What (Can) Students Know?
Epistemic injustice, recognition, and German schools

Peimaneh Yaghaobifarah

Children typically spend at least ten years of their lives attending school. Dur-
ing this time, school acts as the central place for them to acquire knowledge,
conceptualize their social experiences through appropriate terms and make
their own perspectives audible outside the family. They thus find themselves
in the middle of the dichotomy between teaching and learning; surrounded by
multiple collective knowledge resources that form the basis of this dichotomy.
Yet children in general, and pupils or students in particular, are largely over-
looked in the discussion of epistemic injustice initiated by Miranda Fricker
(2007). Fricker’s theory primarily focuses on marginalized adults who, in the
continuity of structural injustices, are also prevented on an epistemic level
from being recognized as knowers and from making their experiences intel-
ligible for themselves and others. However, if we take into account the fact
that children collectively become the target group of injustices, for example
through physical and psychological violence, child poverty or child pornog-
raphy, the question arises as to whether they cannot also be understood as a
social group in their own right, who are important as subjects for theories of
epistemic injustice on the basis of their group membership.

Based on the assumption that children, or in the school context, students’,
can be understood as a separate social group, I propose in this paper that stu-
dents, as a result of their studenthood, can experience both testimonial and

1 For the purposes of this study, students are defined as all learners between the ages
of 10 and 18. Normally, this age range includes the transition to secondary schools up
to the potential university entrance qualification. The consideration of epistemic in-
justice among younger learners of primary school age would also be relevant in the
fields of education, the healthcare system, and in the reporting of violent situations,
but cannot be sufficiently addressed in this paper.
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hermeneutical injustices. This marks an important distinction of multiply re-
alizable epistemic injustice; including one that is not considered by Fricker. On
the one hand, students, who are marginalized because they are marked as dif-
ferent from the dominant culture due to, for example, racialization or religious
affiliation, can be treated in epistemically unjust ways because of their respec-
tive marginalization. This is a form of epistemic injustice well researched but
not yet applied to students. On the other hand, students are additionally af-
fected by epistemic injustice qua being students. This is a form of epistemic
injustice that goes beyond the framework Fricker provides. It is important to
consider both categories on the basis of which epistemic injustice can occur be-
cause it highlights nuances in the situatedness of students as epistemic sub-
jects. All students can experience epistemic injustice, but they are not all ex-
posed to it to the same extent. Furthermore, aspects of Fricker’s theory show
that the epistemic harms that subjects suffer as a result of their marginaliza-
tion or their student status can adequately be regarded as a form of misrecog-
nition. Accordingly, in cases of epistemic injustice, students are not recognized
as full subjects because their status as knowers is restricted in social interac-
tions. The connection to theories of recognition is particularly important be-
cause it reveals the structural level of epistemic injustice, which is not suffi-
ciently taken into account in Fricker’s own discussion.

To substantiate the central claim of this paper, I will begin to illustrate how
marginalized students in Germany can experience epistemic injustice and
incidents of misrecognition using examples of race and religious affiliation.
Yet, a closer look at the school environment suggests that misrecognition
is inherent in the school system and that students can therefore experience
incidents of misrecognition not only through their marginalization but also
through their status as children (or students). At this point, the question
arises as to whether there can be epistemic injustice that does not necessarily
occur through marginalization, but rather on the basis of being a student. By
including students, or children, as a separate social group, new possibilities
open up for conceptualizing not only the epistemic status of children more
clearly, but also their general social status, and thus embedding it in the dis-
course on social justice. Finally, I consider what specific changes can be made
to the institution of school in order to counteract the epistemic injustices and
misrecognition that are continuously reproduced there. To this end, principles
for a more epistemically just school are proposed that rethink outdated school
patterns, create new spaces for recognition and epistemic justice, and suggest
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a concept of epistemic modesty that does justice to the epistemic potentials of
children and adults alike.

