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ABSTRACT

CRITICAL DISCOURSE ANALYSIS OF GENDER POLICY IN TURKISH
EDUCATION: EVIDENCE FROM POLICY DOCUMENTS AND PRINT
MEDIA

KUCUKAKIN MERCAN, Pinar
Ph.D., Department of Educational Sciences
Supervisor: Prof. Dr. Cennet ENGIN DEMIR

November 2017, 371 pages

The purpose of the study was threefold: (1) to examine policy discourses on
gender policy in education in the last decade in Turkey, (2) to examine media
discourses on gender policy in education in the last decade in Turkey, and (3) to
examine teachers’ views of gender policy in education in the last decade in

Turkey.

The study utilized critical discourse analysis as a research tool to investigate the
discursive implications of gender equality/inequality in education embedded in
language and information of educational policy documents and print media. The
textual discourse analysis involved 124 publicly available policy documents
published by 12 organizations and a total of 252 newspaper clippings published in
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14 different national newspapers in the last decade. In order to investigate the
perceptions of teachers regarding these policies and news reports, interviews were

conducted with 13 teachers working at different levels of education in Ankara.

Results indicated that there were indicators of gender inequalities at each stage of
policy making, from policy formulation to implementation. While official
statements seemed to be in line with gender equality perspective, inconsistencies
underlying most educational policies created a political reality causing gender
inequalities in Turkish context. It was also revealed that media coverage of this
policy discourse reinforced the ways patriarchy and policy collides in Turkey.
Participating teachers provided examples of sexist practices at schools stemming
from gender norms and dominant patriarchal culture. Namely, structure of the
curriculum, sexist practices and gender discrimination at schools created gender

inequalities in education.

Keywords: Gender inequalities in education, educational policies, policy

discourse, critical discourse analysis
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TURK EGITIMINDE TOPLUMSAL CINSIYET POLITIKALARININ ELESTIREL
SOYLEM ANALIZI: POLITIKA DOKUMANLARI VE YAZILI BASINDAN
KANITLAR

KUCUKAKIN MERCAN, Pmar

Ph.D., Egitim Bilimleri Bolimii

Tez Yoneticisi: Prof. Dr. Cennet ENGIN DEMIR

Kasim 2017, 371 sayfa

Bu ¢alismanin amaci ii¢ yonlidiir: (1) Tirkiye'de son on yilda egitimde toplumsal
cinsiyet politikalarina iliskin politika sdylemlerini incelemek, (2) Tiirkiye'de son
on yilda egitimde cinsiyet politikalar1 lizerine medya sdylemlerini incelemek ve
(3) Ogretmenlerin son on yildaki egitimdeki cinsiyet politikalarina iligkin

goriislerini incelemek.

Bu amagla, 14 farkli gazetede son on yilda yaymlanan 252 adet egitim haberi,
Milli Bakanlig1 ve egitim alaninda ¢aligsmalar yapan ¢esitli sivil toplum kuruluslar
tarafindan son on yilda yaymlanan 124 adet egitim raporu ve politika dokiimani,
Elestirel Soylem Analizi yontemiyle analiz edilmistir. Benzer sekilde, incelenen
egitim haberlerin ve egitim politikalarinin  6gretmenler tarafindan nasil

algilandigin1 belirlemek amaciyla Ankara ilinde, Milli Egitim Bakanligina bagh
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degisik egitim kademelerinde gorev yapan 13 6gretmen ile yar1 yapilandirilmig

gorlismeler yapilmistir.

Calismanin  sonuglarna gore egitimde toplumsal cinsiyet politikalarinda,
politikalarin olusturulmasindan uygulamaya kadar her asamasinda, cinsiyet
esitsizligi goOstergeleri vardir. Yasal soylemlerin esitlik ilkesiyle ile uyumlu
goriinmesine karsin, egitim politikalarin1 ¢ergeveleyen tutarsizliklar, cinsiyet
ayrimciligint  pekistiren, esitsizliklere neden olan politik bir gerceklik
yaratmaktadir. Benzer sekilde politikalarin medyada yansitilis bicimi de egitim
politikalarinin toplumun cinsiyet¢i ve ataerkil yapisini yeniden iireten yapisini
ortaya koymustur. Arastirmaya katilan 6gretmenler, kiz ¢ocuklarinin egitimini
olumsuz yonde etkileyen ve esitsizlik yaratan egitim siireglerine deginmislerdir.
Egitim programlarinin geleneksel cinsiyet rollerini pekistiren yapisi, okullardaki

cinsiyet¢i ortam ve uygulamalar cinsiyet esitsizlikleri yaratmaktadir.

Anahtar kelimeler: Egitimde cinsiyet esitsizligi, egitim politiklari, politika

sOylemleri, elestirel sdylem analizi
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CHAPTER 1

INTRODUCTION

This chapter includes four parts. The first part provides a background to the study.
In the second part, the purpose of the study and the related research questions are
presented. Later, the significance of the study is discussed in the third part. Finally,
the fourth part presents the definitions of important terms used in the present

study.
1.1. Background of the Study
1.1.1. Equality of Educational Opportunities

Education, which is a powerful predictor of political participation in democratic
process and realization of human rights in societies, plays a critical role in social
and economic developments in the knowledge based economy. Due to its central
role in development of nations, improvements in the quality and quantity of
education and ensuring equality of educational opportunities are among significant
components of countries’ political agendas (Ferreira and Gignoux, 2011; Tomul,
2008). Equality of educational opportunity refers to individuals’ equal access to
and equal benefit of educational opportunities. It can be defined as providing equal
education to all the individuals in a society regardless of their background and
gender, presenting opportunities to benefit from educational facilities at the best
level qualitatively and quantitatively at all levels of education, and securing all of
the above mentioned points by law. To be more precise, equality of educational
opportunities bestows on individuals a chance to develop their skills and
capabilities without any discrimination and prevention and an equal access to and

participation in education (Giiven, 2000; Tezcan, 1994).
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The relationship between schooling and social inequality has been the central issue
in the sociology of education since World War Il. However, the concept of
inequality of educational opportunity has remained ambiguous and unstable over
time and across societies as changes and developments in social life shaped the
educational policies and practices to a great extent. The social and intellectual
movement of progressivism considered public education, which meant schools
would be accessed freely and equally by all children, as an essential instrument of
social progress. Thus, progressivism at the beginning of the twentieth made the
concept of equality more explicit in education (Clark, 2001; Hallinan, 1998). Up to
1950s, the concept of equality of educational opportunities was bounded by a
superficial definition of providing equal opportunities of education for all
regardless of their language, religion, race and gender. Social developments and
regulations experienced after World War Il attributed new meanings and wider
dimensions to the concept of equalities in education, including issues such as a
quantitative increase of enjoying the right to basic education and meeting the
needs of individuals with disabilities (Giiven, 2000; Jencks et al, 1972& Wexler,
1976 as cited in Hallinan 1988).

Although equalizing access and participation in education are considered as key
equality objectives, achieving equality in education to make schools truly
egalitarian institutions requires a more holistic and integrated approach analyzing
complex relationships that exist between economic, political, socio-cultural and
affective systems in society (Lynch and Baker, 2005). According to Shor (1992),
educational inequalities are rooted in the system at the macro level rather than
personal and group deficit as the gap between different groups of people in the
society brings complex challenges and disadvantages on the part of subordinate
groups. Along with improving educational attainment, today’s labor market
necessitates increasing the quality of education by equipping all the children with
high quality knowledge and skills for long term economic growth of nations. It is
possible to associate attending schools with economic growth only when students
effectively improve their cognitive and non-cognitive skills required by the labor

market (World Bank, 2011). In this respect, scholars of social stratification argued
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that expansion of education would not close the gap between lower and upper
classes and increase in the attendance rates is not a strong indicator of an equal
education for all (Shavit et al, 2007).

In Turkey, thanks to projects and initiatives of MONE and other social
organizations, schooling rates at basic education level increased considerably in
the last twenty years. However, in spite of recent practices and incentives to
increase enrollment rates, 6% of girls and boys at the age of compulsory education
are not enrolled in school (ERG, 2014). Another worrying point is that the ratio of
students who do not attend school at secondary education level is considerably
higher. Moreover, the ratio of females who are not enrolled in school is higher
than their male counterparts at that level. It means that at secondary education
level females are more disadvantaged than males, especially in the eastern part of
the country, with 7-8 percent difference (ERG, 2014). Besides, there are
outstanding quality related problems in Turkish education system such as the
inadequacy of investments in education, problems in access to education, social
inequalities caused by gaps in access to preschool, gender inequalities and regional
disparities in the quality of education, differences in the qualities of schools, and
problems of teacher training (UN, 2013). Many research studies indicated that
there are indicators of educational inequalities between students from lower and
upper classes in terms of both educational attainment and outcomes. Social
inequalities, regional disparities and different qualities of schools and schooling
widen achievement gap between students from different backgrounds (Aydagiil,
2006; Buyruk, 2008; Ferreira and Gignoux, 2010; Sarier, 2010; Smits and Hosgor
2006; Tomul; 2008). There is apparently a problem of inequalities of educational
opportunities in Turkish context considering the aforementioned problems in the
system, which necessitates an improvement in the quality of national education
along with efforts to increase access to education especially in disadvantaged
regions of the country (ERG, 2012).



1.1.2. Gender Inequalities in Education

Education has divergent returns in many realms of human life such as reducing
poverty, increasing the quality of life through enlarging job opportunities and
health standards of individuals, and strengthening the democracy. Through its
transformative power and its vital role in helping people realize their full potential,
education becomes an impulsive force for realizing other development goals
(UNGEI, 2009; UNGEI, 2013). Education empowers women in particular to
acquire equal rights and overcome discrimination. It is possible to witness the
returns of female education in diverse settings. At individual, familial and social
level, female education engenders greatest returns of all development investments
(UNGEI, 2013; World Bank, 2009a). Education enhances the quality of women’s
life by expanding their job opportunities and participation in labor force and
reducing domestic violence. Educated women play a more active role in the
society with their increased participation in political and democratic processes
(Subrahmanian, 2007; UNGEI, 2013). As educated women are more informed
about health issues such as family planning, pre and post natal care, child bearing,
and care and nutrition (Dilli, 2010; Fuke, 2007; World Bank, 2009a), increased
year of female schooling also results in healthy and more educated generations
(UNGEI, 2013) Moreover, educated women provide richer learning opportunities
to their children and improve the quality of children’s education (Dilli, 2010; Jolly
and Mehrotra, 1997). Mothers’ education level is an important indicator of
particularly girls’ enrollment and attainment levels (Roudi-Fahimi and Moghadam,
2003). Namely, female education plays an exceedingly important role in personal
and national development as it enables females to fulfill their potential and
contributes to developments in diverse spheres of social life (Acar, 2003; ERI,
2010; Yazan, 2014).

Although it has long been acknowledged that female education is highly correlated
with spheres of human and social development and ensuring gender equity in
education has long been a critical concern in educational agenda of many
developing countries, female education has not been addressed adequately and

stands to be an under-invested area in many communities (Bandyopadhyay and
4



Subrahmanian, 2008; UNESCO, 2005). In spite of recent advances in girls’
education, gender equity in education has not reached the intended level, and
females are still disadvantaged compared to male counterparts especially in
developing, low income countries. According to EFA Global Monitoring Report,
income is the most striking reason for gender disparities, and low income countries
lag behind middle and high income countries in ensuring gender equity in
education. Girls are still underprivileged at all levels of education due to
discriminatory treatments and lower quality of education provided to them, and
they constitute 54% of the children out of school worldwide (UNGEI, 2013).

Almost every sphere of Turkish education sector has passed through significant
policy changes and new initiatives in the last decade. As a part of education
reform movements, Turkey considered girls’ education as a critical priority and
engaged in many vigorous attempts and a wide range of government and
nongovernment initiatives to adequately address this highly prominent issue
(Aydagiil, 2013). As a result of these policy initiatives and educational reform
efforts, Turkey has made significant progresses in its attempt to reach gender
equity in education. According to UNICEF and World Bank education reports,
enrollment rate for both girls and boys in primary education was above the Europe
and Central Asia region (ECA) average in 2012-2013. Net enrollment rates for
four-year secondary education level also indicated progress with respect to gender
parity (70.8% for boys, 69.3% for girls) (MONE, 2013; UNICEF, 2013; World
Bank, 2014). Moreover, Turkey made significant progress in increasing the quality
of education for both genders considering the average PISA performance scores
and the results of nationwide exams (Ferreira and Gignoux, 2010; Sarier, 2010;
World Bank, 2014). Despite all the progresses in terms of increasing access and
learning outcomes, improving the quality and equality still stands to be a challenge
in Turkey (Aydagil, 2013). First of all, it is difficult to come up with a
comprehensive assessment regarding attendance to education as MONE’s statistics
do not provide data on absenteeism and dropout rates (ERG, 2013). Similarly,
although Turkey has achieved significant improvements in increasing access to

education at all levels of education in the last two decades, gender inequalities are
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still prominent in the Eastern provinces, in rural areas, and for poorer and larger
households (Engin-Demir, 2012; Ferreira and Gignoux, 2010; Sarier, 2010). As
statistics indicate continuing regional disparities regarding girls’ education, it is
necessary to carry out a deeper analysis and detailed investigation of this crucial
phenomenon. In this context, more qualitative and local level data need to be
collected to examine the quantity and quality of education provided for all,

particularly for girls in Turkish context.

Complex relations between education and other social institutions in the society
necessitate analyzing the indicators of gender equalities in education within a
range of various indicators of inequalities beyond the education system
(Subrahmanian, 2005). In Turkey, girls and women are subject to different forms
of inequalities at different stages of their lifetime. They face sexist practices,
physical, economic and social discrimination, and sexual violence. Gender biases
and discrimination in the early stages of their life influence girls’ development
negatively. Due to traditional practices, girls are forced to unwanted and early
marriages, and they are assigned unequal distribution of labor in the family (UN,
2013). It is also necessary to reflect on patriarchal social structure fed by religious
basis both to identify the content and scope of gender inequalities and to uncover
the implicit indicators of gender inequalities in education (Sayilan, 2012). To be
more precise, gender discriminatory traditions and practices rooted in a strong
patriarchal culture and Islamic beliefs filter down to schools in Turkey and
reinforce traditional gender roles in the society (Acar, 2003; UNGEI, 2013;
Tomul, 2005; Yazan, 2014). School organization, standardized educational
practices and informal instruction methods, and content of educational materials
and curricula all disadvantage females in the education system (Acar and Ayata,
2000; Esen, 2013; Tan, 2010; Tezcan, 2003). Explicit and hidden messages in the
official and hidden curricula tailor students to fit into their traditional gender roles
and also define different achievement criteria and standards for two genders (Tan,
2010).



1.1.3. Educational Policy Discourse and Gender

A comprehensive analysis of gender inequalities in education entails a holistic
picture of social inequalities and women’s status in the society along with the
educational policies undertaken. To this end, it is crucial to examine different
social dynamics in Turkish society triggering educational changes and reforms,
and shaping gender policies in education. Education reforms and educational
policy making are formed in alignment with the changes in economic and political
fabric of the society as these processes are inevitably interwoven. The value
system in a society, social equity, and economic well-being are driven by the
education policies and reforms while the structure of the curriculum and schooling
and organization of learning activities are basically shaped in the context of
ideological changes in the society (Wang, 2013). As a result of educational
policies of conservative Islamist government in the last decade, every sphere of
Turkish education system has passed through significant policy changes. Islam and
Islamic code of conduct have gained a new momentum by exceeding the
boundaries of the dichotomy between modernity and tradition which was
particularly manifest on the gender plane (Gole, 2003). As gender problems in
education have gained new dimensions in recent years, it has become more
prominent to examine gender policy in education from a critical perspective. It is
not possible to unearth the factors causing gender inequalities in education without
a critical investigation of interconnected interactions among educational policy
making and other social dynamics shaping gender policy in education (Sayilan
2012). Such an approach primarily necessitates a detailed description of Turkish
education context and gender policy in education in the last decade in an attempt
to highlight the roots of gender inequalities in education. In this context, an
analysis of teachers’ perspectives of gender policy in education is also necessary
as teachers are actively engaged in policy on a regular basis, and their
interpretation of the policy functions as a new production of policy. At different
educational settings, policy is constantly being made and remade by teachers with
different personal, political, and professional viewpoints (Heimans, 20122; Naidu,
2011).



As policies set parameters of thoughts and actions which are conceivable and
enacted upon, the language of policies is never value-free or neutral and policy
texts often represent ideological tenets explicitly (Hernandez, 2013). Considering
that policy discourse creates, shapes, and produces truths (Allan, 2008) which
determine individuals’ gender perspectives and behavior patterns, existence of
gender biases in policy discourse and negative consequences of gendered policy
making systematically disadvantage females in the education system (Allan, 2008;
Lombardo et al., 2012). In this context, present study examines discursive juncture
where gender inequalities are created through ambiguities and contradictions
within and across policy and policy discourse (Allan, 2008). CDA studies explore
the relationship between language and social and political contexts of language use
(Paltridge, 2013). Along with the socially important issues such as nationalism,
ethnicity, immigration, and human rights, the representation and construction of
gender as a social entity is a remarkable issue to be studied in discourse studies
(Van Dijk, 1997, DeLamater & Hyde, 1998; Talbot, 1998). Through a detailed
analysis of the direct and hidden messages embedded in policy discourse and a
careful examination of social contexts shaping the discursive dynamics, it is aimed
to reveal values and ideologies which cause and reproduce gender inequalities in
education (Paltridge, 2013; Wooffitt, 2005). Discourse, power, and knowledge
interactively structure realities and identities in a society. Without the circulation
and functioning of discourse, relations of powers cannot be exercised (Foucault,
1980; Foucault, 1994). Discourse plays a critical role in the constitution or
construction of social identities, social relations and systems of knowledge and
meaning (Foucault, 1978; Fairclough, 1995). In Butler’s (1993) theory of
performativity, people construct their gender identity by behaving in the limits of
cultural norms defining masculinity and femininity. Considering that language
operates within the cultural and ideological systems in a society, people construct
their gender identity by adapting their existence to gender discourses (Alsop et. al,
2002; Foucault, 1998; Strozeir, 2002). In this sense, a comprehensive analysis of
what information is included or excluded from texts guides us to find out how

discursive features worked to indoctrinate a particular form of gender identity.



Media is one of the powerful tools of the government, which imposes social norms
and reinforces gender inequalities in society (Bordo, 1993). Policy and media
discourses are interrelated as they share some common characteristics. Media
constitutes preferred discourse of education policies and privileges particular
policies and particular voices to talk about policies (Thomas, 2002). Besides,
government policies are interpreted from different angles and reflected in different
ways in media discourses. Whether they are produced in the private or government
sectors, ideological nature of public discourses manifests itself both in policy and
media discourses. Discursive struggles in media and policy discourses construct
subjectivities, different world views, and ways of knowing or representing the self.
They influence public spheres and shape public opinion and social relations
through discursive representations of realities (Thomas, 2002). As research found
a correlation between the content of press items and public opinion together with
evidence of agenda setting (Thomas, 2002; Fairclough, 1995), media plays an
important role in transmitting and reproducing the gender roles in the society.
Gender identity emphasized in the media texts and female representation in media
are important as gender roles and roots of gendered practices in the society are
reproduced through media channels. In Turkish context, research studies verified
the role of media discourses in reproducing gender inequalities. Namely, women
are portrayed within the framework of socio-cultural norms and cultural values and
the traces of dominant patriarchal system in the society in the print media (Bal,
2014; Celik and Uysal, 2012). In this context, it might be argued that policy and
media discourses collide to reinforce traditional gender roles and to promote a
particular gender identity which disadvantage girls in the education system.

1.2. Purpose of the study

The purpose of the study was threefold: (1) to examine policy discourses on
gender policy in education in the last decade in Turkey, (2) to examine media
discourses on gender policy in education in the last decade in Turkey, and (3) to
examine teachers’ views of gender policy in education in the last decade in

Turkey.



The study utilizes critical discourse analysis as a research tool to investigate
discursive implications of gender equality/inequality in education embedded in

language and information of educational policy documents and print media.
1.3. Research Questions
The following questions guided the study:

1. How is gender policy in education reflected in the policy documents
published in the last decade in Turkey?
1.1. How is gender identity reflected in educational policy documents?
1.2.Are there any discursive indicators of gender inequalities in education
embedded in policy documents?
2. How is gender policy in education reflected in the print media in the last
decade?
2.1. How does print media discourse shape people’s understanding and
perception of gender policy in education in the last decade?
2.2. How is gender identity reflected in the news reports?
2.3. Are there any discursive indicators of gender inequalities in education

embedded in the news reports?

3. What are the perceptions of teachers regarding gender policy in education in
the last decade?

1.4. Significance of the Study

While the concept of inequalities of educational equality is widely studied in the
literature (Buyruk, 2008; Ferreira and Gignoux, 2010; Garoman, 2001; Mehan,
2001; Salehi-Isfahani, Hassine and Assad, 2014; Sarier, 2010; Tomul, 2008), the
potential significance of the present study lies in the investigation of gender policy
in education. The quality of student learning in the later years is determined by the
quality of education provided to them in the initial years of education (World
Bank, 2011). Therefore, it is clearly significant to analyze the gender policy in

education at basic education level as girls’ overall educational life and their
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participation in economic and social life in the long run will be shaped through the
quality of education they have attained at that level. Similarly, it is prominent to
address gender policy in education for both the empowerment of females in
diverse areas of social life and the substantial development of the country
correspondingly. In this context, the present study examines educational policies
which are the reflections of social and political dynamics in the country. A critical
analysis of gender policy in education will reveal interconnected interactions
among education system and other social institutions. In Turkish context, gender
inequalities are reinforced through certain educational practices based on values
and morals of dominant ideology. Therefore, in order to reach a better
argumentation about gender inequalities in education, it is important to examine
gender policy in education and traditional practices such as gender segregations,
gender stereotyping and discriminations which disadvantage females in Turkey
(Sayilan 2012; Acar and Ayata, 2002).

Research studies conducted on girls’ education revealed that there is a problem of
gender inequality in education, (Alat and Alat, 2011; Dilli, 2006; Goneng, Ayhan
ve Bakir, 2002; Mercan, 2010; Tomul, 2008) and schools are still under the
influence of traditional gender roles permeating society (MoNE, 2013; UNGEI,
2013). This problem is worsened by the fact that educational policies do not
address this prominent issue adequately. Policy efforts focus on schooling
tendencies and equality between two genders in terms of educational access and
attainment. Namely, the length of education, graduation ratio and success rate of
students who have access to education are basic concerns of ensuring a quality and
equal education. However, schooling tendencies constitute one dimension of
access to a quality education. A holistic analysis of the issue may be possible
through an investigation of absenteeism and dropout rates, which can clarify the
sustainability of educational attainment and degree of academic achievement
(ERG, 2014). On the other hand, while gender discrimination is considered one of
the reasons hindering educational attainment of females, for those who are
enrolled in schools, sexist practices in education determine how and to what

degree they benefit from education. For this reason, it is significant to identify the
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content and scope of gender inequalities in education and to uncover the implicit
indicators of inequalities underlying those sexist practices. In this way, it could be
possible to reveal how girls become disadvantaged in education system while
gender inequality is presumed as one of the prominent issues in education
(Sayilan, 2012). To this end, the present study aimed to investigate educational
policies from a critical perspective as policies inform school practices and shape
gender perceptions of stakeholders. More specifically, a critical analysis of policy
discourse provides a deeper exploration of framing of policy and their likely
consequences. To be more precise, the ways policy makers present the problems,
solutions and particular gender perspectives inform the ways people interpret
gender inequalities in education. In this framework, it is aimed to find out how
issues and priorities of gender policy in education are addressed in policy

documents (Monkman and Hoffman, 2013).

An investigation of how policy texts present gender policy in education and
ideologies embedded in these presentations supplements other scientific studies on
gender policy in education as it addresses this prominent issue in a critical way.
The relationship between discourse and politics manifests itself in emphases and
omissions in policy language, which shapes people’s understanding of reality.
Considering that education policy making process is under the influence of a
complex system of different interest groups, formal institutions, and organizations,
educational policy analysis necessitates exploring the relationship between policy
texts and their historical, political, social, and cultural context (Marginson, 1993;
Taylor, 2004). In other words, educational policies reflect the ideologies, values,
and norms of the society, and they cannot be analyzed free from their social
context. In this respect, it is necessary to question “whose values are validated in
policy” (Ball, 2012 p. 3) and to examine the values, norms, and ideologies
embedded in policy documents from a critical perspective. By carrying out a
detailed and critical analysis, it is expected to clarify discursive indicators of
gender inequalities in education in a broad sense and unearth gender biased
ideologies, cultural values, and belief systems embedded in the policy discourse in

particular.
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Critical discourse analysis examines the ideology and subliminal and explicit
messages power entails through discourse (Allan, Iverson and Ropers-Huilman,
2010). CDA is not just a systematic and normative analysis of discursive elements
in itself. Interpretations and explanations of areas of social life produced by a
critical analysis both present the causes of social wrongs and the knowledge which
might have a role in solving and mitigating them under the right circumstances
(Fairclough, 2013). In other words, CDA highlights the cultural values, ideologies,
and choices in policy texts to figure out both the roots of and solutions to social
problems (Hernandez, 2013). The investigation of values and choices in policy
documents will reveal the mutual relationship between politics and policy in
education (Hernandez, 2013). This investigation will also clarify how gender
inequality in education is produced and reproduced and trace the possible solutions
consequently. Besides, the language of policy documents may contribute to
construction of a certain gender identity as language plays an important role in
forming and reinforcing gender norms and values of a society (Ansary and Babaii,
2003). By carrying out a CDA, the present study investigates discursive elements
which promote particular gender identities and cause gender inequalities. This kind
of an analysis unearths the forces that shape gender policy in education and the

ways discursive framing of policies influence gender perceptions of individuals.

The present study depicts a detailed analysis of policy documents, newspaper
coverage of educational policy making, and teachers’ reflections in relation to
gender policy in education in the last decade. With the help of a critical attention
to media and policy discourses, it is aimed develop a comprehensive
understanding of social dynamics and ideologies shaping gender policy in
education and particular gender perspectives informing sexist practices in
educational settings. As ruling class controls the most effective tools and
mechanisms such as the education system, political system, judicial system, and
media organs which transmit the ideologies, governments construct the distorted
truths in policy and media discourses which both direct the society and shape their
standpoint (Fiske, 1996; Gazioglu-Terzi, 2015; Lynch and Baker, 2005). More

specifically, media is one of the powerful tools of government which imposes
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social norms and reinforces gender inequalities in society (Bordo, 1993).
Nevertheless, although there has been an increasing attention on gender
inequalities in education in recent years, there is still little consideration of the role
of educational policy making and the power of media in producing and
reproducing gender inequalities in education. In this sense, it is aimed to examine
the language and information embedded in newspaper coverage of gender policy
in education in order to better comprehend how gender inequalities are reinforced
and reproduced through printed media. It is also significant to analyze how
mainstream coverage of education over a ten year period situates gender policy in
education to find out the relationship between media and policy discourses. A
critical analysis of representation of education policies in print media helps to
reveal the effects of media on people’s perceptions in relation to policy priorities
and the traces of political issues in the reporting of news. As language incorporates
divergent meanings and expressions in the ways different parties use, a critical
attention to media representations of educational policies provides an
understanding regarding power relations in media discourses (Cohen, 2010).

