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Quale il "volto"/i "volti" della Scuola del XXI secolo? 
Uno, auspicato e oggi sempre più manifesto: il volto dell'inclusione. "Sfondo 

integratore" di una Scuola autenticamente partecipativa e comunitaria, l'inclusio-
ne prefigura quel diritto che ognuno dovrebbe trovarsi garantito in un contesto 
"protetto" qual è la Scuola, a partire da quanto scritto nell'art. 3 della nostra Co-
stituzione laddove lo Stato assume il compito di "rimuovere gli ostacoli di ordine 
economico e sociale, che, limitando di fatto la libertà e l'eguaglianza dei cittadini, 
impediscono il pieno sviluppo della persona umana e l'effettiva partecipazione di 
tutti i lavoratori all'organizzazione politica, economica e sociale del Paese". Dire 
che l'inclusione è un principio fondativo e una finalità formativa della Scuola si-
gnifica proporre e impegnarsi a diffondere, a partire dalle teorie e dalle pratiche 
didattiche scolastiche, per tutti, un diverso modo di guardare alla "differenza" in 
quanto singolarità positiva e in quanto condizione strutturale della natura umana, 
emergente dalla biologia terrestre (biodiversità) e dalla stessa configurazione 
identitaria dell'uomo, essere di per sé unico e irripetibile. Una Scuola inclusiva 
non fa "semplicemente" posto alle differenze, ma sceglie di metterle al centro di 
un'azione educativa e didattica che ha la sua essenza piuttosto che nell'omologa-
zione e nell'uguaglianza, nella distinzione e nella diversità, intese come scarti dif-
ferenziali fra culture, generi, capacità, talenti. L'inclusione costituisce una prezio-
sa opportunità per una Scuola di qualità. La categoria della "diversità", infatti, da 
qualche anno a questa parte, ha introdotto un nuovo punto di osservazione - l'e-
terogeneità - dal quale guardare l'agire didattico. L'eterogeneità è una caratteristi-
ca delle società umane e di conseguenza anche delle Scuole; è una sfida sul piano 
dell'accoglienza e della valorizzazione. Accogliere e valorizzare le diversità, pro-
muovere il dialogo fra culture differenti, così come l'equità e la democrazia, ac-
compagnare con "cura" i passaggi esistenziali di adolescenti inquieti o con disabi-
lità appaiono, oggi, più che obiettivi che la Scuola si pone, le tante espressioni di 
quel "volto" inclusivo.  
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Insegnare l'intercultura. La pedagogia del dialogo "al di là" dei gruppi etnici 
Teaching cross-culture. The pedagogy of the dialogue 'beyond' ethnic groups 

 
Isabella Loiodice 

 
La drammaticità del fenomeno migratorio degli ultimi 
tempi pone improrogabili domande – di carattere poli-
tico, economico, sociale, culturale, educativo – alle quali 
occorre dare risposta. Si tratta di un fenomeno di di-
mensione globale che vede al centro proprio l'Europa 
che, accanto a manifestazioni di solidarietà e di dialo-
go, vede oggi più che mai il dilagare di atteggiamenti di 
resistenza culturale e di vera e propria chiusura (anche 
materiale, come testimoniano i nuovi muri e le barriere 
fisiche che stanno sorgendo in più parti d'Europa). Il 
saggio analizza dal punto di vista pedagogico il tema e 
cerca di fornire alcuni spunti di intervento in ambito 
educativo, individuando nella scuola e nella formazione 
permanente la possibilità concreta di "abbattere i mu-
ri" e di "costruire ponti" in nome della comune appar-
tenenza al genere umano. 
 

The dramatic nature of the migratory phenomenon 
of recent times can not be delayed raises questions - 
political, economic, social, cultural, educational - 
which need to be answered. It is a phenomenon of 
global scale that sees to the center just Europe that, 
alongside demonstrations of solidarity and dialogue, 
today more than ever sees the spread of attitudes of 
cultural resistance and proper closure (even material, 
as evidenced by the new walls and physical barriers 
that are emerging in parts of Europe). The paper 
analyzes the pedagogical point of view the issue and 
tries to provide some food for intervention in educa-
tion, identifying the school and lifelong learning a 
real chance to "break down the walls" and to 
"build bridges" in the name of common membership 
mankind. 
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1. THE SYNDROME OF THE SIEGE AND THE FEAR OF THE OTHER 

It is true that our societies are widely marked by a multicultural dimension, 
which affects our daily experiences, in both our private and public sphere. Our life 
contexts, home furniture, clothes, but even our familiar and professional sets are 
seen as 'hybrid', and so is the vocabulary and the media we use in order to com-
municate worldwide. However, the latest chronicle events show a reality character-
ized by an attitude of defensiveness and of a tangible 'cultural resistance' toward 
the 'foreigner' who continues to be perceived as a stranger, and an enemy.  