1. Dealing with (marginalized) students in German schools

> writes sociol-

“Education is less a solution than a problem in its own right,
ogist and educator Aladin El-Mafaalani in his book Mythos Bildung (2020: 55).
El-Mafaalani is referring here to the widespread but empty promise of equal
opportunities in the German school system. The myth of equal opportunities
suggests that existing social inequalities do not have an impact in schools, or
that schools can even absorb and compensate for them. Instead, performance
and effort are the keys to educational success (cf. EI-Mafaalani 2020: 55). The
fact that this assumption is more illusion than reality is hardly disputed in
critical educational research (cf. Weber 2005; Fereidooni 2011; Karabulut 2016;
Helmchen 2019; El-Mafaalani 2020). “The education system does not offer
equal opportunities — even for equal performance” (El-Mafaalani 2020: 57).
Reasons for the asymmetrical relationships in German schools are outlined
below using the example of the school as an ideological state apparatus, as an
educational institution, and teachers as one of the main pillars and mediators
of the construction and reproduction of norms and discrimination in everyday
school life.

1.1 Ideological: The naturalization of a capitalist order through school

The naturalization of differences and inequalities (Rommelspacher 2011: 26)
also takes place in German schools, for example, when religious symbols such
as headscarves are banned for teachers on the grounds that state institutions
must reflect the separation of religion and state, but allowing crosses to re-
main hanging in courtrooms and ministries (cf. Spiegel 2021). Or when some
children’s lunchboxes are devalued and stigmatized in the schoolyard, while
other eating habits are considered normal (cf. Hirose 2011). Often, it is not only
characteristics and attributions of individuals that are used to mark them as
different. Such marking can also take place on the person themselves. For ex-
ample, when people are singled out in the classroom and portrayed as different
because of their appearance or religious affiliation. Othering as a problem of

2 Unless explicitly stated, all translations of German are by the author of this text.
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recognition also affects social participation and material conditions. Othering
is a process thatis related to social and societal relationships of dominance and
subjugation and distributes social positions and the associated access to social
resources and privileges (cf. Riegel 2016: 58).

It is important to emphasize here that these exclusions are always related
to the social value of people. This means that all injustices and their associated
ideologies, such as fascism, racism, or sexism, which take place on the basis of
social groups, must always be located in the context of capitalism.

Thus, the asymmetrical distribution of socioeconomic resources is legit-
imized by the naturalization of social inequalities and the implied social value
of people. Louis Althusser describes how schools, analogous to other state in-
stitutions, contribute to maintaining the central mechanism of exploitation
and oppression in capitalism: “In other words, school [...] teaches ‘skills’, but
in forms that ensure submission to the dominant ideology or mastery of its ‘prac-
(Althusser 1970: 112). By qualifying school learning through subject-spe-
cific content taught in class, the ‘rules’ of interaction with one another, and the

tice”
consolidation of social status not only for the reproduction of their labor power,
“but also simultaneously a reproduction of their submission to the rules of the
established order,” the ideological order of capitalism is directly reproduced
(Althusser 1970: 112). The ideological order of the school here means:

Which norms, values, and attitudes students [...] adopt, but also how the
knowledge imparted is applied and how everyday interactions in school are
structured, all of this is controlled by open and latent mechanisms in the
school, since the school rewards conformity and, if necessary, enforces it with
[...] psychological violence. (Brandmayr 2017: 188)

Of course, the way in which a capitalist society—and, consequently, schools
as preparation for this society—is not based on solidarity, participation, and
the fair distribution of goods, but rather on the exploitation of entire social
groups and the accumulation of wealth is not an official guideline that schools
use. Rather, following Brandmayr, ideological values are primarily conveyed in
schools through practices: Through the individualization of learning success,
the idea of equal opportunities, the appeal to efficiency, personal responsibil-
ity, and self-optimization, the teaching of rules of conduct, and the hierar-
chization of content, “formal and informal ways of presenting what is possi-
ble, desirable, or prohibited” are established (Brandmayr 2017:199). Those who
do not conform to these practices are very likely to fail at school. Through the
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ideology conveyed in school, students are thus taught implicitly — rarely ex-
plicitly — that their social value depends on the production of their labor power
and that their respective labor power is already predetermined by their social
status within an order. The reality of a social order based on exploitation is nat-
uralized and normalized (cf. Brandmayr 2017: 189). Whether students exploit
or are exploited after graduating from school is therefore largely determined
by the framework conditions of the school.

