
representativeness for the researcher (BIQUERRA, 2004). The participants of the study are 
mentor teachers (n=50) and traditional culture educators (n=105) from schools that implement 
the BIEP, considering a total of 155 participants. The inclusion criteria for traditional educators 
are: being recognized by the school institution and being recognized by the indigenous 
community to which they belong. The inclusion criterion for mentor teachers is to be designated 
by the school institution to implement the indigenous language subject.

The data collection technique is a questionnaire with a Likert-style scale which 
explores the psychosocial dimension of the educational relationship between the mentor 
teacher and the traditional culture educator. This seeks to unveil perceived discrimination 
practices in the implementation of the BIEP. The instrument has a high internal consistency 
in its different dimensions, according to its Cronbach’s Alpha equivalent to an α of ,876. 

Data analysis technique consists of a descriptive statistic of the psychosocial 
dimension, through which it is expected to calculate the measures of central tendency, 
i.e., mean, median and mode. The use of these measures is justified since it allows us 
to describe the typical or representative values of the most frequent statements of the 
data set, with respect to the educational relationship, and also allows us to observe the 
trends or characteristics of the same. Thus, the descriptive statistic allows us to obtain 
a frequency distribution, with the purpose of identifying the level of recurrence in the 
statements (HERNÁNDEZ; FERNÁNDEZ; BAPTISTA, 2014). For this purpose, the frequency 
of response given by the mentor teacher and the traditional culture educator is identified 
for each statement in terms of its frequency (f) and identifying its percentile (%). For the 
descriptive analysis of the psychosocial dimension, the scores obtained by each traditional 
culture educator and mentor teacher are calculated based on the ideal average, i.e. from 1 to 
5. Subsequently, the scores are classified into three levels, low, medium and high, whereby 
the ideal path is divided into three equal categories, i.e. scores from 1.0 to 1.7 correspond 
to a low level (NB, equivalent to disagreement). Scores from 1.71 to 3.41 correspond to a 
medium level (NM, equivalent to indifferent). Finally, the scores distributed between 3.42 
and 5.0 correspond to a high level (NA, equivalent to agree), which allow us to understand 
how the BIEP is implemented in the school.

Results

Results make perceptions of mentor teachers and traditional culture educators 
explicit regarding the level of discrimination perceived in the educational relationship 
during the implementation of the BIEP in schools in La Araucanía. For this purpose, 
a comparative table is presented, according to the perception of each educational 
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agent. Table 2 presents a general description of the data regarding the perception of 
discrimination in the educational relationship. The acronym LL refers to a low level of 
perceived discrimination; ML refers to a medium level and HL refers to a high level of 
perceived discrimination in the educational relationship between the mentor teacher and 
the traditional culture educator during the implementation of the BIEP.

Table 2- Perceived discrimination in the educational relationship

ASSERTIONS 
TRADITIONAL CULTURE EDUCATORS

LL ML HL

(f) (%) (f) (%) (f) (%)

The educational relationship with the mentor teacher is affected by tensions or conflicts 
that hinder our work in the school.

46 43.8 8 7.6 51 48.5

The educational relationship with the mentor teacher is characterized by the fact that they 
ignore me in the classroom.

62 59 6 5.7 37 35.2

The educational relationship with the mentor teacher is characterized by the fact that they 
discriminate against me because I am Mapuche.

64 60.9 6 5.7 35 33.3

The educational relationship with the mentor teacher is characterized by the fact that they 
discriminate against me because I do not have a professional diploma.

67 63.8 8 7.6 30 28.5

In the educational relationship, it is the mentor teacher who is unaware of the Mapuche 
educational knowledge and skills to implement intercultural education.

34 32.3 12 11.4 59 56.1

In the educational relationship, the mentor teacher leaves me alone in the classroom when 
we implement the indigenous language course.

52 49.5 5 4.7 48 45.7

In the educational relationship I have noticed a low level of collaboration in class on the 
part of the mentor teacher.

