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Authors’ Note on this Translation 

This publication is intended for teachers, school leadership teams, and educational profession-
als engaged in school development within ministries of education and related agencies. In Ger-
many, responsibility for education lies with the individual federal states (Länder), and as such, 
this guide frequently refers to the specific context of North Rhine-Westphalia. Nevertheless, the 
guidance offered is equally relevant to schools in other federal states. 

In Germany, addressing antisemitism in schools has only emerged as an independent field of 
research within the past ten years. A broader international discourse on the subject is antici-
pated in the coming years. The European Union, through its EU Strategy on Combating Antisem-
itism and Fostering Jewish Life (2021–2030), has identified “education, research, and Holocaust 
remembrance” as one of three core pillars of the strategy. Furthermore, UNESCO/OSCE (2018) 
and OSCE (2022) have published materials aimed at policymakers, school leaders, and teach-
ers. 

This translation offers insights into current debates in Germany and seeks to contribute to the 
further development of antisemitism-conscious educational practice in other countries. 
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INTRODUCTION 

Antisemitism remains a virulent problem in our society. Antisemitic attitudes can be found 

across the entire political spectrum and within all social milieus. Antisemitism, described as a 

“repetition of repetition of repetition” (Schwarz-Friesel 2021), continually adapts to current so-

cietal developments. It is not only during times of crisis that age-old antisemitic stereotypes 

are reactivated and readapted. 

Schools reflect society, and thus it is unsurprising that antisemitism is also present in schools. 

At the same time, schools are the institutions where all young people are educated with the 

aim of becoming responsible, independent individuals and active members of a democratically 

constituted society. Therefore, schools also offer the opportunity to educate all young people 

about dangerous and dehumanising ideologies such as antisemitism. The educational aim of 

developing critical, autonomous thinking can only be achieved if teachers succeed in fostering 

a respectful interaction among pupils and between pupils and teachers – not by ignoring the 

real differences between people, but through a shared understanding of these differences. 

Education on antisemitism has three core objectives (cf. Grimm 2023, 27): 

 It serves to protect Jewish pupils and teachers from the burdens and dangers of anti-

semitism. This protection is guaranteed by the German constitution and is thus a fun-

damental responsibility of the school system. 

 It protects non-Jewish pupils and teachers from an ideologically distorted perception 

of society that restricts individual capacity for thought, perception, and action, and 

thereby impairs the ability to form political judgments. 

 As a part of civic and democratic education, it contributes to the societal rejection of 

ideologies that are hostile to humanity and democracy. 

This guide supports educators in their work to critically engage with antisemitism in educa-

tional contexts. It draws upon the authors’ extensive experience: Florian Beer through his work 

with SABRA, the “Service Centre for Anti-Discrimination Work – Counselling on Racism and 

Antisemitism” of the Jewish Community in Düsseldorf, and Marc Grimm through his academic 

research in the fields of subject-specific pedagogy and didactics. Most of the literature cited 

is available online, enabling readers to explore individual topics with minimal effort. 

The guide offers practical advice for implementing anti-antisemitism initiatives in schools that 

can be realised step-by-step. In the demanding reality of school life, it is not feasible to address 

every aspect of antisemitism-critical education at once. For that reason, each chapter stands 
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alone and is deliberately kept concise to maintain readability. Schools seeking to expand their 

antisemitism-critical practices can find additional training and consultation resources through 

the Ministry of Education in North Rhine-Westphalia1 and SABRA2. Background information on 

antisemitism and Jewish culture and religion is also deliberately brief; those interested in ex-

panding their knowledge are encouraged to consult MALMAD3, SABRA’s virtual toolbox offer-

ing specially developed materials and methods for use in schools. 

Many schools adopt mission statements outlining their core values, aims, and pedagogical 

principles. These often include references to values such as tolerance and democracy, which 

are promoted through cross-curricular efforts such as project days or embedded within pro-

grammes like School without Racism – School with Courage. Antisemitism-critical school de-

velopment can be integrated into these existing frameworks. 

Racism and antisemitism share commonalities, such as “institutional exclusion, devaluation, 

and physical violence against minorities” (Rensmann 2022, 107). However, they also differ sig-

nificantly, which has pedagogical implications. “Antisemitic tropes of Jewish control and influ-

ence in finance and media, for example, cannot be adequately addressed using conventional 

anti-racist educational methods and concepts. Whereas racism typically identifies its subjects 

with nature – assigning them laziness, lack of self-control, and uncivilised behaviour – the 

antisemitic image of Jews portrays them as powerful, dominant, and manipulative” (Grimm 

2020, 200). The aim must be to work with existing frameworks for values and democracy ed-

ucation, while assessing whether these are fit for the specific demands of antisemitism-critical 

education. 

This guide is not tailored to any single type of school but is intended to offer relevant guidance 

applicable across school types. It is designed to be adapted and implemented according to 

the specific contexts and challenges of individual schools and locations. 

The guide is divided into 14 sections, each addressing a particular aspect of antisemitism-

critical school development. The guiding questions in each section can be used as a checklist. 

To provide an overview, these questions are presented separately at the beginning of the doc-

ument. 

The Hamas attack on Israel on 7 October 2023 marks a turning point for Israelis as well as for 

Jews globally. Developments in the months that followed have shown the emergence of a 

radicalised “Generation Gaza” amid the protests – a group that brings emotion and hatred 

 
1 hƩps://www.schulministerium.nrw/anƟsemiƟsmus (MSB NRW, 2024) 
2 hƩps://www.sabra-jgd.de/schule (SABRA, n. d.) 
3 hƩps://malmad.de/ (Malmad 2021) 
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against Israel, rather than knowledge and arguments, into schools. However, this is not new. 

The challenges of educating about antisemitism in schools have not changed as a result of 

the Hamas terror attack. What has changed is that, by now, every teacher should have under-

stood that antisemitism represents a seemingly anti-establishment conspiracy ideology that 

some pupils find appealing – and that schools therefore play a crucial role in countering this 

ideology through education. 

This guide is intended to make a contribution toward that effort. 

The first edition of this guide received widespread attention. We received numerous sugges-

tions from teachers and training providers, many of which have been incorporated into this 

revised and expanded version. 

Marc Grimm and Florian Beer 

Cologne and Düsseldorf, March 2025 
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SCHOOL DEVELOPMENT IN GENERAL  

1. Is work that critically addresses antisemitism an integral part of school development? 

Does the school consistently take into account the needs of Jewish pupils and staff in 

its development initiatives? 

A school that aims to be a safe space for Jews must regard critically addressing antisemitism 

as a core element of both school and curriculum development.4 This means that all boards, 

committees and individuals involved in school development processes must be sensitised to 

antisemitism-critical work, and that pedagogical approaches to combating antisemitism are 

addressed on a regular basis. The focus should be placed not only on overarching concepts 

such as the school mission statement or development plans, but also on subject-specific or 

thematic elements (for instance, internal curricula, school trips, planning of project weeks, 

etc.). 

Taking the needs of Jewish pupils and staff into account requires consideration of lived reli-

gious practices (e.g. dietary laws), religious holidays, as well as issues related to safety and 

security. 

Furthermore, school-specific needs and challenges should be recognised, as different ap-

proaches may be necessary depending on the school’s environment and catchment area. For 

example, it is important to consider the composition of the student body, as well as the oppor-

tunities and resources available in the local context. Schools should examine which forms of 

antisemitism their educational work should address and identify potential local cooperation 

partners. 

 
2. Does the school have a transparent strategy for addressing antisemitism? Does this in-

clude the three pillars of prevention, intervention and enforcement? 

To ensure that antisemitism-critical work is embedded in the long term, made transparent to 

all concerned, and to strengthen everyone's ability to act with confidence, it is essential to 

develop a clear school-wide strategy for educational work both against and about antisemi-

tism. It is also important to develop a positive mission statement that explicitly distances the 

school from antisemitism. 

 
4 Findings from a broad comparaƟve study of mulƟple countries “indicate a normalisaƟon of anƟsemiƟc struc-
tures and point to insƟtuƟonalised anƟsemiƟsm in German schools.” (Chernivsky and Lorenz-Sinai, 2024) 
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It is imperative that schools have clear and transparent procedures for dealing with antisemi-

tism. This includes bindingly agreed concepts and practices for the three key areas of preven-

tion, intervention and enforcement (cf. Salzborn and Kurth 2019, 8). 

A continuously evaluated and updated prevention strategy should define on which curricular 

and extracurricular occasions antisemitism-critical educational work is regularly conducted. 

In addition to embedding preventative measures in both teaching and extracurricular activities, 

it is just as vital that schools have a clear and transparent intervention framework that can be 

applied when antisemitic incidents occur. This gives everyone involved—educators, potential 

victims, perpetrators and parents—clarity on how the school will respond, and may even help 

to prevent such incidents from occurring in the first place. 

Chernivsky, Lorenz and Schweitzer have identified the following key characteristics of effec-

tive intervention (2020, 101; see also 72): 

 Openness to reports of antisemitism from pupils and parents 

 Taking reports of antisemitic incidents seriously 

 Transparency in how reports are handled and how specific cases are addressed 

 Timely responses 

Further guidance is available in numerous local handbooks, which not only offer specific rec-

ommendations for action but also name contact persons in the local area.5 On a regional level, 

the websites of education ministries provide valuable reference points, as the materials of-

fered there are generally preselected and quality-assured.6 

Clear, transparent procedures must also be established for the enforcement of measures 

where necessary. This includes school regulations (disciplinary measures), as well as civil and 

criminal legal provisions, which must be known and properly applied. 