Althusser (1970) also describes how the subject is integrated into “the eco-
nomic relations of production” (Brandmayr 2017: 189). From the moment they
enter kindergarten, children are assigned to social classes and integrated into
the social order between the state apparatuses of school and family. This order
becomes visible at the latest when they reach middle school age: “At around
the age of 16: an enormous mass of children ‘fall’ into production: the work-
ers or small farmers. Another part of the school youth continues on” (Althusser
1970: 128). Who ‘falls’ and who is allowed to remain in the state apparatus of
the school is, of course, not determined by chance. Althusser continues: “Every
group that ‘falls’ along the way is practically imbued with the ideology that cor-
responds to its role in class society: the role of the exploited” (Althusser 1970:
12.8).

The place that each person occupies in the social order is also conveyed
in terms of its content. According to Christine Riegel: “Ideas of normality
and knowledge dominate, which are subject to the ethnocentric, racialized,
heteronormative, middle-class, and ableist orders of meaning and difference
of Western capitalist relations” (Riegel 2016: 85f). This cultural hegemony, as
Riegel describes it, is reproduced, for example, through the content of the
framework curriculum, the composition of classes and the teaching staff,
spatial barriers, and the subjective standards of teachers. Misrecognition and
incidents of epistemic injustice are virtually a given.

1.2 Institutional: Segregation and hierarchization

Contrary to what the assumption of equal opportunities in schools would
suggest, the German school system is based on segregation and hierarchiza-
tion. What Althusser already made clear in his statements on school as an
ideological state apparatus and the associated social order of submission and
“falling” (cf. Althusser 1970: 128) is particularly well reflected in the German
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school system. After a four-year primary education?, the system differentiates
into several forms of secondary schooling.

The basis for the division into different types of schools is the meritocratic
model, i.e., division according to a performance principle. “Here, we speak of
equal opportunities when ‘every person is positioned in society according to
(El-Mafaalani 2020: 61). According to this
model, the best-performing students should be in the Gymnasium and the
worst-performing students in the Hauptschule*. The assessment of who can be

)

their abilities and achievements

classified as better or worse performers is based on the subjective assessments
of the respective teachers. These are often influenced by negative attributions
to certain social groups. In other words, how students are assessed by their
teachers is not independent of the assumptions that teachers have about their
students.

An example of this bias is a study by Stefan Hradil at a primary school in
Wiesbaden, Germany. There, only 76% of children from the lowest educational
and income group with an average grade of 2.0 received a recommendation
for the Gymnasium, while children from the highest educational and income
group with the same average grade received such a recommendation almost
across the board — namely 97% (cf. Bithler-Niederberger 2009). The selection
of which children are allowed to attend which types of schools, and thus which
educational opportunities are available to them, is therefore not based solely
on performance.

3 Berlin, Brandenburg, and Mecklenburg-Western Pomerania are the only federal states
in Germany that provide six years of primary education. In the other 13 federal states,
the starting age for secondary school may vary, but the norm remains four years of
primary education.

4 The German school system is divided into several types of secondary schools after four
years of elementary school, which offer different educational paths and qualifications.
The Gymnasium usually leads to university entrance qualification (Abitur) after eightor
nine years and prepares students for university studies. The Realschule provides a gen-
eral education and ends with the “Mittlere Reife”, which opens the door to vocational
training or further education. The Hauptschule aims to provide a basic general educa-
tion and usually ends after nine years with the “Hauptschulabschluss”. The Forderschule
is aimed at students with special needs, for example in the areas of learning, language
or physical development. This differentiation usually takes place at an early stage and
is controversial, as it strongly determines educational biographies and reinforces so-
cial inequalities.