Even if many studies have been carried out in the field of media, there is limited
number of studies investigating how people perceive and make sense of the
messages presented in media channels (Erdogan and Civelek, 2012). The present
study extends the findings obtained from discursive data by critically investigating
teachers’ perception of both gender policy in education and newspaper coverage of
gender policy in education. This part of the study entails two facets: how teachers
perceive gender policy in education and how they construct meaning of news
reports on gender policy in education in the last decade. An analysis of teachers’
perceptions of gender policy in education is prominent as they are the
implementing agents of policies whose interpretations of the policy function as a
new production of policy (Naidu, 2011). Teachers’ interpretations of policies as
presented in print media reveal both the impact of media in shaping public
perception regarding gender policy in education and different ways of interpreting
the messages embedded in media discourses. While the media do not expose only

one standpoint, there are a number of ways people perceive the media texts and the
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messages presented in media channels (Stack and Kelly, 2006). Reflections of
teachers’ prior knowledge and beliefs, which undoubtedly inform their
interpretations, and impact of media discourses on teachers’ understanding and
perceptions of gender policy in education are analyzed in an interrelated manner.
This kind of an analysis reveals broader social dynamics, power relations,
ideological tenets, and cultural values shaping individuals’ interpretations of

gender policy in education.
1.5. Definitions of Terms

Critical Discourse Analysis: Critical discourse analysis as a type of discourse
analysis examines the mutual relationship between language and social and
political contexts of language use. It aims to reveal and to interpret different social
meanings, norms, values and perspectives embedded in texts, talks, and other
communicative contexts (Fairclough, 1995; Paltridge, 2013, van Dijk, 2008). In
this study, critical discourse analysis is applied to analyze the language and

information embedded in educational policy texts and news reports.

Educational policy: Education policy consists of government policies, laws, rules
and principles that maintain education system. Through education policy making
processes, governments have controlling power over education (Marginson, 1993).
Education policy has multi-faceted orientations as formal schooling is organized in
line with stakeholders’ personal values, perceptions, resources, and values which

operate in wider structures and institutions (Jones, 2013).

Equality of Educational Opportunity: An equal and fair division of educational
and education related resources excluding any discrimination based on sex, race,
social status, confession or political opinion and without any special privileges for
any classes (Lynch, 2000; Myers, 1942).

Gender Parity in Education: Gender parity is a numerical concept and it refers to
equal proportion of boys and girls enrolled in the education system (Aikman and
Unterhalter, 2007; UNESCO, 2003). Gender parity is a rather narrow aspiration as
it refers to equal access and participation in education (Subrahmanian, 2007).
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Gender Equality in Education: Gender equality in education refers to
empowering both genders equally through a quality education. Access to education
IS a starting point for ensuring gender equality in education as it comprises various
aspects of education (Unterhalter, 2005). It is associated with equality of
educational outcomes regarding the length of schooling, achievement, academic
qualifications, and equal job opportunities and earnings for both genders
(UNESCO, 2003).

Gender and Sex: Talbot (1998) considered gender as ‘“socially acquired
characteristics which are perceived as masculine and feminine” (p. 7). Gender is
the state of being male or female based on socially and culturally defined
characteristics while sex refers to anatomical and biological differences between
males and females. According to Eckert and McConnell-Ginet (2003) sex is “a
biological categorization based primarily on reproductive potential, whereas

gender is the social elaboration of biological sex” (p. 10).

Gender Roles: Gender roles are culturally and socially defined behaviors as
appropriate to a person’s gender. Gender roles define how males and females

think, speak, dress, and interact in the society.

Gender Stereotyping: Gender stereotypes are commonly hold beliefs regarding
people’s abilities, thoughts, and feelings based on their gender. Gender
stereotyping is making generalizations regarding characteristics and behavior of

two genders.

16



CHAPTER 2

REVIEW OF LITERATURE

This chapter introduced the related literature about theories of gender and
inequalities of education opportunity, educational policies and critical policy
analysis so that rationale of the study and findings can be better interpreted. The
review began with gender theories; definitions of sex, gender and gender identity.
It continued with theories of educational sociology which provide different
educational perspectives into social inequalities and education. Then, feminist
sociological theories of education were presented in order to highlight different
approaches to gender inequalities and their educational implications. The literature
review continued with a synthesis of research studies on inequalities of educational
opportunity. The analysis of related literature revealed four key dimensions; socio-
economic and socio-cultural factors, regional disparities, differences in the
qualities of schools and gender inequalities in education. Contemporary studies
were summarized in line with these dimensions. After that, the concepts of
educational policies and policy discourses were defined by different researchers in
different studies were reviewed. In the last part, literature on critical policy
analysis with a specific focus on studies analyzing educational policy documetns

and media coverage of educational policies was summarized.
2.1 Theorizing Gender
2.1.1. Basic Assumptions of Sex, Gender and Gender Identity

In order to comprehend discursive construction of gender identity and the role of
discourse in reproducing gender inequalities, it is prominent to focus on the

definitions of sex and gender and distinction between these two categories.
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Biological essentialists and social constructionists perceive gender in different
ways. Essentialist camp suggests that differences between people root in essences
and natures which constitute identities. In this perspective, social categories are
biologically determined and entitative (Medin and Ortony, 1989).

Biological determinism of gender is challenged by feminist scholars who
distinguished culturally specific characteristics attributed to masculinity and
feminity from anatomical features (Hawkesworth, 1997). In this sense, social
constructionist camp view gender as external to the individual shaped by social
understandings and discourse (DeLamater & J Hyde, 1998). In this perspective,
gender is defined as a social and cultural entity defining our personal identities
while sex refers to biological differences between men and women. Talbot (1998)
considered gender as “socially acquired characteristics which are perceived as
masculine and feminine” (p. 7). According to Eckert and McConnell-Ginet (2003)
sex is “a biological categorization based primarily on reproductive potential,

whereas gender is the social elaboration of biological sex” (p. 10).

In this context, it is prominent to clarify the concept of gender identity which can
be defined as person’s own identification of themselves as male or female. Though
it had traditionally been regarded to have resided in individuals in psychology, the
importance of societal structures, cultural expectations, and personal interactions
in developing gender identity have also been recently recognized. Now, there is a
significant body of evidence to support the view that both environmental and
biological factors influence the conceptualization of gender identity (APA, 2015).
The concept of gender identity closely related to gender role which is defined as
“the outward manifestations of personality that reflect the gender identity” (Ghosh,
2011). According to Anselmi and Law (1998), “gender” describes the roles the
society assigns to women and men and these roles are rooted in socially and
culturally defined beliefs and assumptions in relation to behavior and emotions of
males and female. While culture determines gender roles, the way people behave
and think and the differences between women and men originate from
socialization (Rollins, 1996). As social factors such as upbringing, socialization,

social background shape a person’s essential characteristics permanently and
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profoundly (Rangel & Keller, 2011), people’s recognition of themselves and
others as male or female, namely the gender identity, is socially constructed
(Eckert and Mc-Connell Ginnet, 2003).

Butler (1990, 1993) held a post structurialist approach to gender drawing upon
theories of Beauvoir and Foucault which emphasize the importance of social
context in construction of gender identity. Beauvoir (1973) asserted that ‘one is not
born but rather becomes a woman’ suggesting that gender is an aspect of identity
gradually acquired. In this perspective, gender is unnatural by definition and being
a female is perceived as cultural interpretation of being a female. Butler (1990)
rejected the casual relationship between sex and gender arguing that “gender is
neither the casual result of sex nor as seemingly fixed as sex” (p.6). According to
Butler (1990) a person becomes a woman under cultural compulsion but the
compulsion does not come from sex. The one who becomes a female is not

necessarily female.

It is further argued that sex and gender should not be viewed as separate and
independent concepts as gender subsumes sex. Butler criticized naturalness of sex
as it is not constructed on the basis of anatomical and biological properties but
culturally and socially enforced (Butler, 1993). In other words, Butler (1993)
rejected the idea of biological categorization of sex claiming that sex is also

another social construct:

The category of “sex” is, from the start, normative; it is what Foucault has called a
“regulatory ideal.” In this sense, then, “sex” not only functions as a norm, but is part of a
regulatory practice that produces the bodies it governs, that is, whose regulatory force is
made clear as a kind of productive power, the power to produce - demarcate, circulate,
differentiate - the bodies it controls. (p.1)

Foucault’s work has especially been significant in challenging the idea of natural
and normal sexuality and gender. His conceptualization of discourses and
classification of sexuality over historical periods paved the way for the post-
structuralist theorization of gender. According to Foucault gender is a form of
dynamic subjectivity as it has various meanings within different social context

(Kostas, 2013). In a similar vein, gender is considered as a process and a
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performativity in the theory of performativity. In this theory, “becoming a woman”
is something one continuously reaffirms and displays publicly by behaving in line
with the cultural norms defining masculinity and feminity. As gender is
historically and socially constructed, there are variable acts of gender which is not

acquired once and for all at early stages of life (Cameron, 1997).

In contribution to the theory of performativity, Cornell underlines the importance
of not thinking of womanhood or manhood as being fixed by nature. Similarly, he
also finds it simplistic to think of them as being simply imposed from outside,
through social norms or pressure from authorities (Connell, 2009). Instead, similar
to de Beauvoir, he supports the view that gender construction follows many
different paths, contains many tensions and uncertainties, and at times produces
unstable results. Connell suggests that the function of gender is to fill in the gaps
left by biology, while disagreeing with social constructionists who simply view the
body as a “landscape” on which we draw or a perspective from which we speak.
He rather asserts that although gender is constructed socially and it is not
predetermined by biology, our bodies do actually play a part in this material
construction. He reaches the conclusion that the categorization of male and female
is significant simply because the society views them to be so (Connell, 2005 as
cited in McGinley 2010; Connell, 2009).

Foucault’s discussions about discourse and power are also at the center of gender
theories. Discourse is defined as the effects of power as it is constructed and
practiced in relation to power relations (Foucault, 1978). Foucault (1998) took the
attention to gender power relations at the micro political level as power related to
macrostructures manifest itself through proliferating discourse. In other words,
discourse both produce and transmit the power. His perception of power, discourse
and subjectivation had important implications for the discursive construction of
gender identity. Gender identity is considered as a performance and repetitive
behavior within the limits of discursive specification. The predominant discourse
operates in the framework of compulsory heterosexuality which shapes a
performance of binary and univocal sex/gender (Strozier, 2002). Performative

character of gender underpins the role of discourse that constructs gender identity.
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People construct their gender identity by adapting their existence to gender
discourses. In this sense gender identity is a process affected by language and the
cultural system within which it operates as subjectivity is constructed through
language (Alsop et al., 2002).

Foucualt relates the theory of power to the body in his idea that the body is a
cultural rather than a natural entity constructed through power. He perceives the
body as the principal site of power in the social sphere. In a similar way, Foucault
perceived sexuality as the effect of historically specific power relations. His theory
explains different aspects of female oppression stemming from men’s desire for
power and control. It sets the analytical framework of obvious ways females are
enslaved and controlled through deep-seated cultural perceptions of feminine
sexuality. There are certain ways in which male supremacy oppresses females but
the feminist analysis of female oppression indicates that gender inequality is built
and legitimized through the biological difference between the male and female
bodies. The inferiority of women in society is linked to biological differences
legitimizing inferiority of female body according to male standards. On the other
hand, biological functions are combined with social characteristics and the root of
women’s oppression lies in dominant ideological perceptions making the female
oppression of a creation of culture (McNay, 1992). These discussions take the
attention to how social norms, cultural practices and proliferating discourses
transmit the power and consequently construct gender identity. Culturally defined
value systems shape the women’s subordination and women’s status in the society.
In this framework, the dynamics of women’s suppression in society are examined
as in relation to social sphere as a site of power, considering that social norms
reinforced by cultural institutions such as schools and family, and institutionalized

prejudicial norms (Kostas, 2013).
2.2.Theories of Educational Sociology

Different sociological theories bring diverse perspectives to social issues and
realities which impact educational practices and policies in various different ways.

It is crucial to study theories of educational sociology in order to highlight
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different aspects of social inequalities and education. Among these theories,
functionalist theory, conflict theory and critical theory bears significant notions of
education as an important institution in the society. Functionalism is mainly
concerned about the socialization function of schools and focuses on the role of
education with respect to maintenance of social order by transferring the shared
values and norms of the society. Conversely, conflict theory mainly views schools
as institutionalized agents which reproduce the inequalities in the society. Lastly,
conflict theory draws attention the transformation role of schools to create a
democratic society by eliminating the inequalities in the society. In this part,
functionalist theory, conflict theory and critical theory will be examined to have a
wider perception of the meaning attached to education and to draw a more
complete picture of inequalities in education in general and gender equity in

education in specific.
2.2.1. Functionalist Theory

Functionalists mainly deal with intellectual, political, social and economic
purposes of education. Teaching basic concepts and skills such as reading, writing
and mathematics and transmitting specific knowledge such as literature and history
and helping students to gain higher order thinking skills constitutes the intellectual
purposes of schooling. As for the political purposes, schooling serves to direct
students towards patriotism, to teach students the basic laws of the society, to
prepare citizens who will participate in political order and to assimilate diverse
cultural groups into common political order. On the other hand, to select, train and
allocate individuals into the division of labor and to prepare students for their
future occupational roles forms the economic purpose of schooling. The process of
socialization which assigns children various roles, behaviors and values of the
society in order to ensure stability and cohesion generates the social purposes of

schooling (Feinberg and Soltis, 1998).

Functionalism argues that education operates the smooth functioning of society
along with other social institutions. In this perspective, society is considered like

the human body which consists of systems, organs, cells, each distinct and yet
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interrelated through roles played in maintaining health. In other words, society is
regarded as kind of machine producing the dynamic energy which rises as one part
articulates with another and makes society work. Interdependent parts of society
function together in order to establish and maintain the social order. All the parts
of the system must work in general consensus so that the society functions
properly. In this context, one of the purposes of schooling is the maintenance of
social order by passing on children skills, knowledge, norms and values shaping
their roles and status in society (Strawn, 2009; Feinberg and Soltis, 1998). Another
role of the school is to generate a socialization process that fosters independence,
rewards achievements, and creates an understanding of the status and reward

system in society (De Marrais & Le Compte, 1999).

Contrary to philosophers such as Kant, Herbart and Spencier who claim that the
purpose of education is to enable individual reach their full potential which places
individuals at the core of educational process, Durkheim believes that education is
the socialization of young generations. Because of this reason education should
answer the needs of the society (Tezcan, 1993). While describing the relationship
between education and society Durkheim asserts that in every society there is a
notion of the ideal person and education system of the society serves for producing
the ideal. Even though the ideal person changes from society to society and even in
the same society over time, educational practices search for it in favor of the

survival of society (Ergiin, 2006).

Likewise, Durkeim regards the moral values as the foundations of the society and
he claims that even if the forms of education changes over time education carries
vital importance in forming the moral unity which is crucial for social cohesion
and harmony (Feinberg and Soltis, 2004). He perceives morality as the set of
duties and obligations that affects the behaviors of individuals. He thinks that
modern morality roots in reason rather than religion and he constructs a theory of
educational practice comprising three basic elements of morality; discipline,
attachment to social groups and individual autonomy (Ergiin, 2006). Thus,

Durkheim claims that as the central integrative institution of society and a crucial
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aspect of maintenance of social order, the modern educational system has replaced
the church (Feinberg and Soltis, 2004).

Functionalists like Dreeben assert that school serves both a social and an
individual functions. On social level schools ensures that skills and attitudes
required by an industrial urban democracy acquired and conserved. On the
individual level, schools increase the possibility that distribution of income
prestige and authority and placement into jobs will be legitimate. Therefore, the
modern school contributes to the selection of individuals on the basis of merit and
talent and restrains the distribution of income, social positions and authority on the

basis of family background, race, sex and religion (Feinberg and Soltis, 2004)
2.2.2. Conflict Theory

Conflict theory is originated from the ideology of Karl Marx who argues that the
social order is based on a class system separating the society into different classes
as upper class, middle class and working class among which the presence of
conflict is unavoidable (Sadovnik, 2001). Conflict theory underlies the notion that
school functions in the interests of the dominant groups in the society. It is argued
that schools work for the benefit of dominant privileged class by ensuring social
reproduction of economic and political status quo in a way that gives the illusion
of objectivity, neutrality and opportunity. In this way, schools, as an
institutionalized agent contribute to the reproduction of attitudes and dispositions
for the continuity of the current system dominated by the privileged class
(Feinberg and Soltis, 2004).

For conflict theorists, powerful members of dominant groups deny subordinate
groups and ensure the continuity of power, privilege and authority on their part
while setting the rules for success and opportunity in society (Strawn, 2009). The
competition between groups for power, income, and social status is examined by
concentrating on the outstanding significance of social institutions in the conflict
(Andersen and Taylor, 2007). Contrary to functionalists who assert that underlying

force behind social and educational change stands to be the progressive movement
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toward development and social integration, conflict theorists regards that driving
motive for this change is the unending struggle between different groups to hold
power and status. Schools are considered to be a crucial agent in this struggle
(Feinberg and Soltis, 2004).

Conflict theory discusses the disintegrative aspect of education rather than its
unifying and stabilizing function. Schools as hierarchical institutions play crucial
roles in reflecting conflict and power in society. In other words, education
reproduces different aspects of inequalities in society such as race, class and
gender (Andersen and Taylor, 2007). That is to say, conflict theorists draw
attention to the fact that educational institution empowers the class positions of
groups and allows the elite to control the masses. Even if it is assumed that the
official goal of education in society is to establish a universal mechanism for
achievement, in fact educational opportunities and the quality of education are not
equally distributed. Thus, conflict theorists assert that socialization function of
education is really indoctrination into capitalist ideology. In essence, students are
socialized to value interests of the state and to serve to sustain it (Andersen and
Taylor, 2007).

2.2.3. Postmodern- Critical Theory

Intellectual movements of the late twentieth century, such as postmodernism,
deconstructionism, and critical pedagogy has influenced the sociological study of
education. These intellectual movements viewed the study of education from a
critical, oppositional, and sometimes neo-Marxist perspective. Critical theory has
been viewed as a post-modernist theoretical and political activity. It highlights the
relationship between social systems and people, how they produce each other, and
it deals with the society’s emancipation from all kinds of oppression and

subordination (Bronner & Kellner, 1989; Saha, 2001; Yates, 2010).

Parallel to the conflict theorists, critical theorists also think that school resembles
miniature society where the students experience the presence of class

discriminations and students are exposed to the culture of a certain dominant group
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at schools .Conflict and critical theorists share the idea that the schools
institutionalized “cultural capital” representing certain kinds of knowledge,
abilities, values, social practices and as well as legitimating the forms of attitudes,
behaviors, talking and dressing which belong to dominant culture (Giroux, 1988).
Nevertheless, critical theory suggests that students need to be aware of their own
cultural capital and learn both to reproduce and politically analyze the society from

their own perspective than that of the dominant group (Giroux, 1981).

To the early critical theorists (most of whom were associated with the Frankfurt
School), systems of education are among the institutions that foster and reinforce
capitalist beliefs through the rhetoric of meritocracy, through testing, through
tracking, through vocational training or college preparatory curricula and so forth
(Bowles& Gintis, 1976; Apple, 1979; Popkewitz, 1991 as cited in Popkewitz &
Fendler, 1999). Critical pedagogy which is rooted in conflict theory symbolizes the
reaction of progressive educators against such institutionalized functions. It is in
an effort to raise questions about inequalities of power, about false myths of
opportunity and merit for many students within educational institutions which
cause individuals and groups to abandon the very aspiration to question or change
their lot in life (Popkewitz & Fendler, 1999).

Berstein claims that how a society selects, classifies, distributes, transmits and
evaluates the educational knowledge, it considers to be public, reflects both the
distribution of power and the principles of social control (Bernstein, 1971). Critical
theorists are interested in “the influences of educational knowledge and cultural
formations that perpetuate of legitimate and unjust status quo” in specific.
Citizens need to possess a critical capacity to resist such power effects (Popkewitz
& Fendler, 1999, p.46). In this framework, critical theorists believe that how
meaning and knowledge are produced by students, teachers and authorities in the
school should be examined carefully (Giroux, 1988). Contrary to functionalist
theorists that give priority to shared values and knowledge in the society, critical
theorists perceive schools as social institutions which lead students to gain new
types of knowledge reflecting the pluralistic and democratic view of society

(Sadovnik, 2001).
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Critical theory perceives the school as a tool for social transformation and as a
form of social improvement which is to be enhanced (Giroux, 1988; Yates, 2010).
Schools must donate students with necessary knowledge and thinking skills to
transform the society into a democratic one (Giroux, 1988). Classrooms, as a place
for political action, seek to establish a truly democratic culture through a form of
education empowering and liberating in terms of dominant ideology. That is, while
schools are seen as agents of transformation and change in the society, teachers
play an active role in this process as transformative intellectuals (Sadovnik, 2001,
Saha, 2001). Teachers and students need to consider the voices and identities of
marginalized groups and regard these diversities as a base for change and
alternatives of institutional sexism, classism and racism (Sadovnik, 2001).
Similarly, Giroux asserts that teachers should be sensitive to the cultures of
students form subordinate groups as their needs are not met within the school

environment which is based on the culture of the dominant group (Giroux, 1988).
2.3. Feminist Sociological Theories of Education

As Bourdieu pointed out, education system plays a vital role in maintaining the
social order along with other social institutions where male domination is the most
influential. Education is a central ideological site which reproduce gender
inequalities (Dillabough, 2003). In this context, feminist theories of education
consider education as a path to individual freedom and investigate female
oppression in educational settings and its interaction with other forms of
oppression such as class, race and sexuality (Jackson, 1997). Even if they
addressed the problem of gender inequity from their own particular standpoint, all
feminist sociologists highlighted gender inequalities in education and marked the

main role of education as to maintain gender equality (Thompson, 2008).

Different feminist theories approached the question of gender inequality and their
educational implications in divergent ways. Eisentein (1984) pursued three major
feminist approaches with a variety of arguments about social aspects of gender.
Among these theories, radical feminism asserted that gender oppression which

predates and roots other forms of oppressions such as race and class is the deepest
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and oldest type of exploitation. Socialist feminism takes the attention to capitalism
which is root of class oppression as class, race and gender oppression are
interrelated in complex ways. In this perspective, the only way to liberate the
women is to eliminate capitalism. On the other hand, liberal feminists argued that
women can be liberated without any major changes in the economic and political
fabric of contemporary capitalist system. An educational theory neglecting
feminist perspectives and gender analysis does not address the needs of both male
and females and also lacks certain ways enriching existing pedagogies (Jackson,
1997). In this respect, this part of the paper discusses major feminist theories and
their education applications in an attempt to question the role of education from a

feminist perspective.
2.3.1. Liberal Feminism and Education

The basic tenet of liberal feminism is securing equal opportunities for both
genders. Liberal feminists argued that it is necessary ensure that women have the
same rights as men through equal access to certain social services. Inequalities
between women and men root in lack of political equality and official interference
in reproductive freedom of women. In other words society violates gender equality
through restricting women as a group and through unequal treatment of women in
public realm (Saulnier, 1996). Reducing the female access to civil right and social
resources like education and employment produces gender inequalities (Giddens,
2001). Liberal feminists take the attention to changes in socialization practices,
attitudes and legal processes in an attempt to maintain gender equality. It is
necessary to execute political and legal reform and materialize fairer laws towards
women to ensure equality between men and women. Reforms to introduce equal
rights and freedom of individuals should be executed gradually without distracting
the status quo. In this way, equality can be achieved without altering the structure
of the society (Acker, 1987; Brookes, 2008; Samkange,2015).

In the educational field, the main aim is to eliminate all the barriers hindering
girls’ self-realization. Different factors can be influential in preventing girls

reaching their full potential such as educational factors, individual variables and
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discriminatory labor practices. Liberal feminist educationalists focused on three
major issues in their discussions of gender inequalities: equal opportunities,
socialization and sex stereotyping and sex discrimination (Acker, 1987). There are
a number of factors causing inequalities such as culture and differential gender
socialization within the culture stemming from attitudes of the individuals. Liberal
feminism postulates gradual reforms to ensure equal rights for both genders and
legitimacy of equality through laws and policies. To this end, the changes and
improvements can be achieved with the help of female empowerment and
education (Samkange, 2015). Gender inequalities can be eliminated when women
enjoy equal educational opportunities as their male counterparts. In other words,
education is the most powerful means of social change in an attempt to ensure

gender equality for liberal feminists (Saulnier, 1996).

Another concern of liberal feminists is related with socialization, gender roles and
gender stereotyping. In this perspective, social institutions such as family and
school transmit traditional attitudes and orientations limiting life chances and
potentials of individuals. This kind of a differential socialization creates gender
stereotypes and roles which disadvantage females in occupational and familial
realms. While females are placed in a position of dependency males are taught to
suppress their feelings and caring potential (Acker, 1987).

2.3.2. Socialist/Marxist Feminism and Education

Socialist feminist perspective links ideological factors to economic forces in that
capitalism as a driving force of patriarchy. Altering the gender roles without
changing patriarchal and capitalist system which depends on free female labor
force would not eliminate the factors causing women’s inferiority (Stromquist,
1988). According to socialist feminists, women are exploited within the confines
of a capitalist patriarchal family and oppression in the family is constantly
reinforced by the conditions in the labor market. Women’s free labor helps the
entire capitalist patriarchy to function as the capitalist system relies on female
labor and massive distribution of wealth (Stromquist, 1988; Thompson, 2001).

Women’s subordinate position and inequalities they experience in the social
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realms root in gendered division of labor. Sexist practices are enhanced through
capitalism as paid work is separated from housework which is considered as the
women’s prior responsibility. Men are freed from housework and provided with
higher standards of living with more leisure time, personal services and luxuries
which lead to female exploitation in the family. On the other side of the coin,
women do not have access to prestigious and high income jobs in the capitalist
economy reinforcing their subordinate position in the society (Thompson, 2001;
Trueman, 2016).

Neo-Marxist trends within the sociology of education had an impact on socialist
feminist perspective of education. Socialist feminists dealt with women’s position
in the family and in the capitalist economy. Within this framework, the role of
education in reproducing the class system and gendered division of labor was
questioned trough neo-Marxist lenses. The socialist feminist discuss gender in
education with reference to other forms of inequalities namely race and class.
Socialist-feminists argued that the interrelations between gender, race and class
shape girls’ lives in an out of school (Acker, 1987). In socialist feminist
perspective, there are sexist elements in school curriculum and gendered division
of labor is shaped in educational context through practices and organization of
schooling. In a similar vein, schools are organized and run in ways that reproduce
social classes and gender relations which are the roots of inequalities in the society
(Barrett, 1980; Bowles and Gintis, 1976).