53 50.4 7 6.6 45 42.8

The mentor teacher is uncomfortable with my presence in the classroom. 66 62.8 8 7.6 31 29.5

My knowledge and skills of the Mapuche language and culture have no place in the 
educational relationship at school.

61 58 9 8.5 35 33.3

ASSERTIONS 
MENTOR TEACHERS

LL ML HL

(f) (%) (f) (%) (f) (%)

The educational relationship with the traditional culture educator is affected by tensions or 
conflicts that hinder our work in the school.

39 78 2 4 9 18

The educational relationship with the traditional culture educator is characterized by the 
fact that they ignore me in the classroom.

46 92 4 8 - -

The educational relationship with the traditional culture educator is characterized because 
they discriminate against me because I am not Mapuche.

49 98 1 2 - -

In the educational relationship with the traditional culture educator, I am uncomfortable 
that they do not have a professional diploma.

44 88 5 10 1 2

In the educational relationship I do not know the Mapuche educational knowledge and 
skills to implement intercultural education.

31 62 6 12 13 26

In the educational relationship I leave the traditional culture educator alone in the 
classroom, when we implement the BIEP.

43 86 2 4 5 10

In the educational relationship I have noticed a low collaboration in classes on the part of 
the traditional culture educator.

41 82 2 4 7 14

I am uncomfortable with the presence of the traditional culture educator in the classroom. 43 86 - - 7 14

My knowledge and skills of the Mapuche language and culture have no place in the 
educational relationship at school.

43 86 1 2 6 12

f: frequency
Source: Developed by the authors
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In table 2, the discrimination perceived in the educational relationship shows that 
traditional educators recognize that their relationship with the mentor teacher is based 
on tensions or conflicts that make it challenging to incorporate Mapuche knowledge 
and academic knowledge into the classroom (48.5). When contrasting the perceptions 
of the traditional culture educator with the mentor teacher, we found that 78% of the 
latter disagreed with this perception. This means that the mentor teachers do not manage 
to visualize the predominance of tensions or conflicts in the educational relationship. 
Indeed, most mentor teachers could hide the existence of some kind of conflict or tension 
in the educational relationship, which could hinder the implementation of intercultural 
education. Such conflicts could be associated with the feeling of invisiblization experienced 
by traditional culture educators or the feeling of being ignored in the classroom when 
teaching Mapuche language and culture.

In this sense, data show that 35.2% of traditional culture educators perceive that 
they are ignored in their role and function in the school when passing on their cultural 
knowledge. Meanwhile, 92% of mentor teachers disagree. This could mean that mentor 
teachers have a highly rooted ‘colonizing’ view of the traditional culture educator, but 
not in terms of their potential to enrich the implementation of intercultural education 
and consequent students’ success, whether Mapuche or non-Mapuche. Indeed, data show 
that the perception of discrimination of the mentor teachers towards the traditional 
culture educator is denied or hidden under an ideological assessment that subalternizes 
‘the Mapuche’ people, without visualizing its practical implications. This divergence 
in the results constitutes a factor that could deepen the construction of the perceived 
discrimination towards traditional culture educators in the implementation of the BIEP. 
This is reinforced in traditional culture educators, as most of them ignore, consciously or 
unconsciously, feeling discriminated against for being Mapuche.

In general, data show that 33.3% of those who say they feel discriminated against 
at school because of their Mapuche ancestry disagree with the educational relationship 
with the mentor teacher. This discrimination could also be associated with the low level 
of schooling that traditional culture educators have. Likewise, when considering the levels 
of indifference and agreement, it is observed that 36.1% perceive discrimination for not 
having an academic major or professional diploma. 

In this sense, data show that the vast majority of traditional culture educators (60.9%) 
do not feel discriminated against for being Mapuche. However, there is also an important 
percentage of traditional culture educators (33%) who say they feel discriminated in the 
educational relationship, which is denied by 98% of the mentor teachers. This dichotomy 
could be explained because the teacher assumes an educational relationship with the 
traditional culture educator from a hegemony of knowledge and power that, by operating 
as systematic racism, implicitly denies the other in the school. 