That ethical and cultural tension, which, at the beginning of the 80s of the 
20th century, was foreshadowing a passage from a multicultural dimension to a 
cross-cultural one, seems to stop. Now as ever the rising of wars and the related 
migratory flows are consequence of self- centered narrow-mindedness, strictly 
clinging on the defense of ethnic groups, faiths, ideas, principles and values that 
are intolerant of whatever is 'other'. That transformation, seen as necessary, from 
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a multicultural society into a cross-cultural society has never ended. Of course, there 
are many positive examples of cross-cultural integration, mainly at schools; how-
ever, our societies have never become inclusive, and able to understand how 'the 
contamination' deriving from the meeting of peoples, cultures, and ethnic groups 
may bring enrichment. These last months' dramatic events witness of people dy-
ing in the sea, and many of them are women and children, compelled by hunger 
and war to escape from their homeland. They try to set foot on our land but end 
up tragically rejected at the borders. The Italian-French border as well as the An-
glo-French border seem to be overcrowded with desperate people who try to 
cross them; news of walls arising in Europe at its Eastern and Southern borders 
is very overwhelming. 25 years after the fall of Berlin wall, this appears to be a 
dangerous return to forms of militarization of borders that witness of a lack of 
strategies able to tackle such phenomena, which are no doubt dramatic and of 
wide relevance. Nowadays words like third world war echo, but it is a war 'bro-
ken into pieces, divided into chapters', as Pope Francesco states.  

What is alarming is a widespread diffusion of images and attitudes of rough 
narrow-mindedness towards those who set foot on our shores in desperate con-
ditions. The overdose of information – reduced to mere chronicle events – de-
termines further confusion in an overall approach to the issue of migration, put-
ting together opinions and ideas, which are very often opposite. On one hand, 
we are spectators of very upsetting images of the so-called 'temporary camps'32 
where groups of people live for an undefined period of time; on the other hand, 
we hear people protesting and complaining about the 'waste' of resources stolen 
to the Italians. This has led to a generalized condition of indisposition (existen-
tial, social, relational, cultural) – latent but pervading all our contexts – that 
seems to affect both people and institutions. The most frequent reaction (indi-
vidual and general) is a feeling of indifference towards the others: towards their stories, 
tragedies, and dooms. This implies returning to our private sphere, in an attempt 
to replace the meeting with the other (which worries us, produces suspicion and 
fear) with a search for one's own welfare (material and spiritual) enshrined in pri-
vate forms of intimism that result to be not true. (Arendt, 1989). 

Such a condition of personal indisposition becomes social due to the frailty and 
disintegration of the social and political fabric with respect to a globalized world 
which does not know barriers of languages, peoples, cultures, products, infor-
mation, and which on the other hand seems to encourage contacts, meetings, and 
exchanges. However, it is not very often capable of turning contacts, meetings and 
exchanges into tangible and effective forms of meeting and dialogue. This way the 

                                                            
32 Bauman's considerations (Baumann, Lyon, 2013, pp.52-53) on the 'surveillance' on migrants 

about their stay in the camps have impressed me most: "Camps reveal something definitive not as 
destination, but as a transient state that turns into a steady one. Being set in a place called 'campo 
profughi' has one only meaning: that of being considered as an outsider, a stranger, an intruder 
with respect to the rest of the world". 
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anesthesia of feelings becomes the direct consequence of an overdose of news about 
migratory flows and landings which end up tragically but whose final epilogue does 
not shake our conscience since participation is now fictitious and shallow. What 
emerges is a kind of emotional 'numbness', which gradually weakens both the ca-
pacity of 'thinking' and of 'feeling' the other people's life, as if media juxtaposition 
made us indifferent before such tragic events. Insensitivity causes indifference when 
news reports of broken lives that have a skin, a language, a faith, a culture different 
from ours, with a prevailing egoism which is often used as a tool of 'defense' 
against the others' misfortune. Fear of oneself and fear of the other intertwine de-
termining that feeling of psychological indisposition that becomes social, and that 
turns the fear of other people's sorrow into indifference. Inertia and disengage-
ment – forms of indifference – are the emotional reactions able to preserve from 
the risks arising from the meeting with the other. 

