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Introduction

An ongoing comparative study of policy and strategies for guaranteeing the well-being of children of immigrant origin in Europe revealed several key variables in comparing educational systems: teacher profiles, conception of citizenship, role of the school in education for citizenship. These variables determine the use of supplementary resources in support of teachers, the role of cultural awareness in training, and the inclusion of immigrants in the mission of the education system. The case of Italy is examined in detail using these parameters. Policies and strategies are examined in terms of applicability within the existing framework. Based on the research findings, strategies and best practices from other European countries can only be applied taking into account the above variables.

Immigration in Italy

Immigration is a recent phenomenon in Italy. Net migration became positive in 1974 and increased sharply starting in 1990. The foreign presence in Italy, once mostly visitors from other developed countries or Church-related visitors, has become much more similar to the labour migration and settlement in other European countries. In 1998, outgoing remittances surpassed incoming remittances for the first time, and Italy surpassed France to become the number two European country, after Germany, in terms of numbers of new immigrants received.

Most of these immigrants were single and young, and the gender composition of each nationality tended to be sharply imbalanced according to the sector of the labour market into which they migrated (Filipinos were predominantly women in domestic care, and Moroccans were almost all men in manual labour). The last few years have seen a sharp rise both in the number of married immigrants and the number of requests for family reunification. This has led to lesser gender imbalance within single nationalities and a rise in the number of foreign children born in Italy. In some cities, such as Milan, 10% of the births in 1997 were to non-citizens. There are now almost 200,000 foreign minors in Italy, and at least 50,000 Italian minors of immigrant origin.

The rise in immigration and the presence of foreigners takes place in a context of sharp demographic decline. The Italian fertility rate has been about 1.2, the lowest in the world, for more than a decade, and the population is now in decline (at a rate of 0.1% annually). Demographers predict that the population will drop by about 5.3% in the next two decades, with the segment under 20 years old dropping by an astonishing 32.3%.

This means that the current presence of immigrants, about 2.2% of the population, at the current rate of immigration, will triple to about 6.2% in 20 years. Among the under-20 population, immigrants should make up about 7.7% of the overall population.

Even if one contests the exact predictions, there is no denying the current trends, all of which point to an increased presence of immigrants in the educational system. At the moment, the primary challenge presented by these incoming students is language-related: Italian as a second language was never part of teaching or training, nor were there any IL2 textbooks or guidebooks. While language acquisition remains the priority for both students and teachers, the rising presence of incoming students from other cultures also caused the appearance of “interculturalism” as a priority in teaching and in training teachers.

In the course of the Child Immigration Project, a 3-year, 7-country interdisciplinary research project funded in part by the European Commission DGXII Targeted Socioeconomic Research (TSER), the situation of minors of immigrant origin in Italy was considered, with special attention to their presence in the schools and the strategies implemented at a local level. It is difficult to compare different European situations because of the enormous differences in the objectives and structure of both primary and secondary education, as well as teacher training. The comparison, in any case, revealed much about the elements necessary for programming education for children of immigrants and the importance of the national discourse surrounding immigration.

Classification

Italians continue to use “foreigner” (straniero) and “immigrant” (immigrato) interchangeably. Although free use is made of terms such as multicultural, multiethnic, and multiracial, without much attention to the meaning of these terms. While “ethnic minorities” do not exist as a category, the state does recognize linguistic minorities (German and Slovenian speakers) in territories engulfed by Italy (South Tyrol and Friuli). The State also recognizes those religions that have a formally constituted structure and have negotiated a treaty with the Italian government.
 

The primary term used by Italians to refer to immigrants from developing countries is extracomunitario, which means a citizen from outside the European Union. Although used in statistics and policy to refer to citizens from Switzerland, Senegal, the USA and China without distinction, in public discourse it means immigrants from poorer countries, without distinguishing skin color or religion.

This distinction is important because Italy does not have ethnic minorities, but rather immigrants. Although citizenship is rarely granted to foreigners (of the circa 9000 citizenships granted in 1998, almost 90% were to foreign adults who married Italian citizens), children of immigrant origin (or those whose features differ from Italians) are considered non-Italian regardless of their citizenship status.

This makes it difficult to apply best practices from other European countries where the classificatory system is based on broad ethnic groups (as in the UK) or on citizenship status correlated with nationality at birth (as in France). 

The changing Italian school system and population

The Italian school system is undergoing some of the most profound changes in decades. The mandatory school age has been raised from 14 to 16 under the current government. Financial and curricular autonomy is being granted to schools, which will have much greater flexibility in tems of scheduling and spending, although schools cannot hire teachers directly. At the same time as the school-age population has been falling, the number of aspirant teachers has been rising. Hiring is done through civil service exams held periodically; from the last exam, held years ago, there are still hundreds of thousands of “ranked” applicants on the waiting list for a position. The current civil service exam for teachers has more than a million applicants; in late November, 1999, more than 330,000 took the exam for nursery school teachers alone.

The explanation for this passion is not that teaching is a highly respected job in Italy. Public sector jobs are much sought-after in Southern and Central Italy, areas of high unemployment, because they offer security and pensions. Teaching offers short hours and long holidays, albeit at the bottom of the Italian pay scale. It is one of the few jobs which allow women to work and have children without making sacrifices, and is therefore sought after. In Italy, it is exceedingly rare to leave such a position before pension, so schools have a low teacher-turnover rate.

Even as the number of job-seekers rises, the number of classes diminishes. Immigrants represent, to quote the head of the CGIL union’s teacher department, “2500 additional classes, and thousands of job cuts avoided”. They also represent demands for new qualifications and therefore new teacher training investments, equally exciting for trade unions and others offering training.

The rules governing the school system date to the Gentile reform introduced in 1923. The advent of democracy 1948 brought about a radical change of the school system, based on the principles enshrined in the 1947 Constitution. The fundamental principles of the Constitution were kept as a basis for all subsequent legislation, particularly with regard to compulsory education, teacher training, student assessment, the integration of handicapped pupils, and vocational training. Compulsory education today involves students aged 6 to 15, it therefore includes both primary education (6 to 11) and lower secondary education (12 to 14), as well as higher education (15).

The current education system includes:

a)
nursery school (non-compulsory) for children between 3 and 6

The mission of nursery schools is to form “free and responsible individuals taking an active part in the life of the local, national and international community”. The school sets tangible goals in the areas of identity, autonomy and competence. Children must learn to make choices in rational contexts and under different systems, while recognising the connections which exist within the natural and social environment. This means that children must be able to interact constructively with the others and with "the new", and be open to discovery, introspection and to the “respect of universally shared values such as liberty, respect of self, others and the environment, solidarity, justice and the need to act for the common good.”

Effective in 2000, applicants for nursery school positions will have to take a two-year course beyond the teacher training currently required.

b)
primary education for children between 6 and 11 years of age.

