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La scuola e la prospettiva interculturale 
The school and the Intercultural perspective 

 
Massimiliano Fiorucci 

 
 

Dopo aver presentato i dati sulla presenza dei mi-
granti in Italia e degli allievi con cittadinanza non 
italiana nella scuola italiana, l'autore formula al-
cune proposte di intervento a partire da una defini-
zione del campo dell'educazione interculturale. L'e-
ducazione interculturale da una parte mira all'indi-
viduazione e alla progettazione delle più idonee 
strategie didattiche per favorire un positivo inseri-
mento degli allievi stranieri nella scuola e nella so-
cietà, dall'altra propone la revisione e la rifondazio-
ne dell'asse formativo della scuola che non deve mi-
rare solo alla formazione del cittadino italiano, ma 
alla formazione di un cittadino del mondo, che vive 
e agisce in un mondo interdipendente. Ciò significa 
rileggere in chiave interculturale i saperi e le disci-
pline insegnate nella scuola.  
 
 
 

After drawing an updated overview of the presence 
of immigrants in the Italian society and of non-
national students in the school system, the contri-
bution focuses on the issue of intercultural educa-
tion. It is possible to say that educational research 
and intercultural practice move substantially along 
two main axes. In the first place, engaging in in-
tercultural education means working to identify, 
design and test the educational and teaching strat-
egies most appropriate for encouraging a positive 
insertion of foreign students in schools and, there-
fore, in society. In the second place taking a per-
spective with an intercultural connotation means 
engaging in the objective of encouraging habits of 
reception in Italians. This can and must be reflect-
ed in the review and refoundation of the training 
axis of the school which must not aim only at the 
formation of the Italian citizen, but above all at 
the formation of a citizen of the world, who lives 
and acts in an interdependent world. 
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The present contribution aims to discuss the approach of intercultural edu-

cation developed in the Italian school system. On the 'international' scene, Italy 
presents itself with a very particular 'migratory' history. The great migrations of 
the twentieth century have involved our country from two points of view: first 
as a land of emigration (around 26 million emigrants in one hundred years: 
1876-1976 – there are more than sixty million persons of Italian origin in the 
world and currently more than four million Italian workers overseas) (Fonda-
zione Migrantes, 2012); and second, as a land of immigration (1976 was the 
year in which, for the first time in the history of the country, positive net mi-
gration was recorded). 
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There are currently over 5 million foreign residents on Italian territory 
(5,364,000) who account for 8,2% of the resident population. There are more 
than 190 countries of origin and the high number of nationalities found in Italy 
has led some scholars to define Italian society as a sort of 'migratory archipelago', 
in so far as there are persons from almost all countries of the globe, albeit in dif-
ferent percentages. The top five countries by origin are Romania (933,000 per-
sons), Morocco (525,000), Albania (503,000), China (321,000) and Ukraine 
(234,000), whose nationals together account for half of the migrants present in 
Italy (Idos-UNAR, 2014). 

It should be noted, moreover, that there are many linguistic and cultural mi-
norities in Italy (Campani, 2008). According to Ministry of the Interior estimates, 
about 5% of the Italian population has a mother tongue other than Italian. The 
Italian Constitution explicitly protects linguistic minorities. Article 6 of the Con-
stitution ('The Republic protects linguistic minorities by means of special provi-
sions') was applied before 1999, especially in some regions with special status 
(Aosta Valley, Trentino and Friuli Venezia Giulia). Subsequently, through Law 
482/99 concerning 'Provisions for the protection of historical linguistic minori-
ties', the existence of some other (but not all) linguistic minorities was recog-
nised. Article 2 of the law states that 'In implementation of Article 6 of the Con-
stitution of the Italian Republic and in harmony with the general principles es-
tablished by European and international bodies, the Republic protects the lan-
guage and culture of the Albanian, Catalan, German, Greek, Slovenian and Croa-
tian populations and those speaking French, Franco-Provençal, Friulian, Ladin, 
Occitan and Sardinian'. The law also contains specific provisions for the teaching 
of minority languages in schools in 12 recognised linguistic communities. Ac-
cording to the law, schools must ensure the teaching of minority languages and 
the right of persons to belong to such minorities and to learn their mother 
tongue is recognised. In particular, Articles 4 and 5 of Law 482 provide for inter-
ventions both at the level of individual schools and at the level of the Ministry of 
Education (MIUR). 