A problematic example would be schools where even criminally relevant antisemitic slurs 

made by pupils result in nothing more than a temporary exclusion from class—followed by a 

return without consequence. Such responses send a message to both perpetrators and 

 
5 See, for example: Landeshauptstadt Düsseldorf 2019, 7–11; Stadt Essen 2020; Bezirksregierung Münster 2020; 
Stadt Wuppertal 2020; NS-DokumentaƟonszentrum der Stadt Köln and Fachstelle m² 2020. 
6 The Ministry of School and EducaƟon of the State of North Rhine-Westphalia provides informaƟon on address-
ing anƟsemiƟsm under the online heading “AnƟsemiƟsmus – Wahrnehmen und Begegnen” (“AnƟsemiƟsm – 
Recognising and ConfronƟng”): hƩps://www.schulministerium.nrw/anƟsemiƟsmus. This includes the “Hand-
lungsleitlinien AnƟsemiƟsmus” (“Guidelines for AcƟon on AnƟsemiƟsm”): hƩps://www.schulministe-
rium.nrw/handlungsleitlinien-anƟsemiƟsmus 
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bystanders that antisemitic acts will cause a stir but ultimately go unpunished. Criminal of-

fences that occur in the classroom must always be reported to the authorities. 

Another important point must be acknowledged: The importance placed on institutional pro-

tection concepts and publicised procedures must not obscure the fact that“for people with 

Jewish biographies in predominantly non-Jewish settings, it is often not state structures but 

rather individual safety strategies and ways of coping with the potential threat of antisemitic 

attacks that shape their everyday sense of security” (Chernivsky, Lorenz and Schweitzer, 2020, 

81–82). These individual strategies must be respected, especially given that Jews adopt highly 

diverse personal approaches. 

One illustrative example: If a Jewish pupil does not wish to be identified as such, this wish 

must be respected, and the pupil must not be ‘outed’ by a teacher. This is essential not only 

for maintaining the crucial trust between pupils and staff but also for safeguarding an indi-

vidua’s sense of security and autonomy. In most cases, such matters can be clarified through 

a brief and respectful conversation. Teachers who take the initiative to open such dialogue 

send a strong signal that they take the issue seriously. 

To help structure the approach to antisemitism within schools, the matrix below may be of 

use.7 It has also proven effective in training contexts. The matrix can naturally be adapted for 

use in non-school settings or in relation to other forms of discrimination. 

 

 

 
7 Experience shows that the areas concerning teachers—prevenƟon and intervenƟon—can usually be filled with 
well-developed proposals, whereas the areas concerning students—prevenƟon and intervenƟon—tend to re-
main largely unaddressed. 
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Fig. 1 Working matrix for addressing antisemitism in schools (designed by Florian Beer and Sophie Brüss). 

Based on specific incidents or long-term school development initiatives (occassion/topic), the 

matrix can help identify different levels of action and fill them with concrete measures. It can 

be used to ask how colleagues, school leadership, pupils, parents or guardians, and external 

parties can be involved in the school’s efforts to combat antisemitism (left-hand column) – 

across the three areas of prevention, intervention, and enforcement. 

When dealing with a specific case, for example, one might ask what colleagues can do to pre-

vent similar cases in the future (prevention), how pupils can be empowered to respond actively 

to the case (intervention), and what legal instruments are available to the school leadership to 

respond appropriately (enforcement). Who acts on which level is not predetermined. Instead, 

the matrix is intended to prompt a conscious examination of how all members of the school 

community can be active in the fields of prevention, intervention, and enforcement. In this way, 

the matrix enables a holistic perspective on the school system and helps identify areas of 

action that have not yet been addressed. 

Occasion/Topic 
 
 

Prevention Intervention Enforcement 

What can I do?   
  
  
 
  

    

What can teachers do? 
 

 
  
  

    

What can the School 
leadership do?  

  
  

    

What can pupils do?   
  
  
  

   

What can external 
parties do? ( School 
supervisory authorities, 
counselling services, 
parents, etc.) 
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3. Are responsibilities clearly assigned in cases of antisemitic incidents? Is there a desig-

nated person in school responsible for addressing antisemitism? Are they given ade-

quate relief from other duties for this role? 

It is advisable to consolidate the tasks associated with addressing antisemitism in schools 

under a clearly defined responsibility. Just as there are designated safety officers, equality 

officers, coordinators for school trips, and professional development strategies in schools, 

there should also be antisemitism officers, who must be appropriately relieved of other duties 

to carry out their responsibilities effectively. 
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CLASSROOM EDUCATION 

4. Are teachers informed about where antisemitism and Judaism can be integrated into 

the curriculum? 

In some curricula, explicit reference is made to points where antisemitism and Judaism should 

be addressed. However, there are often many more opportunities to integrate these topics, 

even where they are not explicitly mentioned – and even outside traditionally obvious subjects 

such as history, politics, religious education, or ethics. For instance, physics lessons can ad-

dress “German” or “Aryan” physics, as promoted by the National Socialists and shaped by an-

tisemitic ideology. 

Regardless of the subject, antisemitism should be addressed whenever pupils show interest 

in the topic or when their comments indicate familiarity with antisemitic thought patterns. So-

cial media, gangsta rap, and various popular youth video formats often spread antisemitic 

content – disguised as supposedly critical secret knowledge, jokes, or seemingly neutral infor-

mation. Due to the normalisation of antisemitic – particularly Israel-related – bodies of 

knowledge and narratives, these must be identified and discussed for what they truly are. 

 
5. Is antisemitism-critical education understood as a cross-curricular responsibility?  

Because antisemitism can be expressed in all areas of school life and within any subject, it is 

essential that antisemitism-critical education be viewed as a cross-cutting responsibility 

across the curriculum. Samuel Salzborn and Alexandra Kurth explain: 

“Since antisemitism [...] reflects the inability and unwillingness to think abstractly and to feel 

concretely, any teaching that promotes pupils’ abstract thinking and concrete empathy plays 

an important role in preventing antisemitism.” (Salzborn and Kurth 2019, 9) 

This became particularly evident in the context of antisemitic conspiracy theories during the 

COVID-19 pandemic. Not only does knowledge about how antisemitism functions raise aware-

ness; even a basic understanding of how economics, law, and politics operate and intercon-

nect helps counteract the personalisation of social conditions – a typical trait of antisemitism. 

Similarly, fostering empathy and encouraging pupils to articulate their own emotions can serve 

as an implicit form of antisemitism prevention and can, for example, be promoted in subjects 

such as physical education or art (cf. Grimm 2021). 
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6. Is Jewish history presented as more than a history of antisemitism? Is the historicisa-

tion of antisemitism being actively countered? 

It is certainly to be welcomed when more space is given in the classroom to addressing the 

Shoah and its historical precursors and ongoing impact. However, it becomes problematic for 

several reasons when Jewish history is reduced to this alone. Firstly, there is a risk of portray-

ing Jewish history merely as a narrative of persecution, assigning Jews the role of victims by 

default, rather than recognising them as agentic individuals in both historical and contempo-

rary contexts. Secondly, focusing primarily on the Shoah can create the impression that anti-

semitism is a thing of the past. This could lead to an overshadowing—or even a perceived 

irrelevance—of the vital engagement with current forms of antisemitism through the intensive 

examination of historical antisemitism. 

“The frequent limitation of dealing with antisemitism to the National Socialist period may give 

the impression that antisemitism did not exist prior to that era and has no relevance today. 

Agreement is quickly reached in condemning the Nazi policy of extermination, yet the ability 

to recognise antisemitism in other forms—devoid of Nazi symbols or even appearing in left-

wing rhetoric—is not significantly enhanced” (Rajal 2018, 139). 

Historical knowledge of antisemitism does not necessarily foster awareness of its current 

forms (cf. Grimm 2020, 202). Therefore, it is important that lessons include Jewish culture, 

history, and religion—in short, Jewish life before and after the Shoah—as well as critically en-

gage with contemporary antisemitism (cf. Beer 2021). Jewish history, culture, and religion are 

rich and diverse, marked by varied rituals and traditions. At the same time, Judaism should not 

be reduced to this diversity, as this can risk a process of “othering” Jews. Instead, both differ-

ences and commonalities between Judaism and other religions—such as shared ethical foun-

dations—should be explored. 

 
7. Is the teaching suitable for promoting a critical attitude towards antisemitism? Are 

teachers sensitised to the challenges involved in addressing antisemitism and Judaism 

in the classroom? Is careful attention paid during lessons to ensure that antisemitic ste-

reotypes are not perpetuated?  

It has often been noted that classroom teaching may itself contribute to the perpetuation of 

antisemitic stereotypes. Wolfgang Geiger observes that school textbooks often—albeit unin-

tentionally—encourage a perpetrator’s perspective, particularly when assignments ask stu-

dents to reconstruct rather than critique Nazi ideology (e.g., “Identify the elements of the Na-

tional Socialist worldview from the sources”, “List who belonged to the Volksgemeinschaft and 
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who did not”, “State the criteria for classifying someone as a Jew”) (Geiger 2019, 8; cf. also 

Geiger 2012). 

Elke Rajal highlights the time pressure typically present in school teaching, which often results 

in antisemitic prejudices being cited with good intentions, only to be (inadequately) refuted 

shortly thereafter. What tends to linger, however, are the stereotypes themselves (2018, 139). 

Such unintentional perpetuation of antisemitic stereotypes can occur outside of history les-

sons and even in texts by authors with a clearly critical stance towards Nazism. A case in point 

is the still widely used youth novel Damals war es Friedrich (At the Time, It Was Friedrich) by 

Hans Peter Richter (first published in 1961), which reproduces numerous antisemitic stereo-

types. Ulrike Schrader contends that the novel should be read as a document of a processing 

of National Socialism that ultimately serves to relieve collective guilt (Schrader 2005, 339). 