The 1985 curriculum defines the goals of primary education: "Primary schools aim at the education of the person and the citizen in the framework of the principles enshrined in the Constitution of the Republic; they draw inspiration also from the international declarations of human and children's rights and aim at encouraging understanding and co-operation between peoples…By welcoming all experiences which pupils bring with them, primary school must help foster mutual understanding and respect, especially with regard to religious convictions". Another task of primary education is to promote basic cultural literacy as one of the basic social cornerstones for the development of children's personality, thus providing a fundamental contribution to remove "social and economic obstacles which, restraining the freedom and equality of citizens, prevent the full development of the human person" (Art. 3, Italian Constitution). Furthermore, primary education lays the bases for actually exercising the right and duty of citizens to participate in the life of the community "to carry out, according to one's possibilities and choices, an activity or a role contributing to the material and spiritual progress of society" (Art. 4, Constitution of the Republic).

Acknowledging that schools cannot cover all educational functions, interaction with families and the broader social community is also one of the aims of primary education. This aim is achieved through parents' participation in the management of school through the organi collegiali (school-governing assemblies), meetings with teachers, general meetings and through the co-operation among educational institutions, local authorities and social and productive structures at a community level.

This was an enormous change from the 1955 curriculum, which opened with “Curricula are prescriptive in character. They stipulate the level of preparation to be attained by pupils so as to guarantee to all citizens the intellectual and psychological development they require for their effective and conscious participation in the life of society and the state. Under the terms of this law, such education is based on, and governed by, the Christian doctrine of the Catholic Church.”

c)
Lower secondary education for children between 11 and 14.

Secondary education is divided into lower and upper secondary school. The first is compulsory, while the second one can be freely chosen by young people and includes different types of schools. Lower secondary education (scuola media) includes three classes (first, second and third) with a complete cycle forming a section. Pupils of the same age or with a minimum age difference are admitted to the same class. In the first class students are aged approx. 11, in the third class 14-15. The scuola media has no diversified curricula or programmes. The diploma di licenza media is a certificate of completion of the lower secondary school course, issued after passing the final lower secondary school diploma examination. This is needed to gain access to upper secondary school and to enter apprenticeship or alternating training programmes.

d)
Upper secondary education (age 15 and up)

A key moment is at the end of middle school and the start of one of the different options available for further education. While the previous system allowed children to stop school after the last year of middle school, the current rules require them to continue. This is an essential moment in the educational path of children in Italy, and a decision which is made without much support from the school. Although the different options are presented to the students and to their families, there is an absence of guidance and counseling. This is a very difficult moment for immigrant families: there is evidence that many leave school at this point.

Students must choose between different types of schools: Classic Lycées Liceo Classico, Scientific Lycées Liceo Scientifico, Art College, Liceo Artistico Istituto d'Arte (Art Lycées), Istituti tecnici (technical schools), Scuola magistrale (Teacher Training Schools) and Istituti Professionali (Vocational Institutes).

Generally speaking, students are between 14 and 19 years of age. Access to both university and non-university higher education is limited to students with an upper secondary school certificate (diploma di maturità). The diploma di maturità is a certificate of completion of courses of study at the level of upper secondary school, issued after passing the final upper secondary school examination (maturità). 

Civic Education and National Identity

While the national curricula promote “education of the citizen” and civic education, this is all but missing from all levels of Italian education. During the Second World War, the US occupying army sent officers to the Education Ministry, where textbooks were reviewed and all references to the “Nation” and to national identity were expurgated. The same textbooks continued to be used for decades, with these modifications, and in the highly conflictual political environment no new vision of national identity was provided. The post-Risorgimento project of creating an Italian identity out of different States united under the Savoy crown, complete with a historical destiny of empire, with the addition of racial elements in the Fascist period, came to a dead end in 1945.

Further, Italian schools do not provide a clear “civic” education: students do not study the organisms of Italian government. Even more important, Italian history classes usually fall behind schedule and rarely manage to reach the mid-20th century by the end of the school year, skipping modern Italian history altogether. Recent reforms by the Ministry of Education have attempted to guarantee that late 20th century history is covered, but the topic remains contested and many teachers prefer to spend more time on Ancient Rome, the Renaissance, and the Risorgimento than cover modern events. Secondary school textbooks, in fact, devote little attention to the Italian history of the past few decades.

The resulting vision of national identity is weaker than in other European countries, and generally figures far down the scale of values for Italians, after “family” and “savings”. There is a sense of descendance from the Romans, although local identities are far stronger.

This is in sharp contrast to the vision of citizenship provided in other European countries, especially those who did not suffer occupation and consequent revision of the curriculum. In France, for example, the objective of education is to teach children to “love the Republic”, and citizenship is defined inclusively. This provides a clear path towards civic participation for those arriving from outside, and makes French history relevant to all those present in France, regardless of their ancestry.

Textbooks usually provide a good indicator of the national identity being communicated to students, especially history textbooks. Textbooks in Italy, unlike in other European countries, are chosen by single teachers from among a list of books approved by the Ministry of Education. The books themselves are not written by the Ministry but by private publishing companies, which then market the books directly to teachers. In the past the political orientation of teachers was often related to textbook selection, and controversy sometimes arose.

In 1993, with support from the Ministry of Education, a comprehensive analysis of textbooks was conducted.
 Non-Western societies were found to be represented as “primitive”, with very little detail offered as to their cultural content or the specifics of their practices. The textbooks examined included not only history and geography texts but also grammars, anthologies, readers, and art books, where superficial treatment of other cultures was found. While elementary school texts were often rich in images of other cultures, the images often lacked explanatory text or even titles. Where non-Western cultures were presented in detail, the information was often confusing, difficult to interpret, and without clues on how to find out more.

As far as the images of non-Western cultures were concerned, the analysis found a general poverty of complexity. In textbooks for younger children, the caricatures provided were not usually meant as points of departure for further reading or reflection, and the illustrations were often gratuitous. The representation of other cultures was usually fragmentary and often placed them on an inferior level to Western culture, particularly when talking of development and prospects for the future.

As far as the more difficult encouragement of multicultural awareness is concerned, anthologies or texts with “multicultural” chapters devote relatively little space to the subject (middle school readers ranged from 0.6% to 15% of content from ‘other’ cultures).

A review of current textbooks supports the observation that a European identity is a strongly promoted element within schoolbooks. Much attention is devoted to recent developments in European political union. At the same time, extra-European immigration is treated under the heading of “new challenges” and as a chief problem facing Italy in upcoming years. There is no change in the language used to describe Italians that would reflect a different vision of identity.