One of the minorities that has been excluded is that of the Roma and Sinti 
groups (Fiorucci, 2011). In fact, the Roma and Sinti communities are not men-
tioned, either in the First Report on the Status of Minorities in Italy prepared by the 
Central Office for the Problems of Border Areas and Ethnic Minorities of the 
Ministry of the Interior in 1994, or in Law 482/1999. Roma and Sinti are the 
most significant ethnic and linguistic minority in the European Union (about 10-
12 million people). Italy does not have official data about their presence. Accord-
ing to the latest estimates, there are between 120,000 and 160,000 Roma, Sinti 
and Camminanti (Gypsies) in Italy; other sources put the figure at about 150,000 
people. The composition of this population is roughly as follows: 60% are Italian 
nationals, the remaining 40% come from European Union countries (mostly 
from Romania) and from non-European Union countries (mainly the countries 
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of the former Yugoslavia). Migration from Romania has been particularly signifi-
cant in recent years. Rome is probably the Italian city in which the largest num-
ber of Roma and Sinti live. According to independent estimates, between 12,000 
and 15,000 Roma and Sinti live in Rome and the surrounding areas (Amnesty In-
ternational, 2010: 2). In the city of Rome, there are also different communities: 
from the autochthonous communities to communities of foreign origin, such as 
the Rom communities from countries of the former Yugoslavia and those from 
Romania. 

It should be noted, however, that in February 2011 the Extraordinary Com-
mission for the Protection and Promotion of Human Rights of the Italian Senate 
made public the results of the survey on the status of Roma, Sinti and Cammi-
nanti in Italy, publishing the Final Report of the Survey on the Condition of Roma, Sinti 
and Camminanti in Italy (Commissione straordinaria per la tutela e la promozione 
dei diritti umani del Senato della Repubblica, 2011). It is a particularly important 
document because this was the first time that the issue had been given national 
prominence. 

This significant migratory flow has had a strong impact on the school system; 
in about fifteen years, the number of foreign students increased more than ten-
fold, from 59,389 units (1996/97 academic year) to 802,844 (2013/14 academic 
year) (MIUR - ISMU 2014), with the percentage of children and young people of 
foreign nationality reaching 9%. 'If one takes into account that the countries of 
origin are about 200, it is easy to understand the complexity of the phenomenon, 
especially when it comes to developing initiatives to support the integration of 
foreign students' (MIUR, General Directorate for Studies, Statistics and Infor-
mation Systems - Statistical Service, 2012: 3). The presence of students with non-
Italian citizenship thus now represents a structural phenomenon and, at the same 
time, one which is constantly changing both in terms of annual increase and the 
variables that cause it. The percentage of children born in Italy out of the total 
school population of non-Italian origin has increased from the average of 34.7% 
in academic year 2007/08 to 51.7% in 2013/14, corresponding to 415,283 stu-
dents. The presence of students with non-Italian citizenship is uneven both in 
terms of origins and in terms of the geographical distribution of different nation-
alities on Italian territory. The uneven territorial distribution of students with 
non-Italian citizenship results in significantly different incidences of foreign 
presences that, in turn, generates very different school situations concerning or-
ganisational and educational aspects related to the activity of integration.  

The annual survey by the Ministry of Education, University and Research 
(MIUR-ISMU, 2014) describes a situation that is quite critical with regard to stu-
dents with non-Italian citizenship. It should be noted, however, that there are 
significant differences between those who were born in Italy and those who ar-
rived a few years ago. There are, in particular, two obvious problem areas with 
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regard to students with non-Italian citizenship which concern: the choice of up-
per secondary school and lagging behind in studies. 