14.02.2026, 13:17:18.



https://doi.org/10.14361/9783839400050-008
https://www.inlibra.com/de/agb
https://creativecommons.org/licenses/by-sa/4.0/

Peimaneh Yaghoobifarah: What (Can) Students Know?

The decisions made by teachers are not necessarily based on explicit racist
and/or classist stereotypes that they consciously apply. Instead, they are often
unconscious and unintentional attitudes. These attitudes are also referred to
as implicit bias (cf. Scott 2021: 2). Several studies (cf. Walker and Brigham 2017;
Hirn & Scott 2017; Jacoby-Senghor et al. 2016: Scott 2021) show that despite
awareness of racism, teachers tend to evaluate the behavior and performance
of non-white students more negatively. This implicit bias also leads to affected
students being suspended more often, for example (cf. Scott 2021). But even
without such racist bias-related evaluations, children fare much better when
they have parents who can supervise and help with homework and have the
time to invest in education; a fact that teachers pick up on and that can result
in favoring children from middle class backgrounds.

Another example of implicit bias among teachers can be seen in the
comparatively high proportion of migrant students in Foérderschulen, spe-
cial schools for students with learning disabilities. Racialized and migrant
students are more often referred to this type of school than those without a
migration background.

In addition to the failure of language teaching and distorted perceptions
on the part of teachers, the maintenance and design of the school system itself
plays a role in the dynamics described by Fereidooni. If not enough students
are sent to the Férderschule, the school is threatened with closure. If a school
does have to close due to low demand, jobs are at risk. Instead, children who
are already marginalized receive inadequate schooling and support in order
to prevent school closures. The desperate clinging to outdated school systems
once again illustrates that the school system can only function if not all chil-
dren are given equal opportunities for advancement. In other words, the school
system is not only ill-equipped to provide equal opprotunities, it is invested in
reproducing inequality. According to this design, the possibility of picking up’
all learners and taking them along on the path to higher education cannot be
considered in reality.

The school system is therefore based on segregation and hierarchization.
Fereidooni emphasizes that discrimination against schoolchildren who are
socially labeled as different is particularly evident in the allocation of differ-
ent types of schools (cf. Fereidooni 2011: 25). “Schools have a relatively fixed
number of places to allocate within an educational hierarchy [...], so that the
success of one is always the failure of another” (Bommes & Radtke 1993: 485).
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The reasons for this are not based on the disproportionate need for support
of non-German students due to cognitive deficits, but on the lack of language
teaching skills in German schools and negative ethnic-cultural attributions
on the part of teachers. (Fereidooni 2011: 25)

The division into different types of schools according to, for example, learning
types would not be objectionable in itself if different cultural values were not
attributed to the types of schools. By dividing schools into different types with
different cultural values, learners within these institutions are also portrayed
as comparatively worthy of education and social respect. What Nancy Fraser
(2000) describes as misrecognition in “Rethinking Recognition” can help to un-
derstand the normative implications of the German school system. Because
referring to a type of school that does not favor a general university entrance
qualification as a final qualification is also a subordination of status. An educa-
tion at comprehensive, secondary, and vocational schools is often considered
less valuable and has a decisive influence on the children’s chances of success.
If learners are transferred to these schools, a normatively ’successful’ future
in prestigious and/or well-paid professions becomes more difficult for them.
All types of schools, and especially all types of qualifications, are anchored in
social value and status: While Gymnasium graduates can consider which uni-
versity course they want to enroll in after leaving school, graduates of special
schools often find themselves in so-called workshops for people with disabil-
ities. There, they are often exploited for an hourly wage of €1.35 and further
marginalized by society (cf. Krimer 2021).

Before further exploring the question of whether, how, and where mis-
recognition and epistemic injustice occur in German schools, we will first ex-
amine the reality that stands between schools as institutions and their stu-
dents: the reality of teachers.