In fact, the 1993 analysis was repeated in 1999.
 In the meanwhile, textbooks started to problematize the issue, and use such phrases as “our society is heading towards becoming a multiethnic society (composed of people of different races) just like the USA”. Immigrants are recognized as present in Italian society but only as “those who are most needy” or “those forced by poverty to leave their homes”. One 1996 elementary school text, assigns, as an issue for discussion:

ISSUE. The poor emigrate. Often to reach a richer country they must contract with organisations that demand a lot of money. When they arrive, many cannot find work or are underpaid for difficult work. Often they find themselves in a world where food is thrown into the garbage while their children, in their home country, die of hunger. AND YOU? Does this seem right? Do you know an immigrant who lives in terrible conditions? Do you ever waste food? Discuss this with the teacher and your classmates.

This seems to burden the Italian schoolchild with a sense of guilt and responsibility, as well as a way of imagining the presence of immigrants in Italy. Or:

ISSUE. Europe has become a destination highly sought after by immigrants. The European peoples have to deal with different races and cultures. AND YOU? How do you behave towards children of other races that you know? How can you deal with each other and affect each other reciprocally and pacifically?

Aside from the terminology, one wonders how the “children of other races” answer this question. In fact, not a single textbook seems to have recognized the possibility that “children of other races” are using the same text in Italian schools, and immigrant children are singled out by diffent texts. The standard texts reveal a lack of inclusion of immigrant children. Further, some Islamic associations have launched campaigns to modify textbooks covering the Crusades or describing Islam.

In recent years, much effort has been made to incorporate a European dimension to the identity taught in the school system. In fact, there is some evidence that greater success has been achieved in creating a European identity than there ever was with creating an Italian identity. In many ways, the reaction to immigration has shown the success of this process. The appearance of new Others has enabled Italians to define their identity in a new opposition.

What is apparent is that local school efforts cannot be placed in the framework of a transformation of the national identity communicated to Italian schoolchildren. Italy has not become a country of immigration, a multi-ethnic society, nor a melting-pot, and these efforts are meant to provide information about other cultures and to increase tolerance, not to promote a new definition of Italian identity.

The presence of immigrants in Italy and in Italian schools

As stated, the immigrant population in Italy has risen sharply, followed by a sharp rise in school population (tab. 1 and 2). In contrast to other European countries, the immigrant population comes from all continents. The two largest school populations are Moroccans (17.7%) and Albanians (15.8%); in more general terms, the largest populations are from North Africa (22.3%), East Europe excluding Albania (21%), and South America (8.2%).

Students are divided into nationality, but there is often greater diversity within a single country than between two neighboring countries: for example, many of the Moroccans in Italy are not Arabs, but Berbers, and the Polish community is divided between the urban political refugees from the pre-1989 period and the rural labourers who came afterwards. 

“Visible” minorities make up only about half the immigrant population, despite the repeated announcements of a “multi-racial school system” in the Italian press. 

Within the country, migratory chains have led to concentration of certain nationalities in specific regions: Moroccans in the industrial north, Chinese in the area around Florence and Prato, Senegalese in the small cities of the North East. Nonetheless, it is impossible to find schools where a single immigrant population represents more than 15% of the school population.

These children are not only entitled to school enrollment but required to do so. Of course, effective access is not the same for children of immigrants as it is for native Italians. Much depends on a specific school’s experience with absorbing newly arrived children.

The principals guiding absorption of immigrant children into the school following their enrollment of immigrant has evolved since the start of the immigration phenomenon. Usually enrollment takes place at the start of the school year, but the rising rate of family reunification has meant that most children arrive during the school year and must be inserted into a school programme which is already underway.

The enrollment procedure involves collecting the necessary forms, identifying the child’s education and skills, and placement of the child in an appropriate class. Once the child is placed, supplementary services such as language education, school assistance, L1 education, and family meetings are determined.

The school is required to collect certain documents on the child and the child’s family: identity, health information, past studies, and family income (for possible subsidies). There are frequent difficulties due to the fact that documents from home countries’ educational and health systems are not equivalent to Italian standards. The school often does not have a linguistic mediator available to resolve questions with the child’s parents.

In any case, the intake procedure usually covers the following steps: information on the family of the child, including the migratory impulse and project; the personal and educational history of the child; and the evaluation of skills, interests, and abilities.

Language is a central issue for this intake, since almost all children come to Italy without knowing Italian. The evaluation must take account of L1 achievements; in the past, immigrant children were often placed in classes far below their age level. Development was found to be much faster when the children were placed with others their own age.  Similarly, attempts to place children from the same language group in a single class turned out to hinder their catching up to the school programme; a 1994 Ministerial order confirmed that this practice is not permitted.

Two essential placement strategies can be outlined, according to the background of the child, called continuity and recovery. In the first case, the child is unschooled but is of the same age as Italians starting school, or has received schooling of a similar nature and level as the Italian system and can be placed directly into an Italian class of the same age. The second case is for those children who, for their age level in Italy, are underschooled or even illiterate. In these cases, a custom and accelerated programme is supposed to be established, including tutoring, after-school classes, and special Italian courses during the day for immigrant children.

Treatment of immigrant students

The current priority stated by teachers and teaching personnel is to reach the point where they are capable of supporting the insertion and participation of new immigrant children in the classroom. A study conducted in Lombardy in 1994 by the regional IRRSAE identified four “teaching styles” in dealing with newly arrived children from other cultures:

· Refusal, marked by resistance to take responsibility for the new student’s educational needs, and minimal acceptance of the student’s presence;

· Inductive, marked by an attempt to meet the student’s needs based on past experience and “common sense”, without awareness of the specificity of the student and the need to change teaching practice. These teachers have limited acceptance of the student and is seen as somehow deficient compared to other students;

· Caring, marked by affectionate welcome and a protective stance towards the student, but without an awareness of the specific linguistic and cognitive needs of the student. The child is accepted, but still perceived as somehow lagging behind the other students;

· Intercultural, marked by recognition of cultural, developmental, and social differences, on which both the treatment and educational programme for the child must be based. The child is welcomed and differences are recognised and respected.

The Lombardy study found that the first two styles were more common in middle and secondary schools, while nursery and elementary schools were more caring or intercultural. Much depends, it seemed to the researchers, on the distance between the new arrival and the class in general: when the student presents few special education demands, there is more space for cultural acceptance, because the teacher is not forced into a new educational stance.

The priority for teachers is language acquisition. Yet there is no coordinated or nationwide programme to assist immigrant children in learning Italian. Responsibility is passed to schools to resolve as they see fit. In many cases, teachers turn to their regional training institutes (IRRSAEs) for support, and the institutes develop textbooks or mini-dictionaries for the teachers. Unfortunately, the successful insertion of immigrant students depends on the efforts of single schools and teachers. In Naples, for example, the Provveditore told CHIP that many teachers, rather than assist Chinese children, transferred them into the class for children with emotional problems simply to be rid of them. In other cities with more immigrant children, more comprehensive initiatives have been organised: in Bologna, in fact, there is currently a 3-month after school programme offering addition classes to immigrant children to assist their insertion. In Verona, supplementary classes are offered. In any case, the local response varies greatly depending on the resources available and the willingness of teachers to devote time to helping students.