Schrader also illustrates the resistance encountered when such seemingly established teach-

ing materials are criticised: “Many teachers—though not all—defended the book and its use in 

the classroom in sometimes heated debates, reflecting an unwillingness to critically reassess 

longstanding [local] teaching practices” (Schrader 2005, 323–24). 

However, avoiding Damals war es Friedrich is not necessary. Instead, teachers can encourage 

students to critically examine the book and its associated materials. This critical engagement 

can itself become a valuable didactic approach. Given that the book is now a historical docu-

ment, it can serve to illustrate how National Socialism was processed in post-war Germany. 

Classroom literature and related teaching materials can thus be made objects of analysis 

themselves, thereby promoting media literacy. 

 
8. Is care taken to ensure that Jews are not portrayed in the classroom as “foreign” or fun-

damentally „other“?  

The issue of “othering” Jews in educational settings remains underexplored, though it is a se-

rious concern. Marina Chernivsky stresses that “subtle secondary antisemitic aggression is 

expressed through continuous othering, even when not intended antisemitically. This includes 

the historicisation of Jewish lives and biographies, assumptions of Jewish absence, position-

ing Jews as external to Germany, assigning them a ‘completely different’ identity, disapproval 

of religious practices, as well as the appropriation and objectification of Jewish biographies” 

(Chernivsky, Lorenz and Schweitzer 2020, 49).8 

 
8 Cf. Chernivsky 2018; Messerschmidt 2018; Bernstein 2020. 
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Such “othering” may also be reinforced when Jews are assumed to have a special relationship 

with the State of Israel or when a distinction is drawn between Jews and the majority society—

as, for example, when textbooks refer to “Jews” and “Germans” as separate groups (cf. Scherr 

and Schäuble 2007, 10–11). 

Othering can be countered by avoiding the historicisation of Judaism, speaking and acting as 

though Jews are present in the classroom, acknowledging the diversity of Jewish identity as 

part of contemporary German society, and recognising Jewish religious practices (or the ab-

sence thereof) without exoticising them. 

 
9. Are teachers aware that lessons on antisemitism can provoke defensive reactions? 

A major challenge in antisemitism prevention is the potential for provoking defensive attitudes. 

These can also emerge in response to the committed stances of the teachers, especially when 

they aim to distinguish themselves ethically from the perpetrator generation. Such moral ex-

pectations can heighten teachers’ sensitivity to the rejection of the students of lessons on 

history and antisemitism, possibly blinding them to actual questions and needs of the stu-

dents. As a result, there is a risk of overinterpreting the positions of the students. When stu-

dents feel unjustly criticised by adults, they may develop a broader resistance to engaging with 

history itself (Unabhängiger Expertenkreis Antisemitismus 2018, 211). 

Following the 7 October 2023 terrorist attack, a stronger rejection of addressing Israel-related 

antisemitism has been observed. This resistance has two main strands: one accuses teachers 

of aligning too closely with Israel, legitimising crimes against Palestinians, and acting as 

mouthpieces for the Israeli government; the other reflects an identification with Palestinians 

as a collective of victims. This framing absolves Palestinians of agency and removes the ne-

cessity to address antisemitism within that group or one's own community. 

One teacher reports being told, “We know you have to say that,” in what was framed as an offer 

of understanding. Such remarks are designed to pressure teachers into adopting anti-Israel 

rhetoric or risk not being taken seriously. 

Moreover, learning about history in school takes place in the context of grading, which carries 

the risk that students will perceive teachers’ ethical-moral stances as the “correct” position 

that must be learned and reproduced (cf. Hogrefe et al. 2012, 27; Müller 2021, 201). Instead, it 

is vital to offer students opportunities to examine and, if needed, revise their political and moral 

convictions in a way that feels personally meaningful and desirable (Scherr and Schäuble 

2006, 94). 
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Such reflective engagement can broaden students’ thinking, perception, and behaviour. Emo-

tions play a key role here. On one hand, it is important to address the emotional appeal of 

antisemitic ideologies and explain why they attract adherents—antisemitic images and tropes 

(e.g. “Jewish conspirators pulling the strings behind the scenes”) are often already familiar. 

With appropriate guidance, students can learn how such enemy images function—for example, 

as a means of self-aggrandisement or claiming access to secret knowledge—thereby enhanc-

ing their media literacy. 

On the other hand, students’ own emotions—such as discomfort or resistance (“We’ve already 

done this topic enough”)—must be allowed to surface and be taken seriously. Only then can 

these emotions be reflected upon. In this way, students learn to communicate their emotions 

and critically engage with them. This kind of emotional reflexivity is crucial for learning about 

antisemitism and has become a vital component of media literacy in the age of social media. 

 
10. Is the teaching material critically reviewed? 

Recent studies conclude that teaching materials often exhibit deficiencies regarding the out-

lined requirements for antisemitism-critical education – despite researchers having pointed 

out for decades the issue of the “transmission of antisemitic stereotypes in school textbooks” 

(Unabhängiger Expertenkreis Antisemitismus 2018, 216)9. For example, textbooks frequently 

explain antisemitism in ways that “perpetuate antisemitic stereotypes rather than dismantle 

them,” such as when Jews are portrayed primarily or exclusively as wealthy moneylenders, or 

when “antisemitic prejudices are presented with benevolent intent” (Rajal 2018, 139) without 

sufficient classroom time to refute these. 

Since textbooks still serve as a key medium (cf. Salzborn and Kurth 2019, 32), it is therefore 

essential that the materials used are critically reviewed before being employed, for instance 

within departmental collaboration. Critiques of current teaching materials should be submitted 

to publishers as well as to the authorities responsible for textbook approval, with the aim of 

revising problematic passages. Furthermore, antisemitism today is primarily spread via social 

media and pop culture (rap music, music videos, TikToks), and teachers need to be familiar 

with these fast-moving media to respond effectively. Currently, there is a lack of corresponding 

modules in teacher training and professional development. Therefore, it is advisable to use 

teaching materials that have already been reviewed or provided by institutions with recognised 

expertise. SABRA offers a detailed selection with the virtual methodology toolbox MALMAD. 

 
9 Cf. Deutsch-israelische Schulbuchkommission 2017; Liepach und Geiger 2014; Pingel 2017; 
Rensmann 2020; Sadowski 2023; Beer 2021; Deutsch-israelische Schulbuchkommission 1985; Deutsch-israeli-
sche GesellschaŌ und Scholars for Peace in Middle East, Germany e.V. 2015. 
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Good materials can also be found, for example, on the websites of Yad Vashem or in the an-

notated collection by the Standing Conference of Ministers of Education and Cultural Affairs 

and the Central Council of Jews in Germany.10 

 
11. Are the perspectives and needs of Jewish pupils respected? Is there sensitivity to the 

mechanisms of intergenerational trauma transmission? 

It is important not to turn Jewish pupils into supposed experts on the Shoah. For one, they 

usually are not; secondly—and more importantly—this assigns them a particular role: that of 

victims or representatives of a highly diverse group. The same applies to the Middle East con-

flict and the topic of Israel: Automatically attributing a special closeness to Israel to Jewish 

pupils, or even declaring them experts on the Middle East conflict, is problematic for several 

reasons. Not only because the pupils often do not possess the assumed expertise, but also 

because it can reinforce the conflation of Israel and Judaism, thereby promoting othering. 

Whether pupils have family ties to Israel and whether they wish to talk about this can be clari-

fied in individual conversations. This also includes whether they want to be identified as Jew-

ish in the classroom. If Jewish pupils want to contribute “as experts of their daily life from a 

Jewish perspective,” this should not be denied to them (Chernivsky, Lorenz and Schweitzer 

2020, 66). Teachers show interest and sensitivity by holding confidential individual talks rather 

than addressing such matters publicly in class. 

Nowadays, classes are often diverse, and cultural, religious, or national multiple identities are 

the norm. This situation is a reality, a challenge, and simultaneously a democratic-educational 

opportunity, provided that differences, conflicts, and deviations can and must be openly nego-

tiated. 

It must also be considered that trauma triggered by the Shoah can be transmitted across gen-

erations. Jewish pupils may, among other things, experience (re-)traumatisation when con-

fronted with Nazi crimes in lessons. The online status report “Transgenerational Trauma” by 

the Scientific Services of the German Bundestag offers a good overview of this topic.11 For 

teachers, professional handling of (potential) trauma has become part of educational stand-

ards, for example regarding pupils who are victims of domestic or sexualised violence or suffer 

from mental illness. Preliminary discussions with parents are recommended. In practical 

 
10 Methodenkoffer MALMAD via hƩps://malmad.de/, materials of Yad Vashem via 
hƩps://www.yadvashem.org/de/educaƟon.html, materials of the KMK and the Central Council of the Jews of 
Germany via hƩps://www.kmk-zentralratderjuden.de/. 
11 OrganisaƟons focusing on those affected by transgeneraƟonal trauma are also listed (see ScienƟfic Services of 
the German Bundestag 2017; Fehlberg, RebenƟsch, and Wolf 2016) 
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teaching, it is also advisable to outline the form of engagement with the topic beforehand and, 

for example, allow pupils the option to opt out.  

 
12. Is every form of antisemitism opposed in the classroom? 

Antisemitism is not solely a right-wing extremist phenomenon but a flexible one that connects 

to various political, religious, and ideological beliefs. It would be too narrow to limit educational 

work against antisemitism to dealing only with right-wing extremist antisemitism. Instead, an-

tisemitism-critical education must consider all forms—not only historical but especially con-

temporary antisemitism—to meet its goals.  