1.3 Personnel: High demands and overworked teachers

With less than 19 hours of teaching per week, 12 weeks of vacation, and a
plethora of bridge days, one could say: | had a part-time job with 6o days of
vacation, full pay —which was quite good, by the way —and all the privileges
of German civil servant status. Sounds enviable. (El-Mafaalani 2020: 187)

In most cases, however, El-Mafaalani’s assumption does not reflect reality. His
own experience as a teacher also paints a contrasting picture: in addition to 25
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hours of teaching per week, which he carried out in up to three different sub-
jects and 8 to 10 classes, and for which he had to prepare and follow up, he also
had to attend numerous conferences, further training, creating 30 school de-
velopment plans, conducting parent-teacher conferences, planning field trips
and class trips, mediating conflicts between students, and much more. There
is no question that with this workload, some things have to be neglected.

For El-Mafaalani, this often meant sacrificing lesson preparation and de-
velopment (cf. El-Mafaalani 2020:187-9).

Now you might ask yourself: Where are you supposed to find the time and
energy to deal with social inequality in theory and practice? After all, youstill
have all your other tasks and responsibilities. In addition, legal and curricu-
lar changes must be kept up with. It is an enormously multifaceted, com-
plex, and stressful job—even without systematically taking equal opportu-
nity into account. (El-Mafaalani 2020:189)

El-Mafaalani’s descriptions make it clear that addressing social inequalities
cannot begin when teachers enter the classroom. By that point, it is already
long overdue. When teachers enter the school day unprepared, without any
strategies for responding to the complex relationships in the classroom, they
are forced to rely on their own knowledge and experience. Of course, it would
be desirable if they could draw on a repertoire of independently acquired
knowledge and strategies for action, for example from authors of anti-racist
education in Germany such as Karim Fereidooni, Maisha-Maureen Auma,
Tupoka Ogette, Mohamed Amjahid, Aylin Karabulut, or El-Mafaalani them-
selves. However, this cannot and should not be a requirement for being able to
respond to social inequalities in the classroom. Instead, the social diversity of
German classrooms should be an integral part of teacher training.

Another problem in German schools that teacher training cannot prepare
foristhelack of staff in the schools themselves. With a shortage of almost 5:000
teachers across Germany (cf. Spiegel 2020), it is not difficult to guess who will
end up doing the extra work. What is currently unavailable must be covered by
teachers who are already overworked. This redistribution of labor comes at the
expense of students—and, of course, the teachers themselves.

If the teaching of the curriculum itself is put on the back burner for a mo-
ment, the question arises, particularly from a pedagogical and moral point of
view: With such a heavy workload, how are teachers supposed to find the time
to give all students, with all their individual characteristics, the recognition
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they deserve? And how can all students be adequately and equally recognized
when teachers’ perspectives are always distorted by cultural values, assump-
tions, and socially biased assessment criteria (cf. Weber 2005: 70)?

In the following, two social categories are outlined which can expose stu-
dents to epistemic injustice and misrecognition due to their membership in
marginalized groups.

2. Race and religion as categories of discrimination in schools

In “Mythos Bildung”, El-Mafaalani repeatedly argues that class affiliation and
parents’ level of education are the main factors determining children’s educa-
tional success in schools (cf. El-Mafaalani 2020: 69). However, a class analysis
in the context of German educational institutions is outside the scope of this
paper; this focus alone could fill a separate work. In the context of this work,
racialization and religion are used as categories of discrimination to illustrate
epistemic injustices and misrecognition experienced by students through
marginalization and through their status as children and, accordingly, the
status group of students.