Literacy of Foreign Students, Bologna


School

Literate ?
Elementary
Middle

Yes
66 %
72 %

Partly
12 %
6 %

No
22 %
22 %

Source: Bologna School District, 1998

The problem is less marked when the children are younger, because the skills and approach needed to bring them up to the level of the their peers are similar to those of teachers of small children. A more serious problem emerges when older immigrant children must be placed in classrooms where the teachers are not accustomed to teaching basic literacy and language skills. In fact, courses on teaching Italian as a second language draw motivated teachers, but the course instructors often find that the lack of experience in absorbing immigrants into a classroom often hinders the teacher’s success.

The 1998 immigration law states that the language and culture of origin must be respected and protected by the school system. The law picks up the instructions of a 1990 Ministry of Education memorandum, which stated, “Action by local agencies and cooperation of the community and families allows some schools to use native language mediators to facilitate communication in school and contact with families, as well as their use in initiatives to favor the language and culture of origin.”

There is no equivalent in Italy to the French ELCOs. There is no bilingual education by the public school system. The Ministry of Education has definitively rejected this idea. In addition, the Ministry has established a limit of no more than 5 students from a single language group in a single class, to avoid creating a de facto bilingualism in schools. Until now, this has been an easy condition to satisfy, but as some schools begin to reach a foreign presence of 50% the limit may have to be considered.

Responsibility for teaching the language of origin passes to the private sector, as with so many other intercultural activities in Italy. Some immigrant associations – notably Ghananians in Verona and Chinese and Albanians in Prato – have begun to offer language classes to the second generation, but there are no immigrants pressing for this responsibility to be taken over by the State schools. It would also be a difficult task, since many of the immigrants in Italy from the same country speak different languages.

Guidance is supposed to come from the Ministry of Education, which establishes broad guidelines and strategies for addressing “intercultural education”. Looking back on the past decade of guidelines, it can be said that Intercultural Education has made its debut and has become a project for the peaceful and harmonious coexistence of different cultures within a broader vision of civic participation.
 There is no single “identity” promoted by the educational system, but an appreciation of the different levels that make up individual identity (local, regional, national, European, global...). Intercultural education is supposed to combat racism and promote a “European” identity, with respect for both “minorities” and “immigrants”.

Ministry Memoranda, 1989-95

301/1989
Interinstitutional operative projects to deal with broader needs of foreign students. Vague advice regarding encouraging participation in the class and language and cultural training for teachers. Encourages “awareness of the multicultural society” and the importance of “teaching which respects the uniqueness of different ethnic groups”.

205/1990
Addresses “Intercultural Education” for the first time: a “structural condition of a multicultural society” even when there are no foreign students. Should be part of all subjects. Responsibility passes to the local schools.

122/1992
Memo released during “Intercultural Dialogue Week”. Copies many catch phrases from international documents and applies them to guidelines for teacher training in Italy. It also makes reference to non-EU students and the special attention this dimension deserves.

138/1993
“The best and broadest way to prevent and oppose racism and antisemitism is... intercultural education”. Lofty and ambitious phrasing suggests a cultural project. Key words: identity, belonging, and comparison.

90/1995
“Responsible citizenship” built on democracy, human rights, and civil coexistence. Key words: tolerance and coexistence. Calls for a reworking of civic education as the “underlying concept in all curriculum.”

73/1994
Watershed Memo “Intercultural Dialogue and Democratic Coexistence” by Ministry work group on “Intercultural Education and the Integration of Foreign Students”. 1 of 12 sections deals explicitly with foreign students. Terminology ismore sophisticated than in earlier CM’s. Memo seems to ignore difficulty in implementing the grand project. No deadlines or tangible targets fixed. 

Much of the actual work is the responsibility of outside private associations which work with local schools, as these schools have limited resources and funding for initiatives. The Ministry attempts to monitor this activity but is unable to follow all the activities at the local level. The Provveditorati, likewise, often attempt to monitor the initiatives underway in their district.

Not only is the ministry unable to follow the activity, but the provincial educational boards have similar difficulty. In the course of the CHIP research, Censis contacted all 103 Provveditorati with a questionnaire on the presence and penetration of intercultural actions and support measures for immigrant students; what emerged is that the initiatives are often organised at such a local level that the school district administration is unaware of their existence.

The usual form taken is, in fact, of an association called in by the school or by local authorities to implement an initiative. While school officials, including the Provveditore from Rome, have objected to the passive role that is assigned to the school in this model, experience supports this uni-directional model. It is difficult to find examples of schools which have successfully and independently promoted initiatives in interculturalism or supporting immigrant students. The fact that associations are central to this model means that there is very little diffusion of information regarding initiatives, since the very structures capable of spreading information are only marginally involved in the realisation. At the same time, the research revealed enormous interest in obtaining more information and frustration at the difficulty in acquiring descriptions of projects in other parts of the country.

The 1998 Immigration Law and Education of Immigrant Children

The 1998 immigration law (L. 286, or Testo Unico - TU), a landmark law for Italy, also established rules regarding education and the right to study regulated (Part II, articles 37-39). Art 37, par. 1, denies parity with Italians to those foreigners who have been admitted to secondary school, university, or post-graduate specialisation courses beyond the class limits, unless special agreements exist between the country of origin and Italy. Many such agreements have been made with African and South American countries, which allow them to study in Italy, as long as their country approves and they pass a State examination.

Art. 38 deals with education in greater detail and expands on L. 943/86. The central concept here is intercultural dialogue and democratic coexistence, two points which were central in the Ministry of Education Directive 73 (2 March 1994). Linguistic and cultural differences are considered the fundamental basis of the exchange between cultures and the protection of the culture and language of origin as one of the priorities for schools. Much emphasis is placed on learning Italian. Intercultural initiatives should be planned locally and supported not only by the government at all levels (nationally, regionally, provincially, and locally) but also by associations of immigrants, diplomatic institutions, and volunteer organisations.

Art. 38 also requires elementary and middle schools to develop strategies to help adults study, by promoting literacy courses, providing access to foreign students, teaching Italian, and offering professional training.

The TU, in art. 38, states that a number of educational aspects are to be dealt with in greater detail in the Application Measure. These aspects, in respect of art. 17, par. 1, of L. 400/88, regard language classes, teacher training, curricula, harmonisation of criteria for recognising certificates and diplomas, the use of qualified linguistic mediators to communicate with the families of foreign students, the definition of criteria for separating foreign students into different classes, and the creation of special language programmes.

Another priority in the education sector requiring foreign minors to complete mandatory schooling. In order to include those children whose parents are clandestini or otherwise without residence papers, the TU follows the line established by the Ministry of Education in 1994, and not only allows but requires that all children be enrolled in school
.