Interconnections between gender and class inequalities are visible in educational
settings. First of all, for middle and upper class families investment in female
education is less risky due to their better social and economic status. On the other
side of the coin, the socialist feminists argued that there is a greater demand for
female education as women occupy more positions in the labor force in industrial
countries. Occupations requiring sophisticated technologies rather than physical
strength afflicted the patriarchal perceptions and gender stereotypes keeping
women in the house enabling women new spaces in the labor force (Stromquist,
1988).
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Lastly, socialist feminist discussed the relationship between motherhood and
schools which reveals another dimension of women’s exploitation. It is argued that
school system contributes to women’s exploitation and subordinate position as it
makes use of mothers’ free participation in educational activities. In Britain,
especially middle class mothers are expected to transfer cultural capital to children
by educating them before they start school in order to benefit from schooling
better. Moreover, while women provide unpaid help by carrying out different tasks
at schools such as assisting classroom activities especially at disadvantaged areas,
schooling hours and holiday also restrict women’s full time employment (Acker,
1987; Thompson, 2011). In this respect, socialist feminist perspective of education
has been criticized as its theories on girls’ inferiority and disadvantaged position in
schools and discussions on single-sex schools roots in experiences of middle class
white British people (Acker, 1987).

2.3.3. Radical Feminism and Education

Similar to socialist feminists, for radical feminist radical change in the social
structure challenging the male dominance and patriarchal structure is vital (Acer,
1987). According to Warren (1980), gender equality can be maintained when the
structure of the society is altered through the basic changes in the institutions of
marriage, motherhood and heterosexuality. Radical feminists rejected
heterosexuality, love and marriage considering them male institutions and they
believed women should create alternative intuitions to meet their needs without
male supremacy (Shibles, 1989). Radical feminism is criticized as it puts too much
emphasis on biological reductionism and essentialism without providing
explanations regarding underlying reasons of male dominance (Acker 1987).
Another critique of radical feminism is its deficiency in approaching gender
problem on ideological platform without considering class relations and racism
(Stromquist, 1988).

Radical feminists consider patriarchy as the main reason of women's
subordination. In this understanding the basic topic of feminist movement is

patriarchy rather than women’s issues (Shibles, 1989). It is argued that male
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dominance exposed to women by society is the essence of the patriarchy. Physical
and sexual violence inflicted by men has an impact on working condition, financial
and social opportunities provided to women. Male supremacy approved by the
society should be altered to challenge the status quo in an attempt to change the
social structure and particularly the social institutions such as families (Samkange,
2015). In other words, in order to change the patriarchal structure of the society,
women should be liberated by removing physical and emotional violence exposed
by men in social settings such as the classroom and playground (Trueman, 2016).

In this perspective, women’s subordination roots in power relations originating
from sexual differences. The family as the main institutions of the society plays an
important role in reproduction of gendered division of labor. Education system
also contributed to reproduce the patriarchal system of the society by
discriminatory and oppressive practices and male dominant policies (Stromquist,
1988). Radical feminist asserted that higher levels of illiteracy among women
stems from the fact that females are directed to tasks requiring less level of skills
and knowledge legally through formal education. Education system contributes to
maintenance of patriarchal system and sexual division of labor by directing
females to carcers which are line with women’s domestic responsibilities
(Stromquist, 1988). For radical feminists, another aspect of education reproducing
gender inequalities is related with co-education. It is argued that male dominance
in mixed gender settings influence girls education negatively because of
oppressive behaviours of male teachers and students, sexual harassment and
violence and unequal treatment of females in classroom environment. Therefore,
radical feminist believed single sex education would benefit girls by providing an

education free from negative effects of male dominance (Acker 1987).
2.4. Inequalities of Educational Opportunity

In the present world, education is portrayed by extensive social injustices which
necessitate equalizing access and participation within different levels of formal
education for different social groups primarily. In this framework, the concept of

equality of educational opportunity has been considered as dividing educational
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and education related resources more equally or fairly excluding any
discrimination based on sex, race, social status, confession or political opinion
without any special privileges or disadvantages for any classes (Lynch, 2000;
Myers, 1942). Considering the equality in education in relation to educational
outcomes, the factors preventing students from attaining academic success and
subsequent occupational status by merit have been deeply analyzed by researchers
(Hallinan, 1988). An analysis of research studies related to inequalities of
educational opportunities revealed some key dimensions such as socio-economic
and socio-cultural factors, regional disparities, differences in the qualities of
schools and gender inequalities in education. In this part, related research studies

will be discussed in line with these common themes.

2.4.1. Socio-economic and Socio-cultural Factors

As economic, political and cultural structure of the society shapes the quality of
education in societies, educational inequalities are rooted in socioeconomic and
socio-cultural structure of the society. More specifically, social injustices are
reproduced through education as socio-economic and socio-cultural status of the
family is an important determinant of children’s education worldwide. Children
coming from low income families are disadvantaged in the education system as
financial difficulties of the family negatively influenced their education
(UNESCO, 2015). Besides, social status and cultural capital of the family shape
the educational opportunities enjoyed by children. According to Mehan (2001)
schools implement a curriculum based on the cultural capital of dominant classes
which inevitably causes reproduction of inequalities in educational settings. In this
context, Bourdieu (1999) argued that education system of industrialized societies
serves to reproduce cultural capital and to legitimate class inequalities. Similarly,
children also become disadvantaged in the education system when their families
lack the basic values, attitudes and skills needed for educational attainment and
achievement. Students coming from dominant class are more likely to be
successful at school as they hold a certain linguistic and cultural competence
inherited by family socialization. Impact of social status and cultural capital of
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family is obviously seen in the case of blacks and whites. Parents of white students
have higher level of education, occupational status than blacks resulting in higher

educational outcomes on the part of white students (Garoman, 2001).

On the other hand, even if discriminated groups demonstrate higher achievement
level, it is not rewarded by the society causing failure to achieve equality of
employment, income and access to college degrees. Therefore, it is clear that
inequalities are rooted in the system at the macro level rather than personal and
group deficits. It can be asserted that as the gap between different groups of
people in the society brings complex challenges and disadvantages on the part of
subordinate groups, economic and social inequalities cannot be wiped out by
educational gains (Shor, 1992). Socioeconomic status of family also effects
learning and academic achievement of children. Poverty, inadequate family
resources and poor nutrition slows down the learning process of children from
lower classes. Students from lower classes lag behind their peers in terms of
academic development and they have a tendency towards behavior disorders
(Aikens and Barbarian, 2008; VVan der Berg, 2010).

In this context, Tomul (2008) examined the effect of family variables on school
enrollment rates among 15-18 years old children in Turkey by using data from the
2005 Household Budget Questionnaire Results of the State Statistics Institute.
According to the results, parents’ level of education, household size and level of
income affected educational attainment of children. Among these variables
fathers’ level of education had the most influential effect and family variables
affected the girls’ participation in education particularly. The findings of Tomul’s
study (2008) complemented other findings in the literature. Goramon (2001)
asserted that children raised in affluent homes with more educated parents enjoy
the opportunity of having the required family resources. Students do well at school
as they read good books at home, have more chance to visit museums, to go the
theater and to attend concert. Pal (2004) found a correlation between the education
level of mother and educational attainment of girls revealing the positive influence
of parents’ level of education on girls’ schooling. In general terms, when parents

have higher level of education children have higher schooling ratio. Another
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determinant of girls’ education was socio-economic and socio-cultural status of the
family. Socio-economic status of the family does not cause significant differences
with respect to enrollment rates and schooling ratio. However, upper class families
allocate more resources for the education of their children which causes striking
differences in terms of quality of education provided to students (ERG, 2104).
Besides, level and quality of parental involvement depend upon the social and
cultural resources of possessed by parents from different social classes. Even if
they are interested in their children’s education working class parents either felt
uncomfortable helping their kids at school or practice useless strategies such as

depending too much on the teacher (Mehan, 2001).

Salehi-Isfahani, Hassine and Assad (2014) investigated inequality of educational
opportunities in the Middle East and North Africa (MENA) by using student
scores form tests administered by the international consortium Trends in
Mathematics and Science Study since 1999. Results indicated that educational
achievements in most MENA countries are significantly explained by inequality of
opportunities. In spite of investments for free public educations most MENA
countries did not achieve to provide equality of educational opportunity compared
to European countries, Latin America and the United States. It was also revealed
that family background and community were the most important factors affecting

inequality in achievement.

Ferreira and Gignoux (2010) investigated the inequalities of educational
opportunity by examining quantity (attainment) and the quality of schooling
(achievement) in Turkey. For this aim, they utilized data from the DHS
(Demographic and Health Survey) and PISA. PISA data showed that family
background variables such as parental education, father’s occupation and the
ownership of books, cultural possessions and electronics explain the largest
inequality shares compared to other variables. Similarly Buyruk (2008) asserts that
education level of parents and intellectual accumulation of parents and social class
of families are also influential in the equality of educational opportunities in
Turkey. Other research studies yielded similar results showing that socio-

economic and socio-cultural status of the family is an important indicator of
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educational disparities in Turkey (Aydagiil, 2006; Smits and Hosgor 2006; World
Bank 2005).

Sarier (2010) carried out an analysis of high school entrance exam (OKS-SBS) and
PISA results to examine the inequalities of educational opportunity in Turkey. The
study utilized the statistical data obtained from Turkish Statistics Institute, the
OECD and MONE. In terms of socio-economic and socio-cultural background, it
was found out that these variables created differences concerning academic
achievement among students. The achievement level of students coming from
lower classes tends to be lower in Turkey compared to the OECD and Finland
which is an indicator of inequalities of educational opportunities. As for the
enrollment rates, it was discovered that as the education level increase female
school enrollment rate decrease showing gender inequalities in education.
According to the results, there are significant differences in student performance
with respect to gender and region in both exams. It was seen that females are more
successful than males in general while their achievement level stand to be lower in

eastern part of the country.

All over the world, educational inequalities are reinforced with neoliberal
educational policies which limit the educational opportunities within the borders of
capitalist class system. Socioeconomic and socio-cultural background has an
impact on academic achievement in both developed and developing countries. In
Turkey, there is a huge difference in terms of academic achievement between
students from different social backgrounds. It is obvious that family background
variables are more influential on student performances in Turkey, as in the other
developing countries, considering variations in PISA results. In fact, educational
policies of MONE to ensure educational equalities target primary level of
education and there are not any steps or policies that compensate the inequalities at
secondary level on ministry’s agenda. Social inequalities manifest themselves at
especially secondary level of education as fields of study and further education
levels are determined according to social class of students (UNDP 2008 as cited in
Sayilan, 2012; World Bank, 2013; OECD, 2012).

36



In Turkey, students are enrolled to high schools based on their scores in
nationwide secondary schools entrance exams. This exam system necessitates
expensive academic supports from private teaching institutions and tutors. In order
to attend high quality schools students start taking private tutoring classes at very
early ages. Students from higher social classes attend to Science High Schools and
Anatolian High Schools which are the most successful and prestigious public
schools. On the other hand, students from disadvantaged families attend to low
quality and low performing schools such as Vocational High Schools. As there is a
high correlation between enrollment in the top secondary schools and family
income, it is not possible to change vicious circle of inequality and poverty in
society (ERG, 2014).

2.4.2. Regional Disparities

Regional disparities in education are among the prominent factors shaping the
inequalities of educational opportunities globally. In conflict-affected areas and in
many of the world’s poorest countries, education of children is affected negatively.
Most of the children out of school live in low and middle income, conflict affected
countries (EFA, 2014). The results of the studies carried out in relation to equality
of educational opportunities in Turkey revealed critical problem of “social equity”
regarding equal access to education. That is to say, there are serious educational
disparities regarding gender, region and socioeconomic status in Turkey with a
tendency of increase in the southeastern provinces (Aydagiil, 2006; Smits and
Hosgdr 2006; World Bank 2005). In this framework, Sarier’s (2010) research
study indicated that there are significant differences in student performance with
respect to gender and region in both high school entrance exam (OKS-SBS) and
PISA exams. It was seen that females are more successful than males in general
while their achievement level stand to be lower in eastern part of the country

Other research studies examining regional disparities with respect to equality of
educational opportunities in Turkey yielded similar results. There still striking
disparities between the west and east regions of the country in relation to
employment and education (European Training Foundation, 2006). In his study

Akbey (2006) analyzed the education in South Eastern Anatolia with respect to
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equality of educational opportunity. Compared to other regions of Turkey the ratio
of educational attainment is lower at all levels of education in Southeastern
Anatolia. The crowded classrooms, multigrade classes, lack of teachers are among
the reasons causing inequalities of educational opportunities in the region.
However, Ferreira and Gignoux (2010) found out that regional differences in
enrollment were revealed to be non-significant when other circumstances were

controlled.

In Turkey, in spite of recent practices and incentives to increase enrollment rates
6% of girls and boys at the age of compulsory education are not enrolled in school.
Another worrying point is that the ratio of students who do not attend school at
secondary education level is really high. Moreover, the ratio of females who are
not enrolled in school is higher than their male counterparts at that level. It means
that at secondary education level females are more disadvantaged than males
especially in eastern part of the country, with 7-8 percent difference (ERG, 2014).
Location of residence has significant effect on educational attainment of girls’
especially at middle school and high school levels and the value of girls’ education
is underestimated especially in rural areas of the country (Tansel, 2002; UNICEF,
2003; Rankin and Aytac, 2007). There are a number of reasons for lower
enrollment rates and lower academic achievement rates in rural areas ranging from
traditional attitudes of parents towards education to insufficient facilities and
unmotivated teachers (Kirdar, 2009; Tansel 2002). Living in urban areas promotes
girls’ education in specific because of changes in traditional perceptions regarding
education and modernizing influences on parents (Ranking and Aytac, 2007;
Tansel, 2002).

As socio-economic structure of the society change across the country, gender
inequalities in education become more striking in the eastern part of Turkey.
Traditional division of labor in families is practiced in the regions where girls’
enrollment rates are low. In addition to cultural factors, economic structure of the
society impacts the enrollment rates, especially for girls. Although it does not have
significant contribution to production, informal traditional employment rates rises

from western to eastern parts of the country. However, the Eastern Black Sea
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Region is exceptional. As male population migrate to western cities to find jobs
and females have more responsibilities at home which may positively affect the
girls’ education (ERG, 2009; Hosgdr and Smits, 2006). Another dimension of
regional disparities is related with resources and money allocated for education.
Families in big cities are more probable to enroll their children in secondary
education and spend more money for education compared to the families living in
places with a population less than 20.000. Regional differences with respect to
access to education are not striking at primary level of education compared to
secondary level. However, even at primary level more resource and money is

allocated for education in metropolitan settlements (ERG, 2014).

All in all, it should be considered that increased years of schooling cannot be
considered as an indicator of educational quality as it is only possible to associate
attending schools with economic growth when students effectively improve
cognitive and non-cognitive skills required by the labor market. Along with
improving educational attainment, today’s labor market necessitates increasing the
quality of education equipping all the children with high quality knowledge and
skills for long term economic growth of nations (World Bank, 2011). In this
respect, an improvement in the quality of national education is needed along with
efforts to increase access to education especially in disadvantaged regions of the
country (ERG, 2012).

2.4.3. Differences in the Qualities of Schools

Different qualities of schools and distinct curricular tracks or streams create
obstacles for the equality of educational opportunities in many educational
systems. The most common track placement is determined by students’ prior
academic achievement. Students with higher achievement level are enrolled in
academic tracks that teach the prestigious subjects and prepare them to higher
education. Students from less privileged strata whose achievement levels are lower
are more likely to attend non-academic tracks that prepare them for immediate
entry into the labor force. As students’ achievement is correlated with their socio-

economic origin transmits the inequality between generations (Shavit, 1990).
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The results of TIMSS, considering academic achievement, socioeconomic status
and school differences, indicate that up to eighth grade in-school variations which
depend on student characteristics were found to be higher than among schools
variations which depend on school qualities (ERG, 2014). While at primary level
of education socio-economic status of the family is the most important factor
affecting academic achievement of students, school differences are more
influential at secondary level. The main reason for this difference is that students
are tracked to different schools based on their academic achievement at secondary
level of education. This tracking system causes nationwide educational inequalities
as students from lower SES continue to be disadvantaged at secondary education
and cannot benefit the equal educational opportunities (ERG, 2014). Students are
enrolled in different schools based on their performances in secondary education
entrance exam and the most successful one are accepted to Science High Schools
and Anatolian High Schools. Tracking students to schools with different qualities
based on their exam results decreases the average quality of education and causes
inequalities. As academic performance of students depends on specific qualities of
schools which are uneven across different educational institutions, this system also

causes lifelong inequalities among students (ERG, 2014; World Bank, 2011).

To Garoman (2001) variation among the schools that students attend and
differential quality of schooling are determiners of educational outcomes of
students. As differences in school qualities become more striking, the quality of
education changes for children from different social backgrounds (Sayilan, 2012).
In Turkey, public schools are disadvantaged compared to private schools in terms
of the inadequacy of activities and facilities of schools, shortage of qualified
teachers. Administrators and teachers are to be more focused on discipline
problems and misbehaviors of students stemming from shortcomings and teaching
and learning process is negatively affected. Moreover, while students are provided
with the activities that teach them flexibility, time management and
communicative skills at private schools, students attending public school are
expected to obey and to respect the authority, to obey the rules and to do what they

are told. Especially at secondary level of education, school cultures and regimes
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are becoming distinct at an increasing speed. There are outstanding differences
between private schools and some privileged public schools of middle and upper
class and general high schools. Similarly, general high schools differ from
vocational and technical high schools. Schools that appeal middle and upper
classes provide more equal educational opportunities and practices. In regular
public schools, it is more probable to witness more conservative and sexist

practices (Sayilan, 2012; Tanman, 2008).
2.4.4. Gender Inequalities in Education

Educational participation improves the life prospects of girls by shaping their
future roles and status in the society. Nevertheless, women cannot utilize the same
opportunities as their male counterparts which manifest itself in lower education
level and fewer opportunities for female participation in social life (UNESCO,
2003). A closer look at gender educational disparities reveals that we are facing a
phenomenon that influences women from different societies and levels of
development. Cultural and socioeconomic forces are known to shape educational
access and attainment of women; yet, when degrees and patterns of access and
attainment are taken into consideration, we see that class differences and cultural
diversity alone seem to fall short of explaining why inequalities in women’s

education exist and prevail (Stromquist, 1988).

Studies revealed some important factors affecting gender inequality in education
including unequal attention and treatment given to girls, classroom and school
culture which cause girls’ low self-esteem, gender stereotyping in curriculum and
in course book, stereotyped assumption in relation to sexes and difference in
abilities and organization of schools (Chapman, 2001; Colclough, 2004).
Similarly, sex-differentiated dress codes reproduced gender stereotypes and caused
gender discrimination at public schools. Harbach (2016) argued that dress code is a
part of larger process of identity process and sexualization of girls rather than as a
type of every day school policy. The role of dressing in gender socialization is
underlined by Arvanitidou and Gasouka (2013) asserting that dressing is one of the

cultural agents constructing gender identities. Bahl’s study (2005) revealed that
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women’s dressing was used as a social control mechanism and as an agent of
social change in different cultures. The analysis of the political and social uses of
women's dressing and the context of creating particular dress code and styles are
important in showing the ways dress code at schools shape certain gender
identities (Bahl, 2005).

The factors that cause gender inequalities in education is summarized by
Stromquist (1988) as follows: Two main sets of obstacles define the factors,
namely the obstacles classified as being ‘“‘school-related” and the obstacles
identified as being “home-related”. With regards to school-related obstacles,
distance to school, presence of female teachers in the classroom, “relevant”
curriculum, lack of counseling facilities, and gender-segregated curricula in
schools are the variables identified in the literature. On the other hand, when
deciding to enroll females in schools and letting them continue their schooling,
home-related obstacles have consistently been linked to such variables as parents'
attitudes and aspirations towards their daughters, their socioeconomic level, their
years of education, cultural and religious values of their society, and the number of

younger siblings in the household.

Gender perception and beliefs of teachers constitute another significant dimension
of gender inequalities in education. Teachers share stereotyped assumption in
relation to sexes and difference in abilities which results in differential treatment
and sexist practices in classrooms. Girls are thought to be get lower scores on 1Q
tests and they are directed to the jobs which are more appropriate for their roles in
the social life (Chapman, 2001). This problem is worsened by the fact that the
issue of gender is neglected in teacher training in many developing countries,
where gender sensitization courses are given only to very few teachers (Colclough
et al., 2003). Setting the ‘right’ curriculum and training teachers to become
‘gender-aware’ might prove to be a demanding process. Regardless of your
curriculum design, the way teachers interpret it still has a vast influence. Teachers
have the power to become role models and to give students a sense of direction
and encouragement both to boys and girls, but then again they also have the power
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to disparage and marginalize them, and thus help to preserve stereotypes. Many
studies in literature have indeed revealed that teachers believe girls to be less
intelligent than boys, and therefore to be bound to settle for less well-paid jobs
(Colclough, 2004).In Bangladesh, the majority of the teachers interviewed did not
themselves expect their own daughters to find a job after their education. It is not
realistic to expect teachers to detach themselves from strong social and cultural
norms of their own society. In intensely patriarchal societies, involving teachers in
gender-equity programs is not so easy. Besides, even when they become involved,
they experience strong obstacles related to the intensity of patriarchal values in

choosing how to lead their own lives, careers, and activities (Mahlase, 1997).

Hiring more women teachers and training them well are set as top priorities in
countries with high gender disparities. The number of female teachers is extremely
low in many countries. Women constitute only one-third, if not less, of teaching
professionals in Sub-Saharan Africa. When strong correlations between girls’
enrolments at primary level and the presence of female teachers are taken into
consideration, it becomes evident that any strategy targeted at gender disparities is
bound to employ deliberate policy measures to change this ratio. Some initiatives
lead the way: ‘centers of excellence’ have been set up in many sub-Saharan
countries by the Forum for African Women Educationalists (FAWE) with the aim
of improving the capacity of teachers, introducing courses on gender sensitization
and awareness, the teaching of science, maths and technology, and training in
gender-responsive methodologies (Colclough et al., 2003)

The impact of female teachers, as crucial agents of change, on girls’ education was
also underlined. Research studies indicated that presence of female teachers
promoted girls’ education especially in developing countries (UNESCO, 2006;
Haugen et. al, 2014; UNGEI, 2011). It was revealed that families are more likely
to send their daughters to school when there is a female teacher. Studies indicated
that countries with more or less equal numbers of male and female teachers are
closer to gender parity in education. Presence of female teachers is an important
determinant of girls’ schooling for especially conservative families as they do not
approve their daughters to be taught by a male teacher. The equal proportion of
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female teachers at different levels of education is both an indicator of progress
towards gender equality and empowerment of women through education
(UNESCO, 2006; UNGEI; 2011). Female teachers enhanced girls education as
they provide positive role models for girls, act as advocates for girls and promote
girl-friendly learning environment at schools (Engin Demir, 2012; Colclough et
al., 2003;Herz and Sperling, 2004; Rihani, 2006).

All in all, legislative and policy reforms play a crucial role in establishing an
empowering environment that promotes gender equality in education. It needs to
make investments in redistribution by means of sparing resources for female
education and taking special measures to diminish inequalities. If it is aimed to
make schools better places of learning for both girls and boys, such measures as
positive messages in curricula, teachers’ skills and attitudes, safety and improved
facilities are significant components of any gender-equality strategy (Colclough et
al., 2003).

2.4.4.1. Gender Inequalities in Education in Turkey

Since 1999, Turkey has achieved a fast progress towards gender equity in both
lower and upper secondary levels. Turkish National Education statistics illustrated
that girls’ schooling ratio has been increasing in recent years. Nevertheless, female
schooling ratio is lower than the total and male schooling ratio at every level of
education and schools are still under the influence of the traditional gender roles
permeating society (MONE, 2013; UNGEI, 2013a). Research studies conducted
on girls’ education revealed that there is a problem of gender inequality in
education (Alat and Alat, 2011; Dilli, 2006; Goéneng, Ayhan ve Bakir, 2002;
Mercan, 2010; Tomul, 2008). Depite the increases in girls’ schooling ratio, the
problems regarding social mobility, income inequalities and academic
performance have remained unsolved. It is obvious that access to education does
not guarantee an equal and quality education for all (ERG, 2014).Traditional
gender roles negatively affect both girls’ and boys’ education coming from low-

income families.While boys are guided to have jobs and girls are directed to stay at
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home and do the housework so they do not have a chance to be enrolled in

secondary and tertiary education levels (Sayilan, 2012).

Research studies examining the impact of familial patriarchy shaping girls’
education revealed that girls were disadvantaged in rural and less educated and
male dominant families. In those families, men prefer their views to perform
domestic chores, women believe men should make the important decisions and
social life is based on gender segregation (Rankin and Aytac, 2006; Smit and
Hosgor, 2006). Traditional gender roles assigned to the girls at early ages, social
norms and poverty stood to be a striking reason for girls’ being out of school.
While cultural factors and patriarchal codes of living hindered the enjoyment of
equal opportunities by girls, religious beliefs and practices defined women’s social
status and their education to a great extend (Goneng, Ayhan and Bakir, 2002;
Engin-Demir, 2012). In this sense, it is prominent to examine the impact of
family’s religiosity on girls’ education (Rankin and Aytag, 2008). In their research
study, Rankin and Aytac (2008) examined the effect of religiosity and the
headscarf on the educational attainment of children. Results indicated the role of
cultural factors in educational attainment as gender disparity in education rooted in
patriarchy rather than religiosity. It was found that patriarchal beliefs and practices
negatively influenced girls’ education. Besides, girls whose fathers supported
wearing headscarf were less likely to attend school beyond primary level

The role of socio-cultural factors and patriarchy in girls’ educational attainment in
Turkey was confirmed by other research studies. Social norms drawing attention to
‘purity’ of women and ‘honor’ of the family continue to be the major barrier to
female education regardless of improvement in girls’ education such as increased
years of compulsory education, boarding school and free transportation
opportunities for children from rural areas (Smiths and Gunduz-Hosgor, 2003).
The problem of accessible schools still exists in rural areas. The boarding schools
are not very effective solutions because of the patriarchal family structure in the
society. Moreover, in addition to cultural barriers to girls’ education, Islamic

conservative political atmosphere, which keeps the discussions regarding
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coeducation alive, is one of the remarkable dynamics in the country (Sayilan,

2012).

Research studies indicated that male preference for education in the families was
another significant barrier in front of girls’ education (Alat and Alat, 2011; Dilli,
2006).The cost of education was a determinant of only girls’ education. Dilli
(2006) found that educating the boys were considered more important than
educating the girls in the families. It was believed that their husbands would take
care of them when girls got married (Dilli, 2006). When financial resources of the
family are limited, families tend to keep the girls at home as helping their mother
at home and dealing with household works were thought to be girls’ prior
responsibilities rather than going to school (Dilli, 2006). In this context, Pal (2004)
conducted a review of literature on girls’ educational attainment in developing
countries and concluded that there was tendency towards boy preference in
education. Limited economic resources of the families, lesser returns for the family
on investment of girls’ and girls’ free domestic labor were among the reasons for
son preference in developing countries. Safety and cultural concerns regarding
girls’ propriety were among the other factors shaping the decisions of the families.
Goneng, Ayhan and Bakir (2002) found that responsibilities of girls in domestic
sphere such as household duties and taking care of younger siblings hindered girls’
education in Turkey. Thus, girls who did not have education or who withdraw
from the school did not have a role model except for being a housewife. In this
context, Alat and Alat (2011) and Dilli (2006) found that early marriages were
among the significant barriers in front of girls’ education. Besides, Dill (2006)
asserted parents thought that schooling was not agreeable for girls who entered the

puberty and early marriages hindered girls’ education.