Faced with such a situation, it is therefore necessary to develop educational 
responses that are suitable for the problems of the present. The processes of 
globalisation under way and the multicultural configuration of today's society 
raise deep questions about the education and training systems which must now 
aim at the training of the citizens of the world. From such a point of view, inter-
cultural training of teachers occupies a position of importance: it is only by start-
ing from correct formulation of educational work in schools that one can hope 
to diffuse an increasingly necessary 'culture of coexistence'. This is not an easy 
target: teachers and educators first are called on to question their paradigms of 
reference in order to attenuate the rate of ethnocentrism in our education sys-
tem. 

In this context, the proposal has been defined for intercultural education that 
is structured as the answer in terms of educational practice to the challenges 
posed by the world of interdependencies; it is an intentional educational project 
that cuts across all fields of study taught in schools and aims to change percep-
tions and cognitive habits with which we generally represent both foreigners and 
the new world of interdependencies.  

Intercultural education does not therefore have an easy or short-term task, 
because it implies a review of existing knowledge taught in school and because 
intercultural education is not a new field of study that is added to others, but a 
point of view, a different perspective with which to look at the knowledge cur-
rently taught (Fiorucci, 2008). The origin of intercultural education is linked to 
the development of migratory phenomena, yet today it has abandoned the field 
of special education aimed at a specific social group, becoming an innovative 
pedagogical approach for the refounding of the school curriculum in general. 

Many definitions of 'intercultural education' (Susi, 1995; Sirna Terranova, 
1998; Gobbo, 2000; Pinto Minerva, 2002; Giusti, 2004; Portera, 2013; Favaro, 
Luatti, 2004; Zoletto, 2007 and 2012) have emerged in recent years due to the 
research and experiments conducted in Italian educational contexts (Gobbo, 
2008; Santerini, 2010; Giusti, 2012). It is possible to say, however, that educa-
tional research and intercultural practice move substantially along two main axes. 

In the first place, engaging in intercultural education means working to identi-
fy, design and test the educational and teaching strategies most appropriate for encouraging 
a positive insertion of foreign students in schools and, therefore, in society (but schools and 
social-educational and training services cannot be left alone in this task). This in-
volves provision of the necessary conditions to ensure that all individuals (na-
tives and immigrants) obtain the same rates of academic success. Some areas of 
work in this direction may be briefly indicated:  

- reception (scholastic reception together with social reception): this means 
understanding and being understood, that is, acquiring information and 
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knowledge about the school systems of origin and prior schooling; it also means 
providing information on the Italian school system, drawing a linguistic and cog-
nitive profile of students, acquiring information about the migratory project of 
the family. Reception is made up of several aspects: bureaucratic, organisational, 
affective-relational, educational-learning and cognitive (MIUR, 2006; Ongini and 
Nosenghi, 2009; Favaro, 2011); 

- teaching of Italian as a second language: this aspect is absolutely central (Tosi, 
1995; Vaccarelli, 2001; Favaro, 2002b; Vedovelli, 2002; Favaro, 2011). Language 
skills are the basis of any integration process and it is necessary to teach Italian in 
a different way for those who are literate in another language; however, that 
teaching can only be done within normal school classes, avoiding the construc-
tion of separate places of learning; division into groups, for short periods and for 
specific learning (language laboratories), does not call this choice into question. 
The central point of insertion is precisely the possibility for the foreign student 
to come into contact with peers, from whom, in formal and non-formal ways, he 
or she will learn not only the most immediate linguistic forms, but also the forms 
of communication and the rules of the host group. All studies show that a com-
plete separation of the new student would be detrimental to his or her ability to 
fit in, at the linguistic, communicative, cognitive and cultural levels, with the 
group-class. Intensive courses (a few hours per week) that strengthen and sup-
port learning, especially with increasing age, are obviously different. In fact, as 
boys and girls gradually become older, intensive courses are more necessary and 
effective, provided that they are accompanied by a continuous relationship with 
the whole group-class, its activities, its feeling of being 'a group'. The class, in 
fact, is the meaningful context for every linguistic and communicative expres-
sion, that is, the context that gives meaning to the contents: both relational as 
well as those of learning (Baldacci, 2009: 33-38); 