With respect to such an issue, actually we do not see any miraculous and 
unique solutions. What is strictly necessary is a tangible commitment – an educa-
tional commitment – combating the fear of the other through the realization of 
ways of thinking and feeling available to running the risk deriving from the meet-
ing with the other. In fact, meeting the other is always a risk which many times 
reveals our frailty and limits, and which determines fear of an emotional failure. 
This should lay the foundation for a constructive dialogue without omitting all 
problems related to the meeting with what is different from us, this way learning 
to capitalize how the knowledge of the other may bring benefit to our lives. 

Identity and otherness represent the constitutive antinomy of the human be-
ing, which derives from a dialectic relationship between equality and diversity, 
between one and many, between particularism and universalism, between local 
and global, 'discovering' that the same claim for acknowledgment of one's identi-
ty is just determined by the discovery of the other's identity, in both its similari-
ties and differences. 

It is the relationship that we have with the other that allows us to understand 
and confirm our uniqueness and singularity. In fact, the other helps us qualify our 
being, define and acknowledge ourselves. Living the difference – as a resource 
and not as a trap – contributes to the realization of identities open and plural, 
awkward and critical but at the same time, constructive and collaborative with 
the other from oneself. 

The 'common humanity' acknowledged and strengthened by dialogue can pro-
duce that intellectual claim, emotional and ethical, able to fight against the logics 
and practices of intolerance and self-centrism, be them founded on either political 
and economic reasons or ethnic and religious ones. We aim at activating paths of 
individual and social growth which no doubt require time for their implementa-
tion, and which are conceived as permanent training processes, extending diachronically 
(along the whole lifetime) and synchronically ( in many life contexts).  
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2. THE DRAMA OF FOREIGN MINORS, NOT ACCOMPANIED 

According to Save the Children, since the beginning of 2015 8000 minors have 
entered Italy alone, and their extremely critical conditions were deriving from every 
kind of previous abuses. It is a phenomenon that reveals numerous forms of vio-
lence: from the one suffered before landing to the one following landing since 
most of minors are victims of all sorts of blackmail. Minors escape from reception 
centres and end up in the hands of traffickers and exploiters capable of all sort of 
violence. Children of even of 11, 12, 13 years old, report of dramatic episodes; ac-
tions aimed at their protection are strictly required in order to provide them with 
the opportunity to reach the chosen Countries of destination without falling vic-
tims of criminals who exploit them and oblige them to whore. A recent act (2015) 
of the Italian Government has deliberated to open an ad hoc Fund for those foreign 
minors not accompanied, also with the aim of setting up specialized reception cen-
tres, with the following services: 'first reception and answer to material needs; in-
formation and legal support before the beginning of procedures for identification, 
fostering/appointment of a tutor, claim for international safeguard and family re-
union; health care assistance and psychological and social support (…)' (from the 
Report on the monitoring of 30th April on behalf of the Ministry of Labour and 
Social Policies). Then, ensuring specific international protection to all minors not 
accompanied – along with proper reception conditions – is no doubt fundamental 
in order to avoid several escapes from the centres (in fact, the number of minors 
landed on our shores and escaped from the centres has increased). It is a real hu-
manitarian emergency within the wider issue on migrants, which stresses on the 
relevance of proposing solutions because it affects children and teenagers who will 
not probably forget the suffered violence and the forced removal from their family 
and their place of birth, but who could, on the other hand, be offered the oppor-
tunity to escape an even worse doom. 