The application measures of the TU cover many of these aspects in greater detail. In particular, article 44 allows immigrant children to enroll in school at any point during the year. Even if such children do not have any documents, they can still receive certificates or diplomas. Children are to be enrolled in the grade appropriate for their age, unless the school administration (School Council) decides otherwise.

The School Council has a great deal of independence now, and is responsible for deciding:

· outlining a policy for keeping foreign students distributing in various classes so as not to make them predominant in any one class;

· lay out the conditions for teaching strategies or courses for teaching Italian, that must, wherever possible, use the staff of the school itself;

· to propose means of communication between the school and families of foreign students, and, if necessary, cooperate with the local administration to use cultural mediators.

The role of cultural mediators deserves more detailed analysis. The 1998 immigration law is the first time that cultural mediators are cited in law and assigned specific responsibility. There is currently a working group at the government policy center, CNEL, attempting to formally define the qualifications and role of the cultural mediator. Associations, trade unions, and public services are all very interested in seeing their own definition prevail, since this is a new job title and promises employment in a number of sectors, especially education, health care, and public administration.

At present, anyone can call himself a cultural mediator. Some work in the schools with no training at all, while others follow courses which range from 24 to 800 hours. Most mediators are immigrants or of immigrant origin, although some are Italian.

Despite these variations, some generalisations can be made regarding cultural mediation in Italy. First, the selection process involves some criteria, and courses do exist for training them. The mediator must speak Italian and have some education (often the mediators were teachers in their home country). Many of these mediators are women, in part because women are the primary beneficiary of these initiatives, and in part because mediation has long been a priority skill for women.

There are three main categories for cultural mediators:

· information, involving direct contact with the group of origin to provide information on availability of services and access;

· communication, involving translation and interpretation;

· socio-cultural, serving as a link between the immigrant (user) and services, helping to represent and amplify the voice of the community.

In each case, there is a bidirectional role for mediators; not only do they assist communication from services to users, but they also reformulate and represent the users’ needs to the services. In many instances, the mediator has led to changes in practice.

Cultural mediation in Italy has an uncertain future, since it is in part related to the absence of second generation immigrants who could serve as a “bridge”, the need to provide access to services to large numbers of immigrants, and the lack of experience in dealing with other cultures common in the public administration. The nature of mediation itself will likely change as the immigrants become more settled and begin to change the culture of the public administration through workplace participation.

In many ways, then, cultural mediation reflects a temporary strategy for a society with a strong demarcation between the host culture and that of immigrants.

Privileging “Interculturalism” in Italy

It is important to note that many Italian exponents of innovation in the education system consider interculturalism not as a component or module of the curriculum but as a profound and ongoing transformation of the teachers themselves, of a process of self-awareness and consciousness similar to the preparation done by cultural anthropologists. Many of the most intensive initiatives - those requiring the most dedication and resources from teachers - aim at a transformation of the Italian schoolteacher into a sort of anthropologist.

At the same time, there is agreement that the current system of “modules” of interculturalism and adjustments to the curriculum, approach and texts are much simpler to implement, and that a minimum level of cultural awareness, rather than a new consciousness, can be achieved through short courses on specific topics.

CHIP research into hundreds of local strategies has confirmed that “modules” are the dominant form in which intercultural initiatives are conceived, while the intensive workshops involve only a tiny fraction of school personnel. This is by no means a judgement of the comparative merit of the former kind of initiative; still, the institutional framework, training system, and funding channels in Italy tend to promote “spot” initiatives.

School personnel are the subject of many of the intercultural promotions launched in recent years. This implies an awareness by institutions and by teachers themselves that the changing composition of Italian society requires a new approach to education, and that past training is inadequate for effectively meeting this challenge.

The teaching style can determine the school success of a newly arrived child in the school system. As a result, many districts and schools offer training initiatives for their teachers. Initiatives can be divided into those in continuous education for current teachers and those representing changes in the teacher training process for new teachers.

There has been one main reason for which Italian teachers willingly participated in continuous education courses: they were required to. Continuous education was not only a right but also an obligation for Italian teachers. The national contract for teachers
 stated that “participation in training and continuous education activity is the right of school directors and teachers... inasmuch as it assists the full realisation and development of their professions. It is also an obligation for personnel... as it promotes the effectiveness of the school system and the quality of teaching offered, in relation to the evolution of the content of different professional categories.” This requirement, however, was eliminated early in 1999.

Time spent in courses is considered working time. The required minimum was 30 hours annually. For further time spent in training courses, teachers received a small wage. Beyond the minimum annual requirement, continuing education is essential for teachers hoping to advance to a higher pay level. Failure to meet the requirements may result in a denied promotion. More importantly, as demographic decline reduces the number of classes, teaching positions are being eliminated. Teacher seniority, which guarantees job stability, is based on years in service and on points accumulated through training courses.

The objectives are defined in the national training plan drawn up by the Ministry in Rome. There are also initiatives at the provincial level: every Provveditorato appoints someone to coordinate training in the province. Each school is free to to plan courses to meet its own needs and each teacher is free to choose the course which best suits his or her needs. The schools may receive funds for training initiatives, and such initiatives may end up involving teachers from other schools as well.

This led to the development of a relatively free market for continuous education services for teachers. A principal issue in such a market is quality control. Each financial year, the national education plan contains guide lines for training, specifying format, organisational standards, and cost boundaries. In addition, indications are provided regarding monitoring, support, assistance and evaluation of material produced. In addition to the budget expenditure, the plan also indicates the functional thematic areas.

There are essentially two different kinds of courses, public and private; they are subject to two different approval procedures. Public bodies must respect the general criteria of the training and continuing education directive, and are not subject to an approval process. Private bodies include a plethora of professional associations, cultural and scientific societies, and associations of all sorts. Any private organisation planning to offer a course to teachers must request authorisation and approval.
 Authorised courses are then posted in the school for which they were originally proposed. Those offering the course can then contact other schools directly.

Courses offered by associations are subject to monitoring and evaluation of results. The Provveditore, often using ministerial inspectors, is resonsible for these inspections and evaluations. All courses issue a certificate demonstrating that the teacher has taken the course, specifying the number of hours, the subject of the course, and the ministerial reference number.

This system allows great flexibility in planning and adapting courses. One evident flaw is the lack of promotional activity by the central bodies which approve the courses and which therefore have the only complete database on training initiatives. Another problem is the variability in length and substance of the courses. Those offered by associations are rarely more than 60 hours in length and average around 30 hours. Opinions also vary as to their effectiveness: many teachers consider the courses useless.

In any case, the recent elimination of the requirement that teachers take continuing education courses will likely lead to the disappearance of many of these courses as well as difficulty for the associations which have run them.