-  enhancement of the language and culture of origin and multilingualism (Favaro, 
2011; Council of Europe - Italiano Linguadue, 2011): this is a complex and struc-
tured issue that requires different responses that also depend on the migratory 
projects of families. The maintenance and reinforcement of the language and cul-
ture of origin strengthen the general communication skills of immigrant students, 
helping to increase the level of self-esteem. And yet here there must be complete 
freedom, protecting the right of everyone to develop starting from what he or 
she is. Multilingualism of the individual and of the system must be promoted. In 
this respect, the considerations made in the document The Italian Way for the Inter-
cultural School and Integration of Foreign Students are of great interest: 'The situation 
of multilingualism that is becoming increasingly common in schools is an oppor-
tunity for all students not just for foreign students. The action relates to: 
multilingualism in schools, i.e. of the system: today, two European Communi-

ty languages are taught, which the qualification tables reduce to English, French, 
German and Spanish, plus Russian; there has to be a rethink of the general offer 
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(not limited to immigrants) of foreign languages, including the languages spoken 
by the most numerous collectivities depending on the areas of the country and 
foreseeing the related qualifications: courses can be organised on the basis of 
school networks, in order to allow the creation of numerous class groups. In all 
cases, even in primary schools, teachers can enhance multilingualism by giving 
visibility to other languages and the various alphabets, discovering the 'loan-
words' between languages, etc.; 
individual multilingualism: maintenance of the language of origin is a human 

right and it is an essential tool for cognitive growth, with positive implications 
also for Italian as a second language and foreign languages studied in school. The 
teaching of languages of origin in their standard version can be organised togeth-
er with Italian and foreign groups and associations, while it will be families and 
communities to expose children to the non-standard varieties spoken by them' 
(Ministero della Pubblica Istruzione, 2007: pp.13-14); 

- common intercultural activities: all those activities that contribute to dialogue 
and mutual understanding should be promoted. These activities (expressive, mu-
sical, theatrical, etc.) should benefit both the relations between Italian and for-
eign students in the classroom and relationships with peers in the time outside 
school. The quality and quantity of these relationships are important 'indicators 
of integration'.  

In the second place, because intercultural education is aimed at everyone and especially 
at native people, taking a perspective with an intercultural connotation means en-
gaging in the objective of encouraging habits of reception in Italians. This can and must be 
reflected in the review and refoundation of the training axis of the school which 
must not aim only at the formation of the Italian citizen, but above all at the 
formation of a citizen of the world, who lives and acts in an interdependent 
world (Fiorucci, 2008). 

In brief, this perspective implies that some basic measures should be adopted: 
reinterpretation of knowledge taught at school with an intercultural emphasis and thus 

the transition to intercultural teaching of fields of study which consists of revis-
ing school curricula and teaching programmes (Fiorucci, 2008; Luatti, 2009; San-
tarone, 2012 and 2013). To give a few examples: in the teaching of history, there 
should be a revisitation of the issue of the discovery/conquest of America 
(Todorov, 1992; Todorov, Baudot, 1997) and of the encounters between peoples 
in the age of Columbus (Abulafia, 2008); there should be a reconsideration of the 
story of the crusades also from the point of view of Arab historians (Maalouf, 
1989); there should be a rediscovery of the history of the 'Mediterranean' 
(Braudel, 1977) as a space of dialogue and encounter among civilisations; it 
would be important to reinterpret the close relationship between Europe and 
Asia (Goody, 2010) and revisit the Italian colonial experience (Di Sapio, Medi, 
2009; Tomasello, 2004); in the teaching of geography, think of the role that could 
also be played by other cartographic representations of the world such as, for ex-
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ample, the one proposed by Arno Peters (Peters, 1988; Grillotti Di Giacomo, 
2008); in the teaching of mathematics (Ascher, 2007; Supino, 2008) and philosophy 
(Melchiorre, 2014), think of the many cultural influences that have determined 
development of the disciplines; for music, think of the intercultural dimension of 
jazz, blues and 'world music'; for economy, think of the strong correlations that ex-
ist between migration and economic globalization; and for Law, to give just one 
example, think of the issue of 'citizenship'; 
critical analysis of textbooks. School textbooks are the first mediators and are 