3. TRAINING AS CARE DEVICE, OF ONESELF AND OF THE OTHERS 

In order to discover the authentic feeling of humanity, which is mainly based 
on relationships, we need to re-start from the constitutive human nature and op-
pose the logic of 'interest' and of care to that of indifference, in a twofold dimen-
sion, both active (to take care) and passive (to receive care). In the last years, Ped-
agogy, as an expert knowledge scientifically founded on theory/practice in educa-
tion, has deeply revised the concept of care, starting from its numerous mean-
ings. Mortari states that 'care for life is fundamental and inalienable since life 
cannot flourish without care' (2015, p.11), and that the incompleteness of human 
nature requires care as a tension towards rendering one's self perfect, on the oth-
er hand finding full realization in taking care of the others. The very same rela-
tionship with the etymological root of the term culture (from colere, which means 
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to cultivate, to dwell, to take care), indicating 'an attitude of love care' (Arendt), 
allows us to affirm that all care actions are at the bases of civilization. Then, if we 
think of care as a paradigmatic instrument within the educational practice, care 
and education (education as care) are fundamental within cultures, and directly 
functional to the meeting among cultures, this way highlighting the constitutive 
cross-cultural nature of education. In fact, the training process can be reduced nei-
ther to a pure transmission of knowledge nor to conformation (of values and 
behaviours), but it is a 'springboard' for a free and complete explanation of men's 
and women's 'capabilities' at global level. Those capabilities, Nussbaum states 
(2002), which should allow all people enjoy of a respectable life 'worthy to be 
lived', from the right to life, health, and work to the right of political and reli-
gious freedom, and, more in general, to the right of being treated with dignity 
and respect, apart from gender, religion, ethnic group, culture. 

The educational/training process returns to be the core of any emancipatory 
project that intends to conjugate knowledge and emotions, cognitive and emo-
tional competences, personal and social dimension, a plurality of times as well as 
of life contexts and experiences. In its being an ongoing process, training has a 
constant dynamism which has the task of 'promoting capabilities', in the many 
meanings that such a word has, and that has been deeply analyzed in a recent ar-
ticle (2014) by Duccio Demetrio who has started his analysis from an initial deni-
al of the term, too much flattened according to Anglophone trends which sug-
gest, Demetrio says, to 'handle the word with care'. However, in his essay Arendt 
shows some positive meanings which can be widely referred to the interpretation 
provided by Sen and Nussbaum who identify in the 'capability' the opportunity 
to 'become capable of being men and women', to 'be able to offer powers and 
opportunities for self-determination' or 'the virtue of regaining one's own life', 
quoting an interview to the philosopher Natoli: 'Capability, in its suggested ex-
ceptions, be them metaphoric or tangible, becomes such a relevant word from a 
moral point of view, then not only functional, and characterized by efficiency 
and utilitarism' (Demetrio, 2014, pp. 44ss). Then, training, meant as a way by 
which people become capable of undergoing a process of emancipatory growth, 
can turn into the point of convergence of theoretical approaches and tangible 
actions in order to define and revitalize the concept of democracy again, 'nurtur-
ing an emancipatory training which may speed up and improve the capability of 
looking at the world through somebody's eyes' (Nussbaum 2010, p.112) in order 
to 'build a world which deserves to be lived, with people able to see other human 
beings in their round, with thoughts and feelings which deserve respect and con-
sideration , and with Countries which may defeat pain and suspicion in favour of 
a sympathetic dialogue leaded by reason' (Ibidem, p.154). 

Training as a right for all and along the whole life can determine that trans-
cultural belonging (Pinto, 2002) which, without denying one's roots, re-connects 
such roots to the common belonging to the human gender, this way reinforcing 
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our identity just through the reinforcement of other people's identity. The per-
spective of a planetary citizenship can become a privileged instrument for a ju-
ridical acknowledgment of citizenship on behalf of those who were born in a 
foreign Country and who, despite this, will have to wait until 18 to have their ju-
ridical status acknowledged. More than in the past, we hear people talking about 
ius culturae, i.e. of the citizenship acquired, at the end of an educational route, by 
the sons of foreign parents resident in a foreign Country for long time. In the bill 
submitted on 25th March 2013 by a group of Deputies, and my colleague Milena 
Canterini was one of them (Amends to the Law of 5Th February 1992, no.91, 
providing new norms on citizenship), they suggest to 'admit the principle of 
tempered ius soli (providing the citizenship at birth from parents who have been 
resident for long time) and of ius culturae (providing the acquisition of citizenship 
for children and adolescents who were born abroad, but who receive cultural 
training in Italy)'. Moreover, according to the 'Italian National Institute of Statis-
tics at the end of 2011 the foreign minors in Italy were 930000, and less than 
400000 were born in Italy'. Even if places devoted to training are many and dif-
ferentiated, it is true that school has been committed, in the last 10 years, to deliv-
ering projects of authentic cross-cultural education although the same school has 
witnessed of the difficulties in managing the relationship with the other. At 
school children experience the most constructive occasions of social and cogni-
tive decentralization; in the form of play they learn how to act in somebody else's 
shoes, abandoning their point of view and assuming that of the others, living oc-
casions of cooperative and participative work, learning how to cultivate imagina-
tion as a form of openness to divergence, developing a critical thought through 
study and discussion, testing feelings and emotions thanks to the dialogue and 
comparison with the others. 