Moreover, antisemitic views must not be tolerated based on misunderstood tolerance. This 

occurs, for example, when antisemitic remarks by pupils are excused or relativised because of 

their biographical backgrounds linked to the Middle East or when a supposed natural solidarity 

among Muslims is cited as justification for anti-Israel stances and support for terrorist groups 

such as Hamas. When such solidarities are examined, it becomes clear that the deaths of 

Muslims in armed conflicts do not generally provoke solidarity among Muslims in Germany, 

except when those killed are in confrontation with the Israeli army. For example, the Syrian civil 

war caused over 500,000 deaths, with perpetrators and victims mainly Muslims. Despite this 

high Muslim death toll, the war did not prompt major demonstrations in Germany, and schools’ 

handling of the subject, though complicated by the presence of refugee pupils, was not char-

acterised by strong emotionalisation, one-sided blame, victim-perpetrator reversal, or genocide 

accusations. However, since the attack on 7 October 2023, teachers have faced exactly such 

reactions that obstruct a fact-based discussion of Israel’s war against Hamas. Teachers must 

therefore prioritise strengthening political judgement skills, which can be further specified 

through classifications such as Peter Massing’s judgement framework (2003). 

Where teachers encounter hardened (Israel-related) antisemitic attitudes reinforced by social 

environments and social media, knowledge of the concrete misinformation and pupils’ argu-

ments is essential. Teachers can incorporate these misconceptions into lessons in a pupil-

centred way and create settings where independent research or provision of contextual infor-

mation via texts or videos helps to recognise and refute misinformation. If antisemitic atti-

tudes are legitimised by pupils’ self-identification as Muslim, Turkish, etc., this can be ad-

dressed as above or countered with materials that question the supposed naturalness of these 

group attitudes. 

The challenge is empirically evident: antisemitism among Muslims is more pronounced than 

in religious and non-religious comparison groups (cf. Öztürk and Pickel 2021; Jikeli 2024). The 



 
 

23 
EMPATHIA³ WORKING PAPER SERIES NO. 02. GRIMM, BEER. 2025.   

 

discomfort many teachers feel about addressing antisemitism among Muslims stems from 

fears of “appropriation by right-wing populists, the risk of ignoring antisemitism within the ma-

jority society, and shifting problems of the majority society onto Muslims. All these objections 

can be used to obscure, reinterpret, or relativise Muslim antisemitism” (Grimm and Müller 

2021, 13). The challenge is to know and address antisemitism circulating among pupils, some 

of which is stabilised by their identities—without confronting those pupils with generalising 

attributions but taking their arguments and self-understanding seriously. 

Commitments to multiperspective teaching and the moderation requirement must not be mis-

understood as a duty of neutrality that grants space to antisemitic views. The Federal Consti-

tutional Court has established that antisemitic concepts are incompatible with human dignity 

and violate the free democratic basic order.  There is “no duty of neutrality for teaching and 

educational professionals regarding antisemitic and other group-based hostile actions at their 

school, but a clear constitutional mandate to educate and protect children and young people 

based on democratic values” (City of Düsseldorf 2019, 7; see also Beer and Ufert 2021). Be-

yond factual arguments, legal regulations for teachers are clear: for example, the Civil Servants 

Status Act states: “Civil servants must commit through their entire conduct to the free demo-

cratic basic order as defined by the Basic Law and work for its preservation” (cf. Federal Min-

istry of Justice – BeamtStG § 33).  
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EXTRACURRICULAR EDUCATION  

Educational activities that take place outside of regular lessons are undoubtedly of great value 

for education critical of antisemitism, as they often allow for a deeper engagement with the 

topic on both a cognitive and emotional level. Since they occur in a non-graded context, they 

offer the opportunity for a more open approach to the subject and can counteract an attitude 

observed by Wolfgang Geiger among pupils, who feel they “only have to confirm pre-formulated 

insights (‘political correctness’), instead of confidently discovering—under guidance but with-

out being patronised—how antisemitism was justified back then and perhaps still is today” 

(Geiger 2019, 8). To credibly design extracurricular offerings, schools themselves must first 

credibly engage in antisemitism prevention work. 

 
13. Are those responsible aware that extracurricular activities represent an important sup-

plement, but not a substitute, for addressing the topic within regular classroom teach-

ing?  

In the public debate about educational efforts against antisemitism, extracurricular educa-

tional activities have long been the focus. In recent years, attention has increasingly shifted to 

schools and teachers, raising questions about what additional efforts are needed within 

schools themselves, teacher training, and the teaching materials used. “Previous discussions 

on the topic have focused strongly on educational approaches that made the immediate re-

sponsibility of school actors—teachers, school leadership, pupils and parents, but also school 

supervisory authorities—appear strangely faint. This, however, depoliticised precisely those 

actors responsible for discrimination, passivity, silence, and inaction. Because mostly, and still, 

reference is made primarily to extracurricular educational offerings [...] These are undoubtedly 

important, for example in teacher further training or in crisis intervention in severe cases at 

individual schools. However, due to structural and content reasons, they must inevitably fail in 

meeting the high expectations placed on them to function as a kind of ‘fire brigade’ in emer-

gency situations” (Salzborn and Kurth 2019, 3). 

Extracurricular activities can be a meaningful supplement to school education against anti-

semitism, but they cannot replace it. The same applies to extracurricular activities. School 

events such as study days, project weeks, or trips to memorial sites can, for the reasons de-

scribed above, be a valuable component of education critical of antisemitism. However, they 

usually take place only irregularly, are not compulsory in most federal states, and therefore 

alone are by no means sufficient for sustainable educational work against antisemitism. Fur-

thermore, not all offerings are unreservedly recommendable: whether a visit to an 
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extracurricular learning site is beneficial depends not only on the content quality of the offer 

but also on its didactic implementation and on how well the offer is tailored to the needs of 

the target group. Additionally, extracurricular activities entail extra workload for teachers, since 

not only dates and travel must be coordinated but also the content focus of the offering. 

Whether extracurricular offerings truly allow for inspiration or deepening depends heavily on 

preparation and follow-up, i.e., embedding in the curricular context. 

 
14. Do extracurricular activities also address Judaism beyond the history of persecution? 

It is important that engagement with Judaism is not reduced solely to the Shoah and engage-

ment with antisemitism not limited to the Nazi era or its right-wing extremist manifestations. 

It is certainly commendable if pupils engage, for example, with Jewish history and the history 

of antisemitism in their locality, such as by cleaning Stolpersteine around the school every year 

on 9 November and commemorating the victims. However, dealing with historical antisemi-

tism does not necessarily immunise against its current forms. Therefore, engagement with 

contemporary Jewish life and its threats should also be given great importance. For example, 

an exchange with a local Jewish community could be pursued to raise pupils' awareness of 

current challenges and threats to Jewish life.12 However, such encounter projects are not per 

se suitable for preventing antisemitic attitudes or as intervention measures, as the following 

section explains. 

 
15. Is there sufficient sensitivity to the challenges of encounter projects? 

There is ongoing debate about the extent to which encounter projects and getting to know 

Judaism in its diversity can be meaningful educational measures against antisemitism. Ideally, 

encounters can facilitate engagement tied to the person or group, where generalised images 

are questioned or refuted and personal prejudices questioned, corrected, or overcome (Fischer 

and Holler n.d.). Such projects are problematic because they may give the impression that 

antisemitism is related to the concrete behaviour of Jews. Jean-Paul Sartre noted: “Experience 

does not create the concept of the Jew; prejudice distorts experience. If there were no Jews, 

antisemitism would invent them” (Sartre [1944] 1994, 12). 

Elke Rajal argues that it is mistaken to assume that “antisemitism is rooted in ignorance of 

Judaism. Also mistaken is the hope that enlightenment about the objects of envy and hatred 

 
12 If an exchange with a local Jewish community is sought, it should nonetheless be borne in mind that, as with 
ChrisƟan or Muslim communiƟes, not all Jews necessarily feel represented by the local congregaƟon. Encounter 
projects should therefore always aim to highlight Jewish diversity in order to counteract problemaƟc forms of 
collecƟvisaƟon. 
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automatically leads to immunisation” (2018, 140). The high hurdle such projects must over-

come is to make transparent and work on the expectations of otherness that necessarily un-

derlie such encounters. The goal of such projects must be to endure and accept diversity and 

to transform expectations of otherness into curiosity about the other person. This in turn re-

quires participants to be perceived not as representatives of a group but as individuals. Mi-

chael Kümper describes an “important goal of encounters as changing this and getting to 

know Jews as active subjects of history and the present.” When Jewish people are met as 

active subjects, this can also serve as a counterpoint to widespread, often distorted and ste-

reotypical attributions (Kümper 2010, 6). 

Encounter projects must be carefully prepared not only to avoid the pitfalls described here but 

also out of respect for and to protect the Jewish partners in these projects: it must be abso-

lutely avoided that they face antisemitic hostility during the encounters, which is more likely 

the less prepared a group is. Whether the protection of Jewish participants is guaranteed at 

all times is especially questionable if antisemitic incidents have already occurred and encoun-

ters are part of an intervention strategy. 

 
16. Is there awareness of the challenges and pitfalls of extracurricular activities (visits to 

memorial sites, museums, etc.)? 

Good preparation and follow-up are also indispensable for visits to memorial sites, museums, 

and similar activities, which can otherwise easily produce the opposite of the intended effect. 

Susanne Popp points out that "it would be naive to believe that the aura of a memorial site 

automatically exerts a cathartic effect" and argues that such visits “should always be volun-

tary” (Popp 2002, 12). Elke Gryglewski counters this position by noting that "with absolute vol-

untariness there are much lower chances of reaching people,” but nonetheless demands that 

visits to memorial sites “should be organised in the spirit of democratic participation” of learn-

ers (2018, 57–58). Furthermore, it is disrespectful to the victims—who, for example, are buried 

anonymously in mass graves at the Dachau memorial—if pupils behave inappropriately (cf. 