often carriers of stereotypes and proponents of a Eurocentric and ethnocentric 
representation; 
significant investments in intercultural training of teachers to equip them with 

skills and knowledge of an anthropological, sociological, pedagogical, linguistic, 
psychological nature and so on, and of themes of great and ancient cultures 
(such as India or China) and major religions. 

Intercultural education is connoted in daily practice with operational strate-
gies characterised by the following basic elements: 

- selection of intercultural issues in disciplinary and interdisciplinary teaching, 
with subsequent revision and integration of school curricula; 

- conducting of supplementary interventions for curricular activities, with the 
contribution of the various institutions and organisations engaged in intercultural 
activities; 

- attention to a climate of openness and dialogue, as well as a reflection on 
teaching style; 

- adoption of targeted strategies in the presence of foreign students with spe-
cial needs (Favaro, 2002a: 46-47). 

In recent years, teachers have adopted different strategies to guide teaching in 
an intercultural sense, according to guidelines provided by pedagogical theory 
and empirical and experimental approaches, based on self-initiative, individual 
creativity and the wealth of experience accumulated by schools. 

Graziella Favaro has identified the following areas within which to order the 
best known and formalised experiences of the intercultural approach: 

- teaching of reception; 
- teaching of Italian as a second language; 
- teaching for the promotion and comparison of cultures; 
- teaching for the decentralisation of points of view; 
- teaching for the prevention of stereotypes and prejudices; 
- teaching for change of fields of study (Nigris, 2003: 26). 
The teaching of reception may be implemented in the initial phase of insertion of the 

foreign student in the school context. Recognising the special needs of foreign 
children, individual schools have equipped themselves with flexible and operative 
facilities and pathways to handle the reception of foreign students and their fami-
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lies in schools. Thus, working groups, specific figures, and commissions with 
planning and management tasks in the field of education and intercultural teach-
ing have sprung up. For example, in order to plan effectively the reception of 
foreign children, a 'reception protocol' can be prepared, bringing together the en-
semble of interventions, strategies and operational structures which institutions 
decide to adopt, including primarily: procedures put in place at the time of en-
rolment; strategies for 'first knowledge'; the criteria for assigning students to clas-
ses; other reception facilities, such as instruments offered by intercultural docu-
mentation centres or allocation of appropriate professional resources. 

In this phase it may also be important to collect the personal history of the 
foreign child, thus also obtaining information on the school system of origin, 
and making a comparison with the Italian system, paying attention to organisa-
tional and teaching models, as well as levels of preparation required (Nigris, 
2003: 27-28). 

The procedures for reception that the school puts in place can be divided in-
to procedures of a bureaucratic-organisational nature, such as enrolment proce-
dures; of an informational-cultural nature, such as the construction of a docu-
mentation centre; of a relational nature, such as reflection on the mode of recep-
tion in a class by children and teachers; or of an educational-teaching nature, 
such as the provision of laboratories for language learning. Such facilities may be 
more or less effective in promoting the insertion of foreign children, depending 
on the cultural framework and the scholastic model that these latter find, as well 
as the sense of belonging and involvement that these facilities will be able to 
promote (Nigris, 2003: 30). 