4. SCHOOL 'AT THE CENTRE' OF THE TRAINING PROCESS 

Under an Integrated Training System which embraces, both diachronically 
and synchronically, the right/duty to training and learning, school stands for 'the 
centre' of a permanent training process since it is the place deliberately devoted 
to the planning and realization of teaching/learning activities. In fact, schools 
aim at training people being able to act with responsibility and in a qualified 
manner, learning to manage the whirlwind changes of our time. School, despite 
many difficulties, obstacles and resistance, has strived to be the most recipient 
institution with respect to many diversities represented by the increasing number 
of immigrant students. It has succeed in that since it is a 'natural' laboratory of 
meeting/comparison with diversity, from situations of social disadvantage and 
disability to those deriving from ethnic and cultural diversity. About the specific 
issue of the cross-cultural integration, there have also been many regulations 
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(laws, directives, and ministerial notes) which have defined, since the 1990s, 
forms and times of integration at school (In the Apulia Region we remember 
with particular attention the Albanian exodus and those ships overcrowded with 
human beings who were setting foot on our shores). Also, this springs from an 
increasing and massive number of foreign female and male children attending 
our school: a document provided by SIPED on Re-thinking school in today's society 
(2015) reports how 'today the Italian school is attended by about 800000 foreign 
students, coming from 196 different Countries in the World (The entire world is 
represented at school in Italy!)'. 

Maternal and primary schools have been the first to be equipped to managing 
the reception of immigrant children, showing capability and availability to deter-
mine didactic actions, also according to the ethnic and geographic origin, the age, 
the language, the ways of thinking, the habits that each child, while entering the 
school, brings with him/her. Teachers have been able to understand, along the 
years, how relevance the presence of foreign children is, also for same Italian stu-
dents. The logics and practice of reception have been carried out in delivering di-
dactic projects on cross-culture, in using forms of group works and of strategies 
and methodologies on cooperative learning, in organizing spaces for listening and 
discussion, but also for reading and multimedia production of cross-cultural writ-
ings and texts, this way transforming the school in a place of mediation between 
languages and codes, between knowledge and lives, even diverse between them. 

In the SIPED Document, this educational and cross-cultural 'footprint' as 
well as the tangible and daily commitment on behalf of the teachers are reasona-
bly highlighted. In fact, the Document reports that 'the need to manage, in a way 
that is effective, the cross-cultural difference in society requires a powerful in-
vestment on cross-cultural education, meant as an intentional project on the 
promotion of dialogue and of cultural comparison addressed to all, both Italian 
and foreigners, in order to give voice to an active citizenship, cross-cultural and 
conscious. However, such a scope calls for a tangible training investment for 
teachers so that they could acquire new pedagogical skills according to principles 
of openness to other cultures, of reception and inclusion, to make diversity a 
privileged point of view within the educational process'. 

In conclusion, I say, just starting from some transformations in the phenom-
enology of migratory phenomenon and of its effects on school integration. 
There is a variegated phenomenology of 'foreign' students: students not pos-
sessing the Italian citizenship, students living in not Italian-speaking environ-
ments, minors not accompanied (whose tragic claims for proper solutions have 
already been signaled), students who are sons of mixed couples, internationally 
adopted children, Rom, Sinti and Caminanti students, university students with 
foreign citizenship. 