Popp 2002, 12). For Jewish pupils, there is also a risk of (re)traumatisation, and participation 

should therefore be voluntary.13 Teachers and school leadership are well advised to carefully 

consider whether and in what form compulsory events should be conducted. Visits to 

 
13 A comprehensive overview of the current state of research on the mechanisms and manifestaƟons of 
transgeneraƟonal transmission of Holocaust-related trauma is provided in the report TransgeneraƟonal Trau-
maƟsaƟon, published by the ScienƟfic Services of the German Bundestag. The report also lists organisaƟons 
that focus on supporƟng vicƟms of transgeneraƟonal trauma. 
URL: hƩps://www.bundestag.de/resource/blob/501186/5cab3d455ea7c85a1dĩd7ce458d499a/WD-1-040-16-
pdf-data.pdf (ScienƟfic Services of the German Bundestag 2017) 
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memorial sites must be prepared and followed up, and it is recommended to contact the edu-

cational departments of the memorial sites early on, which can provide guidance on (less) 

useful ways of preparing for such visits. 

Memorial visits are not suitable for engagement with current manifestations of antisemitism. 

Their task is to convey knowledge about “the history of the sites” (Haug 2017, 158). They do 

so by making clear the structure and numerical scale of National Socialist rule, disenfranchise-

ment, and extermination. Working with prisoner biographies can allow a view beyond the num-

bers and structures to individual victims and their lives and sufferings, enabling both cognitive 

and emotional learning—to step back from one’s immediate feelings (or absence thereof) at 

these sites and reflect on them (cf. Gruberová and Grimm 2022, 231). 

That memorials are unsuitable for engaging with current forms of antisemitism or other inhu-

man ideologies is also due to the danger that these forms might be overshadowed by the 

Shoah—the self-serving, industrial mass murder of people. The frequently asked transfer ques-

tion in schools about the contemporary relevance of the sites and the Shoah are major topics 

that cannot be addressed in a brief follow-up. In Israel-related antisemitism, a perpetrator-vic-

tim reversal is intertwined, accusing Jews of exploiting the memory of the Shoah for profit, and 

the demonisation of Israel, which turns it into the revenant of National Socialism. Since these 

two forms of antisemitism are currently (compared to other manifestations) the most pro-

nounced, they must be taken into account when designing follow-up and considering contem-

porary references, so that after a memorial visit one is not unpreparedly confronted with the 

question of why Jews, after their history of suffering, are now allegedly doing the same to 

Palestinians. Again, it is advisable to contact the educational departments of the memorial 

sites to check what experience and possibly modules exist for addressing contemporary is-

sues in order to avoid the problems mentioned above. 
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JEWISH IDENTITY AND RELIGIOUS PRACTICE  

17. Does the school facilitate the observance of religious practices? Are Jewish everyday 

presence and Jewish identity recognised? 

In the spirit of normalising cultural and religious plurality within a constitutional state, the guid-

ing principles binding on schools are freedom of religion, equality, and human dignity. Schools 

should enable believers of all faiths, including Jewish pupils, to practise their religious rituals. 

This requires secular pupils to respect and understand the presence of religious pupils as part 

of the freedom of belief and conscience. In an increasingly secular society, teachers must 

ensure that the school environment is sensitive to the needs of religious pupils from all reli-

gions. They face the task of recognising Jewish everyday presence, valuing it equally along-

side other religions, while simultaneously avoiding the exoticisation of Jewish life or turning 

Jewish pupils into representatives of Judaism. 

When planning school events, Jewish holidays should be considered alongside Christian and 

Muslim ones. Schools should do this even if it is unknown whether Jewish pupils are part of 

the group the event targets. Indeed, it should be assumed that Jewish pupils, who may wish 

to remain unrecognised as such, are part of the school community or its audience (cf. Cher-

nivsky, Lorenz and Schweitzer 2020, 49). Many Jewish pupils avoid “coming out” due to under-

standable fears of hostility (Bernstein 2020, 9-10, 181-182). 

The majority of Jews in Germany live secular lives, and the ways of practising religion in Juda-

ism are as diverse as in other faiths. This means there are Jewish pupils who observe religious 

dietary laws and others who wear a head covering permanently. Some fulfil this requirement 

by wearing a kippah, while others refrain from doing so to avoid being identified as Jewish. 

The common school rule banning headwear such as baseball caps in class potentially places 

Jewish pupils in a dilemma, as they are denied an alternative to the kippah. 

The secular school system cannot meet every demand of religious groups. However, it can 

show sensitivity to their concerns and accommodate them where possible. Furthermore, it can 

provide clarity: clear rules about which regulations apply and why. This is already the case in 

many areas and should be communicated openly. In North Rhine-Westphalia, for example, a 

ministerial directive very clearly defines on which occasions and how often pupils may be ex-

cused from lessons for religious reasons.14 

A safe school environment for Jewish pupils must maintain a transparent and consistent ap-

proach to Jewish holidays. It must be clear to Jewish parents and pupils how the issue of 

 
14 hƩps://bass.schul-welt.de/15402.htm (Ministerium für Schule und Weiterbildung 2015). 
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exemption from lessons is handled. The question of kosher food on school trips and at other 

school events should also be clearly regulated — for example, whether kosher-certified food is 

necessary or if a vegetarian option suffices. If necessary, Jewish religious instruction should 

be organised in cooperation with neighbouring schools, with a designated teacher taking re-

sponsibility.  
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EDUCATIONAL WORK  

18. Is engagement with antisemitism part of the school’s educational work? 

Schools have both an educational and formative mandate. Work against antisemitism within 

schools must not be limited to educational content alone but also include broader pedagogical 

efforts, referred to here as formative work. It is important to consider whether school supervi-

sors, all-day staff, school social workers, teaching assistants, and other pedagogical personnel 

are sensitised and trained to address antisemitism critically, or whether antisemitism is ad-

dressed, for example, in social skills training, peer mediation programmes, or class tutor ses-

sions. Involving the student council is also an important part of antisemitism-critical work. It 

is equally important that the school has a concept known to all stakeholders and transparent 

structures to handle antisemitic incidents, allowing for the imposition and enforcement of con-

sequences. Antisemitism-critical work must fundamentally be understood as a responsibility 

of the entire pedagogical staff and as a component of a school ethos anchored in democratic 

education. This also includes cooperation with parents or guardians. 
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PARENTAL ENGAGEMENT 

19. Do schools efforts against antisemitism also include work with parents? 

A comprehensive and sustainable school effort against antisemitism must also consider pa-

rental engagement. This generally means raising the awareness of parents that antisemitism 

will not be tolerated at school. More specifically, it involves informing parents about the rele-

vance of antisemitism-critical educational measures and/or the school’s procedures for deal-

ing with antisemitic incidents. Particular attention should be given to Jewish parents, who, 

alongside other concerns about their children’s education, are often preoccupied with ques-

tions about safety and handling potentially traumatic topics. Many parents, for instance, wish 

to be informed about when and how antisemitism and the Shoah are addressed in lessons. 

There is also a need for support in managing these topics within the family. A Jewish father 

expresses this with regard to his daughter: “But I don’t want her first encounter with the topic 

to be at school. So I have to somehow address it myself. No idea how” (Chernivsky, Lorenz 

and Schweitzer, 2020, 33). 

Currently, antisemitism-critical work with parents remains largely a blind spot in both peda-

gogical and academic discourse. There are few publications, and the subject is rarely touched 

upon.15 Since antisemitic attitudes are often transmitted within families but can also be ad-

dressed within familial educational work, parental engagement must unquestionably be in-

cluded in antisemitism-critical efforts. Possible measures might include parents’ evenings and 

workshops, involving parent representatives, thematic letters to parents, and individual con-

versations with affected guardians. Having a designated contact person for Jewish families 

could also be an important element of parental engagement. 

 

 

 

 

 
15 Some relevant insights can be found, for instance, in Perko (2020) and Perko, Czollek, and Eifler (2021). 
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SCHOOL CULTURE AND EMOTIONAL EDUCATION 

20. Does the school promote a culture of mutual respect, tolerance, and acceptance? Does 

the school have a concept of emotional education? 

A school culture characterised by mutual respect, tolerance, and acceptance is a fundamental 

prerequisite for a school to be a safe environment for Jewish students. Elke Rajal (2018, 141) 

identifies as “conditions for a successful antisemitism-critical approach […] the development 

of a democratic and cooperative school culture that firmly opposes antisemitism, as well as 

appropriately trained staff.” Emotional education, which lies at the intersection of upbringing 

and instruction, is part of this. Antisemitism has strong emotional components and evokes 

feelings. Therefore, antisemitism-critical educational work must, alongside imparting factual 

knowledge and cognitive skills, also create space for engaging with one’s own emotions (cf. 

Grimm 2020, 201). The goal is “to promote competencies such as reflection on one’s own 

thinking and actions and the ability to recognise and endure contradictions and ambivalences 

without insisting on identity, certainty, and control. Such an ability can be described as toler-

ance of contradiction or ambiguity” (Grimm 2020, 204).16 

 
21. Is there sensitivity to the connection between (guilt) defence mechanisms and antisem-

itism? 