There is one bright point, however. The courses offered by the IRRSAE and other public bodies offer more “points” than the shorter courses offered by associations, and often attract supplenti, or teachers who have not been permanently hired. Work for supplenti is highly precarious, and often they are unable to find a teaching position. In this case, an IRRSAE course represents an alternative means to accumulate points for the hiring process. This means that new teachers are more likely to have taken these coursese, an increasing number of which address the presence of children of immigrant origin in the schools.

Recent years have also seen transformations in university preparation of teachers. Some universities now offer courses on “interculturalism” as part of their teacher training programme, although these courses are not required. One noteworthy example is the University of Triest, where the Department of Literature and Philosophy offers a university degree in “Intercultural Sciences and Techniques”. Several universities, including the Department of Early Education at Rome III and the Department of Pedagogical Science at Messina, offer a course in “Intercultural Education”.

More generally, the new outline of the curriculum for the university degree in educational science, according to the Ministry of Universities, requires teachers to devote “attention to Italian and European civic and cultural realities and the requisite interethnic openness, as well as to specific issues in teaching students from non-Italian nations, cultures and languages.”

CHIP surveyed Italian school districts to determine how many had started intercultural projects (tab. 10). Many school districts noted that “there are few initiatives undertaken because there are no immigrants”. There is a widespread opinion among many school officials that changes in the educational approach are only necessary when immigrant students arrive, rather than as part of a broader approach.

 “Animation” and Associations

Intercultural education in Italy almost always takes the form of activities organised in conjunction with an outside association, which provides a “module” or closed-ended element to insert into the curriculum. These associations promote a variety of different school events (Fig. 2 shows how the approaches relate to each other), which can be categorised as:

· education on global issues (human rights, ecology, peace, etc.), without specific reference to differences;

· information and exercises against racism and intollerance, without directly addressing the substance of other cultures, religions, traditions, and peoples;

· educazione alla mondialità, or teaching about other cultures, religions, traditions, or peoples, without explicitly addressing issues of intolerance;

· intercultural education, aimed at promoting exchanges, fusion, or (as the Prime Minister’s programme states) “contamination” following the encounter of different cultures.

As stated above, the most common initiatives historically were of the first type, run by well-organised associations involved in human rights and other social movements. A great deal of attention has been devoted to North/South resource gaps and to the imbalances in potential and to political and social repression in certain geographical areas. This interest has been reflected, as described elsewhere, in many of the textbooks used in schools.

A good example of the second kind of course is one run in Rome by SOS Racism with support from the city’s Office for Services for Immigrants. The programme involved 10 one-day visits to an elementary school class. The first five covered the experience of Italian immigrants in other countries, while the second five presented the experience of immigrants to today’s Italy, the factors which led to their immigration, their experience in a new culture, and their projects. The project was not meant to be a course about these foreign cultures, but about the trauma of migration and the precariousness of being a foreigner, regardless of the country of origin. An entry and exit questionnaire revealed a change in children’s attitude in general towards people from other cultures.

A good example of the third kind of intercultural course is a successful programme run in northeast Italy, in Friuli-Venezia Giulia.
 The programme, La Voce dell’Altro, was created by a group of “cultural mediators” organised by a coalition of Catholic education groups called ACLI, along with support from the Regional Agency for Migrant Issues. The local ACLI branches had long been involved in education for peace and development, and decided in 1992 to turn their attention to cultural mediation. At the time, under 1% of the school population was of immigrant origin, but interest in mediation was high. The Regional Agency for Migration Issues funds a set number of hours for the programme (1500 last year, up from 360 the first year)

The first challenge was finding mediators. Qualified immigrants and Rom were recruited and trained in sociology and techniques of communication; taught about Friulian culture (not Italian culture) and assisted in furthering their knowledge of their own culture of origin; taught teaching practices; and instructed on Italian immigration law and migration trends. Training is ongoing and reflects the experience of these mediators in the schools.

Schools were notified of the availability of the mediators and were able to request their presence. There are about twice as many requests as hours available, and some reduction and exclusion has been necessary.

The mediators meet with the teachers and plan the programme together. The mediator never substitutes the teacher, and sensitivity to the teacher’s authority is the key to success in all these initiatives. Each mediator presents her or his own culture to the school children. The programme usually takes a full day with related activity covering various aspects of the curriculum (history, geography, religion) for each culture, and continues for a number of separate encounters.

A similar initiative in Caserta, outside Naples, was promoted by the local branch of “Nero e non solo”, and met with much less success. The main reason for the failure of this initiative was a lack of interest by the local teachers. The local schools saw the initiative as an invasion of their responsibility or as an opportunity to let someone else teach for a day. Organisational difficulty due to reluctance by school administrators meant that there was no time for the mediators to prepare the lesson plan with the teachers and that the initiative was perceived as being imposed on the school. It is also worth noting that the preparation of the mediators was far less rigorous than in Friuli.

As far as the fourth category, what the Prime Minister’s document elegantly calls contaminazione, is concerned, a number of initiatives have been taken at the national level. In 1997, the Ministry of Education created a National Commission on Intercultural Education, divided into four working groups: communication strategy, Mediterranean education, initial and ongoing training, and insertion and welcome strategies to move beyond a crisis response.

What is perhaps most interesting among these groups is the work being done on Mediterranean education. Although, as stated, Italy has tended to focus more on Europe than on the Mediterranean in recent decades, the Ministry is working to nurture a movement in the other direction, towards a Mediterranean vocation which has been neglected. The idea of trans-Mediterranean dialogue can be seen in a series of cultural initiatives sharing the central concept that the Mediterranean cultures have much in common and much to gain from a serious dialogue.

The most concrete example can be found in Mazara del Vallo, in southwest Sicily. Mazara is a fishing town where about 10% of the population is Tunisian. It is also home to one of two Tunisian schools in Italy (the other is in Palermo). For years, the Tunisian school has occupied several classrooms in a local middle school without there being any contact between the two schools. The Tunisian school conducted classes in Arabic and French, without even holding Italian lessons, and contact between the two groups was limited, although free of conflict.

The current project is to create a new classroom, with students from both middle schools, where different languages are taught and where the curriculum fuses elements from both programmes. The idea is to create a new space for intercultural exchange and give each student body additional cultural elements. It should be noted, however, that the Tunisians in Mazara do not generally have a long-term immigratory project, and the very existence of a Tunisian school attests to their desire to educate their children for a return to Tunisia.

Still, initiatives such as this are very rare and do not represent the trend of interculturalism in Italy. Overall, there are few demands placed on Italian students outside of the closed-end modules.

Students of Immigrant Origin

All school-age children in Italy are required to attend school, regardless of nationality or legal situation. Most immigrant children do, with the exception of some situations of poverty (such as indigent immigrants in Rome, where 22% of school-age children did not attend school in 1995), or Rom (Gypsy) children.