What should be taken in due and careful account is the massive increase of 
students, not Italian citizens, who were born in Italy (with respect to the new 
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comers). In the new Guidelines on the reception and integration of foreign stu-
dents of February 2014 (the previous ones date back to the year 2006, and many 
have been the Ministerial regulations in the middle), MIUR (Italian Ministry for 
Education and Research) shows how foreign people who were born in Italy and 
foreign people who have recently come to Italy represent two opposite sides of 
the same concern, starting from the consideration that for the formers one of 
the major obstacles to integration, i.e. the language, is strongly reduced since all 
children who were born in Italy learn the Italian language (although they raise 
new and different issues on integration). Another feature of transformation of 
foreign students is the length of school attendance, considering also upper sec-
ondary schools and universities. Problems are mainly related to the fact that the 
number of primary and lower secondary school students who were born in Italy 
and who master Italian (which is now their language) is remarkable, but the 
number of students attending higher secondary school or University who have 
previously studied in their home countries and who do not possess an adequate 
knowledge of Italian is much higher and is worsened by the greater complexity 
of learning forms and contents. 

The 2014 Guidelines state, in brief, that acknowledging the model of integra-
tion that the Italian school has successfully achieved in the last years as positive 
is fair and right. For instance in 2007 an Italian model of integration has been 
drafted (The Italian path towards a cross-cultural school and the integration of foreign stu-
dents): it founds any tangible signs at curricular or institutional level on the prin-
ciple of cross-cultural education meant as a rejection of forms of assimilation or 
of cultural resistance in favour of logics and practice of dialogue, of mutual ac-
knowledgment and enrichment in respecting ethnic and cultural differences. The 
same National Indications for the Curriculum of Maternal and Primary Schools of No-
vember 2012 confirm that. Developing skills, since the first school years, is a tool 
to remove stereotypes and prejudices. Skills are required to learn to know, to 
learn to come in touch and compare with multiple ethical and cultural worlds 
represented by students belonging to other ethnic groups and Countries. This 
way difference will not change into disparity. Such approach lay the bases for a 
tangible education to citizenship and to a sympathetic democracy, favoring a 
feeling of solidarity opposite to indifference and even narrow-mindedness. 

Turning into real didactic practices such training goals implies a capability to 
be able to teach students to understand how their point of view is relative, and to 
realize that a plural thinking springing from comparison and dialogue brings en-
richment, and is not to be seen as renunciation. Then, training succeeds in satis-
fying one of its constitutive features i.e. that of being transformative (Demetrio, 
2000): a transformative tension that training will ensure by also taking into ac-
count the required continuity with a person's life path. Training – school training 
in particular- can help provide an interpretation of common and shared reality, 
beyond specific ethnic and cultural belongings. 
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However, it is relevant that teachers – in order to be able to train students – 
will not miss that taste for relationship, which is also a relationship of knowledg-
es (disciplinary knowledges entrusted to them) which are deep since they come 
from the experience gained by former generations, now passing from one gener-
ation to another. Teaching and learning are not merely mental operations, but 
imply a real emotional involvement that generates satisfying and meaningful rela-
tionships deriving from the union between knowledge and emotion. Such rela-
tionships affect those who actively participate in the school as a system and pro-
cess, and those who do so but from the outside (families, local agencies, etc). 
These relational ties allow to overcome material and cultural barriers this way 
opening up to comparison and exchange, acknowledging diversity, looking for it 
and making it tangible through the meeting of knowledges to be taught, students, 
methods, activities and all related didactic strategies. Then, promoting 'forms of 
constructive coexistence by which the meeting with the other can determine a 
cognitive and ethical inter definition where cognitive coordinates of each of the in-
volved cultures 'open up' to exchange, comparison and solidarity (Pinto Minerva 
2002, p. 42), is possible. 

The construction of relationships, through a sympathetic training, can con-
tribute to oppose the many and diffused forms of ethnocentrism which seem 
persistent with respect to the new transformative claims for contemporaneity 
and which expose everybody (single individuals and the community) to the 
threatening risks of constraints, abuses and conflicts on large scale. 

As educators, scholars and citizens our duty is to fight against such risks and 
to promote the opportunities for dialogue and dialectic comparison. This process 
is often hard, difficult, but always constructive. 
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