2.1 Race as a category

At least since the recruitment agreements for guest workers between 1955 and
1973 in West Germany, the treatment of migrants in Germany can no longer
be denied: People of color® are continuously associated with their migration
history and devalued on the basis of it. This conditional right to exist is also
evident in the term 'guest workers’ itself. Anyone who is a guest in Germany
should never feel too comfortable, never unpack their suitcases, never really
arrive. The idea that all people living in Germany should have the same rights,

5 In the context of this work, all those people are considered people of color who, due
to their own migration histories or those of their families, are associated with group-
related pejorative and prejudiced stereotypes and are racialized. In the German con-
text, these may be people from so-called guest worker families or, for example, people
with a migration history from Eastern Europe, Asia, Africa, or South America. It should
be emphasized that not all people with a migration history in Germany are considered
people of color. People who have migrated to Germany from Western European and
North American countries, for example, are not stereotyped, degraded, and marginal-
ized according to the same standards.
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the same working conditions, the same opportunities for success, and the same
recognition still remains a distant dream.

This is also described by author and journalist Mohamed Amjahid in a con-
versation with Serpil Temiz Unvar, the mother of Ferhat Unvar, who was mur-
dered in the racist attack in Hanau on February 19, 2020:

| think my parents realized very early on that the German school sys-
tem—even though they are ‘uneducated'—has a certain ‘plan’ for their
children. That migrant children and ‘foreign children’, so to speak, are auto-
matically supposed to do certain jobs. Which doesn't mean that these jobs
are bad. But it's simply absurd that young migrants don't have freedom of
choice. That they have to fight against this system. (Amjahid 2021)

Here, Amjahid describes what has already become clear through Fereidooni
and El-Mafaalani: Racialized children do not have the same educational and
career opportunities as white children; they are not treated with the same
respect and consideration. From the outset, they are not regarded as subjects
in the German education system, but are stereotyped, generalized, marginal-
ized and degraded. These projections from — mostly dominant — collective
hermeneutical resources (Mason 2011) provide a suitable starting point for
examining the epistemic and recognition-theoretical level of these degrading
experiences of racialized students in Germany. After all, a cardinal point of
Fricker’s theory of epistemic injustice is that the practice of inferring the
credibility of statements and access to knowledge resources based on mem-
bership in a socially marginalized group is based on negatively charged and
identity-based stereotypes. This raises the question of what negative identity-
prejudical stereotypes exist about racialized people in Germany that could
impair their epistemic position.

W: It's not just the language, there are students who simply can't think be-
yond certain boundaries, right? I'm not judging that now. Mario, for exam-
ple, you don't notice that he's Croatian, right? Georgios, yes, you can tell he's
Greek, and he also has immense problems; he'll have to drop out now. With
Boris, you can tell, but that's not very symptomatic. Linda, for example, is
a girl who has immense language problems and comprehension problems
too; she'll have to drop out as well.

I: She's Greek, right?

W: She's Greek. (Weber 2005: 73f)
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This excerpt from a conversation among teachers clearly shows how learners’
perceived performance deficits are directly linked to their origin and thusjusti-
fied. Although the teacher even notes that she did not want to ‘evaluate’ the stu-
dents ‘now’ (cf. Weber 2005: 73f), that is exactly what she does. She links char-
acteristics such as intellectual inferiority, comprehension problems and learn-
ing difficulties to their origin. For the two teachers, origin and performance are
directly related (cf. Helmchen 2019: 85). This is a naturalization of social differ-
ences that can clearly be attributed to a racist pattern (cf. Rommelspacher 2011:
29).

Christian Helchen goes on to say that among the 20 most common stereo-
types held by white people about people of Turkish origin in Germany are ad-
jectives such as conservative, primitive, emotional, impulsive, and traditional
(cf. Helmchen 2019: 85). It is obvious that these distorted representations of
migrant and racialized people do not simply bypass school staff. The standards
used to measure students’ performance, their epistemic position, and their
need for recognition are not neutral, but rather the product of one’s own so-
cialization, media consumption, teacher training, position within the teach-
ing staff, and—in this case—a lack of confrontation with one’s own prejudices.
This lack of confrontation is also reflected in the way religious affiliations are
treated.