It was also highligheted that gender inequalities are more striking in eastern
Turkey (ERG, 2009; Ferreira and Gignoux, 2010; Hosgér and Smits, 2006; Sarier,
2010) Sarier (2010) discovered that as female school enrollment rate is lower at
higher levels of education, particularly in eastern Turkey. According to the results
of his study, females are more successful than males in general while their

achievement levels stand to be lower in eastern part of the country. In the same
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way, Ferreira and Gignoux (2010) found out that gender inequalities are
particularly prominent in the Eastern provinces, in rural areas and for poorer and
larger households. It was further discovered that although gender is a determinant
of differences in enrollment, but not in achievement. It means that when they have

the opportunity to go to school, girls do no worse than boys.

On the other hand, there were structural barriers in front of girls’ education. Alat
and Alat (2011) found out that lack of adequate accommodation facilities for girls
was found be the most outstanding factor for parental resistance to girls’ schooling
in Ordu, Giresun, Giimiishane, and Sinop provinces of Turkey where girls’ school
enrollment rates were lower compared to the other cities in the Black Sea Region.
This study revealed that families preferred send their daughters to Koran schools
with boarding facilities in that region. Similarly, Dilli (2006) and Goéneng, Ayhan
and Bakir, (2002) found that transportation problem and lack of suitable schools in

the neighborhood were important factors influencing girls education.

Another aspect of gender inequalities in education is co-education dispute in
Turkish context. Research studies indicated that conservative families did not
approve girls to be educated in the same environment with boys because of
patriarchal beliefs regarding women’s weakness, purity and family honor (Engin-
Demir, 2012; Smits and Gunduz-Hosgor, 2003; Kirdar, 2009). Even if the studies
marked co-education one of the socio-cultural barriers to girls’ education,
importance of co-education for children’s social development was underlined in
the related literature. According to Halstead (1991) education should prepare
children to take part in a social life shared by men and women and shape positive
attitude towards the opposite sex. In this respect, co-education provides a natural
and enriching environment which result in healthier relations between two
genders. Tan (2007) argued that schools are the most feasible and accessible social
environments where two genders can socialize in public life. On the other hand,
studies conducted in single sex educational settings revealed the traces of gender
inequalities. School culture, organization of school, official and hidden curricula
reinforced traditional gender roles and created discrimination. Namely, an analysis

of differing school cultures and patriarchal practices highlight the roots of male
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dominance single sex schools. Whether they provide religious education or not,
secondary schools contribute to protect existing patriarchal structure of the society
in Turkey (Acar and Ayata, 2000). On the other hand, school cultures which vary
across different secondary schools influence gender issues. While private
institutions and privileged public schools are more advantageous with respect to
gender equality, gender discrimination is obviously seen in general high schools
and vocational technical high schools. Male hegemony is explicit especially in
vocational technical high schools as male teachers outnumber their female
counterparts. Similarly, female teachers are under the influence of discriminatory
behaviors of male teachers and students. Besides, Islamic ideology is accepted as a
norm in high schools which provide religious education. Social control is ensured
through gender segregation in those schools. Gender segregation regulates
relations between males and females both in classes and in other social settings.
Interaction between two genders is discouraged in opposition to westernizing

culture of public schools (Acar and Ayata, 200; Sayilan, 2012).

Most of the research focuses on equality between males and females in terms of
educational attainment which constitutes only one side of the coin. On the other
side of the coin, school organization, standardized educational practices and
informal instruction methods all disadvantage females in the education system.
Marchbank and Letherby (2007) argued that organization of school, official and
hidden curricula, and social relations in the classroom created gender
discrimination. Explicit and hidden messages in the official and hidden curricula
tailor students to fit into their traditional gender roles and also define different
achievement criteria and standards for two genders. Content of educational
materials and curricula also reinforce gender stereotypes in society (Tan, 2010).
All in all, it can be concluded that even if he primary concern of policies on girls’
education is to increase enrollment rates, getting girls into school constitutes only
one dimension of the issue. As the social construction of gender determines both
enrollments and importance attained to girls’ education, policy efforts on more
complex social processes and their consequences should be prioritized (Monkman
and Hoffman, 2013).
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2.5. Educational Policy and Policy Discourse

Policy is defined as “a statement of government intentions” (Doherty, 2007 p.
198). In this sense policy aims to exercise political power through intervention,
initiation or legitimation of a set of practices. They are purposeful statements
which specify principles and actions targeting to reach desired goals or to deal
with a problem or a need. Policy brings about change and possibilities of change
both through production and enactment stages (Heimans, 2011). The changing
emphasis in educational policy is rooted in two different paradigms, namely ‘state-
controlled’ approaches to policy analysis and the ‘policy cycle’ approach. These
two approaches show differences in separating the “formulation” and
“implementation” stages of policy analysis. In the 1990s, the trend shifted to
analyzing policy from a ‘recipient’ point of view. The recipient perspective of
“state-controlled” camp takes policy as a linear entity which ‘gets done’ to people
by a line of implementers whose roles are clearly defined in legislation (Bowe,
Ball and Gold, 1992; Naidu, 2011)

Marginson (1993) defined policy documents as public expressions of the intent of
the government. Governments have controlling power over schools which directly
influence the education policy making processes. The goal of policy making
process is maintaining social stability and status quo. As policy making process
centered around a top-down model, prescriptive policies from above aim to
protect the existing interests of dominant groups in society. The relationship
between discourse and politics manifest itself in the effect of government on
society and also in constitutive and controlling effect of society on government.
Thanks to the interpretative and reproducing functions of discourse, governments
can construct the distorted truths in discourses which both shape the society and

public opinion (Irvine, 2002; Terzioglu, 2015).

According to Bacchi (2000), the way policy is framed and the way their
presentation influence the public perceptions of policies and possibilities of action
are clearly political in nature. Policy formulation entails ideological, political and

economic parameters driven by social structure of the society. There is not a
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straightforward way of analyzing educational policies without capturing
ideological underpinnings and other complex dynamics and primary actors in the
policy-making field (Ball, 2012). Policies shape micro-levels of society by setting
parameters of thoughts and actions which are conceivable and enacted upon. For
this reason, the language of policies is not value-free or neutral and policy texts
often represent ideological tenets explicitly (Hernandez, 2013). Ideological
underpinnings of policies which influence the ways people perceive the world are
embedded in the language of the policy texts. Discursive framing of policy texts
affect how policies shape perceptions of reality and reveals the forces shaping the
text (Monkmann and Hoffman, 2013).

Meaning is established both in the production and in context of the policy
enactment.  Textual analysis of policy documents and interpretations and
enactment of policy are equally important for the policy studies. Policy is
perceived in relation to conditions of both its production and its interpretation.
Interpretation of the policy in practice functions as a new production of policy
(Heimans, 2011). Social logics of policy practice change in different policy
contexts depending on the way power is possessed by social agents. While
policies are produced by the government for larger groups of individuals at macro
level, the enactment of the policy happens at micro level. In educational settings,
teachers remake policy for their groups of students while politicians generate
policy for thousands of schools. The power of the politician is mediated by the
teachers’ power which is made material through enactment of the policy at school

level (Heimans, 2011).

Policy can best be seen as texts formed by discourses. Therefore, policy is
regarded as a representation which is encoded and decoded in complicated ways.
Policy texts can be classified as ‘readerly’ or ‘writerly’, depending on the degree
of interpretation allowed to the reader; however, these policy texts are constantly
and inevitably interpreted, challenged, adopted, and adapted in varying work
contexts. Therefore, policy is continuously being made or remade at different
educational environments. This approach to policy formation paved the way for a

better understanding of the complexities of the relationships in policy making.
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Whereas policy might affect the nature of teaching and learning, teachers are
obliged to build their own interpretations of the policy using their own personal,
political, and professional viewpoints. Teachers are actively engaged in policy on a
regular basis. They are urged to continuously build and interpret policy in their
profession. This, however, necessitates a particular level of understanding and skill
in handling the policy process. For this reason, teachers ought to possess a

thorough knowledge of policies and policy processes (Naidu, 2011).

Development of states is directly affected by educational policy making process
considering the impact of education on the destiny of individuals. Education
reforms in a nation should be analyzed in alignment with the changes in economic
and political fabric of the society as those changes are inevitably interwoven. The
structure of the curriculum and schooling and organization of learning activities
are shaped in the context of ideological changes to a great extent. In the same
way, it is inevitable that the value system in the society, social equity and
economic well-being are driven by the changes in the educational arena (Wang,
2013). As education policy making process is under the influence of a complex
system of different interest groups, formal institutions and organizations,
educational policy analysis necessitates exploring the relationship between policy

texts and their historical, political, social and cultural context (Marginson, 1993;

Taylor, 2004).

Education policy has multi-faceted orientations as formal schooling is organized in
line with stakeholders’ personal values, perceptions, resources and values
embedded in institutions and wider structures (Jones, 2013). Curriculum, as a
source of information and values, is an ideological and cultural reproducing tool of
the society. The form of information and values helping this reproduction process
creates the ideological content of the curriculum and is determined by education
policies (Apple, 2000). Values are discursively constructed and they are
embedded in the policy language. While certain truths are legitimized over others,
certain values can be excluded in policy language (Hernandez, 2013). As ruling

class controls the most effective tools and mechanisms such as the education
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system, political system, judicial system and media organs which transmit the
ideologies; ideologies, cultural values and belief systems are closely related to
power relations in society (Fiske, 1996). Power is produced and transmitted
through discourse and knowledge as discourse, power and knowledge interactively
structure realities and identities in a society. Without the circulation and
functioning of discourse, relations of powers cannot be exercised (Foucault, 1980;
Foucault, 1994). The formation or legitimating of power elites and also
participation of social groups in policy formation make policy making process
more or less democratic. When political and technocratic elites strictly direct

policy formation, policy operates as ideology (Levinson, 2009).
2.6. Gender Policy in Education in Turkey

As a result of educational policies of conservative Islamist government in the last
decade, every sphere of Turkish education system has passed through significant
policy changes. Islam and Islamic code of conduct gained a new momentum by
exceeding the boundaries of the dichotomy between modernity and tradition which
was particularly manifest on the gender plane (Gole, 2003).While neo-liberal
reforms in education increased educational inequalities and gender problems in
education gained new dimensions. Although there are many project aiming to
increase the enrollment rates of girls, it has become more difficult to reach equal
and quality education for girls. Thus, it is not possible to comprehend the problem
of girls’ education without realizing that patriarchal structure in the society is fed

by religious basis and aims to have control over females (Sayilan 2012).

In general terms, the government’s gender policy is informed by a new mode of
patriarchy which is viewed as combination of religious-conservative, nationalist
and liberal value sets. The party holds a neo- liberal conservative approach to
women’s issues and its conservative stance towards womanhood, stemming from
religious and nationalist understanding, limits woman within a familial sphere
(Cosar and Yegenoglu, 2011). According to Haspolat (2015), neo-liberal
conservative gender policies of the governing party resulted in considerable

deteriorations in the social and citizenship status of Turkish women in recent
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years. Arat (2010) argues that religious world views and certain Islamist
discourses pose for women celebrates restrictive gender roles assigned to women.
Educational policies and policy discourses promotes orthodox understanding of
women’s status which limits women’s choices and engagement in the public world
and disadvantaged women in terms of their access to resources, economic

opportunities and participation in democratic process (Annin, 2009; Arat, 2010).

According to Usiir (1992) both republican and Islamic ideology legitimized certain
female identities on ideological basis. In Islamic ideology female identity was
defined through the roles motherhood and wives, while republican ideology
prioritized the identity of educated and working woman. However, it is noteworthy
that recent discourse of Islamist ideology promoted veiled and religious woman.
This new Islamist ideology approved female education as long as it did not
interfere with domestic responsibilities and roles of woman. In conservative
ideology, women are educated to be sacrificing mothers and good spouses in
accordance with traditional values and patriarchal codes of the society. The
mentality transformation regarding traditional gender roles has not taken place
among religious and conservative groups. Even the well-educated women from
conservative circles emphasize the motto that “a woman’s place is her home”
(Tan, 2007). According to Dedeoglu (2012) patriarchal values and familial
responsibilities limited women’s participation in the labor force. As women’s labor
market participation as it is a strong indicator of gender equality in the society, the
limited number of women in labor market shows show ineffectiveness of gender

policies in changing women’s dependent position.

The meaning of gender equality is shaped through a variety of discursive practices
including policy making processes (Verloo, Lambardo and Bustela, 2007) the
language of policy documents may contribute to construction of a certain gender
identity causing inequalities as language plays an important role in forming and
reinforcing norms and values of a society (Ansary and Babaii, 2003). Therefore,
most research on gender and and politics literature has focused on the process or
the content of policymaking through gender sensitive lenses (Lombardo et al.,

2012). Several studies have been carried out to examine portrayal of women and
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conceptualizations of gender in the discourses of political parties in Turkey.
Gazioglu-Terzi (2015) examined gender perspectives of governments through a
critical analysis of Turkish governments’ political discourse on women and family
between 1989 and 2011. The study showed that despite the changes in the political
discourse on gender issues, discourse did not reflect a true gender equality
perspective. Women were not defined as independent and equal individuals in the
policy discourse of Turkish governments. In a similar study, Haspolat (2015)
examined gender perceptions and presentation of woman issues in the election
declarations of mainstream political parties. Terkan (2010, 2016) conducted
similar studies to examine gender discourses of political parties. The results of
these studies were parallel in showing that portrayal of women and gender issues
differ among political parties in Turkey. The parties in the conservative camp
conceptualized womanhood in the frame of cultural and moral values and
emphasized women’s prior role in the maintenance of Turkish family. According
to the results of studies conducted by Terkan (2016) and Haspolat (2015), AKP
holds a conservative approach to women and foregrounds motherhood roles and
policies of the party limits women within domestic sphere.  However,
conceptualization of gender in the discourses of opposition parties was different.
The parties with leftist ideology hold a respectively more egalitarian approach to
gender issues and challenged the patriarchal norms through the arguments of
democracy and modernity. They respected the freedom and the rights of women as
independent individuals. The role of women in protecting the values of secularism
and democracy as opposed to religious and traditional norms was emphasized
(Gazioglu-Terzi, 2015; Haspolat, 2015; Terkan, 2016).

2.7. Critical Policy Studies

Most of the research on policy analysis are commentary and critique rather than
empirical research and there is a limited number of published work on policy
analysis in education (Ball, 1990; Taylor, 2004). The synthesis of critical policy
studies in the literature revealed CDA as a common method used by the
researchers investigating the relationship between policy and power relations in

society. There is a close relationship between discourse and ‘moments’ of social
54



practices. Discourse both internalizes and is internalized by other social events and
elements (Harvey, 1996 as cited in Fairclough 2013). Critical Discourse Analysis
presents a framework for a detailed investigation of public discourses as it
questions the relationships between power relations in the society and local
everyday practices (Thomas, 2004). A deeper exploration of policy documents
through a critical analysis reveals the ways the policy is formed, framed,
implemented, and understood by different individuals (Mokman and Hoffman,
2013).Therefore, CDA analyzes both meaning and meaning making in a dual
relationship. In other words, CDA is not simple analysis of discourse as an
independent entity, but it requires an in-depth analysis of dialectical relations
between discourse and other elements that surround the discourse. Such an
approach requires a detailed description and analysis of the millue which frames
the discourse at the first step. According to Faucoult, discourses are not simply
texts, they are forms of power. Power relations can be established, maintained or
extended through discursive connections in policy texts. Critical policy analysis
uncovers the relations and territory of power, ideology, language and discourse
(Doherty, 2007).

Monkman and Hoffman (2013) utilized feminist critical policy discourse analysis
to analyze girls’ education policy documents of 14 international organizations
between 1995 and 2008. The study aimed to find out the ways the discursive
framing of girls’ education policy shape public perceptions of girls’ education.
Three types of discursive arguments were revealed in the policy documents: justice
arguments, utility arguments and empowerment arguments. The analysis showed
that primary attention of policies on gender equality in education was on
measurable indicators referring to girls’ and boys’ schooling ratio. The policy
discourse did not consider gender as a social issue within the framework of social
inequities. The logic of arguments for girls’ education regarding benefits, barriers
and rationale and theory of action were excluded in policy documents. The limited
of explanations in the policy texts constituted a superficial framing which hinder a

meaningful dialogue about girls’ education in the public discourse.
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Critical discourse analysis as a type of discourse analysis research aims to reveal
and interpret different social meanings, norms, values and perspectives embedded
in texts, talks and other communicative contexts (Fairclough, 1995; Paltridge,
2013, van Dijk, 2008). CDA studies the mutual relationship between language and
social and political contexts of language use. It aims to explore the ways in which
issues such as gender, ethnicity, cultural differences, ideology and identity are
shaped and stated in the discourse (Paltridge, 2013). Thomas (2005) utilized CDA
to analyze an education policy document with respect to discursive constructions
of teacher identities and to address the problem of teacher quality. The study
revealed that there is an emphasis on professional development and revitalization
in discourse on teacher quality. The discourse on teacher identity and quality
marked teachers’ contribution to knowledge economy and national prosperity
significant. The study showed that dynamic nature of CDA makes it a suitable

method for critical policy analysis.

The role of power relations and inequalities in producing social problems are
investigated by CDA. In particular, CDA examines the discursive aspects of power
relations and inequalities, dialectical relations between discourse and power and
their reflections on other complex relations which constitute social life
(Fairclough, 2013). Taylor (2004) investigated whether CDA can be used
effectively in policy studies in “new times” and the possiblities to use CDA or
further social democratic goals. The study was based on a larger research examing
the equity implications of Education Queensland’s reform agenda. The analysis of
policy documents from a genre chain and linguistic perspective indicated that
CDA can be used effectively to explore competing discourses and marginalized
discourses and to document discursive shifts in policy implementation. The
implications of revealed discursive and linguistic issues were of particular value
for teachers and policy activists to comprehend, implement use the policy texts in
emancipatory ways. In this context, Hernandez (2013) employed CDA to analyze
policies of White House Initiative on Educational Excellence for Hispanics with
respect to educational opportunity and equity. Through a critical policy analysis of

how Latino educational opportunity is discursively constructed in federal policy,
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the study challenged conventional policy analyses. Latino educational opportunity
and policy subjects are framed through a market based language in the policy
discourse. The results indicated discursive construction of educational opportunity
in line with the economic well-being of the country

According to Taylor (2005), CDA provides an appropriate framework for a
systematic analysis of policy texts as it examines the relationship between
language and social processes and the role of language within power relations.
CDA enables researchers to go beyond speculation and see discursive construction
of power relations. CDA mediates between social analysis and semiotic/linguistic
analysis. Social analysis focuses on the external relations while linguistic analysis
refers to internal relations of the text. In this kind of an inter-discursive analysis,
properties of the text are connected with the social practices in the wider context
(Fairclough, 2001; Taylor 2005). Fairclough (1993) applied CDA to analyze
marketization of discursive practices in contemporary British universities. He
examined the order of discourse of the contemporary university by analyzing the
following documents: press advertisements for academic posts, program materials
for an academic conference, an academic curriculum vitae and entries in
undergraduate prospectuses. The study illustrated the contribution of CDA in
comprehending the research into the effects of social and cultural changes on
contemporary organizations. The analysis of universities in their text and discourse
practice dimensions revealed matters such as shifting authority relations and shifts

in self-identity within organizations in line with the contemporary social changes.

Policy and media discourses are interrelated as they share some common
characteristics. Whether they are produced in the private or government sectors,
ideological nature of public discourses manifests itself both in policy and media
discourses. Discursive struggles in media and policy discourses construct
subjectivities, different world views and ways of knowing or representing the self.
They influence public spheres and shape public opinion and social relations
through discursive representations of realities (Thomas, 2010). As research found
a correlation between the content of press items and public opinion together with

evidence of agenda setting (Thomas, 2002; Fairclough, 1995), media plays an
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important role in transmitting and reproducing the gender roles in the society.
Gender identity emphasized in the media texts and female representation in media
are important as gender roles and roots of gendered practices in the society are
reproduced through media channels. In Turkey, women are portrayed within the
framework of socio-cultural norms and cultural values and the traces of dominant

patriarchal system in the society in print media (Bal, 2014; Celik and Uysal, 2012).

A critical analysis of representation of education policies in print media helps to
reveal the effects of media on people’s perceptions in relation to policy priorities
and the traces of political issues in the reporting of news. As language
incorporates divergent meanings and expressions in the ways different parties use,
a critical attention to media representations of educational policies provides an
understanding regarding power relations in media discourses (Cohen, 2010).
Thomas (2002) anlayzed the media covarage of an education policy in Queensland
secondary school curriculum (Health and Physical Curriculum) by using CDA.
The study investigated the newspaper debates over policy inititative by
conceptualizing policy and media texts as public sphere. The analysis showed that
print media give prominence to discourses marginalized in a policy document in a
short period of time. The results indicated that media discourses on education
worked to construct authoritative public voices on education policy through a
complex process of claims and counter claims, of contestation and negotiation and
through links across discursive sites. The analysis of print media on Health
Physical Curriculum also indicated that in addition to contestations over
knowledge about policy, discursive struggles over policy also caused the
construction of subjectivities through marginalization of teachers.
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CHAPTER 3

METHODOLOGY

This chapter provides an overview of the research methods and techniques utilized
in the present study. The chapter starts with the description of the research design
with a detailed explanation of Critical Discourse analysis as a methodological
framework. It continues with the context of the study which presents a
comprehensive description of contemporary educational policies in Turkey. Next,
the data sources and procedures for data collection and analysis are addressed in
detail. Following that, the strategies and method utilized to ensure trustworthiness
of the study are presented. In the politics and ethics part, unarticulated features,
unexpected events, and obstacles impacting the study are discussed. The chapter
proceeds with the role of the researcher; namely the standpoint and values of the
researcher influencing the nature of the present study are discussed at length.

Finally, limitations and delimitations of the study are presented.
3.1. Restatement of the Purpose and Research Questions

The purpose of the study was threefold: (1) to examine policy discourses on
gender policy in education in the last decade in Turkey, (2) to examine media
discourses on gender policy in education in the last decade in Turkey, and (3) to
examine teachers’ views of gender policy in education in the last decade in
Turkey. The study utilizes critical discourse analysis as a research tool to
investigate discursive implications of gender equality/inequality in education
embedded in language and information of educational policy documents and print

media.
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The following questions guided the study:

1. How is gender policy in education reflected in the policy documents
published in the last decade in Turkey?
1.1. How is gender identity reflected in educational policy documents?
1.2. Are there any discursive indicators of gender inequalities in education
embedded in policy documents?
2. How is gender policy in education reflected in the print media in the last
decade?
2.1. How does print media discourse shape people’s understanding and
perception of gender policy in education in the last decade?
2.2. How is gender identity reflected in the news reports?
2.3. Are there any discursive indicators of gender inequalities in education
embedded in the news reports?
3. What are the perceptions of teachers regarding gender policy in education in
the last decade?

3.2. Overall Research Design

The research questions stated above were investigated through employing a critical
discourse analysis of policy documents, newspaper clippings and the teacher
interviews. Qualitative data from three different sources, which complement one
another, were analyzed in order to investigate gender policy in education in detail.
The present study utilized three dimensional model of Fairclough (1995) as a
methodological framework and three phases of the study were designed in
alignment of this model. As CDS utilizes any method that is relevant to the aims of
its research studies (van Dijk, 2008), an iterative process of document analysis
offered by Bowen (2009) was employed to analyze a broad range of textual
materials in the present study. In Phase I, a critical analysis of educational policy
documents was carried out in order to examine policy discourses on gender policy
in education. For this aim, relevant parts of the policy documents published in the
last decade in Turkey were selected initially and the analysis processed with a

thematic analysis. In phase Il, the study employed a critical analysis of news
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reports published in 14 national newspapers in Turkey in the last decade in an
attempt to examine media discourses on gender policy in education. Phase | and
Phase Il of the study fitted into Description Stage of Fairclough’s (1995) model as
it included a textual analysis of empirical materials. Namely, these comprehensive
and qualitative data from two different sources were coded and analyzed through a
thematic analysis from critical perspective in an interrelated manner. Data gathered
from teacher interviews supplemented the data from document analysis phases of
the study. Phase Il was merged with Phase | and Il as preliminary analysis of
news reports and policy document consistuted the basis of the interview questions.
Similarly, content analysis of the teacher interviews was carried out by using the
code list constructed during document analysis stage. The aim was to examine
teachers’ views of gender policy in education in the last decade in Turkey.
Besides, teacher interview served to find out the role of print media discourse in
shaping people’s understanding and perception of gender policy in education in the
last decade. Therefore, Phase Il fitted into Interpretation Stage of Fairclough’s
(1995) three dimensional model which is concerned about meanings derived from
discursive materials. Similarly, researcher’s interpretation of the textual materials
was a part of interpretation stage of CDA. At the end of the data analysis stage,
there phases of the study were merged by integrating the data from three different
data sources. This final stage required a more focused and in-depth review of data
set and a close attention to research context. In order to establish a well-informed
interpretation of data, the researcher interpreted the information embedded in the
discursive materials considering the contextual characteristics and social
conditions of policy production. In this sense, complete analysis of data fitted into
Explanation Stage of Fairclough’s (1995) model as it provided insights on the
interactions between policy discourse and social conditions of production. The
overall research design is summarized in Table 3.1. Besides, Figure 3. 2 presents a
summary of Fairclough’s (1995) three dimensional model and implementation of it

in the present study.
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Table 3.1

Summary of the Research Design

Educational Policies of MONE on Gender Equality

Phase-1 : A Critical Phase 2- A Critical Analysis Phase 3- Teacher
Analysis of Policy Texts of News Reports Interviews

Purpose: Purpose: Purpose:

- to examine policy - to examine media - to examine teachers’
discourses on gender discourses on gender views of gender policy
policy in education in the policy in education in the in education in the last
last decade in Turkey last decade in Turkey decade in Turkey.