In the same sense, in relation to the assertion about the lack of knowledge of 
Mapuche lore and know-how, 50% of traditional culture educators perceive that it is 
the mentor teachers who experience the problem, which limits the implementation of 
intercultural education. However, 62% of the mentor teachers disagreed and only 26% 
agreed with this statement. These discrepancies allow us to confirm that both traditional 
culture educators and mentor teachers perceive a sense of competence with each other 
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for reaching students and do not assume the process of mutual interaction as a social, 
political, and ethical commitment for the sake of the BIEP. This problem could have an 
impact on the processes of organization and planning of Mapuche educational contents to 
teach subjects, which would hinder the educational relationship that both agents establish.  
This could explain the low level of collaboration of mentor teachers with traditional 
culture educators that we observed in the field. Thus, as a result of the homogeneous 
distribution in the extremes of agreement and disagreement parameters, there is a 
discrepancy in the perception of traditional culture educators and mentor teachers, 
regarding the fact that in the educational relationship they are abandoned by the mentor 
teacher in the implementation of intercultural education. However, mentor teachers deny 
such abandonment in the classroom. This perception is reinforced when we note that 
the perception of the mentor teacher (82%) has a high valuation of the collaborative 
interaction with traditional culture educators. Moreover, they perceive that their part of 
the collaboration favors the incorporation of Mapuche educational knowledge and skills 
in the school environment.

However, in our observations we found that the collaboration on the part of the 
mentor teachers is perceived rather as a ‘deviation’, an omission, a laissez-faire, as an alien 
and dangerous project to implement in the structure of traditional education, consciously 
or consciously, planned, or unplanned. This discomfort could be explained, for example, 
by the historical denial of the indigenous episteme, both in the framework of school 
education and in society in general.

Discussion and conclusions

The results of the study allow us to identify three main points for discussion, these 
being: 1) discrimination that emerges in the educational relationship between traditional 
culture educators and mentor teachers; 2) the low collaboration in the implementation of 
the BIEP; and 3) the denial of epistemological tensions or conflicts in the classroom.

Regarding levels of explicit and implicit discrimination that emerge in the 
educational relationship among traditional culture educators and the mentor teachers, this 
is a factor that has a negative impact on the teaching and learning process of Mapuche 
knowledge in the classroom. This is because students, upon observing the gestures, words 
and looks of contempt towards the traditional culture educators, assume an attitude 
of rejection towards learning about the Mapuche in the school environment (ARIAS-
ORTEGA, 2019), constituting a factor that has a negative impact on the revitalization 
of social and cultural identity. Thus, the experience of discrimination perceived in the 
educational relationship towards the indigenous subject is not only an act of injustice, 
but it is also an act of humiliation that threatens values, identity and personality of 
individuals (DUBET, 2017). This reality invites us to reflect and question the status quo of 
discrimination in schools, which has been made invisible and naturalized in pedagogical 
practices, where apparently, indifference is constituted as one of the factors that make it 
visible (ARIAS-ORTEGA; QUINTRIQUEO, 2021b). This is because by denying indifference 
to situations of discrimination, the need to address actions and intervention plans at the 
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school level to address public policies and contribute to their adequate materialization 
becomes evident. (ARIAS-ORTEGA; QUILAQUEO; QUINTRIQUEO, 2019; ARIAS-ORTEGA; 
QUINTRIQUEO, 2020; TORRES, 2017). It is also necessary to overcome the limitations 
of colonialism that marks the historical context of discrimination and exclusion of the 
indigenous and their culture in schools, which makes Mapuche students to feel ashamed 
of their own ancestry. For this reason, it is essential to raise awareness of the importance 
of progressively eradicating discriminatory practices in society in general, and in schools 
in particular, in order to promote the social and educational development of people 
belonging to indigenous peoples.