2.2 Religion as a category

According to the Federal Constitutional Court, the state must be a “home for
all citizens” - regardless of their religious or ideological beliefs. The state must
therefore not identify itself with any particular religious or ideological beliefs.
Rather, it must be neutral and tolerant towards all religious and ideological
communities. (Federal Ministry of the Interior, Building and Community, n.d.)

What the Federal Constitutional Court has established as the basis for so-
cial life in Germany, and thus also for all German institutions, rarely describes
the reality of religious minorities. It seems difficult to uphold the claim of
neutrality and tolerance towards “all religious and ideological communities”
(Federal Ministry of the Interior, Building and Community, n.d.) while people
who do not conform to the white Christian dominant culture in Germany
are continuously physically and verbally discriminated against, marginalized,
criminalized, and essentialized (cf. Amjahid 2021). In Germany, Jews and Mus-
lims are the main targets of religious discrimination based on the dominant
culture (cf. Willems 2020: 11). Attacks on synagogues (cf. Deutsche Welle 2019)
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and mosques (cf. Spiegel 2021) are part of everyday life in Germany; wearing
religious head coverings such as yarmulkes and hijabs does not guarantee
safety from violent attacks—rather, it increases it (cf. Kéhler 2019). In schools,
at work, and in public life, Jewish and Muslim people are regularly reduced to
their religious affiliation, uniformised, questioned as ‘experts’, denounced by
their counterparts’ superficial knowledge as having interpretative authority,
and regarded as a blank canvas onto which all conflicts that may arise within
and between religious communities can be projected (cf. Willems 2020).

Julia Bernstein and Florian Diddens (2020) also describe the discrepancy
between promised neutrality and tolerance and the reality of everyday life. For
Jewish students, for example, there is hardly any opportunity to develop an
identity outside of what sociologist Michal Bodemann calls memory theater.
Max Czollek writes:

In memory theater, Jews are important, but as in acting, itis not about them
as individuals, but about the role they play—their symbolic significance as
representatives of the exterminated, their role as Jews for Germans. (Czollek
2018: 85)

Memory theater does not serve to reflect the diversity of Jewish life in Ger-
many, but rather the “need of German society for reconciliation” (Czollek 2018:
85). As a result, Jewish people are constantly associated with National Social-
ism, the Shoah, and Israel and reduced to these categories (cf. Bernstein &
Diddens 2020). Bernstein and Diddens describe how many teachers have no
understanding of anti-Semitism outside of National Socialism, yet insist on
claiming interpretive authority over what is anti-Semitic (cf. Bernstein & Did-
dens 2020: 87).

This epistemic asymmetry (cf. Mason 2011), characterized by a willful
hermeneutical ignorance (cf. Pohlhaus 2012)—that is, by holding a deficient or
distorted concept of social mechanisms, refusing to revise it, and yet claiming
interpretive authority—can also be observed in relation to Islam.

In this context, it is important to mention that religion and race cannot al-
ways be considered separately. Although an assumed race does not provide any
information about people’s religiosity, nor does religion provide any informa-
tion about their race, the two categories are often mixed together. For example,
religion-related stereotypes do not refer exclusively to religion but can also be
biologically or culturalist in nature (cf. Willems 2020: 11). With the racialization
of religion, Iman Attia describes how the attribution of religiosity and the racial-
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ization of people are strongly linked (cf. Attia 2019: 138).The historical causality
of racialization and religiosity described by Attia also leads to the invisibility of
religious and ethnic minorities (cf. Attia 2019: 138). This is because the de-in-
dividualization and essentialization of affiliations cause those who do not fit
into the expected categories to be forgotten. Ethnic minorities within religious
minorities and religious minorities within ethnic minorities remain largely in-
visible, especially in the context of schools. As a result, the lived realities of
Christian Arabs, Black Muslims, Jewish Iranians, or Yazidi Kurds, for example,
are not acknowledged in the classroom. The motto seems to be: anyone who is
perceived as Arab’ is automatically assumed to belong to Islam. This insensitive
approach to rel