Emotional education is also necessary to counteract (guilt) defence antisemitism, which to-

day, alongside Israel-related antisemitism, is the most widespread form of antisemitism.17 

This stems partly from intergenerationally transmitted “emotional legacies” (cf. e.g., Lohl 

2010), i.e., feelings and attitudes passed down through generations. From a pedagogical per-

spective, it follows that teachers should avoid simply reacting to these legacies by maintaining 

a detached, superior position. Astrid Messerschmidt advises them to “leave their mostly dis-

tanced-superior position and clarify their own involvement in both structural and personal di-

mensions” (Messerschmidt 2013, 18). It is also helpful for educators to consciously abandon 

the familiar position of the knowing person and openly acknowledge that neither teachers nor 

learners have definitive answers, but rather that both are in the position of questioners. This 

allows students to explore and express their own questions and uncertainties more freely, 

helping to counteract possible defensive reactions. 

 
16 For similar arguments see: Salzborn 2010, 335; Schwarz-Friesel 2019; Eckmann und Kößler 2020; Unabhängi-
ger Expertenkreis AnƟsemiƟsmus 2018, 208. 
17 Recherche- und InformaƟonsstelle AnƟsemiƟsmus Nordrhein-Wesƞalen (2024): AnƟsemiƟc Incidents in 
Nordrhein-Wesƞalen 2023, 10. 
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Furthermore, attention should be given to the functions antisemitism serves as a mindset at-

tractive to individuals. Antisemitism fulfils several social-psychological functions (self-en-

hancement, secret knowledge, criticism of power, reduction of complexity). Experience shows 

that students are interested in engaging with this topic because this knowledge is applicable 

in practice and allows them to deconstruct antisemitic images and critically examine their own 

perceptions (Grimm 2020, 208–9). 

Biographical and experiential approaches will play a greater role in future antisemitism-pre-

ventive education. They enable “the development of empathy and the ability to perceive and 

take seriously perspectives that are not part of one’s own life world” (Gruberová and Grimm 

2022, 235). For example, short videos from the MALMAD18 method kit allow Jewish individuals 

to speak and show the plurality of Jews, not as representatives of Jewish organisations or 

religious authorities, but as individuals with their own experiences. This also makes visible the 

normality and everyday nature of antisemitism, which is then no longer just an abstract prob-

lem or lesson topic but becomes recognisable as an experience and burden for Jews. 

The discussion of antisemitism can also meet resistance among teachers. A central cause is 

familial entanglement with National Socialism, which persists especially through intergenera-

tional transmission. Many teachers are confronted with family narratives that emphasise the 

victim perspective of German families while ignoring their own responsibility. This leads to 

rejection of engagement with the Shoah and its consequences, which is perceived as a threat 

to one’s own identity. 

This form of defence is closely linked to the concept of defensive memory antisemitism (also 

known as guilt-defence antisemitism). This describes a reaction to the Shoah in which the 

crimes of National Socialism are not the problem but rather their discussion is presented as 

problematic. Arguments aiming to relativise guilt or disconnect it from one’s own (family) his-

tory include: 

 Demands for a “final closure” and rejection of alleged “assignments of guilt.” 

 Viewing the memory of the Shoah as an expression of “Jewish vindictiveness” or as an 

attempt to diminish Germany. 

 Equating National Socialist crimes with other historical or current conflicts, especially 

through comparisons with Israel. 

These defensive mechanisms pose a challenge, particularly for teachers who want to integrate 

a reflective and responsible culture of remembrance into their teaching. It is essential to 

 
18 „Virtueller Methodenkoffer gegen AnƟsemiƟsmus“: hƩps://www.kmk-zentralratderjuden.de/ 
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become aware of one’s own educational biography, socialisation, and family narratives. What 

stories about National Socialism were told in one’s own family? Where was responsibility 

acknowledged — or rejected? This self-reflection is not only a personal challenge but also a 

pedagogical necessity to provide students with a factual and reflective approach. 

A central aspect of these defence mechanisms is the psychoanalytic mechanism of projec-

tion: guilt and responsibility are not acknowledged as part of one’s own history but are trans-

ferred onto other groups. This manifests in the perception of Jews as “reminders” or “benefi-

ciaries” of the Shoah. In teacher training, this often shows as resistance to addressing con-

temporary antisemitic discrimination, as it is experienced as a moral accusation. 

These defensive attitudes are not only individually anchored but also deeply rooted socially. 

Research shows that rejection of Shoah remembrance does not disappear but transforms. 

While immediate post-war denial or repression was dominant, today the devaluation of the 

culture of remembrance often takes precedence. Criticism of what is seen as excessive en-

gagement with National Socialism and demands to focus on other topics reflect this shift. 

An example illustrating the importance of this reflection is the selective sensitivity to antisem-

itism: teachers often perceive antisemitism among Muslim students very clearly but are less 

sensitive to antisemitic structures in social milieus closer to their own life experience. These 

milieus can also have similar familial entanglements with National Socialism, which makes 

recognising antisemitism there more difficult. Reflecting on one’s own conditioning helps to 

identify these perception gaps and develop a broader sensitivity to all forms of antisemitism. 

Teachers, in particular, have a responsibility to critically engage with these mechanisms. It is 

important not only to recognise defensive reactions but to consciously face them. A reflective 

attitude enables one to take historical responsibility seriously and provide students with a well-

founded, nuanced perspective on history and the present. Reflecting on one’s own stance and 

family conditioning can help develop sensitivity to these processes and integrate them con-

structively into everyday pedagogical practice. Such reflection is not only significant for teach-

ing but also contributes to strengthening one’s professional identity as an educator. 
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EMPOWERMENT AND PROTECTION OF THOSE AFFECTED 

22. Are there measures for the protection of those affected and for empowerment? 

Work in schools against antisemitism must not focus solely on measures to prevent antisem-

itism or on dealing with perpetrators. It must also consider potential victims and offer, along-

side protection, measures of empowerment—for example, through specific support for those 

affected and the integration of recognition of Jewish identities into school life (cf. Bernstein 

2020, 441; Chernivsky and Wiegemann 2017). It is important not to view or address Jews 

solely as victims, as otherwise there is a risk of perpetuating “the historically ingrained assign-

ment of the ‘victim role’” (Chernivsky, Lorenz and Schweitzer, 2020, 35). 

The absence of such supportive structures may lead those affected to not confront the injus-

tice they experience, to trivialise it, or even fail to recognise it as such. They should be empow-

ered to re-evaluate forms of discrimination they have endured from a strengthened position 

and to confidently oppose them. Marina Chernivsky and her team conclude that "such a re-

evaluation of situations only occurs when those affected are no longer directly embedded in 

institutional power relations and feel empowered to speak about them" (Chernivsky, Lorenz 

and Schweitzer, 2020, 25, cf. ibid. 99-100). 

It should be borne in mind that non-Jews can also be affected by antisemitic violence. The 

assumption that antisemitism only exists where Jews are (recognisably) present is false. For 

instance, the insult “You Jew” is always antisemitic, even when directed at non-Jewish pupils 

in many cases. This phrase carries specific antisemitic connotations—such as accusations of 

being stingy, selfish, or a traitor—and is therefore not simply interchangeable with other, more 

general insults. 

Measures of protection and empowerment should also address those who are already poten-

tially on the side of those affected but are uncertain about how to show solidarity, act, and 

argue in concrete cases of antisemitic statements or actions. Youth studies, such as those by 

Albert Scherr and Barbara Schäuble (cf. Scherr and Schäuble 2007), show that young people 

tend to perceive themselves as free of prejudice. This is not the case, but the desire not to 

discriminate provides an excellent starting point for raising awareness of discrimination (cf. 

Grimm 2020, 204). Empowerment targets this discrepancy between the will to speak out and 

engage against antisemitism and the inability to do so due to lack of knowledge. 

Tami Rickert aptly argues: "Assuming [...] that the majority of pupils consciously hold and ar-

gue from an anti-antisemitic stance greatly expands the pedagogical scope for action. Anti-

antisemitic arguments can thus be activated, learners encouraged to dissent, and existing 
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arguments strengthened. Such scope is often overlooked in responses heavily focused on per-

petrators" (Rickert 2019, 70). 
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ADVICE, SUPPORT, LEADERSHIP 

23. Is there an open culture of addressing mistakes at the school—one that acknowledges, 

engages with, and actively tackles problems? 

„School as a mirror of society” (Bernstein, Grimm and Müller 2022) functions well when it en-

gages with societal problems—both general and local ones. This also includes transparent and 

honest handling of antisemitic incidents at the school itself and reflection on possible short-

comings in prior antisemitism-critical work. Samuel Salzborn and Alexandra Kurth state: “It 

may be that some individual schools do not have an antisemitism problem, but this would be 

surprising. Therefore, the question for school leadership is less whether there is an antisemi-

tism problem at their school, and more how they deal with it” (2019, 23). 

If schools deal transparently with antisemitic incidents and continuously review their pedagog-

ical work against antisemitism, this also strengthens the trust of Jewish pupils and their guard-

ians in the institution. A school that conceals and covers up problems cannot be a safe place 

for Jewish pupils. 

 
24. Are there contact persons and support structures for everyone involved in school life? 

Everyone involved in school life should know whom to approach if they experience or witness 

antisemitic incidents. There must be contacts for pupils and guardians, but also for teaching 

staff. Those affected need to be able to find trusted contacts, pedagogical staff must be able 

to address incidents without fearing accusations of damaging the school’s reputation, and 

school leadership must be aware that addressing antisemitism contributes to a good school 

rather than concealing it. De-thematisation, trivialisation, and victim blaming in the sense of 

perpetrator-victim role reversal must have no place in schools (cf. Chernivsky, Lorenz and 

Schweitzer, 2020, 22ff. and 74ff.). 