Design: Qualitative Design

Design: Qualitative Design Design: Qualitative Design

Data Sources: Semi-
Data Sources: Policy Data Sources: education news  structured interviews with
Documents: MONE and in the 14 national newspapers teachers in K-12 schools
NGOs in the last decade. (n=13)
Data Analysis: Document Data Analysis: Document Data Analysis: Content
Analysis , CDA Analysis, CDA Analysis of semi-structured

interviews, CDA

3.2.1. Critical Discourse Analysis

There are different approaches to discourse analysis. Textually oriented discourse
analysis is concerned about the linguistic features of the texts such as whole text
organization (narrative, argumentative etc.), grammatical and semantic features
(transitivity, action, voice, mood and modality), words (vocabulary, collocations,
use of metaphors etc.) (Fairclough, 2001). Other approaches rooted in Foucauldian
perspective pay close attention to historical and social context of the text
(Fairclough, 2003). Foucault’s theory of discourse and power and his
conceptualization of textual discourse analysis underpins Fairclough’s CDA
paradigm. In the same way, his discussions about discourse are also at the center
of gender theories. Discourse is defined as the effects of power as it is constructed
and practiced in relation to power relations (Foucault, 1978). Critical discourse

analysis as a type of discourse analysis examines the mutual relationship between
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language and social and political contexts of language use. It is aimed to reveal
and interpret different social meanings, norms, values and perspectives embedded
in texts, talks and other communicative contexts (Fairclough, 1995; Paltridge,
2013, van Dijk, 2008).

Rogers (2004) asserted that there are always different social political, racial and
economic reflections in discourses and he considered CDA both as a theory and a
method to be used by researchers investigating the relationship between language
and society. CDA is interested in the role of verbal interaction, communicative
practices, properties of texts and speech in the reproduction of power abuse, social
inequality and injustice (van Dijk, 2008). It aims to explore the ways in which
issues such as gender, ethnicity, cultural differences, ideology and identity are
shaped and stated in the discourse (Paltridge, 2013). While unearthing the direct
and hidden meanings of texts, social contexts shaping the discursive dynamics and
the role of the discourse in constructing the social and political inequalities are
examined (Paltridge, 2013; Wooffitt, 2005).

CDA is not simple analysis of discourse as an independent entity, but it requires an
in-depth analysis of dialectical relations between discourse and other elements that
surround the discourse. It is an analysis of both meaning and meaning making in a
dual relationship (Fairclough, 2001). The role of power relations and inequalities
in producing social problems are investigated by CDA. Discursive aspects of
power relations and inequalities, dialectical relations between discourse and power
and their reflections on other complex relations which constitute social life are
investigated (Fairclough, 2013). According to Fairclough (1995), the main purpose
of the critical discourse analysis is:

To systematically explore often opaque relationships of causality and determination between
(@) discursive practices, events and texts and (b) wider social and cultural structures,
relations and processes; to investigate how such practices, events and texts arise out of and
are ideologically shaped by relations of power and struggles over power (p.132).

Fairclough (1995) identified three dimensions of CDA (1) Description-deals with
formal and linguistic properties of the texts, (2) Interpretation- is concerned with

the relationship between discursive process of production and interpretation of the
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text and (3) Explanation- is concerned with relationship between interaction
(process of production and interpretation) and social context. The present study
utilized three dimensional model of Fairclough (1995) as a methodological
framework. Such an approach requires both a detailed discursive interpretation and
a careful analysis of the millue which frames discursive practices along with
textual analysis. To this end, the present study included discursive interpretations
of both the researcher and the participating teachers. In this sense, reflections and
insights of the researcher was an important part of the study as the findings of the
study was influenced by her personal interpretations to a certain degree. Detailed
information about the researcher is presented in the following parts of this chapter.
A close attention to the social context of the study revealed the ways policy texts
construct gender identities and values and ideologies embedded in policy texts
which cause gender inequalities in education. In the following parts, a detailed
description of the research context is also provided. Fairclough’s (1995)
framework for CDA is illustrated in Figure 3.1. Besides, Figure 3. 2 presents

implementation of Fairclough’s model and dimensions of the present study:
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Figure 3.1. Fairclough’s Model of CDA (1995)
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Figure 3.2 Dimensions of the Study (Adapted from 3D Model of Fairclough, 1995)
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3.3. Context of the Study

An overview of the gender policy in education and contemporary educational
policies in Turkey is necessary to highlight the underpinnings of gender
inequalities in education. A holistic picture of policy changes in Turkey will also
provide insights on gender identity formation through education policies. To this
end, this part of the study presents an overview of gender policy in education in
Turkey. Next, contemporary education policies influencing girls’ education,
gender identity formation and causing gender inequalities in particular are
summarized. In this way, it is aimed to give a detailed description of context of the
study and to provide an in-depth analysis of gender policy in Turkish education in
its social setting.

3.3.1. Gender Policy in Education in Turkey

The changes in economic and political fabric of the society trigger education
reforms and educational policy making. To be more precise, the structure of the
curriculum and schooling and organization of learning activities are basically
shaped in the context of social changes in the society (Wang, 2013). Changes in
the political and social fabric of the society have implications for gender policy in
education in particular. As Terkan (2016) asserted, conceptualization of gender is a
part of power relations in the society and gender perspectives of different political
actors play a significant role in construction of particular gender identities in
Turkish context. Turkey has passed through transformations in gender policy in
education since the foundation of Turkish Republic in 1923. Those changes were
basically shaped in the context of ideological and social changes in the society.
Gender policy in education was shaped in line with modernization and
Westernization efforts during the early years of republican period. Education
policy between 1923 and 1950 prioritized scientific positivism, secularism,
modernity and gender equality in schools (Simsek and Yildirim, 2004). As a part
of the modernization process of the new nation state, educational policy targeted to

promote a new, modern and secular female identity and to make women
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independent members of the society. Owing to social, economic and judicial
rights provided to women along with educational policy efforts, positive
improvements in female education took place in the Republican Period and female
enrollment rate has been rising since the foundation of the Turkish Republic in
1923 (Ceylan, 2010; Cetin, 2003; Gelisli, 2004; Giirol, 2003)

Almost every sphere of Turkish education sector has passed through other
significant policy changes and new initiatives in the last two decades. As a part of
education reform movements, Turkey considered girls’ education as a critical
priority and engaged in many vigorous attempts and a wide range of government
and nongovernment initiatives to adequately address this highly prominent issue
(Aydagiil, 2013). With the expansion of compulsory education to 8 years in 1997,
government’s efforts were on ensuring access to all children basic education. As a
part of effort to increase access, national campaigns to increase girls’ enrollment
rates were executed. Several nationwide campaigns aimed to encourage families to
send girls to school and these campaigns considered education as an important
agent to ensure gender equality in Turkey. The “All Girls to School” campaign
which targeted to increase girls’ schooling ratio at basic education level (grades 1-
8) was launched in 2003 in collaboration with UNICEF. The project lasted 5 years
and considerably contributed to the increases in girls' enrolment rates in rural areas
and southeast provinces (Aydagiil, 2013; O’Neill and Guler, 2009; Yazan, 2014).

Along with “All Girls to School”, NGOs and MONE initiated many campaigns
and projects to raise Turkish girls' education to international standards. NGOs
founded campaigns such as “Father Send me to School”, “Snowdrops” which
contributed to the improvements in girls’ education by granting many female
students with scholarships (Aydagiil, 2013; KSGM, 2008a). Similarly, Ministry of
National Education started the Project called “Project for Increasing Enrollment
Rates Especially for Girls” in 2011. The Project aimed to increase girls’
enrollment rates especially in disadvantaged regions of the country and the

activities concentrated especially in the 15 eastern provinces (Engin-Demir, 2012).
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These policy efforts and investments contributed to the increases in girls’
enrollment rates to a great extent. Recent research studies indicated that gender
gap in access to education has disappeared in primary education and narrowed
significantly in secondary level. According to UNICCEF and World Bank
education reports, enrollment rate for both girls and boys in primary education was
above the Europe and Central Asia region (ECA) average in 2012-2013. Net
enrollment rates for four-year secondary education level also indicated progress
with respect to gender parity (70.8% for boys, 69.3% for girls) (MONE, 2013;
UNICEF, 2013; World Bank, 2014). Moreover, Turkey made significant progress
in increasing the quality of education for both genders considering the average
PISA performance scores and the results of nationwide exams (Ferreira and
Gignoux, 2010; Sarier, 2010; World Bank, 2014). However, it is difficult to come
up with a comprehensive assessment regarding attendance to education as
MONE’s statistics do not provide data on absenteeism and dropout rates (ERG,
2013).
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Table 3.2

Schooling Ratio by Educational Year and Level of Education (%) Between 1997- 1998 and 2011- 2012 Educational Years

Primary Education

Secondary Education

Higher Education

Educational Year Total Male Female Total Male Female Total Male Female
1997-1998 84.74 90.25 78.97 37.87 41.39 34.16 10.25 11.28 9.17
1998-1999 89.26 94.48 83.79 38.87 42.34 35.22 10.76 11.81 9.67
1999-2000 93.54 98.41 88.45 40.38 44.05 36.52 11.62 12.68 10.52
2000-2001 95.28 99.58 90.79 43.95 48.49 39.18 12.27 13.12 11.38
2001/2002 92.40 96.20 88.45 48.11 53.01 42.97 12.98 13.75 12.17
2005/2006 89.77 92.29 87.16 56.63 61.13 51.95 18.85 20.22 17.41
2006/2007 90.13 92.25 87.93 56.51 60.71 52.16 20.14 21.56 18.66
2007/2008 97.37 98.53 96.14 58.56 61.17 55.81 21.06 22.37 16.69
2008/2009 96.49 96.99 95.97 58.52 60.63 56.30 27.69 29.40 25.92
2009/2010 98.17 98.47 97.84 64.95 67.55 62.21 30.42 31.24 29.55
2010/2011 98.41 98.59 98.22 66.07 68.17 63.86 33.06 33.44 32.65
2011/2012 98.67 98.77 98.56 67.37 68.53 66.14 35.51 35.59 35.42

Source: Statistics of Ministry of National Education, 2015-2016.
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Table 3.3

Schooling Ratio by Educational Year and Level of Education (%) Between 2012-2013 and 2015- 2016 Educational Years

Primary Education Lower Secondary

Upper Secondary Education

Higher Education

Education
. Total Male Female Total Male Female Total Male Female Total Male Female
Educational
Year
2012-2013 98.86 98.81 98.92 93.09 93.19 92.98 70.06 70.77 69.31 38.50 38.40 38.61
2013-2014 99.57 99.53 99.61 9452 9457 94.47 76.65 77.22 76.05 39.89 38.90 40.93
2014-2015 96.30 96.04 96.57 9435 94.39 94.30 79.37 79.46 79.26 39.49 37.95 41.10
2015-2016 94.87 9454 95.22 94.39 94.36 94.43 79.79 79.36 80.24

Source: Statistics of Ministry of National Education, 2015-2016.
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Although Turkey has achieved significant improvements in increasing access to
education at all levels of education in the last two decades, gender inequalities are
still prominent in the Eastern provinces, in rural areas and for poorer and larger
households (Engin-Demir, 2012; Ferreira and Gignoux, 2010; Sarier, 2010). The
problem of accessible schools still exists in rural areas. Social norms drawing
attention to ‘purity’ of women and ‘honor’ of the family continue to be the major
barrier to female education regardless of improvement in girls’ education such as
increased years of compulsory education, boarding school and free transportation
opportunities for children from rural areas. The boarding schools are not very
effective solutions for the students in those regions because of the patriarchal

family structure in the society (Sayilan, 2012; Smiths and Gunduz-Hosgir, 2003).

As in the other developing countries, various political and cultural issues which
can be categorized as macro-structural and familial factors, influence girls’
education in Turkey. Macro-structural factors lead to gender disparity as the
government distributes educational resources to different individuals at different
rates (Rankin and Aytag, 2006). As for the familial factors, cultural beliefs and
socio- economic status of the family are influential. Social inequalities and access
to education are mutually related and economic factors play a determining role in
children’s education. When the family’s economic resources are limited, girls
perform housework while boys work outside. However, even if economic factors
influence the education opportunities of both genders, girls are more
disadvantaged because of sexist practices reinforcing social class and economic
inequalities. In low income large families, parents prefer to send their boys to
school instead of girls in spite of the fact that when they have the opportunity to go
to school; girls do no worse than boys (ERG, 2014; Sayilan, 2012).

According to Gole (2003), changes in gender policy in education in the last decade
were a part of educational policies of the conservative Islamist government. The
boundaries between modernity and tradition were reconsidered in the frame of a
new Islamist identity. A new momentum of Islam and Islamic code of conduct

manifested itself on gender policies. Neoliberal-conservative patriarchy
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characterizes AKP's gender policy. In other words, government’s gender policy is
informed by a new mode of patriarchy which is viewed as combination of
religious-conservative, nationalist and liberal value sets. The party holds a neo-
liberal conservative approach to women’s issues and its conservative stance
towards womanhood, stemming from religious and nationalist understanding,

limits woman within a familial sphere (Cosar and Yegenoglu, 2011).

Although there are many project aiming to increase the enrollment rates of girls, it
has become more difficult to reach equal and quality education for girls. Thus, it is
not possible to comprehend the problem of girls’ education without realizing that
patriarchal structure in the society is fed by religious basis and aims to have
control over females (Sayilan, 2012).An analysis of Turkish education system
reveals that progress towards gender parity in education does not guarantee gender
equality. Schools reproduce the traditional gender roles that permeate the society.
Women are still subject to discriminatory practices in social life (such as son
preference, early marriages, gender based seclusion and segregation) which leads
to a lack of education and lower female education level compared to their male
counterparts. Gender discriminatory traditions and practices rooted in a strong
patriarchal culture and Islamic beliefs filter down to schools in Turkey (Acar,
2003; UNGEI, 2013; Tomul, 2005; Yazan, 2014).

3.3.2. Recent Education Policies in Turkey
3.3.2.1. 4+4+4 Education System

Education, which is free of charge at compulsory education level, is a regal right
for ever citizen according to the Constitution of the Turkish Republic. Recent
studies showed that nearly 20 million students are enrolled in formal and non-
formal education institutions in Turkey. One million teachers work in 81 provinces
distributed across seven regions in Turkey. Turkish education system is mostly (by
almost 94%) based a centralized management in accordance policies of education
determined by Atatlirk Mustafa Kemal after the establishment of Turkish Republic

(Giilcan, 2014; Kamal, 2017). Atatiirk established a secular education system in an
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effort to transform the traditional, Islamic community into a “modern” society.
Education reforms of Republican Period were mostly secularist driven. Therefore,
education played a critical role in the modernization and Westernization process of
the country in its early years (Gok, 2007; Kamal, 2017).

Turkish education system passed through many changes and reforms regarding the
length of compulsory education, curriculum and the content of subjects since the
Tevhid-i Tedrisat Kanunu (Law of Unification of Instruction) was published in
1924 (Basdemir, 2014). The changes and reform movements in education have
been overshadowed by political and economic instability in the country. Education
has long been a political and philosophical battleground between people with
differing world views: secularists and religious conservatives in particular
(Aydagil, 2013; Kamal, 2017). In 2002, AKP, which has its roots in the Islamist
Milli Goriis movement, won the general elections. It was the first time in decades
that a one-party government came to power after unstable governments. Despite
the changes AKP executed in an effort to comply with EU’s Copenhagen criteria,
there were signs of an increasing polarization between what one might call the
“secularists” versus the “Islamists” in the country (Cakiroglu and Toprak, 2007).
The Islamic and conservative orientation of the governing party affected the latest
social policies undertaken in the country which manifested itself obviously in
educational field in specific.

The most radical change in the education system was executed in 2012 since the
expansion of compulsory education in 1997. The length of compulsory education
was increased from 8-12 years. Under the provisions of new laws, the age of entry
to primary education has been lowered to age of 5.5 years. The education system
was redefined into 3 levels (primary, lower and upper secondary) with 4 years of
education in each level (Aydagiil, 2013). Although the change seems positive, it
has been criticized by different stakeholders for being politically and religiously
motivated (Aydagiil, 2013; MONE, 2013; OECD, 2013; Kamal, 2017).

The primary education cover 8 years of education covers four year primary and

four year compulsory lower secondary schools. The compulsory primary education
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starts at the age of 5 (children who completed 66 months). However, children
between the ages of 61 and 66 who are thought to be physically and cognitively
ready may be directed to primary school education upon the written request of the
parents. The new system makes it possible to choose different programs and imam
Hatip schools for lower secondary education. It is also possible attend Open
Lower Secondary School for 14 years students who completed primary education
but did not attend lower secondary education because of any reasons. Upper
Secondary education consists of four year compulsory and non-formal education
including general vocational and technical education institutions. It is possible to
attend Open Upper Secondary High Schools for students who cannot attend
intuitions providing face-to-face education, who are over the formal education age
or who want to go on distance education at the secondary education level (MEB,
2012).

Many NGOs and universities agreed on that new legislation was put into practice
without adequate preparation and piloting so it lead to many technical problems
(Giir et al., 2012). Changes in the structure of primary education necessitates a
holistic evaluation by considering the situation of pre-school education, physical
conditions of schools, professional orientation, transitions between new education
levels, changes in the school subjects and the structure of teacher education in
Turkey (Coskun and Giindogdu, 2013). Separation of primary and secondary
institutions in new system necessitates additional funding, personnel and
restructuring of schools (OECD, 2013) which were not planned and prepared

beforehand.

New regulations and reforms should be enacted in consensus upon adequate
discussions among all the stakeholders including political parties, educators,
universities, non-governmental organizations and media (Hacettepe University,
2012). METU (2012) stated that education policies should be developed based
scientific information and by integrating all the stakeholders in the decision
making process. Kandemir et al. (2013) and Karadeniz’s (2012) studies revealed

that teachers considered new legislation as an imposition as it was enacted without
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adequate research and discussions and without consulting the practitioners in its
early stages. Successful implementation of changes requires many actions such as
adaptations in the primary curriculum considering the need of five year old
children, in-service trainings for the teachers and regulations in teacher training

programs and teacher employment (Giiven, 2012).

In Tirk Egitim-Sen’s survey (2012a), most of the educators (87.1%) expressed
that they disagreed the recent change regarding the age of entry to primary
education. They expressed that it is inconvenient for the students to start school as
they are not ready to learn reading and writing considering their cognitive and
motor maturation. Likewise, it was also stated that as physical conditions of
schools and security measures are not proper for that age group, starting schooling
early might cause orientation problems for the students which could affect their
academic achievement. Egitim Bir-Sen’s (2013) survey also revealed that teachers
and parents did not find the change positive. Participants stated that the new
regulation was put into practice without taking students’ developmental
characteristics into account. Children do not acquire self —care skill at that age and
they do not have readiness to learn reading and writing. In this context, Ankara
University (2012) claimed that students who are 60-72 months old should be
enrolled compulsory pre-school education and start primary education afterwards.
METU (2012) also expressed that instead of starting the primary education one
year earlier pre-school education should be a part of continuous compulsory

education system.

The new 4+4+4 system made it possible to choose a vocational education track at
the age of 11. Although this structural change was enacted to improve student
transitions between levels, it can cause more segregation among schools and
further inequalities (OECD, 2013). The perceptions of universities and non-
governmental organizations expressed in terms of professional orientation and
interrupted education are mostly shaped around the concerns regarding readiness
of students and inequalities. According to METU (2012), professional orientation

at early stages of education is not agreeable as students’ cognitive maturation is
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not sufficient to make decisions about their future. Similarly, Bogazi¢i University
(2014) stated that professional orientation is healthy after students become aware
of their talents and interests and also the requirements of professions and the
employment opportunities. Students do not become mature enough to meet these
requirements even at the age of fifteen. In Hacettepe University’s report (2012) it
was emphasized that in most developed countries, professional orientation starts at

the last years of secondary education.

Another important issue about the new education system is related with school
enrollment rates and the quality of education. Open-schools and distance education
options will take children from lower classes out of education system which cause
inequalities in terms of both enrollment and the quality of education (Bogazigi
University, 2012). According to Ankara University (2012), new legislation hinders
the right of education and principle of equality of educational opportunity.
Changes in the structure of compulsory education lowered the compulsory
education period to 4 years in practice and made the girls, disabled children,
children from lower classes and rural areas disadvantaged. The new system might
prevent children from lower classes from attending school after first four years. It
reinforces and reproduces the inequalities and social stratification by excluding
children from education system (Ankara University, 2012). The changes will
adversely affect girls who are less likely to attend high school compared to boys
due to social norms and patriarchal practices in the country. The new legislation
made it possible for parents to keep their daughters at home upon finishing first
four years of education. Children who are out of education system are prone to
child labor and early marriages in legal platforms (Tiirk Egitim Sen, 2012b; Egitim
Sen, 2012a).

3.3.2.2. Co-education

Co-education is among the socio-cultural barriers to girls’ education for especially
conservative families (Engin-Demir, 2012; Kirdar, 2009). Although the studies
marked co-education one of the socio-cultural barriers to girls’ education, there are

not many research studies in the literature investigating the effects of co-education
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on students and on girls in specific. It is obvious that apart from being socio-
cultural barriers to girls’ education, co-education dispute is an ideological issue in
Turkish context. Islamic conservative political atmosphere, which keeps the
discussions regarding coeducation alive, is one of the remarkable dynamics

shaping the education policies and practices in the country (Sayilan, 2012).

Importance of co-education for children’s social development was underlined in
the related literature. According to Halstead (1991) education should prepare
children to take part in a social life shared by men and women and shape positive
attitude towards the opposite sex. In this respect, co-education provides a natural
and enriching environment which result in healthier relations between two
genders. Tan (2007) argued that schools are the most feasible and accessible social
environments where two genders can socialize in public life. Although it has
many sociological and pedagogical dimensions, co-education dispute was framed
with religious and patriarchal arguments in Turkish context. Supporting and
religious groups and unions perceived co-education as a pedagogic fault and
expressed that education system should be recovered from this delusion. In order
to support their presuppositions, those groups emphasize psychological and
physical differences between males and females which necessitate gender specific
educational programs. In their perspective, co-education brings under
achievements for students because of the difference between two genders (Egitim
Bir Sen, 2012; TAP, 2013).

Egitim Sen (2014) considered co-education, which became a current issue with
4+4+4 education system, as a part of government policies targeting at installing a
religious education. The union made references to the relationships between
education policies and “educating pious generations” and “conservative lifestyle”
discourses of the governing party. Those discourses indicate that driving force
behind single-sex education is the religious truths and conservative life style in
Turkey. According to Egitim Sen (2014) the supporting groups and unions take the
attentions to the higher academic achievements in single sex schools in order to

put religious underpinnings of their perspectives out of sight. Religious groups do
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not support single-sex education to increase girls’ achievement, the main concern

is to save girls’ honor.
3.3.2.3. Imam Hatip Middle Schools

First Imam Hatip schools were opened to train imams and preachers in 1923 after
the foundation of Turkish Republic. It was a part of state’s strict control over all
religious activity which roots in the Turkish republican adherence to secularism.
Later in 1997, most of the schools were closed upon a postmodern coup when the
military made the Islamic Welfare party resign. Middle schools were closed as
after the expansion of compulsory education to eight years. The following
regulations made it almost impossible to enter the Turkish universities for imam
hatip graduates (Letsch, 2015). Along with the recent changes in the education
system, imam hatip middle schools which provided religious education along with
the core curriculum were reestablished. According to the governing party, the new
system was more flexible and it was designed to meet diverse needs of families
and children (Aydagiil, 2013).

Although the government argues the revival of schools responds to the demands of
conservative families, there are opposing views regarding the driving force of the
policy. According to Andrew Finkel who is a British-educated journalist, a
Newyork Times blogger and veteran foreign correspondent in Istanbul, the real
purpose of the legislation was to ensure children start religious education early
rather than to increase length of the compulsory education. Education reform in
1997 extended the five year period of compulsory education to eight continuous
years which hindered religious education until ninth year. Therefore, the latest
education reform was a part of the struggle between secularist and conservative
government which dates back to previous reform in 1997 showing that the new

legislation was politically and religiously motivated (Kamal, 2017).

Except for the Imam Hatip Middle Schools, the new system did not introduce any
vocational schools at middle school level (MEB, 2012). It meant that starting of

vocational education at early ages was restricted with religious education which
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also limited the choices and needs of students from other religious sects.
Transformation of ordinary secular schools into religious schools at those early
stages is an apparently a process of “Islamizing” the education system and raising

religious and ideological prototype people in the long run (Egitim Sen, 2012b).

Another change in the system was related to the elective courses introduced at
middle school level. The curriculum of imam hatip schools includes must religious
courses such as Quran, the Life of the Prophet and Basic Religious Knowledge
(two hours per week for each course), which are elective courses in other schools.
The contents of those courses are the same in all schools (Aydagiil, 2013; ERG,
2012). In this sense, the new legislation was criticized as they think it is considered
as a part of the process to change the secular education system to “raise devout
youth” in line with “the Sunni faith” (Gursel, 2014). Egitim Is (2012) mentioned
the worries about a transformation process to make all the schools imam hatip
schools in time considering common religious courses in the curriculum and

changes in the dress code making it possible to wear headscarf at school.

According to Egitim-Sen’s report (2012b), as the schools in the same
neighborhood became imam-hatip schools, students who wanted to attend regular
schools had to change their schools. It increased the distance between their homes
and schools and the class sizes in regular schools which caused many difficulties
regarding orientation and transportation. Similarly, along with those practical
problems, transformation of ordinary schools into imam-hatip schools resulted in a
waste of resources as many of the imam-hatip schools had lower number of

students than their capacity (Gtilcan, 2014).

Egitim Bir-Sen’s survey (2013) indicated that most of the administrators, teachers
and parents were content with the elective courses practices. Parents mostly chose
the Quran courses and the Life of the Prophet Muhammad. On the other hand,
Egitim Sen’s report (2013) showed that because of various reasons such as lack of
teachers of other elective courses, low number of students choosing different
elective course, peer pressure and social pressure, religious elective courses has

become “must elective” courses especially in schools located in suburbs.
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3.3.2.4. Dress Code and Headscarf Issues

The changes and regulations in the dress code were executed gradually starting
from 2012. With the first regulation in the dress code in September 2012, girls
were allowed to wear headscarves in imam hatip schools and during elective
religious courses in ordinary state schools. Later in 2014, more radical changes in
the dress code removing school uniforms and allowing headscarves in all the state
schools were put into practice. Girls were officially allowed to wear the Islamic
headscarf in school starting in fifth grade.

There were a range of interpretations and criticisms concerning the dress code and
headscarf issues rooting in the political and ideological standpoints of the
stakeholders. In order to conceptualize the recent dress code and headscarf policies
in Turkey, it is prominent to analyze how dress codes implemented since the
establishment of Turkish Republic has become a controversial issue, discussions
about whether removing school uniforms and allowing headscarf mean freedom,

research and practice in the world (Taneri, Ulutas and Akgiindiiz, 2015).

There are different views and opinions about implementing dress code policy at
schools. On the one hand, implementing a dress code or school uniform policy is
considered as a part of wider arrays of policies including violence and academic
achievement. In this context, school uniform policies and dress codes are linked
with controlling students’ behavior and maintaining order at schools. On the other
hand, dress codes and uniform policies are thought to be superficial solutions to
management problems at schools. Similarly, it is believed that dress codes limit
parents’ rights to decide how to raise their children and violate freedom of
particular students especially those coming from religious families (Anderson,
2002). In Turkey, the regulation concerning the removal of school uniforms was
widely criticized by different groups and organizations for different reasons such
as motivation, security, discipline and economic factors. It is also indicated that
social inequalities can be reproduced as the clothing choices of students depend on
socio-economic status and social class of their families (Egitim Bir Sen, 2012;
Egitim-Sen, 2012b; Giir et al, 2012; Tiirk Egitim Sen, 2012c).
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Although the changes in the dress code addresses many other issues such as
removal of uniforms, hair style, make up and mustang and beard; the new
regulations were mostly criticized for the headscarf freedom at primary school.
The probable reason behind these criticisms was the fact that allowing girls to
wear headscarf at school was clearly against the reforms of Atatiirk which shaped
formal gender identity formation in Turkish context during the Republican period
(Taneri, Ulutas and Akgiindiiz, 2015).