The teaching of Italian as a second language is a targeted strategy, implemented in 
the presence of foreign students with special language needs, aimed at the teach-
ing-learning of the Italian language. One of the priorities in the integration of 
foreign students is to promote the acquisition of good written and spoken com-
petence in Italian, in the receptive and productive forms, to ensure one of the 
main factors of academic success and social inclusion. On their arrival, foreign 
students are faced with two different language needs: 

- the Italian language in the concrete context, which is essential for com-
municating in everyday life (the language for communicating); 

- the specific Italian language, which is required to understand and express 
concepts, develop learning of various fields of study and a reflection on the lan-
guage itself (the language for studying). 

The language for communicating can be learned in a relatively short period of 
time that varies according to age, language of origin and use in environments ex-
ternal to the school. On the other hand, learning the language for studying may 
take several years, given that it is a question of specific skills. Study of the Italian 
language should be inserted into the everyday learning and school life of foreign 
students, with language laboratory activities and paths and instruments for inten-
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sive teaching of Italian. Learning and development of the Italian language as a 
second language must be at the heart of teaching. It is therefore necessary that all 
teachers are involved, and it is appropriate to have programming structured 
around real needs and monitoring of progress in learning the Italian language, 
progressively acquired by the foreign student. 

Instruments and figures of linguistic facilitation (billboards, alphabet charts, 
maps, simplified texts, audio-visual or multimedia instruments, etc.) can be used 
in the initial phase, promoting the capacity of the student to develop the lan-
guage for communicating. Subsequently, particular attention should be paid to 
learning the language for studying because it represents the main obstacle to the 
learning of various fields of study. As for the other original languages, an im-
portant resource for cognitive and affective development, for their enhancement 
it is necessary to assume a polycentric perspective that involves both families and 
public and private social agencies present on the ground (Favaro, 2002a; Baldac-
ci, 2009). 

The intercultural approach most frequently put in place in recent years by 
teachers is undoubtedly that of teaching for the promotion and comparison of cultures, 
with the production of activities, courses and teaching materials for students in 
more or less multicultural school contexts in order to allow the acquisition of 
skills required to implement a correct perception of other cultures (Nigris, 2003: 
31-32). It was the concrete condition of encounters between children and fami-
lies of different origins that pushed teachers and school directors to offer educa-
tional paths aimed at knowledge of the cultural aspects of belonging of foreign 
children. The presentation and exploration of aspects of different cultures have 
thus proved in recent years to be the most immediate ways to put intercultural 
commitment into practice. Following a first phase of 'emergency', schools have 
taken steps to introduce educational courses aimed at developing knowledge of 
diverse cultures into curricula in a stable way. 

In this sense, topics such as the characteristics of the country, language, social 
and daily life, feasts, play, school and food are presented. However, the cognitive 
approach may involve some risks that is appropriate to point out, in order not to 
impoverish intercultural commitment; in fact, there is the danger of a certain 
'transformation into cultural folklore' or of producing a rigid, homogeneous and 
motionless view of cultures (Susi, 1995: 59-60). 

Teaching for the decentralisation of points of view is a further intercultural approach 
that has been successfully implemented in recent years by teachers. In this case, 
specific cultural themes and elements are taken into consideration, which are 
then analysed starting from different points of view, in order to highlight the ex-
istence of a multiplicity of perspectives for the same subject. 

The ethnocentric attitude is undoubtedly present in all social groups and cuts 
across all cultures; only a 'critical ethnocentrism' (De Martino, 1977) in its radical 
sense commits the individual to ethical-political awareness, therefore no longer 
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only logical-cognitive and cultural. In this way, intercultural education means to 
act on the affective and representational side, as well as on the cognitive and 
knowledge side, in order to exercise critical comparison and recognition of iden-
tities and differences. 

Teaching for the prevention of stereotypes and prejudices is an approach that also inti-
mately concerns reflection regarding subject content, prompting teachers to call 
into question some of the cultural and epistemological assumptions on which 
learning itineraries have been constructed to date. 

Teaching for change of fields of study and school curricula is, on the other hand, the most 
complex approach, which aims to select new and revise existing contents, starting 
from the observation that current curricula exclude certain cultural elements (Fio-
rucci, 2008). It is a path that necessitates choosing the intercultural perspective as 
the axis of the entire educational institution, addressing all students. 