As education and counselling are part of official duties, all pedagogical staff must in principle 

be approachable regarding antisemitic incidents. However, it is important that contacts exist 

outside of potential evaluative contexts or, due to structurally asymmetrical pedagogical situ-

ations, entirely outside the school context—especially if antisemitism stems from or is ignored 

by teaching staff (cf. Chernivsky, Lorenz and Schweitzer, 2020, 70). Internally, this may include 

specially trained counselling teachers or school social workers. Regarding external contacts, 

it is necessary to identify, establish, and maintain contact with competent and responsible 

actors within the highly heterogeneous nationwide counselling landscape relevant for the 
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specific school.19 

It is essential that those affected can approach independent bodies, as family-historically 

rooted experiences sometimes create reservations about engaging with official authorities or 

lodging complaints with them. It can be helpful if such a body is affiliated with a Jewish com-

munity, which for many affected individuals represents a safe space allowing more open ex-

pression (cf. Chernivsky, Lorenz and Schweitzer, 2020, 96 and 101).20 However, desirable is 

not only contact with the local Jewish community but also the inclusion of other local religious 

communities and further actors, for example from child and youth welfare or sports sectors.21 

 
25. Do contact persons regularly have opportunities for further training? 

Due to the specifics of antisemitism, its various manifestations, and its effects on those af-

fected, it is indispensable that school contact persons regularly have opportunities for further 

training on the topic of antisemitism. Such specifics include dealing with secondary traumati-

sation (cf. Fehlberg, Rebentisch and Wolf 2016), awareness that those affected often trivialise 

antisemitic experiences themselves (cf. Chernivsky, Lorenz and Schweitzer, 2020, 99), or sen-

sitivity to “violence-anticipating behaviours” common among Jewish pupils (Chernivsky, Lo-

renz and Schweitzer, 2020, 21), such as hiding their Jewish identity. 

 
26. Are contact persons adequately relieved in their duties? 

If contact persons are not properly relieved in their duties, the likelihood of responsible fulfil-

ment of their tasks decreases. Moreover, it becomes less likely that committed individuals will 

be willing to take on this role. 

 
27. Are contact persons and support structures regularly made known to all involved in 

school life?  

It is not enough that contact persons exist—they must also be known. This requires regular 

and active communication about available counselling structures. Such active information pol-

icy also signals to those affected that antisemitism is taken seriously. It is unacceptable “that 

 
19 An overview of counselling services can be found at the following link: hƩps://padlet.com/ĩeer1/sabra-um-
gang-mit-anƟsemiƟsmus-in-der-schule-hinweise-f-r-l-ig6p6rkhwqb3wdg5?ĩclid=IwAR1-i4ldpyFjReh6nkuDo-
gEyOpUKjUf1Fvb1Te0hpXkulT7li4_MQWI-CZk (Beer et al., n.d.). 
20 Jews in Germany do not belong to a congregaƟon or are not affiliated with the local one. It cannot be as-
sumed that local representaƟves of Jewish communiƟes automaƟcally know or are able to represent the aƫ-
tudes and interests of all Jewish people in the area. 
21 Cf. Zick et al. 2017, 78; Beer, Grimm, and Viso 2022 on football/sports clubs; Amadeu Antonio FoundaƟon and 
the “ju:an” PracƟce Office for AnƟ-SemiƟsm- and Racism-CriƟcal Youth Work 2017 on youth welfare services. 
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institutional intervention procedures appear arbitrary and opaque to some affected persons” 

(Chernivsky, Lorenz and Schweitzer, 2020, 71), if these procedures are even known.  

 
28. Are school leaders sensitised to the challenges of antisemitism-critical pedagogy? 

Antisemitism exists in all social milieus and thus also in schools. The swift response by the 

education ministers of the federal states to the Hamas terror attack on Israel on 7 October 

2023 demonstrated that schools now possess the ability to anticipate antisemitic incidents in 

the school context. Therefore, the question is not whether schools have an antisemitism prob-

lem but how they handle it. School leadership plays a crucial role here. Sybille Hoffmann 

names the following as “key points for school leaders and school development teams”: 

 Taking a clear stance against all forms of antisemitism 

 Encouraging critical reflection on one's own pedagogical actions and the materials 

used 

 Taking seriously the experiences of Jewish pupils, their parents, and Jewish staff 

 Incorporating the topic of antisemitism into the school curriculum 

 Establishing clear responsibilities with shared accountability (Hoffmann 2019, 122-

23). 

Contacts within school supervision and counselling services such as SABRA can provide im-

portant support in implementing these points. 
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DOCUMENTATION AND EVALUATION  

29. Are there procedures for documentation and evaluation? 

The documentation of antisemitic incidents and their analysis is significant in three ways. 

Firstly, documentation and subsequent evaluation are indispensable for sustainable antisem-

itism-critical work within individual schools, as only through this can the need for action be 

identified. Secondly, documentation and evaluation can also help to advance public discourse 

and make the perspectives of those affected visible (cf. SABRA, Bagrut. Association for the 

Promotion of Democratic Awareness and Cologne Society for Christian-Jewish Cooperation 

2020, 6; cf. Chernivsky, Lorenz and Schweitzer, 2020, 7). Thirdly, an established routine for 

documentation and evaluation can alleviate uncertainties for all involved in handling antise-

mitic incidents – teachers thus gain confidence in their actions, while Jewish pupils and their 

guardians develop stronger trust in the school’s work. In this way, a sustainable documenta-

tion and evaluation process can help create an environment where experiences of antisemi-

tism can be addressed without fear.22 Documentation should fundamentally not be conducted 

solely within the school. Instead, reporting centres such as RIAS should be involved, which 

contribute to illuminating the dark field at the regional and federal level.23 

Moreover, further efforts of the school in antisemitism-critical work should also be docu-

mented and evaluated. The aim of this documentation and evaluation could, for example, be 

to identify examples of good practice within an ongoing school development process, to opti-

mise internal curricula, or to assess the effectiveness of extracurricular programmes. 

 
 
 
 
 

 
22 Ullrich Bauer points out that there is sƟll great need in academic discourse: "For the enƟre range of possibili-
Ɵes to prevent, stop, or reduce anƟsemiƟc tendencies, insights from criƟcal, social-scienƟfic reflecƟve evalua-
Ɵon research would be advanced. However, the implementaƟon of a criƟcal evaluaƟon culture is lacking" 
(Bauer 2021, 33). 
23 hƩps://report-anƟsemiƟsm.de/rias-nrw/ (last accessed 25.04.2024) 
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TRAINING AND INFORMATION 

30. Do all participants in school life regularly have the opportunity to inform themselves 

about antisemitism and Jewish life? 

This point is closely related to the demands formulated in the sections on curricular and extra-

curricular educational offerings and on counselling. It is beneficial if schools regularly give all 

those involved in school life the opportunity to learn about antisemitism, antisemitism-critical 

education, and Jewish life, and actively promote relevant information offers (e.g. via email, 

brochures, noticeboards, etc.). 

 

31. Is there a training concept for antisemitism-critical work? 

Central to antisemitism-critical work in schools is the professionalisation of educational staff. 

The necessary further training must not occur only sporadically or only after an antisemitic 

incident. Rather, it must be systematic and sustainable. The basis for this is a training concept 

that addresses all school staff. Not only teachers of the relevant subjects in historical-political 

education should be sensitised to the topic, but teachers of all subjects, 

 because antisemitic stereotypes can also be reproduced in seemingly neutral subjects, 

 because antisemitism can occur in school life regardless of subject – for example, in 

the playground, at parent-teacher meetings, or in the staff room, and 

 because scientific education in particular can help immunise against conspiracy fan-

tasies conducive to antisemitism, such as those that became virulent during the 

COVID-19 pandemic. 

It is important that not only training on antisemitism – especially relating to the form of Israel-

related antisemitism prevalent among teachers – is provided (cf. Zick et al. 2017, 62; see also 

Bernstein 2020, 2021). Jewish life and Jewish traditions must also be included in training con-

tent to avoid the risk of unconscious perpetuation of stereotypes. Chernivsky, Lorenz and 

Schweitzer note in this regard that “many teachers of the current generation have little to no 

conscious contact with Jews. Accordingly, they act mainly from distant, abstract perspectives 

and derive their interpretations largely from historically transmitted fantasies or from fictional, 

media-mediated narratives about Jewish life and the Middle East conflict” (Chernivsky, Lorenz 

and Schweitzer, 2020, 66–67; cf. also SABRA, Bagrut. Bagrut. Verein zur Förderung demokra-

tischen Bewusstseins e.V und Kölnische Gesellschaft für Christlich-Jüdische Zusammenar-

beit e.V 2020, 44). 
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Chernivsky, Lorenz and Schweitzer identify another reason for the high importance of training: 

there is no generally 'correct' way to deal with Jewish pupils; rather, “teachers need sensitivity 

to recognise potentially hurtful teaching topics and to find out in dialogue with the respective 

pupil what approach might be appropriate for that person” (Chernivsky, Lorenz and Schweitzer, 

2020, 68). For teachers, this is routine (keyword: diagnostics and individual support). A sus-

tainable training concept for antisemitism-critical work in schools must include compulsory 

elements for all educational staff. For comprehensive antisemitism-critical work at schools, it 

is also necessary to consider other school staff. Since antisemitism can manifest outside of 

lessons, caretakers, secretaries, catering staff, and after-school supervisors, for example, 

should also be sensitised to antisemitism. 

Finally, it should be noted that entrenched antisemitism can also occur among teachers and 

must be appropriately sanctioned. Samuel Salzborn and Alexandra Kurth argue: “Teachers 

who voluntarily undergo further training on antisemitism usually are not the problem, as they 

already have an awareness of the problem that motivates them to take advantage of training 

offers. Antisemitic teachers, however, will not be induced to change their teaching practice 

through such voluntary offers. Structural and indeed disciplinary measures – which so far have 

only occurred in individual cases – are necessary” (Salzborn and Kurth 2019, 4). 