The clashes between principles of secular education and religious beliefs cause
fundamental problems and create many questions to be answered. The
interrelationship between the right of education and the freedom of education
makes the phenomenon more challenging for the policy makers considering
cultural diversity, with a plurality of religions in today’s world (Smith, 2007). The
balance between religion and education is maintained by different policies and
provisions in different contexts in the world. Turkey, which is a secular state with
predominance of Muslim population, ensured its commitment to secularism
through prohibitions to wear headscarves and other religious symbols in
educational settings. Manifestation of religious beliefs through clothing choices
was inhibited on the basis of secularity. In this way, it is believed that education

became more conducive to promote tolerance and understanding (Smith, 2007).

Aydemir (2008) asserted that headscarf issue was a highly controversial issue
between conservative Islamist groups and the secularists in Turkey rather than just
a personal choice stemming from religious beliefs. Literature on headscarf dispute
in Turkey highlighted that perceptions of people regarding headscarf issue change
according to their beliefs and ideological standpoint (Aydemir, 2008; Gole, 1996;
Mabokela and Seggie, 2008; Taneri, Ulutas and Akgilindiiz, 2015). Marshall’s
study (2005) revealed different perspectives of feminist and Islamist women
regarding wearing headscarf. For feminist women, wearing headscarf is a
reflection of sexual objectification and men’s suppression on women while
Islamist women thought veiling protected them from being judged by their

sexuality. In this context, some critics (Giir, 2016) assert that changes in the
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Turkish education system are closely related with the transformation in the country
in the last twenty years. Social and political winds in Turkey have shifted in recent
years affecting the public demands on education and policies undertaken by the
governing party. Reforms and new legislations such as regulations in dress code
and headscarf were taught to be based on popular demands of different social
groups for plurality while headscarf ban at schools was considered as an
undemocratic practice hindering the education of girls coming from conservative
families. For this reason, groups and nongovernmental organizations in the
conservative camp considered changes in the dress code which allow girls wear
the Islamic headscarf in school starting in fifth grade as a positive improvement in
Turkey’s process of modernization and democratization. It was believed that girls
from conservative families got their freedom to wear headscarf at school which
was an important part of female liberation (Egitim Bir Sen, 2012; Giir 2016; Gir et
al, 2012; Tirk Egitim Sen, 2012c).

On the other hand, ideological and political dimensions of dress code regulation
were emphasized by secularist groups. Clothing is an ideological part of the
process to create social groups, to define the place of dominance and power and
regulate the relations of obedience in a smooth, proper and legitimate manner
(Barnard, 2002). In this sense, it was argued that there was a hidden agenda in the
recent changes to Islamize the education system. The new legislation was a critical
step of the social engineering attempts to raise a devout generation which limits
female freedom and liberation under the name of democratization and
humanization (Egitim Sen, 2014; Giirsel, 2014; Yesilyaprak, 2016).

In a parallel way, in Taneri, Ulutas and Akgiindiiz’s study (2015), students and
teachers expressed that the changes in the dress code was political which aims to
ensure headscarf freedom at school. Toruk’s (2011) study revealed a high level
consensus among participants on civil servants’ and students’ right for wearing
headscarf at tertiary education level. However, there are opposing views on
allowing elementary and middle school students to wear headscarf. It could be

inferred that the society respect the freedom of adults to wear headscarf while it
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was questioned to allow infants to wear headscarf at school. However, thanks to
the recent regulations in dress code, parents became free to make their daughters
wear headscarves as early as age 10 which resulted in decreases in headscarf age
for females in Turkey (Gtirsel, 2014). All in all, it can be asserted that the power of
education to change the society and create social groups manifested itself in the
dual relationship between recent educational policies and changes in the fabric of

society.

3.4. Identification of Corpus

In order to carry out an in-depth examination of the phenomenon, it is necessary to
gather multiple forms of data rather than using a single data source (Creswell,
2007; Polit & Hungler, 1983). The present study utilized qualitative data from
three different data sources in an attempt to explore the discursive structure of
gender policy in education thoroughly. By triangulating the data, the researcher
also aimed to reduce the potential biases stemming from evidence from a single
data source reduced (Bowen, 2009).

The data sources comprise the corpus in discourse studies. The Corpus is the
selection of text samples to be used in discourse analysis (Fairclough, 1992). In
the present study, data sources consisted of teacher interviews, educational policy
documents and newspaper clippings of 14 national newspapers supporting
different ideological perspectives and power groups in Turkish society in the last

decade.
3.4.1. Educational Policy Documents

As for the educational policy documents, the researcher tried to reach a whole
range of qualitative data as it was aimed to provide an in-depth analysis of the
phenomenon under investigation (Creswell, 2007). To this end, a detailed
investigation for educational policy documents published in the last decade was
carried out and a total of 124 documents which are the representations of policy

discourse on gender issues in education were included in the corpus. Documents
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were selected and downsized following three main criteria. First of all, the
researcher searched for policy documents published between 2005 and 2015.
Within this time range, the documents with implications of gender policies
undertaken by MONE and other organizations engaging in girls’ education in
Turkey were chosen. It was aimed to choose the most widely disseminated
documents which reached a broad range of audience so the readily available online

documents were included in the corpus upon an intensive internet search.

The initial stage required the search and collection of all the official texts related to
girls’ education and recent education policies in Turkey. At this stage, all the
related policy documents were surveyed by conducting an online research. The
websites of MONE, ERG, World Bank, UNESCO, UNICEF, UNGEI, and
Teachers” Unions in Turkey (Egitim-Sen, Egitim Bir-Sen etc.) which have an
impact of policy making processes and which are the public faces of education
policies regarding girls’ education were examined. The textual discourse analysis
involved 124 publicly available policy documents produced between 2005 and
2015 by 28 organizations (MONE, NGOs, international development agencies,

universities and multi-organizational initiatives).

First of all, in order to examine MONE’s gender agenda in education, the reports
of girls’ education projects of MONE, National Education Statistics published by
MONE, related legislation documents and Council Meeting Reports were selected.
The reports of international organizations with a central role in the field (UNICEF,
UNESCO etc.) and those investigating girls’ education in Turkey and Turkish
education system were included in the corpus. Besides, the reports of organizations
with an overall gender focus such as KSGM were also selected as they included
parts addressing girls’ education. Reports of NGOs and Teachers’ Unions were
chosen for the analysis as well, as they are the representations of public
perceptions of gender policies in education. Lastly, statements of opinion
published by universities were also included as they have an impact on both policy

development and on public perception of policies to a great extent. During this
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phase documents were organized into categories in line with the recent educational

policies.
3.4.2. Newspaper Clippings

At the first stage, 14 national newspapers supporting different ideological
perspectives and power groups in Turkey were chosen and coded for the purpose
of the study. Upon a detailed examination of online archives of those newspapers,
a total of 252 newspaper clippings on education were selected. Especially the ones
related to female education and gender inequalities were included in the study.
Selected newspaper clippings were categorized in line with the recent educational

policies in Turkey.
3.5. Teacher Interview

Teacher interviews constituted another form of data source for the present study.
In order to examine viewpoints of participants in relation to gender policy in
education in the last decade, semi-structured interviews were carried out. The
interviews enable the researchers to uncover participants’ points of views and
perspectives in relation to research focus (Marshall and Rossman, 2006). They
provide data in participants own words unearthing their interpretations of the
phenomenon under investigation (Bodgan and Biklen, 1992). Considering the
advantages it provides, data on teachers’ perceptions of gender policy in education
was collected through semi-structured interviews with teachers working at state
schools. This part of the study had two facets: (1) teachers’ views of gender policy
in education in the last decade and (2) teachers’ interpretations of gender policy
as presented in the print media in the last decade. The impact of media discourses
shaping the teachers’ perception and viewpoints regarding gender inequalities in
education was examined through a critical analysis of teacher interviews. In other
words, reflections of teachers’ prior knowledge and belief which undoubtedly
inform their interpretations of news repots and impact of media discourses on
shaping teachers’ understanding and persceptions of gender policy in education

were analyzed in an interrelated manner. The interviews were used to supplement
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data from the document analysis phases of the study and to verify the findings.
Detailed information on analysis of teacher interviews was provided through this

chapter.
3.5.1. Sampling Procedure for the Interview

Purposeful sampling strategy was utilized for the selection of participants in the
teacher interview phase of the study. Purposeful sampling strategy provides
“information-rich” cases for an in depth analysis of the topic in question. It
requires setting the criteria to select the participants for the study initially
(Merriam, 2009; Patton, 1990). Three criteria were used to select the teachers for
the interview: (1) the teachers should have at least ten years of experience, (2) the
teachers should demonstrate a potential for contributing the study and (3) the
teacher should be working at different levels of education. As the research focuses
on gender policy in education in the last decade, it was important that the
participating teachers had at least ten years of experience. In that way, it would be
easier for them to interpret the related newspaper clippings and to reflect on the
education policies as a practitioner. As for the second criteria, it was important to
be knowledgeable about the recent educational policies and gender inequalities in
education for contributing the study. During the interview, participants were asked
to interpret the hidden messages and indicators of inequalities embedded in the
newspaper clippings. In order to read between the lines to comment on both
explicit and implicit meanings of the news, the participant needed to have certain
level of awareness regarding gender inequalities and social dynamics shaping the
educational policies. In a parallel way, while trying to ensure the participants had
the potential to better contribute to the research study, snowball sampling method
was utilized. Participants advised other teachers who were information-rich and
who had the potential to contribute the study. For the third criteria, in order to
capture a wide range of perspectives on the research focus, the researcher tried to
reach teachers working at different levels of education. She utilized maximum
variation sampling as a strategy and aimed to maximize the differences in

participants’ view points at the beginning of the study and to explore the
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phenomenon thoroughly (Creswell, 2007). Maximum variation sampling enabled

the researcher to gain greater insights by looking at the issue from all angles.

First of all, the researcher prepared a list of teachers whom she met previously. As
the researcher had eleven years of teaching experiences at different levels of
education, she had a chance to access many teachers from different backgrounds.
Being knowledgeable about the teacher profile and the nature of the research, the
researcher prepared the tentative participant list with both a researcher and insider
perspective. Next, the researcher chose the teachers meeting pre-determined
sampling criteria from her list and seven of the volunteer teachers were
interviewed at the first stage. Later, the researcher asked the participants to suggest
other teachers knowledgeable about the issues discussed during the interview to
take part in the study. In this way, researcher reached more than ten teachers and
interviewed six of the volunteer ones. There is no clear answer regarding the
sample size and it is recommended to collect data until information reaches
redundancy. Data saturation indicates that study is based on adequate sample size
and ensures content validity. Interviews were conducted until reaching a point of
data saturation (Merriam, 2009; Francis et al, 2010). After interviewing roughly 10
participants, the researcher felt data reached redundancy and she was no longer
hearing new comments. In order to ensure the data saturation, the researcher
conducted a few more interviews and a total of 13 interviews were conducted for

the study. List of participating teachers is provided in Table 3.4.
Table 3.4

List of Teachers Participating in the Study

Teacher  Gender School Type E)_(perlence Education Level
(in years)
T1 Female  Middle School 10 Master’s Degree
(Phd Student)

T2 Female  Elementary School 10 Bachelor’s Degree
T3 Female  Elementary School 10 Master’s Degree
T4 Male Middle School 12 Bachelor’s Degree
T5 Female  Imam Hatip Middle School 10 Master’s Degree
T6 Female  Preschool Education 15 Bachelor’s Degree
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Table 3.4 (Continued)

T7 Female  Vocational and Technical High 11 Master’s Degree
School
T8 Male Anatolian High School 18 Master’s Degree
(Phd Student )
T9 Female  Elementary School & High 11 Bachelor’s Degree
School
T10 Male Elementary School 28 Bachelor’s Degree
T11 Male Elementary School 15 Master’s Degree
T12 Female  Middle School 10 Doctorate Degree
T13 Female  High School 15 Master’s Degree

3.5.2. Interview Procedure

The extensive review of the literature and preliminary analysis of newspaper
clippings and policy documents constituted the basis of the interview questions.
The information and insights derived from the preliminary analysis stage helped
generate interview questions and recent educational policies were used to
formulate the interview schedule. Upon development of schedule, the interview
questions were read through by two experts in educational sciences and one expert
on gender studies. Their suggestions about the content and the clarity of the
questions were taken into consideration and it was decided to rewrite or rephrase
some of the questions. Considering the suggestions of the expert on gender studies,

two questions about gender mainstreaming were added in the schedule.

In the first part of the interview, the participants were asked background questions
information about their experience, education, education level and school type
they teach at. There were questions about print media preferences and tendencies;
how often they read newspapers, whether they follow a specific newspaper, and
the genre of news they prefer. Upon getting the necessary information about their
profile, teaching context and print media preferences, general questions about
teachers’ viewpoints and experiences of gender mainstreaming and gender

inequalities in education were asked.
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Later, the participants were asked to express their viewpoints of recent education
policies and gender issues in education. The questions were organized in line with
the recent educational policies. After getting enough information about teachers’
perceptions of a specific education policy, they were guided to interpret the news
about that specific policy. The main focus of the interview was to get an in-depth
understanding of teachers’ interpretations of media discourses on education
policies so the researcher selected sample newspaper clippings to be interpreted by
the participants in this part. During this stage, the researcher had the flexibility of
changing the order of questions or omitting some questions and asking a new
prompt. She provided prompts in order to remind the relevant issues if necessary.
At certain points, more information or specification probes were given trying not
to disturb the nature and the goal of the interview (Yildirim and Simsek, 2005).
While the participants were answering the interview questions, the researcher
listened to them carefully and tried to catch the information that related to research
study. When the participant expressed a point that needed further information, the
researcher probed for more data. If necessary, the researcher guided the
participants to certain newspaper clippings referring to a specific policy for a

deeper understanding of their perceptions concerning the issues in question.
3.5.3. Pilot Test of Teacher Interview

Pilot study as important part of an effective research study provides valuable data
for the full-scale study. In addition to assessing the feasibility of the study, pilot
study helps to assess the proposed data analysis technique to uncover the potential
problems through analyzing the preliminary data. It is also useful to develop
further research questions and make revision in the research plan (Van Teijlingen
and Hundley, 1998). In this study, the teacher interview was piloted with a teacher
in December 2015 and it took 135 minutes. Piloting improved the quality of the
study by finding solutions for the problems and challenges encountered during the
implementation of the interview. After the pilot study, the researcher talked to the
participant teacher about the difficulties she had during the interview and about her

suggestions. She expressed that it was difficult to pay attention to the news reports
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because of the time pressure and the length of the texts. It was hard to pick up the
important points in the discourse and provide specific explanations without any
preparation. The researcher decided to make some changes in the procedure of the
interview. It was decided to ask the teacher to read the selected news reports
before the interview, if they agreed, and to direct the teachers’ attention to the
related news at certain points. Those adaptations clearly increased the
effectiveness of the interview process. When the teachers read the news
previously, they became more attentive and they caught the critical points easier
during the interview. Similarly, the data gathered during the pilot testing were
useful to revisit the interview questions for further improvements or revisions. The
researcher changed the wording of some questions and provided more
explanations and examples to make the questions clear for the participants. Pilot
study also helped the researcher reflect on her listening and interviewing skills.
With the help of the pilot study, the researcher understood that it was hard to be
flexible in asking questions without manipulating the interviewee. Another
difficulty was asking the right follow up questions without interrupting the
respondent. It was a good chance to reflect on how to improve the related

interview skills before the implementation.

Upon getting the approval of METU, Human Subjects Ethics Committee (See
Appendix F), interviews with teachers were performed on April 4™ — July 31"
2016. The data for the present study were collected from teachers who were
assured of anonymity. First, the participants were asked to sign an Informed
Consent Form (see Appendix B). All interviews were conducted in person, mostly
out of schools or in a silent room in the schools. The interviews were administered
outside class time and they lasted 60-80 minutes. Responses of the interviewees

were taped as they spoke, and then transcribed.

3.6. Data Analysis Procedure

According to van Dijk (2008), CDS utilizes any method that is relevant to the aims

of its research studies which are also used in discourse studies in general. As the
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present study involved a broad range of policy documents, an iterative process of
document analysis process offered by Bowen (2009) was employed. Document
analysis was used in combination with content analysis of teacher interviews. The
analysis started with first-pass document review identifying relevant parts of the
textual materials and continued with thematic analysis in which a closer look at the
data set took place (Bowen, 2009). Summary of the data analysis process can be

found in figure 3.3.

(

Preliminary Document \ (An In-Depth Analysis of Data\

Analysis *Comparing newly acquired data
with existing data

*Coding and theme generation from
the collected data

*Re-reading and re-organizing the
data set

*A closer and more focused review
of the data set

*Combining and reducing codes and
themes

e|ntegrating data from different
sources by using last form of code
and theme list

\_ Y, . J

Figure 3.3 Summary of the Data Analysis Process

eSelecting meaningful and relevant
parts of the documents

*Organizing the selected materials in
line with the recent educational
policies

e[dentifying tentative discourse
categories and code list

(At the end of this stage, teacher
interview schedule was developed.)

The qualitative nature of this dissertation study requires careful management of
data (Miles & Huberman, 1994). After the first-pass document review, all the
relevant policy documents and newspaper clippings were organized according to
revealed discourse categories while teacher interviews were transcribed and filed
according to participant pseudonyms. Later, the transcriptions were checked by the
researcher by reading them and listening to audio records at the same time for
reliability purposes. In qualitative studies, data collection and analysis procedures
complement each other. Merriam (2009) asserted that, "Analysis begins with the
first interview, the first observation; the first document read ... It is an interactive
process throughout that allows the investigator to produce believable and
trustworthy findings" (p. 151). Throughout the data collection process, the
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researcher studied the documents and the data gathered roughly while collecting
further data at the same time. As the data collection and analysis stages went hand

in hand, a tentative code list was constructed during the preliminary analysis stage.

In the second stage, the policy documents, newspaper clippings and teacher
interviews were analyzed with this tentative code list by the researcher. The code
list was constantly improved and changed while analyzing the data gathered from
different sources. Namely, the codes used during the analysis of policy documents
were applied to the analysis of news reports and interview transcripts respectively
(Bowen, 2009). Discourse categories and tentative codes served to integrate data
from three different sources as they were complementary of each other. More
specifically, the second stage involved line by line open coding process of selected
textual materials. The researcher constantly compared emerged discourse
categories with the existing ones while re-reading and re-organizing the empirical
materials. Emerged codes and categories were combined and reduced in order to
reach the most relevant interpretation of data (Cohen et al., 2007). At that point, a
segment of each data set was coded by both the researcher and education
researcher to address the reliability concerns. The researchers coded each material
individually and marked the critical expressions in the documents. Later, they
compared their coding to see the parallelism and it was seen that there was over
90% agreement between researchers. If they had differences in their coding,
researchers discussed the meaning they derived from the discourse and the
relevancy of critical meanings they assigned to the statements. The data coded
included some controversial statements in which researchers could not agree on
the existence of critical meaning. These controversial statements constituted 4% of

total data coded.

When all the data were collected, a thematic analysis with a more focused
review of data set took place (Bowen, 2009). At this stage, “tentative findings
were substantiated, revised, and reconfigured” (Merriam, 2009, p. 178). The
researcher re-read and compared emerged codes and categories “to discover

commonalities, differences, and similarities” across data sets (Cohen et al., 2007,
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p. 461). Namely, in order to establish relations between data sets, consistencies

between codes and categories were checked and emerged discourse categories

were further refined. The analysis revealed that most arguments in the data sets

fall into three main discourse categories regarding gender policy in education (1)

Gender ldentities, (2) Gender Equality, (3) Barriers to Girls’ Education. The

researcher integrated the data gathered from three different sources by using the

last form of discourse categories and codes and presented the results in a parallel

way in Chapter 4.
Table 3.5
Code List for the Analysis of Data

Discourse Categories

Sub Categories and Codes

Discourse Category 1

Gender Identity and 1- Traditional Gender Roles

Socialization -

Motherhood Roles

Domestic Responsibilities
Perceptions of Womanhood
Inferiority of woman

Defining woman in Familial Sphere
Male Privilege

Challenging gender roles

2- Gender Stereotyping

Sexist dress code (color, female specific restriction
etc.)

Clothes choices

Stereotypical assumptions

Gendered vocational choices and orientations
Reinforcing gender stereotypes

Differences between two genders

3- Submissive Female ldentity

Weakness of women

Male domination and superiority

Protection of girls (single sex education and
headscarf)

Female honor and decency

Social pressure: monitor and control female behavior
Conservative and patriarchal values

4- Conservative and Muslim Woman

Islamic ideology

Patriarchal and conservative values
Sanctity of family

Veiling- wearing headscarf at early ages
Gender segregation-single sex schools
Religious schools and courses
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Table 3.5 (Continued)

Discourse Category 2
Gender Equality

Equality Arguments
- Education for all

- Legislative framework of gender equality

- Positive discrimination

- Fairness and justice

- Gender discrimination

- Inferior status of woman in Turkish society
- Gender mainstreaming

- Islamic perception of gender equality

- Legitimizing gender inequalities

- Equal treatment of both genders

2- Gender Parity in Education

- Policy priority- Girls’ education projects
- Girls’ enrollment rates

- Attendance and dropout rates

- Lack of quality of education for all

- Regional disparities

3- Female Freedom

- Gender discrimination

- Female oppression

- Sexist dress code

- Rights of women

- Child rights

- Right of education

- Democracy

- Parental choices

- Headscarf ban

- Imposing headscarf at early age

Discourse Category 3
Barriers to Girls’
Education

Family Related Factors
- Male privilege in the families
- Patriarchal lifestyle
- Education level of parents
- Socio-education factors-family income
- Differential treatment of girls
- Socio-cultural factors
Regional Disparities
- Disadvantaged regions
- Lower enrollment rates
- Lower quality of education
- Higher drop-out levels
- Poverty
- Immigration
- Attitudes towards girls’ education
- Traditional structure of the region
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Table 3.5 (Continued)

Socio-economic and Socio-cultural Factors

Male dominance

Inferior status of women in the society
Patriarchal codes of living

Cultural values and norms

Religious beliefs

Headscarf ban

Early marriages

Co-education

Gender segregation

School Related Factors

School infrastructure

School security

Transportation

Teacher quality

Curricula

Educational materials

School environment

School system

- 4+4+4 Education system

- Open Education

- Continuous Basic Education

- Length of Compulsory Education
- Religious education

School culture

Gender discrimination and sexist practices
Differential gender socialization
Number of female teachers

Male dominance at schools

3.7. Trustworthiness of the Study

“The trustworthiness of qualitative research is often questioned by positivists,
perhaps because their concepts of validity and reliability cannot be addressed in
the same way in naturalistic work™ (Shenton, 2004, p.63). Thus, Lincoln and Guba
(1985) proposed credibility, transferability, dependability and conformability
terms instead of validity and reliability in qualitative studies. In order to ensure
trustworthiness of the present study the researcher employed the following quality

assurance methods.The researchers attempt to portray a true picture of the
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phenomenon in question is associated with the credibility issue (Shenton, 2004).
The researcher needs to spend the necessary efforts to describe

phenomenon/events as they actually occurred to address credibility.

The first strategy utilized for addressing credibility in the present study was the use
of data triangulation which prevented reliance on one single viewpoint or on one
single data source. Data triangulation aimed to reduce the potential biases
stemming from evidence from a single data source (Bowen, 2009) and to increase
the credibility of the study. The sampling strategy also contributed to the
credibility of the study and strengthened the research findings. The researcher
utilized maximum variation sampling strategy to involve teachers working at
different levels of education to capture a wide range of perspectives relating to

gender inequalities in education.

Another strategy applied to increase the credibility of the study was prolonged
engagement. It was ensured via searching, scanning and analyzing the documents
in an extended time period. In order not to miss any details and to explore the
hidden patterns in the discourse, the researcher devoted an adequate time for
searching and analyzing the documents. In addition, peer debriefing and peer
review strategies were utilized to ensure credibility of the study. According
Lincoln and Guba (1985) the role of the peer debriefer that of a “devil’s
advocate,” who both keeps the researcher honest by asking hard questions about
methods, meanings, and interpretations and offers the researcher a chance for
catharsis by listening to her feelings kindly. At every stage of the study, the
researcher had debriefing sessions with her colleagues and her supervisor. The
meetings were useful to discuss alternative approaches and interpretations which
helped the researcher recognize her own biases and preferences (Shenton, 2004)

and also added to confirmability of the study.

Confirmability refers to concerns for objectivity in order to hinder researcher’s
biases. To ensure as far as possible that findings were not rooted in the
characteristics and preferences of the researcher, ongoing reflective commentary

was utilized (Shenton, 2004). The researcher kept a reflective journal and detailed
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notes throughout the study. The use of a reflective journal enables the researcher to
record his/her reactions, assumptions, expectations, and biases about the research
process and adds rigor to qualitative inquiry (Morrow and Smith, 2000). Initial
impressions of each data set during the document analysis and interviews and the
patterns appearing to emerge were recorded.Strengths and weaknesses of the
techniques were also considered in each step of the study. Lastly, detailed
methodological description also added to the integrity of research results to be
scrutinized (Miles & Huberman, 1994; Shenton, 2004). Throughout the study, the
researcher kept thick descriptions in the data collection and data analysis parts.
For a possible reanalysis by other researchers, all data was arranged in a well-
organized manner with a detailed methodological description. In the same way, in
order to acknowledge readers about role of the researcher’s personal assumptions,
values and beliefs in the study, the researcher’s position and bias were clarified in

the research paper.

As for the transferability concern, it must be noted that the results of a qualitative
study need to be interpreted within the boundaries of its context but similar studies
can be conducted in different settings are of great value (Shenton, 2004).
Transferability was addressed by providing systematically detailed descriptions of
the participants, the research process, and data collection and analysis procedures.
Although it is difficult to make a case for the transferability or generalizability of
the study, the researcher made a thick description of the context to enable an
interested reader to make comparisons with other contexts. The contextual
characteristics and setting of the study were identified in detail so that other
researchers may make transferability judgments to implement the findings of the

study and generalize those findings to similar contexts.

Dependability criterion refers to the consistency of the findings and addresses the
issues of reliability in qualitative research. As for the reliability concerns, code-
recode technique and intercoder agreement techniques were employed (Guba,
1981). For the code-recode procedure, at the beginning of data analysis stage

researcher recoded a segment of the data upon waiting for about two weeks to
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compare the results of two coding processes. Peer examination also helps to
increase consistency of the findings along with the credibility (Krefting, 1991). For
this aim, researcher consulted another researcher in the field who is knowledgeable
about gender inequalities in education and who has a sufficient experience in
qualitative research to check the research plan and the implementation. In
qualitative studies, rich field notes the researcher obtained with the help of a good-
quality tape recording and transcriptions of the recording enhances the reliability.
Another strategy for the reliability is intercoder agreement considering the stability

of responses from multiple coders of data set (Cresswell, 2007).