There is only fragmentary data on school performance for immigrant groups, in part because of the absence of national standardised tests, and in part because of the mobility of the students themselves. The few studies available reveal that school performance is poorer than the Italian average. A study conducted in Rome showed that promotion rates for immigrants were 96.3% in elementary school, 87.4% in middle school, and 77% in secondary school. A 1997 study in several Roman districts showed that the promotion rate had risen to 96% overall. An earlier analysis by the local School District (1993) found that 30% of elementary students, 54% of middle school students, and 62% of secondary school students had fallen at least 2 or 3 years behind their Italian peers. An analysis in the province of Perugia of 50 immigrants entering elementary school found that 60% were placed in the same year as their age implied, 18% one year behind, 8% two years behind, and 14% three or more years behind.

One of the broadest analyses conducted so far was by the School District of Vicenza on all 1971 students in district schools in 1998/99 (tab. 11). It is immediately clear that delay accumulates as the school level advances. Vicenza is a school district where the foreign school population grew by 18% between 1997 and 1998; part of the explanation for the gap in higher level classes is due to the difficulty in placing non-Italian speaking students or students who have no schooling in the appropriate class for their age. At the same time there is the evident problem of students held back and accumulating delay.  Even more troubling is the fact that school enrollment drops precipitously between middle and secondary school, from 131 to 70. Of the roughly 110 foreign students finishing middle school the previous year, fewer than two-thirds went on to secondary school.

Of those who do continue, there is a great risk for drop-out in the upper levels. It is difficult to keep students in secondary school, and if they have already accumulated two years of delay they are unlikely to stay and finish secondary school at age 21 or 22.

Other districts have reported similar trends. In Rieti, for example, in addition to the high rate of “disappearance” and transfer, 10 times that of Italian students, foreign students are two or three times as likely to fall behind one year and five to ten times more likely to be 2 or more years back. This seems to be more a problem of placement than promotion, since the promotion rate is close to 95%.

Such figures are only indicative of a general problem, since they both reflect local differences and do not differentiate between nationalities. This lack of a distinction is important because Italy does not have any single dominant group of immigrants. The wide variety of immigrants and the high degree of autonomy of local schools means that no single strategy can be adopted for all educational needs. Four broad types of intervention can be identified:

· support for the minor in finding his or her own model of reference, allowing the child to develop an appropriate response independently;

· an emergency response, in which the educator must concentrate on language acquisition to allow the immigrant to join the school and Italian society as quickly as possible;

· programmes aimed to integrate the immigrant, even as they maintain and validate the culture and language of origin;

· Programmes meant to recuperate drop-outs or poor performers and increase attendance by truant populations.

The first approach involves little coordinated effort by the school system and can be considered a “hands-off” response to immigration. This kind of passive education can be considered very frequent, since educators rarely have training in dealing with immigrant issues.

Language Acquisition

Programmes Against Truancy, Dropping Out, and Poor Performance

These projects are generally organised for the those populations at highest risk of truancy and even illiteracy. They involve enforcement of the mandatory schooling requirement; most of them meant for the Rom population and their children.

The organisations generally involved in this kind of activity are those created for the specific protection of the rights of the Rom (AIZO or Opera Nomadi) as well as the large volunteer organisations. Funding generally comes from institutions (Ministries, but more often local government) which hope to solve the embarrassingly evident problem of Rom children not attending school.

The training for the personnel tends to be rigorous and serious, and the operators are experienced, since it is very difficult to work with Rom and have a positive outcome. Usually, meetings are held with the heads of the families and the most influential women in the clans, through cultural mediators, and the intent of the project is explained, in detail, in order to communicate the importance of school attendance. The successful projects have sent someone every morning to the Rom camps to pick up the children and to bring them home at the end of the lessons.

Illiteracy rates remain high among the Rom, but there have been some improvements in recent years. The youngest Rom, especially those born in Italy, are not as attached to their culture of origin as in the past and more easily absorb Western behaviour and values. Although this distances them from their culture, it also makes their school success and their acceptance in Italian society much easier.

There are also scattered initiatives aimed at improving attendance and school performance. One of the more interesting initiatives - noteworthy because it is in Sicily, a region not known for innovation in this sector - is promoted by a local parish in Trapani and funded by Law 216/92, which supports initiatives against juvenile delinquency and in support of minors at risk. The project is an after-school programme for adolescents from Albania and the former Yugoslavia. The project provides help with school work on the one hand and training in useful employment skills on the other. The project was started because many of these adolescents - pushed by their own families - were spending the afternoon panhandling or selling trinkets on the street.

Skill Levels of 288 Foreign Students in Bologna Secondary Schools 


Can Read and Write in Italian
In Class of Same Age Students

Yes
91%
60%

No
9%
40%

Source: Bologna School District, 1998

Many schools place students into age-appropriate classes even when they do not speak Italian, and provide them with some degree of assistance to “catch up” to the language level of their classmates. This means that many immigrant students fall behind, and end up in classes with younger students.

Finally, special mention should be made of the structures for unaccompanied adolescents picked up by the police. Since these minors cannot be expelled, they are sent to residential centres while they wait for documents. One such centre in Rome houses about a hundred Albanian adolescents, all of whom have come to Italy alone to seek work to support their large families in the home country. They follow the classes as long as they are waiting for documents, but soon leave the residential centre after receiving their papers, to continue to seek work.

Programmes Encouraging “Intercultural” Dialogue

Often, interculturalism in Italy is seen as dialogue between children of immigrant origin and their autocthonous peers. Such as relationship can take many forms, and, as stated previously, is often limited to tolerance. One model of intercultural dialogue has created three categories, which represent evolution of both the immigrant phenomenon and awareness of the structural nature of immigration in Italy:

· Unilateral (welcome, assistance, solidarity). This is a common response at the beginning of immigration, both by schools and other public agencies, which assist the immigrant. This should lead to recognition of the Other and the next level of dialogue;

· Bilateral (exchange, resource). Exchange and collaboration, in which the resources of the immigrant are recognised and the exchange is not one of charity. Much emphasis is placed on the positive values of other cultures, which are presented to Italians;

· Trilateral (self-awareness and awareness of the other). There are few examples of dialogue between two subjects moving towards a “contaminated” compromise. The awareness of an evolution and a continual exchange is the model of coexistence in many school documents.

Within the charity organisations, many of which are Catholic, the first approach tends to reign, one of “stooping down to offer a hand”.  Although there is a growing awareness of the potential of exchange and “contamination”, the laws and practices embody a unilateral concession of services and resources to the immigrant, without demanding - or even expecting - any added value in return. 

Second Generation

One of the ironies of the phrasing of the 1998 immigration law is that respect and protection of the language and culture of origin is explicitly guaranteed for foreigners. This means that the same right is not necessarily protected when a foreigner becomes a citizen and is no longer subject to the same conditions.