In relation to the low collaboration in the implementation of the BIEP, in general, the 
traditional culture educator assumes a posture of resistance to work cooperatively with the 
mentor teacher, as a result of cultural differences and the history of discrimination rooted 
in the figure of the mentor teacher and their lack of knowledge regarding the Mapuche 
language and culture (QUINTRIQUEO et al., 2021). In this same sense, the low collaboration 
is expressed in the absence and mutual invisibility of both educational agents during the 
implementation of the BIEP. This is related to the standardized style of the Ministry of 
Education and the generalized reluctance in the school system for the implementation of 
BIEP. Let us consider that this program does not directly contribute to the achievement of 
learning in national standardized tests. Thus, this distance is produced by the opposition 
between educational principles and purposes that are proper to mentor teachers and the 
traditional culture educators, that is, formal school education and Mapuche education 
(ARIAS-ORTEGA; QUINTRIQUEO, 2021a). Consequently, in the educational relationship 
there is an absence of pedagogical practices that promote cooperative learning among 
educational agents as a product of poor collaboration. This absence of cooperative learning 
could be explained by three reasons. The first refers to the attitude assumed by mentor 
teachers, who, consciously or unconsciously, resist the teaching of Mapuche language 
and culture at school (ARIAS-ORTEGA, 2019). This could influence the denial of Mapuche 
knowledge in the school, which traditional culture educators intend to incorporate. The 
second refers to the resistance of traditional culture educators to receive support in class 
management and educational contents, under the belief that it is they who are in charge 
of educating on Mapuche knowledge (ARIAS-ORTEGA, 2019). The third, refers to the 
non-existence of spaces and periods for common lesson planning, in which generally it 
is the mentor teacher who informs the traditional culture educator the contents of the 
class just a few minutes before the start of the lesson (ARIAS-ORTEGA; QUINTRIQUEO; 
VALDEBENITO, 2018). However, a common point that could be limiting collaboration 
between mentor teachers and the traditional culture educators in the implementation of 
the BIEP is the fear of both educational agents to be externally evaluated and the urge to 
maintain unilateral control of the learning situation.

Finally, the denial of epistemological tensions or conflicts during the incorporation 
of Mapuche language and culture in the classroom limits progress in the adequate 
implementation of the BIEP, being relegated to mutual blaming among mentor teachers 
and traditional culture educators (ARIAS-ORTEGA, 2020). This prevents them from 
having a critical vision that allows them to discuss the points of epistemological 
disagreement, which limits progress in making decisions that facilitate the teaching of 
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Mapuche language and culture in the classroom. Thus, the educational relationship is 
strained because differences such as language, worldview, knowledge, and spirituality 
of the educational agents are not considered in the implementation of the BIEP (ARIAS-
ORTEGA; QUINTRIQUEO, 2021a). This does not allow the generation of bonds of openness 
and recognition of the other from an intercultural perspective. However, the application 
of this approach would be a contribution for the implementation of the BIEP, from a 
didactic, pedagogical, and methodological point of view and for the articulation Mapuche 
educational contents and methods into the curriculum from an intercultural perspective 
(QUINTRIQUEO et al., 2021).

In conclusion, discrimination perceived in the implementation of intercultural 
education in the Mapuche context by traditional culture educators and mentor teachers 
challenges the school and its historical role in the processes of subalternization of 
the Mapuche. In this context, there is a need to develop strategies for an intercultural 
intervention that provide a relevant response to the social, cultural, and linguistic 
diversity present in schools. Thus, it is a challenge for principals, teachers, parents, and 
community members to advance in an inter-epistemic dialogue, based on respect, ethics, 
political commitment, co-responsibility, negotiation, mediation, and abandonment of 
biased frames of reference. We conclude that in order to overcome these problems, it is 
necessary to build didactic, pedagogical, and methodological action strategies based on 
agreements which are sustained by dialog, reflection, and collaboration. This would allow 
us to assume an ethical, political, and epistemic commitment to transform and abandon 
exclusionary practices in order to advance in an education based on an intercultural 
approach to train future citizens, both indigenous and non-indigenous.
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