Apart from the use of a good quality tape recording and careful transcriptions of
the recordings in order not to lose any important data, inter-coder agreement was
utilized to address the reliability of the present study. Inter-coder agreement aimed
to increase the reliability of the findings and to ensure findings of the study were
drawn from the data. Having a second coder provided an external check on the
highly interpretive coding process (Cresswell, 2007). The purpose and research
questions of the study important points of the analysis were explained to a second
coder. Upon deciding on what to look for in documents, the second coder coded a
segment of each data set individually. After coding, the researcher had a meeting
with the second coder, and they compared the codes and examined the text
segments that were coded. For the differences they had, they discussed how
relevant their codes were. The reviewers and the researchers negotiated and
finalized the coding list, which would help the coding process of the later
documents. Table-3.6 provides a summary of the actions to be taken for
trustworthiness in the study:
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Table 3.6

Trustworthiness of the Study

Lincoln and Guba’ (1985) criteria for
trustworthiness:

Credibility Prolonged engagement via data collection in an

Contextual characteristics and setting of the study
identified in detail

Strategies used in the study

Transferability
(in preference to external validity)

Dependability Code-recode technique and interrater reliability
(in preference to reliability)

Ongoing reflective commentary

Confirmability Detailed methodological description

(in preference to objectivity)

3.8. Politics and Ethics

While qualitative studies attempt to uncover the meanings participants construct
and share within the framework of phenomenon being studied, there are certain
unarticulated features having a material impact on the study and shaping the
politics of the research (Punch, 1994). The researcher play a vital role in a
qualitative research which makes him/her the research instrument as the research
depends on “a person’s perception of the field situation one person’s perception of
the field situation at a given point in time, that perception is shaped both by
personality and by the nature of the interaction with the researched” (Punch, 1994,
p. 84). The role of the researcher in the present study was explained in detailed in
related part of this chapter. Other features shaping the politics of this research
include the purpose and the nature of the research study, unexpected events and

unanticipated obstacles in the field.

The purpose and the nature of the research shaped the political aspect of this study.

Teacher interviews aimed to identify the role of media discourses in shaping

people’s understanding and perception of gender policy in education in the last

decade. Teachers expressed their views of gender policy in education and their

interpretations of gender policy in education as presented in the print media in the

last decade. The nature of the interview necessitated the participants to express
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their political stance and world views while discussing the education policies and
interpreting the newspaper clippings. The necessary permissions were taken from
the center at the university for the ethical reasons, and it was granted that the
recordings would be used only for the sake of research, and in the consent forms it
was stated that the anonymity of people involved in the study would be secured.
Nevertheless, the teachers still had doubts about the genuine purposes of the study.
Some of the teachers felt involuntary for the study and they stated their doubts and
concerns about privacy. On the other hand, the participating teachers were really
cautious while answering the interview questions and at some points they asked
the researcher whether they should express their genuine opinions or not. The
participants were questioning if those recordings would be disseminated in some
‘undesired’ ways and they repeatedly asked not to include their names in the
research paper. The worries of the teachers were rooted in the current processes
and changes Turkey passed through and difficult times they experienced
meanwhile. Upon a single party rule for more than a decade, there have been many
questions regarding the freedom of expression and the freedom of thought in
Turkey in recent years. The teachers were worried that it would be illegal even to
criticize the policies of the government. Especially, after the military coup attempt
in July 2015, it became nearly impossible to find participants for the study. It was
an unexpected and unanticipated event which altered the research process in
divergent ways. After the government declared a state of emergency, people had
dilemmas in their perception of legal rights and illegal behaviors with a common
paranoid state of mind. While some of the teachers seemed suspicious about the
real purpose of the study, others warned the researcher not to criticize education
policies in the research paper to be on the safe side. Those comments and reactions
forced the researcher to cancel the last four interviews. Therefore, data collection

process ended after the military coup attempt in July 2015.

Another difficulty faced in the course of the study is related with the physical and
mental effort required from the participating teachers. The structure of the
interview necessitated the participants both to discuss some important educational

topics and to reflect on the education news in the print media. Such an interview
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was a time consuming and tiring activity for the teachers which required a serious
physical and mental effort. It was another reason for why the teachers felt
involuntary for the study. On the other side of the coin, even if they participated in
the study on voluntary basis, the nature of the interview made most of the teachers
nervous as they felt being assessed by the researcher on their knowledge in the
related areas. During the negotiation talks, the researcher informed the teachers
about the research topic and handed in the newspaper clippings to be read before
the interview. The interview questions were not shared with the participants
before the interview. Although the researchers informed the teachers that there was
not a right or wrong answer for the questions in the interview schedule and some
of the teacher got ready and searched the issues to be discussed during the

interview.

The last issue shaping the politics of the present research was related to social
processes influencing the research results. The information gathered for the
purpose of the study was not a separate reality but a part of the contemporary
issues in Turkish social context. The effect of current issues and hot topics in the
country’s agenda was overtly seen in the teachers’ responses during the interview
which sometimes made it difficult to focus on purpose of the research. The events
such as the terrorist attacks and child abuse events had effects on the teachers’
responses to the interview questions. Within this framework, the researcher
analyzed the interviews considering that perspectives of the participants were

shaped by particular phenomenon and certain variables in the research setting.

As for the ethical standards in the study, the proposal for conducting this study was
also sent to the Ethics Committee of the university and it was granted permission.
Ethical considerations required that all participants in this study be voluntary. In
order to ensure the voluntariness of all participants, their consents in written
documents were acquired. In the negotiation talks, participants were informed
about the purpose of the study so that they know what is being studied. The
researcher also included a statement in the consent forms explaining the purpose of

the present study and how it would investigate the issues in question.
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Another important concern in qualitative studies is ensuring the protection of
participants’ rights and identities while trying to reveal their life worlds to a large
audience. In the present study, identities of the participants were protected and
confidentiality was ensured by the researcher. Along with the statements in the
consent form, recordings were filed by using codes and pseudonyms to ensure that
only the researcher would reach and review them. Any means of identifying
people like names or other information in the transcripts were masked with
pseudonyms. Lastly, any specific names that could reveal the identity of
participants or the institutions were eliminated in the dissertation. In order to
guarantee that any data collection attempt should not harm participants
emotionally or psychologically, participants’ rights and dignity have been
respected. Any concern about that issue was discussed during the negotiation talks

before data collection started.
3.9. Role of the Researcher

The researcher’s values and philosophies are clearly part of the research, as the
knowledge is socially constructed and always political in critical educational
research (Hatch, 2002). The researchers inevitably filter the knowledge through
their political stance and they cannot be detached from the reality they are
studying. As the standpoint of the researcher shapes the social phenomenon they
study, it is difficult to claim that the researchers are objective and apolitical in
critical educational research (Agar, 1996; Hatch, 2002). The interpretations of the
researchers are affected from their personal values and beliefs. Considering the
nature of the critical research and qualitative studies, it is nearly impossible to
avoid or exclude bias in critical research although bias is not applicable in
scientific studies. In this context, the vital role of the researcher is to be reflexive
monitoring their own biases and responses and being aware of their individual

impact on the context (Agar, 1996).

To clarify my own positionality in this study, | am an experienced teacher and a
young female researcher. | was raised in a democratic and leftist middle-class

family in a small town. | attended to public schools during my education and |
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worked as a teacher of English at public schools. | had eleven years of teaching
experience at primary, secondary and tertiary levels which provided me the chance
to explore the dynamics shaping the education system in Turkey. The starting
point of this research dates back to my early years of teaching when 1 first became
interested in female education. While | was working in a village in Sivas and | was
writing my master’s thesis on girls’ education. Being a teacher in a disadvantaged
region of the country was an invaluable opportunity for me to gain first-hand
insights and information about different dimensions of gender inequalities in
education. My observations in my work environment, the conversations | had with
the female students, the administrators and the teachers were broadening my
horizons and making me more gender sensitive as a teacher. After being an active
participant in such an environment where traditions and the social norms were
shaping the educational practices, the ties between school and society became
more visible for me. For this reason, writing my master’s thesis was not only an
academic process but also an invaluable opportunity making me aware of the

social realties in rural areas of the country.

At that time, girls’ education projects and campaigns were gaining momentum but
girls were still educated in a male-dominant value system. The practices at school,
the behaviors and attitudes of teachers stemming from patriarchal and conservative
structure of the society clearly disadvantaged female students. When 1 first saw
two girls washing the dishes in the teachers’ room I was deeply affected and
started the question the role of schooling in those girls’ lives. Girls seemed to
internalize their inferior position the society and they never questioned the roles
assigned to them. It was more interesting to observe that girls had negative
attitudes towards the teachers with liberal ideas. One of the girls said “I do not
want to study because our destiny is to get married with a man our family chooses
and to raise children. It is meaningless to rebel against this truth. | have never

thought of going to the secondary school.”

Actually, I was interested in barriers to girls’ education and I never thought of the

power of words shaping the gender inequalities. While | was listening to the
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inspector’s conversation with my students I realized the role of discourse
producing and reproducing gender inequalities. He was talking about the
importance of education in one’s life and saying that “Boys, these are especially
important for you. You should study hard and attend good secondary schools.
Girls’ will get married and their husbands will take care of them.” The speech the
inspector was the reflection of the gender roles in the society. It was just one
example of the educational practices reproducing the gender inequalities in the
society. Those things girls experienced were more influential than the things
written in the course books so it was clear that school, like other social institutions
in the society, was teaching girls how to fit their gender roles. It was not formal

schooling; it was just the reflections of life in Sivas.

It is undeniable that writing this thesis provided me with invaluable experience to
look back at the last ten years of Turkey from an educational perspective in an era
when Turkey is experiencing change and transformation in almost all areas. Being
a female academician in a country where women are forced out of social life and
placed one step behind men in every phase of their lives meant for me that the
challenges and hopes met on the same axis. Though | consider myself among the
lucky few, experiencing the challenges and conflicts of being a woman in Turkey
is the reason why | started to dream of equality for girls in the education system
and why | decided to spread my efforts by writing this thesis in order to make a
contribution to fulfill this dream. This thesis is probably a product of the conflict
between the roles that were cut out for me by the society and the challenges of me
being an educator striving for an equal life for women in our society. Regardless of
your social status and education level, being a woman is not easy in a society that
does not even respect women’s right to live. Every time I encountered news of
femicide, child marriages, and sexual abuse in the media, | woke up to the fact that
there still was a long way ahead to provide freedom for women in Turkey.
However, | have never felt hopeless and dreamt to be a part of the solution, not the
problem. Conducting this research, | wholeheartedly believed that the first and the
most significant step in this long journey is to provide girls with quality and equal

education.
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3.10. Limitations of the Study

Although the present study resulted in significant findings regarding gender policy
in education in Turkish context, there were a number of limitations to be
considered while interpreting the findings. In an attempt to investigate teachers’
views of gender policy in education in the last decade in Turkey, teacher
interviews were carried out in the present study. Findings concerning the role of
the policies shaping gender inequalities were limited to the perspectives of the
teachers as practitioners. Although the present study provided a comprehensive
picture of teachers’ views of gender policy in education, an analysis of
perspectives and opinions of policy makers and other stakeholders was not in the
scope of the present study. Besides, it should be considered that findings derived
from teachers’ interpretations of news reports were based on the personal insights
and views of the participating teachers. Similarly, findings about classroom
practices shaping gender inequalities in education were limited to the experiences
and opinions of the participating teachers which resulted in limitations for the
generalizability of the related findings. Lastly, the reader should keep in mind that,
experiences and insights of the researcher was an important part of the study as the
findings of the study was influenced by her personal interpretations to a certain
degree. Another researcher from a different background would bring other
perspectives and interpret the data in different ways.

3.11. Delimitations of the Study

There were also delimitations within the boundaries of the present study. First of
all, the present study contributed to a deeper understanding of the ways girls’
education was affected by educational policies. However, it was not intended
examine gender policy in education in a general sense; the investigation and
interpretation of policy documents were limited to gender policy in education. In a
similar way, an investigation of teachers’ views regarding educational policies of
MONE from different angles was beyond the boundaries of this study. Findings of
the present study were limited to the discursive data on gender policy in education

in the last decade in Turkey. It should be noted that textual materials were only
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limited to educational policy documents and educational news reports published in
the last decade. Educational materials such as curricula, course books and
teacher’s guides were not were analyzed within the present research framework. A
more comprehensive and detailed framework including other textual materials
influencing the classroom practices and gender perceptions of the stakeholders

could enrich findings.
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CHAPTER 4

RESULTS

This chapter presents the results of the study. It was not easy to decide how to
present the findings as the study utilized a comprehensive data from three different
sources (1) educational policy documents, (2) news reports, and (3) teacher
interviews. Emerged discourse categories and codes served to “discover
commonalities, difference and similarities” and establish well-informed
relationship across data sets (Cohen et al., 2007, p. 461). Discourse categories
were useful to and to combine findings and organize this chapter in particular. To
be exact, the analyses guided the research to present the findings into three main
sections in line with emerged discourse categories (1) Gender Identities, (2)
Gender Equality, and (3) Barriers to Girls’ Education. Research questions are
addressed through this chapter. As findings and discursive information presented
this chapter are interrelated parts of a wider sociocultural practice, complete
analysis and synthesis of data provided answers for research questions of the
study.

4.1. Gender ldentities

Social institutions such as family and school transmit traditional attitudes and
orientations limiting life chances and potentials of individuals. This kind of a
differential socialization creates gender stereotypes and roles which disadvantage
females in social realms (Acer, 1987). School curriculum, teachers’ stereotyped
assumptions in relation to genders and abilities shaping their expectations and

attitudes, organization of schools, educational practices and discourses of
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educational materials play a critical role in transmitting gender roles and shaping
gender identities (Stromquist, 1988; Chapman, 2001). In a similar vein,
educational policy documents play an important role in transmitting and
reproducing the gender roles in the society. The gender identity emphasized in
policy texts and female representation in policy document is important as gender
roles and roots of sexist practices in the society are reproduced through policy and
media discourses. In this context, present study explored discursive construction of
gender identities through an in-depth analysis of educational policy documents,
newspaper coverage of educational policy making and teachers’ reflections in
relation to the policies in the last decade. This part of the study presents an
investigation of how policy texts create a certain gender identity and how a
preferred form of gender identity is encouraged through printed media. Teachers’
interpretations of gender identity formation through policy and media discourses
and their views regarding gender policy in education are included to verify the

findings.
4.1.1. Traditional Gender Roles

When the international and national policy documents on girls’ education were
examined through critical lenses, the first concepts emerged from the analysis
were traditional gender roles and motherhood roles limiting women in familial
sphere. ETCEP report published in 2016 drew the attention to the role of schools
in transmitting traditional gender roles trough explicit and implicit messages.
Another example can be found in EFA Global Monitoring Report published by
UNGEI in 2014. The report referred to traditional gender roles in schools in spite

of improvements in the enrollment rates:

Okul, toplumsal cinsiyet rollerine yonelik kalip yargilar agik ve ortiik iletilerle ogrencilere
tasirken bireyleri geleneksel cinsiyet rollerine uygun davramislara yoneltmekte ve toplumsal
cinsiyet ayrimciligina zemin hazirlamaktadwr. (ETCEP, 2016)

By means of exposing students with stereotypes for gender roles through explicit and
implicit messages, the school directs individuals towards behaviors consistent with
traditional gender roles and paves the way for gender discrimination. (ETCEP, 2016)
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Fast progress is feasible, as the example of Turkey shows: it has almost achieved parity at
both lower and upper secondary levels, even though the gender parity index in 1999 was
0.74 in lower secondary and 0.62 in upper secondary. But there is no room for
complacency. Traditional perceptions of gender roles that permeate society filter down to
schools. (UNGEI, 2014b)

The analysis revealed that there were many references to gender roles in
different parts of educational policy documents discussing drop-out and
absenteeism. To start with, the reports stressed that the reasons for the dropping

out change with respect to gender reflecting the persistent sexual division of

labor in the society:

Calisma tiirii ve devamsizlik birlikte incelendiginde, hem kiz hem de oglan ¢ocuklarin
oncelikli olarak ev isleri nedeniyle devamsizlik yaptiklar: gériiliir. Ev isleri nedeniyle
devamsizlik yapma orani 8. siniftaki kiz égrenciler i¢in % 35, oglan égrenciler igin ise %
23’tiir. Tarla islerinde ya da yevmiyeli olarak ¢alisma ise oglanlarda kizlara oranla daha
yaygndir... Tarlada ¢alisma oraminda cinsiyet farki goriilmezken, ev islerine katki
konusunda kiz ¢ocuklarin ¢ok daha fazla is yiikii oldugu gozlemlenir. (ERG, 2015)

When work/labor type and absenteeism are examined together, it can be seen that both girls
and boys are primarily absent from school on account of housework. The rate of
absenteeism due to housework is 35% for female students in the 8" grade and 23% for the
male students. Working in the field or day labor is more common in boys than in girls ...
While there is no gender difference in the working rate in the field, it is observed that girls
have much more work load in contributing to domestic housework. (ERG, 2015)

Bélgesel olarak farklar géstermekle beraber okulu terk etmis erkek ¢ocuklar eve para
getirecek bir iste calisirken, kiz ¢ocuklar daha c¢ok evde ailelerine ev igi veya kardes
bakiminda yardim etmektedirler. (ACEV, ERG, KA-DER, 2008)

Despite some regional differences, girls are more likely to help their family members with
housework or sibling care while boys who have left the school are working to bring money
home (ACEV, ERG, KA-DER, 2008)
The interviewed teachers also emphasized that traditional gender roles and
motherhood roles assigned to girls disadvantaged them in the education system. T
4 referred to the impact of patriarchal social structure and lack of education in

shaping gender roles:

Bu kizlar niye okula gidemiyor? Ciinkii bu kizlar evde c¢alistyorlar, ailelerine yardim
ediyorlar vesaire vesaire... (T 3)

Why can’t these girls go to school? Because these girls are working at home. They are
helping their families, etc., etc. (T 3)
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Buradan baktigim swada belki devlet olarak kiz ve erkeklere esit olarak egitim alsin
diyorlar ama toplumda bu tam olarak yerlesmemis diye diistiniiyorum. Ya bizim
toplumumuzda su yerlesmis bir yargi, Tirk toplumunda oézellikle diye diisiiniiyorum,
erkekler calisir, para kazanmir, kizlar da evlenir, ev isine bakar, ¢ocuk yetistirir seklinde
verlesmis degerler oldugu icin hep o sekilde diigtiniiliiyor. Bunun ¢ogu insan farkina bile
varmiyor. (T 10)

When | look at it, maybe the state seems to be encouraging girls and boys to receive equal
education, but this is not fully established within society. | mean, this is a deep-seated
preconception in our society, | mean specifically in Turkish society, which men work and
earn money while girls marry, take care of housework, and raise children. Since these are
deeply-rooted values, people are inclined to think that way. Many people do not even come
to realize this. (T 10)

Sebepleri arasinda dedigim gibi kiiltiirel farklhiiklar, yani kiz ¢ocugunun okumamasi
gerektigine olan inanmis, kiz ¢ocugunun belki ergenlik sonrasi hemen evlendirilmesi
gerektigini diisiinen bir zihniyet, kiz ¢ocuguna bigilen roliin iste annelik olmasi, ev kadmi
olmasi, ¢ocuklarina bakmasinin gerektiginin diisiiniilmesi. Bunlarin hepsinin kokeninde tabi
egitimsizlik ve biraz da ataerkil bir toplum olmamizdan kaynaklanan sorunlar var. (T 4)

Like I said before, among the reasons, there are cultural differences, the belief that girls are
not to be studying, and the mindset that assumes they are to be getting married after puberty.
The role that is cut out for girls is to be a mother, or a housewife, and the idea that they
should be taking care of their children. All these are of course rooted in ignorance and the
fact that we are sort of a patriarchal society. (T 4)
On the other hand, some of the documents highlighted reproduction of gender
roles and gender discrimination through education. In a report published by Egitim
Sen in 2014, it was stressed that sexist statements in course books and curricula
promoted a traditional female identity restricting women in familial sphere. The
document denounced Ministry of Education for ignoring the demand on providing
a course on gender mainstreaming. Another example can be found in Sexism in
Education report published by Egitim Sen in 2014 which foregrounded traditional
roles assigned to women. The document referred to conservative gender policies of
the government shaping educational policies by quoting a government official and

stating sexist language in a teachers’ book:

Bu yil da toplumsal cinsiyet esitligi dersi talebini yok sayan MEB, ge¢mis yillarda yaptigi
gibi kiz ¢ocuklarini  aile-ev-es ticgeni icerisinde tammlayarak toplumsal cinsiyet

ayrimciligint ders kitaplar: ve miifredat ile dervinlestirmeye devam edecegini gosteriyor.
(Egitim Sen, 2014a)

The MoNE, which has ignored the demand for gender equality lessons this year also, shows
that it will continue to deepen gender discrimination through textbooks and curriculum by
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defining girls within family-home-spouse triangle as it did in previous years. (Egitim Sen,
2014a)

2014 'te Cumhurbaskant Erdogan kadin 6grencilere “Evlilik olayini geri atmayin. Nasibinizi
bulunca kararimizi veriniz. Cok segici de olmaymn. O zaman giilistandan bos ¢ikarsiniz”
cagrisinda bulundu. Her yil cinsiyet¢i ders kitaplar: ve sinif i¢i uygulamalar hazirlayan
MEB ise Cumhurbaskani’min ¢agrisimi hazirladigi ders kitaplari ile hayata gegirdi. Milli
Egitim Bakanhg: Talim ve Terbiye Kurulu’nun 2011 tarihli kararyla 2012-2013 egitim-
ogretim yilindan itibaren 5 yil siireyle “ders kitabt” olarak kabul edilen ve Pasifik
Yaywnlari'na ait olan Sosyal Bilgiler Ogretmen Kilavuz Kitabi'mn “Adim Adim Tiirkiye”
baghkl tinitesinde; “Kinanmin gelin olacak kizin yeni evine bagh kalacagini sembolize etmek
lizere yakildigimi, gelinin evinin ve kocasimin yoluna gerekirse kurban olacaginin
vurgulandigini séyleyiniz” ifadesi yer aldi. Sendikamizin Bakanliga yonelik yazdigir uyarici
mektuba ise halen yanit gelmis degil. (Egitim Sen, 2014b)

In 2014, President Erdogan told female students: “Do not postpone marriage. When you find
a possible prospective husband, make your decision. Do not be too picky, either. Then,
you'll leave the rose garden only empty-handed”. The Ministry of Education, which prepares
sexist textbooks and classroom practices every year, materialized the message of the
President by the textbooks they have prepared. In the unit entitled "Step by Step Turkey" of
the Social Studies Teacher's Guide Book, which was accepted as a "course book" for 5 years
starting from 2012-2013 academic year by the decision of the Board of Education of the
Ministry of National Education, it read "... the henna is dyed (during wedding ceremonies)
to symbolize that the bride will be attached to her new house, and that the bride will
sacrifice herself to her house and her husband if necessary”. The warning letter written by
the union against the Ministry is still unanswered. (Egitim Sen, 2014b)

A similar example can be found in the news report of 13" June 2014 published in
Cumhuriyet. The report criticized sexist language in a teachers’ book for 5.
According to the report, women’s inferior position in Turkish family was

reinforced through sexist elements in educational materials. The word choice in

the teachers’ book, “sacrifice” (Tr. Kurban) was prominent:

MEB onayl kitapta, 11 yasindaki ¢cocuklara "iyi gelin' olma egitimi

S.smif kiz ¢ocuklarina nasil 'iyi gelin' olacaklarimin 6gretildigi ortaya ¢ikti. Sosyal Bilgiler
dersi igin ogretmenlere rehber olmak iizere hazirlanan Pasifik Yaymlarina ait Ogretmen
Kilavuz Kitabinda, "Kinanin gelin olacak kizin yeni evine bagh kalacagini sembolize etmek
tizere yakildigimi, gelinin evinin ve kocasinin yoluna gerekirse kurban olacaginin
vurgulandigini soyleyiniz" deniliyor. 4+4+4 Egitim Yasasimin ardindan kamuoyunda 'kiictik
gelin' tartismasi yasanmis, yeni sistemin 'kiiciik gelinler' yaratacagi iddialart uzun siire
giindemi mesgul etmigti. (13.06.2014, Cumhuriyet)

In MONE-approved book, education on being a ‘good bride" for children aged 11

It turned out that the 5" grade girls are taught how to be a ‘good bride’. In the Teacher's
Guide Book of the Pacific Publications, which is prepared to guide teachers for the Social
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Studies lesson, it is said that "the henna is dyed to emphasize that the bride will be devoted
to her new house and that she will sacrifice herself for her house or her husband if
necessary." After the 4 +4 +4 Education Law, there was a public debate about ‘child brides’
and the claims of the new system to create ‘child brides' had long preoccupied the agenda.
(13.06.2014, Cumhuriyet)
Besides, analysis of the present study also revealed that discursive structure of
some policy documents reproduced traditional gender roles which disadvantage
girls and limit their educational and life prospects. Policy documents supported
education of women in order that they fulfill their domestic and motherhood
responsibilities appropriately. In ACEV’s report, the importance of eliminating
the sexist elements in the educational materials was underlined by the Minister
of Education of the time. However, it was contradictory that the role of mother
education in children’s academic achievement was also emphasized by the
minister. The document promoted women education in order to fulfill their
motherhood roles better and invalidated the role of education in empowerment
of girls:
Nimet Cubuk¢u, ayrica egitimin iceriginde de toplumsal cinsiyet agisindan gelismeler
saglanmasi gerektigini soyleyerek, ders kitaplarindaki cinsiyet¢i égelerin bu agidan gézden

gecirildigini ekledi. Bakan Cubukcu, egitimli annelerin ¢ocuklarimin egitim siireclerinde
daha basaril olduklarin ozellikle vurguladi. (ACEV, 2005)

Nimet Cubukg¢u further added that gendered aspects of education should also be improved
and that the sexist items in textbooks are being looked at from this point of view. Minister
Cubukcu especially emphasized that educated mothers’ children are more successful in their
education process. (ACEV, 2005)

In MONE’s circular published in 2010 by General Directorate of Girls' Technical

Education on increasing school enrollment rates of girls at secondary level, the

document made references to roles of girls and women in traditional family life

while stating girls’ education as a policy priority. The choice of word “traditional

family life” (Tr. Geneleksel aile hayati) showed that traditional gender roles

assigned to women in Turkey were promoted:

Geleneksel aile hayati iginde onemli rolleri iistlenen geng kiz ve kadinlari; ekonomik ve
sosyal hayata hazirlamak ve meslek edinmelerine yénelik egitim ortamlarint olusturmak
temel politika ve énceliklerimizdendir. Giiniimiizde alinan ulusal ve uluslararas: kararlar ve
iist politika belgeleri de kadinin toplumdaki konumunun belirlenmesinde pozitif ayrimciligi
zorunlu kilmaktadir. Tiim geng¢ kizlarimizin egitimli bireyler olarak sosyal ve ekonomik
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hayata kazandirilmasi, iilkemizin sosyal gelismesine ve ekonomik olarak kalkinmasina
onemli katkilar saglayacaktir. Bu amacla ilgili her kamu ve dzel kurum ve kuruluslarin bu
genelgede belirtilen gérev ve sorumluluklari ilgili mevzuat ¢ercevesinde titizlikle yerine
getirmelerinin saglanmasi hususunda bilgilerinizi ve geregini rica ederim (MEB Kiz Teknik
Ogretim Genel Miidiirliigii, 2010)

It is our basic policy and among our top priorities to prepare young women and girls, who
play important roles in traditional family life, for economic and social life and to create
educational environments for them to obtain a job. Today's national and international
decisions and top policy documents also require positive discrimination in determining the
position of women in society. Integrating all our young girls into social and economic life as
educated individuals will provide important contributions to the social and economic
development of our country. To this end, | would like all public and private institutions and
organizations to take utmost care to fulfill the duties and responsibilities specified in this
circular letter with due diligence (MEB General Directorate of Girls' Technical Education,
2010).