 

 

 

 

 

 

 

 

 

 

 



 
 

43 
EMPATHIA³ WORKING PAPER SERIES NO. 02. GRIMM, BEER. 2025.   

 

(SCHOOL)LAW 

32. Are all participants in school life regularly informed about the legal framework concern-

ing dealing with antisemitism and Jewish life? 

To effectively combat antisemitism in schools, protect those affected, and empower them to 

exercise their rights, it is necessary that all those involved in school life are regularly informed 

about the legal framework (cf. Chernivsky, Lorenz and Schweitzer, 2020, 101). Such infor-

mation events would cover, for example, criminal and civil law as well as service and school 

law regulations that may be considered or must be observed in antisemitic incidents. An ex-

ample is the North Rhine-Westphalian decree on “Cooperation in the Prevention and Combat-

ing of Juvenile Crime”, which explicitly states: “If there is suspicion that pupils have committed 

a crime, the school management must notify the law enforcement authorities.” Furthermore, 

a number of offences are named for which police or public prosecutor notification is regularly 

required – including grievous bodily harm and politically motivated offences.24 

In NRW, it was also clarified in a decree-like school email: “Antisemitic offences must be re-

ported to the police. This applies not only to physical attacks. Antisemitic statements often 

fulfil the offence of incitement to hatred, coercion, or insult.”25 It is essential that school struc-

tures are known and that teachers can trust school management to handle reports appropri-

ately. Experience shows that these requirements are often little known in schools and not reg-

ularly communicated with sufficient emphasis. Legal requirements can only be effective if they 

are known to those responsible and affected. Therefore, teachers, guardians, and pupils must 

be regularly informed about the legal framework (cf. e.g., Roth 2021). This not only provides 

all actors with security in handling antisemitic incidents but can also have a preventive effect 

by deterring potential perpetrators. Failure to do so risks antisemitic acts being seen as minor 

offences, lowering inhibitions and causing potential victims and those responsible to hesitate 

to address antisemitic occurrences (cf. Chernivsky, Lorenz and Schweitzer, 2020, 101). Samuel 

Salzborn and Alexandra Kurth point out a “central limit of pedagogy”, namely that “young peo-

ple with firmly established emotional structures of authoritarian reaction are significantly less 

accessible to pedagogical and didactic approaches, and for them, sanction and repression is 

the central interaction and communication instrument – to protect others from them but also 

to limit their aggression” (Salzborn and Kurth 2019, 8). Assessing when the threshold of 

 
24 hƩps://recht.nrw.de/lmi/owa/br_vbl_detail_text?anw_nr=7&vd_id=14531 (vgl. Ministerium des Innern des 
Landes Nordrhein-Wesƞalen, Referat 14, 2014). 
25 hƩps://www.schulministerium.nrw/08052018-anƟsemiƟsmus (Richter 2018). 
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criminality is crossed is not the task of educators but that of law enforcement authorities.26 

Accordingly, incidents should be reported if there is suspicion of criminality. In any case, anti-

semitic incidents – even those below the criminal threshold – should be reported to the RIAS 

reporting centre to contribute to illuminating the dark field. Findings from RIAS help to tailor 

the work of counselling centres such as SABRA more effectively.27 To prevent antisemitic in-

cidents from going unpunished, it is better to report incidents once too often. 

Legal clarity is also necessary regarding the rights of Jewish pupils to practise their religious 

and cultural traditions in school (see the chapter “Jewish Identity and Religious Practice”). 

 

 

 

 

 

 

 

 

 

 

 

 
26 In addiƟon to the relevant (criminal) legal provisions, the working definiƟon of anƟsemiƟsm adopted and ex-
panded by the Federal Government, as formulated by the InternaƟonal Holocaust Remembrance Alliance 
(IHRA), as well as the so-called 3D test in cases of Israel-related anƟsemiƟsm, offer guidance on when a state-
ment or acƟon may be classified as anƟsemiƟc. Cf. hƩps://www.anƟsemiƟsmusbeauŌrag-
ter.de/Webs/BAS/DE/bekaempfung-anƟsemiƟsmus/ihra-definiƟon/ihra-definiƟon-node.html;jsessio-
nid=0225A8DFB9FD953F28218F1B1ED127F4.2_cid364 and hƩps://www.anƟsemiƟsmusbeauŌrag-
ter.de/Webs/BAS/DE/bekaempfung-anƟsemiƟsmus/was- ist- anƟsemiƟsmus/3d-regel/3d-regel-node.html 
27 Reports can also be submiƩed anonymously online at: hƩps://report-anƟsemiƟsm.de/rias-nrw/ (last ac-
cessed 25 April 2024). 
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PUBLIC RELATIONS 

33. Does the school communicate its efforts both internally and externally? Is information 

available on the website? 

When children are about to change schools, parents or guardians often wonder to what extent 

the school’s offerings meet the needs of the child and the family. Questions may be raised, for 

example, about the foreign language programmes, extracurricular activities such as clubs, or 

special support programmes in the artistic or scientific fields. This is no different for Jewish 

parents. However, for many of them, the central question initially is: Is my child safe at this 

school? 

Not least to meet this information need of Jewish guardians, it is important that the school’s 

public relations highlight its commitment to being a safe school for Jewish pupils. In doing so, 

a school can also promote itself and its cause, just as schools do when emphasising special 

educational focuses in other areas. It must be borne in mind, however, that schools could face 

antisemitic hostility if they publicly advocate for secure Jewish life. Nevertheless, it would be 

wrong to refrain from public relations work on this issue out of such concerns. Schools should 

not capitulate out of fear of antisemitic attacks from external sources. They have the rule of 

law and its security authorities on their side.  

 
34. Is there a concept for public relations in the event of antisemitic incidents? Are there 

contact persons in the responsible school supervisory authorities or the education min-

istry? 

As antisemitism is a societal phenomenon, it is also present in schools, making the question 

of how schools deal with it relevant. Schools should clearly communicate the efforts they 

make against antisemitism and handle incidents transparently, rather than trivialising or con-

cealing them. Because only problems that are named can be addressed. It should be clear: 

“The reputation of the school is not endangered by the committed naming and action against 

antisemitism, but much more so by looking the other way and doing nothing. Professional 

handling is characterised by a clear stance not to tolerate antisemitism and by a timely and 

resolute response by the school” (Hoffmann 2019, 122). 

It is helpful if schools have guidelines for public relations relating to antisemitic incidents and 

know contacts in the responsible school authorities from whom they can seek support. For 

example, the state of North Rhine-Westphalia provides concrete advice on “Dealing with the 

media and the public” in the “Emergency folder for schools in North Rhine-Westphalia” 
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(Ministry of Education and the Accident Insurance Fund of North Rhine-Westphalia 2023, 297). 

Furthermore, the Ministry of Education has contact persons available for crisis management. 
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THE LIMITS OF SCHOOL-BASED WORK AGAINST ANTISEMITISM – IN-
STEAD OF A CONCLUSION  

35. Are the limits of school-based work against antisemitism reflected upon?   

In public debate, schools are regularly attributed a central role in combating antisemitism. Af-

ter all, schools reach all young people and are therefore the appropriate place to raise aware-

ness about antisemitism. This is undoubtedly true. However, the importance of school-based 

work against antisemitism must not obscure the limits of what schools can do. It would indeed 

be a fatal (self-)overestimation of pedagogy to see it as a panacea for antisemitism. This 

would conceal the fact that antisemitism is a societal phenomenon that must be tackled 

across all spheres of society, politically and legally. 

One key limitation has already been identified: in a social and political climate where antisem-

itism functions as a worldview across social boundaries, schools can only have a limited, but 

not a fully comprehensive, corrective effect against antisemitism. Another limitation is rooted 

in institutional framework conditions: engagement with antisemitism is not always explicitly 

included in curricula even where it might be expected, such as in history, politics, or religious 

studies. Teachers in these subjects report increasing curriculum density and lack of teaching 

time to address the topic meaningfully. High maximum class sizes and compulsory teaching 

hours, as well as unfavourable pupil-teacher ratios, also contribute to the fact that educational 

measures against antisemitism cannot always be tailored individually as needed (cf. Salzborn 

and Kurth 2019, 12). 

The critical work against antisemitism in schools is also limited by deficiencies in the training 

and professional development of teaching staff. Engagement with antisemitism is not com-

pulsory in teacher education, and training opportunities for teachers are still sparse and mainly 

attended by those already sensitised to the topic. 

A fundamental problem of educational work against antisemitism stems from what Theodor 

W. Adorno and Max Horkheimer, members of the Frankfurt Institute for Social Research, called 

the “limits of enlightenment”. The backlash of enlightenment against itself, the “rage against 

civilisation” (Adorno [1966] 1970, 95), results from “the fact that modern forms of socialisation 

both create and sabotage the possibilities for the development of a self-reflective, autono-

mous individuality” (Grigat 2023, 17). In this sense, critique of antisemitism cannot be sepa-

rated from critique of the social causes of antisemitism: “An ‘end of antisemitism’ [...] would 

ultimately mean the constitution of a liberated society in which everyone could be different 

without fear and coercion” (Grigat 2023, 17; see also Horkheimer and Adorno [1944] 2020, 

208–9). 
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When educators are therefore advised always to reflect on the limits of their own work, this is 

not intended to advocate fatalism. On the contrary: education can fail and cannot solve social 

problems alone. But awareness of the limits of pedagogical work can protect against resigna-

tion because it makes clear where pedagogy must come to an end.  
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