Notes for constructing educational courses on migration starting from literature 
The issue of migration is one of the fundamental conceptual nodes of inter-

cultural education. According to Elio Damiano, for a topic such as migration, the 
main teaching activity should consist of direct work by students with materials 
and documentation of various types, for example, newspapers, books or films. A 
working group under the guidance of the teacher is the most suitable because it 
is necessary to develop the comparison of opinions continuously, given that the 
relationship with the 'different' implies a psychological involvement that is also 
influenced by stereotypes and agents external to the school (Damiano, 1998: 466). 
A theme such as migration makes it possible to involve many fields of study, es-
pecially in literature (Santarone, 2013) where there are now many novels, short 
stories and poems dealing with this topic; often these works are composed by 
authors who recount first-hand their own migratory experience. It is possible to 
start with Moroccan writer Tahar Ben Jelloun and re-read some of his novels – 
e.g. Nadia and A occhi bassi (With Downcast Eyes) (Ben Jelloun, 2002 and 1993) 
with this focus or, conversely, with Italian literature. The examples, treated also 
by well-known authors, are numerous: in his novel Sull'oceano (On the Ocean) 
(1889), Edmondo De Amicis – best known for his book Cuore (Heart) – ad-
dressed the theme of Italian emigration to Argentina in the 1880s; one chapter of 
Carlo Levi's Cristo si è fermato ad Eboli (Christ Stopped at Eboli), describes the emi-
gration from Lucania (today's Basilicata) to the United States during the fascist 
period; in two short stories, Leonardo Sciascia addresses the issues of Sicilian 
emigration to Switzerland and Germany – L'esame (The Examination) – and the 
United States – Il lungo viaggio (The Long Journey) (Sciascia, 1973). Equally im-
portant is the contribution of Italian writers belonging to historical linguistic mi-
norities: one example is Carmine Abate (2012a and 2012b), born in Carfizzi, a 
small Arbëresh town in Calabria, whose extraordinary works have received major 
national and international recognition. 
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Remaining in the field of literature, mention should go to that extraordinary 
territory called by scholars 'Italian literature of migration' (Fiorucci, 2006; Gnisci, 
1998, 2003; Bregola, 2005; Rigallo, 2002; Fracassa, 2012), which consists of the 
ensemble of those texts published directly in the Italian language by foreign au-
thors who have been immigrants in Italy for a significant number of years. This 
is a body of works that is now very extensive and of great interest, and that is 
moving on from a phase of diaries, testimonies to a phase of real 'literariness' 
and should be fully counted as part of Italian literature tout court. 

Within the perspective of intercultural education aimed primarily at Italians, this 
literary output should be placed in comparison and relation with the Italian litera-
ture of emigration, that is, with the letters and literary production of Italian emi-
grants. The phenomenon of Italian emigration, which has had about 26 million 
emigrants in a century (roughly from 1870 to 1970), has long been removed from 
collective memory. However, in recent years, there have been some major signs of 
revival (Bevilacqua, De Clementi, Franzina, 2001 and 2002; Colucci, 2008). And 
Francesco Durante, journalist and literary critic, besides having translated and edit-
ed the works of some Italian-American writers such as John Fante, has been work-
ing for a number of years on the relationship of emigrants with their land of depar-
ture through the lens of literature (Durante, 2001, 2002, 2005). The places and are-
as of work are very wide and the following are some of the main themes that relate 
to the relationship between literature and interculturalism: 

- reinterpretation with a cultural emphasis of the authors in our literary tradition; 
- colonialism in Italian literature; 
- the representation of the non-Western world in the works of Italian and Euro-

pean writers; 
- the theme of Italian emigration; 
- Italian literature of migration; 
- the contribution of historical linguistic minorities to Italian literature; 
- inclusion of non-Italian authors in literature curricula (Santarone, 2008, and 2013). 
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