For the moment, this is not a serious problem, but it is likely to become one as more and more immigrants become Italian citizens. Some evidence is available on the tendency of certain groups to assimilate to Italian culture: for example, a survey in Rome found that immigrants tend to rapidly acquire Italian dietary habits, and often abandon their traditional cuisine except for holidays. Another indicator of differential interest in assimilation can be seen in the figures from Prato, a Tuscan city with a large Chinese community, on the choice of religion in elementary and middle school. Italian schoolchildren can choose not to take the hour of religion, which is essentially an hour of Catholic teaching. This reveals much about the assimilatory project of a child’s family, since it is usually the parents who decide for the child. Interestingly, both Albanians and Moroccans come from Muslim countries, but the latter refuse Catholic class almost unanimously, while the former are quite open to it. 

Tab. 26 -
Top 31 Communities by Enrollment in All School Levels, 1997-1999





Nationality
1997-8
1998-9









Morocco
11086
15133

Albania
8312
13551

China
4178
6148

Federation Yugoslavia
5263
5443

Peru
1691
2663

Romania
1408
2299

Philippines
1274
2216

Macedonia
1307
2057

Bosnia-Herzegovina
1754
2052

Egypt
1447
1919

India
1138
1693

Tunisia
1115
1652

Ghana
1189
1539

Poland
1121
1525

Brazil
1084
1382

Croatia
1074
1360

USA
1077
1035

Germany
864
954

Russia
637
923

Sri Lanka
483
887

Total top 20 nationalities
47502
66431

Ecuador
540
815

Pakistan
426
809

Columbia
510
759

Nigeria
559
743

Dominican Rep
532
701

Argentina
563
620

France
572
580

Turkey
470
575

Somalia
491
521

Ivory Coast
269
474

Bangladesh
182
425

Total top 31 nationalities
52616
73453





Total enrollment
63199
85522





Source:
Censis analysis of Ministero della Pubblica Istruzione data for the start of each school year, 1999

Tab. 27 -
Continent and Nation of Origin of Foreign Schoolchildren, 1997-1999





Continent
1997/98
1998/99









European Union
2945
3146

EFTA - EU
1066
1060





Developing Europe, of which:
22543
31481

Albania
8312
13551

Ex-Yugoslavia
9544
11237

Romania
1408
2299

Ex-USSR
910
1361





Africa, of which:
18941
25616

North Africa
13879
19044





Asia, of which:
9883
14204

China
4178
6148

South Asia
2235
3824

Philippines
1274
2216





South America
5008
6988





North America & Caribbean
2380
2693





Oceania
95
77





Total
63199
85522





Source: Ministero della Pubblica Istruzione, 1999
Tab. 28 -
Enrollment in Italian Schools by Foreign Students, 1983-1999, by School Level







School Year 
Nursery
Elementary
Middle
Secondary
Total















1983/84
1.388
2.458
1.258
3.296
8.400

1984/85
1.509
2.712
1.247
3.273
8.741

1985/86
1.729
3.025
1.307
3.073
9.134

1986/87
1.800
3.525
1.335
3.081
9.741

1987/88
2.115
4.329
1.523
3.051
11.018

1988/89
2.456
5.901
2.334
3.132
13.823

1989/90
2.952
6.811
2.605
3.215
15.583

1990/91
3.862
9.563
3.800
3.201
20.426

1991/92
5.584
12.990
5.175
3.406
27.155

1992/93
6.202
15.025
6.320
4.090
31.637

1993/94
..
19.256
8.501
5.324
33.081

1994/95
8.665
20.199
9.089
7.563
45.516

1995/96
10.450
23.971
9.471
8.050
51.942

1996/97
9.989
23.568
11.042
8.844
53.443

1997/98
14.560
32.273
14.186
9.638
70.657

1998/99
18.160
39.194
19.258
8.910
85.522








Source: Ministero della Pubblica Istruzione and Caritas Roma, 1999

Structure of the Italian School System
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17
Liceo








16
classico or
Liceo



Normal
School for


14-15
scientifico
artistico
Art School
Technical School
Professional School
School
nursery school teachers
Apprentice

11-13
Lower Middle School

6-10
Elementary School

3-5
Nursery School

Until 1999, compulsory education was from age 6 to 14. It has been raised to age 15, effective this year, and will rise to 16 following completion of the current reform of the school system.

Tab. 11. Foreign Student Performance in Vicenza Schools, 1998/1999










Correct Age
1 Year Back
2 Years Back
3+ Years Back























Elementary










 prima
348
292
83.9%
43
12.4%
12
 3.4%
1
 0.3%

 second
216
166
76.9%
42
19.4%
8
 3.7%
2
 0.9%

third
244
171
70.1%
63
25.8%
7
 2.9%
5
 2.0%

fourth
234
137
58.5%
72
30.8%
17
 7.3%
4
 1.7%

fifth
218
103
47.2%
85
39.0%
28
12.8%
2
 0.9%

Total
1260
869
69.0%
 305
24.2%
72
 5.7%
14
 1.1%












Middle










 prima
257
96
37.4%
 107
41.6%
45
17.5%
14
 5.4%

 second
162
47
29.0%
70
43.2%
36
22.2%
9
 5.6%

third
131
40
30.5%
51
38.9%
27
20.6%
8
 6.1%

Total
550
183
33.3%
 228
41.5%
  108
19.6%
31
 5.6%












Secondary










prima
70
17
24.3%
27
38.6%
17
24.3%
9
12.9%

second
34
 9
26.5%
13
38.2%
4
11.8%
8
23.5%

third
26
 8
30.8%
 8
30.8%
4
15.4%
6
23.1%

fourth
20
 6
30.0%
 8
40.0%
1
 5.0%
5
25.0%

fifth
11
 6
54.5%
 4
36.4%
1
 9.1%
0
 0.0%












Total
161
46
28.6%
60
37.3%
27
16.8%
28
17.4%












Total
1971
1098
55.7%
593
30.1%
207
10.5%
73
3.7%












Source: Provveditorato of Vicenza, 1999.

Tab. 10. Percentage of Italian schools launching intercultural teaching initiatives in 1998/1999






Area
Elementary
Middle
Secondary











Northwest Italy
59.2%
54.0%
25.8%

Northeast Italy
46.5%
39.8%
22.3%

Central Italy
45.1%
30.7%
14.4%

Southern Italy
24.5%
20.2%
8.1%

Italy
40.9%
32.8%
15.5%






Source: Censis survey of all 103 school districts, 1999
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� 	The institution which is emerging as the central entity for adressing the training needs of adults is the Centro Territoriale Permanente (CTP), created in 1997 by Ministerial Ordinance no. 455 and active since 1998. The CTP, based at middle schools and funded by the Ministry of Education, has a mission to educate the local adult population. Although immigrants are not cited specifically, almost all CTPs have a significant immigrant usership and some are entirely devoted to immigrants.
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