The importance of education in order to fulfill motherhood responsibilities was
also indicated in UNICEF Turkey’s report. This report reflected girls as “mothers

and primary care-givers of the future” in line with the traditional gender roles in

Turkish society. Women were assigned a role of raising children discursively:

As the mothers and primary care-givers of the future, their families will miss out on better
standards of health and nutrition and it is unlikely that the country will reach the level of
development it should. (UNICEF Turkey, 2005).

Another example of can be found in TAP’s report on co-education published in
2013 which encouraged women to perform traditional roles through specific focus
on gender segregation in social realm. The preferred discourse on the uncontested
status for women in the private realm attached sentimental value to the family and
women’s family roles. By making references to the history of traditional women
movement and to its recommended future, the document centralized female

education policies on the permanent existence of traditional Turkish family:

Tiirk toplum geleneginde “Bacryan-1 Rum” gibi miiesseselerle kadin érgiitlenmesi iginde
kadinlarin egitim, ticaret, pazar denetciligi, yoneticilik gibi konumlar edindikleri tarihsel bir
gercektir. Bu miiesseselerin sadece kadin drgiitleri oldugu, Ahiligin yaminda yer alan
kurumlarla toplumu dinamize ettigi aciktir. Kurtulus Savasi’nda da bu tiir orgiitlenmelerin
savasin ekonomik ve lojistik destegi oldugu, kimi zaman da bizzat savasin i¢inde Nene
Hatun, Kara Fatma, Gordesli Makbule, Tarsuslu Adile Onbasi, Nezahat Onbasi, Halide
Onbast (Adwar) adlari ile kahramanlar ¢ikardigi unutulmamaldir. Tiirk kadini, tarihi
stirekliliginde kendini kendi degerlerinin miiesseseleri ile yetistirmesini bilmistir. Gelecegin
Tiirk kadini da tarihi miiesseselerini yeniden ihya ederek zamana tasiyan, aile mefhumunu
tistiin bir toplumsal hareket kaynag: bilen degerlerinden devsirecektir (TAP, 2013b).
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In the Turkish societal tradition, it is a historical reality that women got specific positions in
such areas as education, commerce, market supervision, and management through women’s
associations like "Baciyan-1 Rum". It is clear that these institutions are specifically women’s
organizations, and that they have mobilized society together with other institutions
supporting Ahi-order. It should not be forgotten that such organizations provided economic
and logistical support during the War of Independence, and sometimes they themselves
created heroes of war with women like Nene Hatun, Kara Fatma, Gordesli Makbule,
Tarsuslu Adile Corporal, Nezahat Onbasi, and Halide Onbas1 (Adivar). Turkish woman has
always known how to grow herself with the institutions of her own values throughout
history. Turkish women of the future will also revive the historical institutions and carry
them to our time, and gather the concept of ‘family’ from our own values that view it as a
superior source of social movement (TAP, 2013b).

Besides, in one of the documents on providing guidance for vocational education
at secondary level sent by district national education directorate, importance of
orienting girls to the occupations which do not hinder their motherhood roles was
stressed. Occupational orientation was officially declared as tool to prepare girls
for their motherhood roles in the document. In this context report on Gender
Inequalities in Vocational Schools published by ERG and Celikel Education
Foundation took the attention to gender roles and sexual division of labor shaping
students’ program choices. The report emphasized that traditional gender
perceptions filter down to vocational schools reproducing gender stereotypes and

inequalities through education:

Toplumda icra edilen mesleklerde kadin ve erkek oranlarimin dengeli olmadigi bilinen bir
gergektir. Kiz ve erkek ¢ocuklarinda cinsiyeti belirleyen bedensel farkhihiklarin disinda,
meslek secgimini belirleyen genel ve ozel yeteneklerin ileri yaslarda ortaya ¢iktig
bilinmektedir (Kuzgun, 2006). Kadin ve annelik rollerini aksatmayacak meslekler geleneksel
olarak kadinlara onerilmelidir. (MESBIL ANKARA, 2015)

It is a well-known fact that male and female proportions are not balanced in the professions
performed in society. Apart from the physical differences that determine gender in boys and
girls, it is known that general and special abilities that determine vocation selection emerge
in older ages (Kuzgun, 2006). Occupations that will not disrupt the roles of women and
motherhood should traditionally be recommended to women. (MESBIL ANKARA, 2015)

Mesleki ve teknik liselere devam eden égrencilere bakildiginda, belirli program tiirlerinde
geng erkeklerin, belirli program tiirlerinde ise gen¢ kadinlarin daha yogun oldugu
goriilmektedir. Asagidaki orneklerde goriilebilecegi iizere, bu tiir okullarin geng¢ kadinlara
uygun olmadig1 yoniinde diigiinceler vardwr. Geng kadwmlar i¢in uygun olabilecek béliimler,
gortisme yapiulan geng erkekler tarafindan su sekilde belirtilmistir: moda, tasarim, ¢izim,
cocuk gelisimi, iletisim. Derinlemesine bakildiginda bu béliimlerin, toplumda kadinlara
atfedilen rollerle iliskilendirilebilecek béliimler oldugu goriiliiv. Her ne kadar geng
kadinlarin geleneksel olarak “erkek meslegi” geng erkeklerin de kadin meslegi olarak
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algilanan boliimlere girmesinin éniinde resmi bir engel olmasa da, bu tir segimler
azinlktadir. (ERG& Celikel Egitim Vakfi, 2015)

Looking at the vocational and technical high school students, it is observed that young men
are more dominant in certain program types and young women in certain other program
types. As can be seen in the following examples, there are preconceptions that such schools
are not suitable for young women. The departments that may be appropriate for young
women were indicated by interviewed young men as fashion, design, drawing, child
development, and communication. Looking deeply, it can be seen that these are departments
that can be associated with roles attributed to women in society. Although there is no formal
obstacle for young women to enter "male professions" and young men to enter “female
professions”, such choices are only rare. (ERG& Celikel Education Foundation, 2015)

Arastirmada mesleki ve teknik egitimin geleneksel cinsiyet rollerine gére meslek
programlarina ayrigtigi ve sunulan egitimin toplumsal cinsiyet rollerini yeniden iireterek
pekistirdigine iligkin bulgulara da erigilmistir. Goriisme yapilan 6grenciler Motorlu Araglar
Teknolojisi, Insaat Teknolojisi, Makina Teknolojisi, Metal Teknolojisi gibi alanlarin geng
kadinlara uygun meslek alanlart olmadigini ifade etmislerdir. Ozellikle erkek dgrenciler
Cocuk Gelisimi, Moda, Tasarim, Iletisim, Saghk gibi alanlarin kadwnlar igin uygun
meslekler oldugunu belirtmis ve okullarinda béyle alanlar olmamasina ragmen kadin
ogrencilerin neden bu okullar: tercih ettiklerini sorgulamislardwr. Ayrica ogretmenlerin de
bu dogrultuda yonlendirmelerinin olabildigini gozlemlenmistir. (ERG, 2015)

It has also been found in the research study that vocational and technical education has been
broken down into vocational programs according to traditional gender roles, and that the
education offered reinforced gender roles by regenerating them. The interviewees stated that
such fields as Motor Vehicle Technology, Construction Technology, Mechanical
Technology, and Metal Technology were not suitable for young women. In particular, male
students pointed out that areas such as Child Development, Fashion, Design,
Communication, and Health were suitable occupations for women and they were puzzled by
why some female students chose to study in their school even though there were no such
departments in their school. It has also been observed that the teachers could also lead
students in this direction. (ERG, 2015)

The analysis revealed that media coverage of this policy discourse reinforced the

ways patriarchy and policy collides in Turkish context. In the newspaper clippings,

there was also a specific emphasis on female motherhood roles:

Milli Egitim Bakanligi Mesleki ve Teknik Egitimi Genel Miidiirliigii Grup Baskani Sennur
Cetin: “Tiirkiye’de asil sorun issizlik degil, mesleksizlik ve nitelikli personel eksikligidir...
Bir erkegi egitirseniz bir adami egitmis olursunuz. Bir kadini egitirseniz bir aileyi bir kusagi
egitmig olursunuz. " diye konustu. (11.04.2013, Bugiin)

Sennur Cetin, General Directorate of Vocational and Technical Education, MONE, said:
"The main problem in Turkey is not unemployment, but it is lack of professions and
qualified personnel... If you educate a male, you will have educated one man. If you educate
a woman, you will have educated a family, or a generation”. (11.04.2013, Bugiin)
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MEB Kiz Teknik Egitimi Genel Miidiirti Emine Kirag, “Hepimiz kiz ¢ocuklarinin
okullasmasi, ekonomik dzgiirliigiinii almasi ve daha iyi anne olarak yetismesi icin ugras
veriyoruz. Biz ortadgretime bu ¢ocuklar: gegirelim, erken evlilikten kurtaralim derken boyle
bir kararin alinmasi iilkemiz adina zuldiir, giinahtir. O nedenle bu madde degistirilmeli”
diye konustu. (2.11.2010, Hiirriyet)

Emine Kirag, General Director at Department of Girls’ Technical Education, MONE, said
“We all work for schooling of girls, for making them financially independent, and for
raising them as better mothers. While we are trying to enroll them in the secondary
education and save them from early marriages, taking such kind of a decision is
embarrassing, it is a wrongdoing. Therefore, this clause needs to be amended.” (2.11.2010,
Hiirriyet)

When the participating teachers were asked to interpret the news reports, they
questioned the motherhood roles assigned to girls. T 4 and T 6 pointed out the
importance ensuring economic freedom of mothers rather than educating girls to
fulfill their motherhood roles. One other noteworthy point was regarding the
meaning of selected word “oppression” (Tr. Ezilmek) and its negative connotation.
On the other hand, T 6 criticized the sexist language in the media and gender
policies of the governing party. The teacher questioned the girls’ education
policies promoting restrictive gender and motherhood roles which positions

women as the cultural essence rather than an individual:

.Milli Egitim Bakanliginin gorevi daha iyi anne olarak yetistirmek midir tabi kiz
cocuklarini, orada bir soru igareti var. (T 4)

...Is the duty of MONE to train girls to become better mothers, there is a question mark
there. (T 4)

. Kiz ¢ocuklarimin daha iyi anne olabilmesi icin yetistirilmesi diyor, ekonomik
bagimsizligint verirseniz daha iyi anne olacagina inaniyorum ben bir kiz ¢cocugunun. ...Ama
toplumumuzda yerlesmis birsey vardwr iste eger kadimin ekonomik bagimsizligi yoksa
erkektir doverdir, severdir, ekonomik bagimsizligr yoksa onun altinda ezildigini gériiyorum
toplumda gezdigim bélgelerde. O yiizden énce is imkdninin saglanmast lazim (T 10)

...They are talking about girls being raised to become better mothers. Well, I believe if you
give a girl her financial freedom, she will become a better mother... But there is a
preconception in our society. If a girl does not have her financial freedom, it is seen as a
natural right for a man to choose either to “love” her or just to “beat” her. I see in different
regions | visit that when a girl does not have financial freedom, she is oppressed by her
husband. Therefore, girls need to be given opportunities to work. (T 10)

...Simdi burada tamamen bir cinsiyetci dil var. Kiz ¢ocugu anne nedir? Her kiz cocugu anne
mi olmalidwr? Bunu istiyor mudur? Tabii ki bunu gelistiren iktidarin, kadimi birey olarak
tarif etmemesi, kadimi sadece aile i¢inde ve kutsal anne olarak tarif etmesinin de tabi
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dedigim gibi ideolojik. I¢inde o modele gore dgrenci yetistirecek ama dedigim gibi her
zaman kizlar iizerinden kizlara bir rol model dayatiliyor bu da tabii iyi anne olmak ¢ok
cocuk dogurmak ve iyi anne olmak. Hani ekonomik ézgiirliigiinii ele almas: diyor ama bunu
yansiyan daha iyi anne olarak yetismesi icin ugras verir.(T 6)

...Now, I mean there is an entirely sexist language here. For a girl, what is a mother? Do all
girls need to be mothers? Do they really want it? Of course, the fact that the ruling party
develops this language, that they do not define women as individuals, but rather they define
women only within the context of family and depict them as sacred mothers, it is all
ideological, like I said before. Students will be raised based on that model within (these
schools), but as | said it is all done through girls, a role model is forced on girls, and it is
obviously being a good mother and giving birth to many kids. Well, they are talking about
gaining economic independence, but the reflection of this attitude would be making an effort
to raise them as better mothers (T 6)

While interpreting the news report of 2" November 2010 published in Hiirriyet, T
1 naturalized the traditional gender roles and motherhood roles stated in the report
by referring to the mission of girls’ vocational schools in Turkey. In the

background information, the teacher referred to the ways gendered division of

labor was promoted in single sex vocational schools:

...kiz meslek liselerinde, eskilerden beri benim annem de kiz meslek lisesi mezunu, iste iyi
bir hanimi olma, ev ekonomisi, zaten derslerin igerigi de o sekilde, ¢cocuk gelisimi o lise
boliimiinde hani ortaokulda yapilmiyordur ama. Yani o zaten hani onlarmn okullarinda, kiz

teknikte bu yapiliyor hani iyi anne olmasi, iste ¢ocuk geligimi zaten alanlarindan da belli. (T
1)

Since the old times, in girls’ vocational schools, my mother is also a graduate of girls’
vocational schools by the way, the content of classes is also that way, | mean being a good
housewife, home economics, and so on. Child development, well, that will come only in
high school level, though, they are probably not teaching it in middle school. I mean, that is
already what they do in their schools, in girls’ technical schools, being a good mother, child
development, it is all obvious from the very fields of study. (T 1)

There were different arguments and perspectives in relation to headscarf issue in
different newspapers which referred to traditional gender roles assigned to women
in Turkish society. The news report of 1% of October 2014 published in Yeni Safak
contextualized headscarf regulation within the discourses of patriarchal practices
causing female oppression. The report quoted an official of the opposition party
which revealed the political aspect of headscarf issue in Turkish context. Another
example could be found in the news report of Radikal published on 6™ of October

2014. The title of the report condemned imposing a scarf on girls at the age of ten.
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In a deeper interpretation, the report implied that wearing headscarf reinforced
traditional gender roles. The lead part of the report quoted the negative effects of
wearing headscarf at early ages from a famous professor which served to make it

more credible and convincing for the reader:

Ortaogretimde basortiisiiniin serbest birakilmasi

Cumhuriyet Halk Partisi (CHP) Izmir Il Kadin Kollari “Tiirban Tiirkiye'nin sorunlarin
ortemez"

Bugiin 10 yasinda bir kiz ¢ocugu basini értmeye karar verecek, yarin da evlenmeyi mi karar
verecek? Kadini eve kapatmak isteyen, egitimsiz kadinlarin yetistirdigi ¢ocuklar iizerinden
tilkenin gelecegini planlayanlara karsi ayaga kalkmak ve hayiwr demek bize diisiiyor. Egitime
vapilan bir degisiklik meyvelerini 15-16 yil sonra verir" diye konustu. (01.10.2014, Bugiin)

Freeing headscarves in middle schools

Republican People's Party (CHP), Women’s Branch, izmir District: “Turban cannot cover
the problems of Turkey”

Republican People's Party (CHP) Women’s Branch, Izmir District, said: “Today, a 10-year-
old girl will decide to cover her head, and then will she decide to marry tomorrow? It is up
to us to rise against and say no to those who wish to lock women inside their houses and to
those planning the future of our country over kids raised by uneducated women. A change
made in education bears its fruit 15-16 years later.” (01.10.2014, Bugiin)

10 yasinda tiirban ayiptir

Tiirkiye'de sosyal psikolojinin kurucularindan Prof. Dr. Cigdem Kagitcibast, 10 yasinda
tiirbanin ¢ocuk gelisimi agisindan son derece yanlis oldugunu séyledi. Kagit¢ibasi'na gore

Radikal)
Turban at the age of 10 is a shame!

Professor Cigdem Kagitcibasi, one of the pioneers of Social Psychology studies in Turkey
said that getting girls to wear turban at the age of 10 is extremely wrong in terms of child
development. According to Kagitcibasi, getting a child to wear turban at that age is "to teach
them about sexuality prematurely", and it is a shame. (06.10.2014, Radikal)

The participating teachers foregrounded negative impacts of wearing headscarf at
early ages by referring to their experiences. T 1 and T 2 mentioned how wearing
headscarf deprived girls of their childhood by limiting their movements and
behaviors. The details the teachers provided revealed the role of wearing headscarf

in gender socialization. Women identity imposed to girls at early ages was
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highlighted in the selected words such as “become more serious” (Tr. Agirlagsmak)
and “like a mature woman”, (Tr. Biiyiik kadin gibi) and “like an adult”, (Tr.
Yetiskin gibi):

...hani kendini kapatma mesaji var yani, kendini kapat. Ve ¢ocuk kendini ifade etmesini 6yle
yani hareketlerinde her sekilde aslinda ¢ocuga bir kisitlama getiriyorsun...(T 9)

...I mean there is a hidden message there to cover yourself, cover yourself. And the child
learns to express herself that way. | mean in her actions, in every way possible, you are
actually putting limitations to the the child ... (T 9)

Kiz ¢ocugu uzun uzun elbiseleriyle iste basi ortiilii bir sekilde okula geliyor. Ama o ¢ocuk
oyun ¢aginda o tizerindeki kiyafetin agirligindan en basta zaten kosmayr bile unutuyor
bence. O bile ¢cocuk hakkini, oyun hakkini elinden almis oluyorsun ¢ocugun, ¢ok kiiciik yas
bence 5. Smif. Arti o kadar kiigiik yastaki cocuga sen kadmsin kimligi yiikleniyor, ona gore
agirlasiyor zaten, 1 yil 6nce benim ilkokul bah¢emde kosup-oynayan ¢ocuk, 1 yil sonra beni
ziyarete geldiginde biiyiik kadin gibi, agwr agir konusmasi, hareketleri, her seyiyle apayrt bir
kimlik olarak karsuma ¢ikiyor. Ciinkii dyle yiiklenmis, tantyamiyorum bile bazen.... Kiigiik
¢ok kiigiik. (T 2)

The girl is coming to school in very long clothes, her head covered. But that child is still in
play age, and | am guessing she even forgets to run in the first place due to the weight of
those clothes on her. Even with this (practice), you are actually abusing their rights as a
child, and you are taking away their rights to play, I mean 5" grade is too early if you ask
me. Besides, you are imposing female identity to such a small child, and she becomes more
grave in this context anyway, the girl that runs and plays in my playground only one year
earlier talks heavily and seriously like a mature woman one year later when she comes to
visit me. Her moves, everything about her.. she becomes a whole new identity. That is
because she has been imposed that way, | cannot even recognize them sometimes. That age
is little.. way too little. (T 2)

Yani, soyle olabilir, onlari hemen birer yetiskin gibi algilayip iste davrams kodlar
olusturmaya ¢alisip, hani ¢ocuklar: birden, gecen yil ¢cocukken oynarken bahgede ertesi yil
sanki hani boyle bir kendini yetiskin, ergen kiz adayr gibi ya da 6yle gérme egilimi olup,
cocugun tistiine ¢ok fazla yiik binebilir bundan dolay:. (T 1)

That is, it might result in something like this: we might turn to perceive them as adults and
try to set behavior modes for them, and while they were simply kids playing in the garden
only one year ago, they might start seeing themselves as adults or candidates to adolescence
and this might put too much pressure on them. (T 1)

4.1.2. Challenging Gender Roles
Another prominent point revealed by the analysis was related with the role of

education in challenging gender roles. ERG’s gender mainstreaming report

published in 2009 indicated that female education was perceived as a useful tool to
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better fulfill motherhood roles. Namely, it was argued that in spite of recent
improvements in enrollment rates; education has not challenged the traditional
gender roles, perceptions and attitudes defining women in familial sphere. The
changes in the content of educational materials were discussed in an attempt to
challenge gender roles and existence of sexist elements in the materials was also
indicated in Woman and Education Policy Document published in 2008 by
KSGM:

Kadina yénelik siddet ve isgiiciine katilimla ilgili veriler egitim siirecinin bireylerin
toplumsal cinsiyetle ilgili deger, tutum ve davramglarinda yeterli bir déniisiim
saglayamadigina igaret eder. Sonug olarak, toplumda genel olarak kadinin aile igindeki rolii
on planda kalmaya devam etmekte ve egitim ise kadimin annelik roliinii daha basarili
oynamast i¢in bir ara¢ olarak goriilmektedir. Buna bagh olarak, daha yiiksek oranda
kadmin daha uzun sure egitim alw hala gelmesine ragmen toplumsal cinsiyet roller
agisindan koklii bir doniigiim ger¢eklesmemektedir. (ERG, 2009b)

Data on violence against women and participation in the workforce indicate that the
educational process has not adequately transformed the values, attitudes, and behaviors of
the individuals on gender. As a result, the leading role of women in the family in general
continues to pre-exist in society, and education is seen as a tool for women to learn how to
play a more successful role in motherhood. Accordingly, although higher numbers of
women receive longer periods of training at higher levels now, there is no radical
transformation in terms of gender roles. (ERG, 2009b)

Kizlar ve erkekler i¢in benimsenen farkli sosyallesme bicimleri her iki cinsin tercihlerini
etkilemektedir. Bu durumu dikkate alan Milli Egitim Bakanligi, ders kitaplari ve egitim
materyallerinde cinsiyet esitliginin saglanmasi ve kadina karst ayrimciligin engellenmesi
amaciyla, ilgili kaynaklarda kadin-erkek ile kiz ve erkek ¢ocuklara ait bilgi, fotograf ve
resimlerde sayisal ve niceliksel agidan esitlik saglamaya ¢alismakta, geleneksel olarak
kadin icin uygun gériilen roller/islerde (6gretmenlik, annelik hemsire, ev kadinligi, vb) ya
da onemsiz rollerde gosterilen kadinlar yerine, toplumda aktif olarak rol alan “bagarili
kadin” vurgusuna yer verilmekte, erkegin giiclii, basarili, zeki, aktif ve bagimsiz; kadinin ise
uysal, diizenli duygusal gibi ozelliklerle tanimlanmasindan ka¢inilmaktadir. Ancak halen
egitim materyallerinde cinsiyet¢i 6gelerin varligi s6z konusudur. (KSGM, 2008a)

Different forms of socialization adopted for girls and boys influence the preferences of both
sexes. Taking this into account, the Ministry of National Education is trying to provide
qualitative and quantitative equality while presenting information, photographs and images
of women/men and girls/boys in the related sources in order to ensure gender equality in
textbooks and educational materials and to prevent discrimination against women. Instead of
presenting women in roles traditionally seen as suitable for women (teachers, maternity
nurses, housewives, etc.) or presenting them in trivial roles, the image of a "successful
woman" who plays an active role in society is emphasized. It is avoided that men are
defined as strong, successful, intelligent, active and independent, while the woman is
defined as being docile, regular and emotional. However, sexist items still exist in
educational materials. (KSGM, 2008a)
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The importance of challenging traditional gender roles was also emphasized in the
reports of girls’ education projects analyzed in this study. The reports stressed the
impact of the projects in increasing gender awareness of the stakeholders and in
ensuring gender equality in society:

Ozetle, Egitimde Toplumsal Cinsiyet Esitliginin Gelistirilmesi Projesi (ETCEP) ile egitim
sistemindeki tiim paydagslarin toplumsal cinsiyet esitligi konusunda farkindalik kazanmalart
saglanarak egitimde esitlik¢i bir bakis acisimin gelistirilmesi hedeflenmistir. Dolayisiyla bu
alanda yapilan ¢aligmalar, egitimde toplumsal cinsiyet esitligine yénelik mevcut yapinin
iyilestirilmesine katki saglamaktadir. (ERG, 2015)

In summary, the Project for the Promotion of Gender Equality in Education (ETCEP) aims
to develop an equitable perspective in education by ensuring that all stakeholders in the
education system are aware of gender equality. Thus, work done in this area contributes to
the improvement of the current structure of gender equality in education. (ERG, 2015)

Projelerin genel amaglart arasinda, kiz ve erkek ¢cocuklarimin egitimleri siiresince cinsiyete
dayali  herhangi bir ayrimciliga maruz kalmadan egitim hakkindan esit élgiide
yararlanmalarint  saglamak ve oOgretmenlerin  toplumsal cinsiyet esitligine yonelik
duyarliliklarint artirmak ve benzeri amaglar yer almaktadir. (ETCEP, 2016)

Besides other similar purposes, the overall objectives of the projects are to ensure that girls
and boys enjoy equal access to education without being subjected to gender discrimination
during their education and to increase the sensitivity of teachers to gender equality. (ETCEP,
2016)

Ozetle, hangi nedenle olursa olsun egitimci, sosyal ¢alismaci, gazeteci gibi ¢esitli
mesleklerden pek ¢ok kisi, toplumsal cinsiyet esitliginin ancak kadin ve erkeklerin egitim
firsatlarindan esit olarak yararlanmasiyla saglanabilecegi noktasinda bulusmus, bu alanda
istediklerini gerceklestirmek i¢in kampanyay: bir ara¢ olarak gormiigler. (ACEV, ERG, KA-
DER, 2008b)

In summary, many people from various professions, such as educators, social workers, and
journalists, have agreed on the idea that gender equality can only be achieved by equally
providing women and men with educational opportunities, and they have seen the campaign
as a means to achieve their goals in this area. (ACEV, ERG, KA-DER, 2008b)

Given the influence of gender roles and the extent of gender inequalities in many aspects of
life in Turkey, the UNICEF Country Office, with an 80 per cent female staff, is closely
aware of the gender dimensions of its work and of the need to strive for gender equality. The
Office has a strong culture of mainstreaming and highlighting gender and gender equality,
especially equality for girls, in all components of the Country Programme - and now also in
its emergency work. (UNICEF Turkey, 2013)

In a newspaper clipping of Bugiin published on 21% February 2013, the role of
girls’ education project in challenging traditional gender roles was stressed. There

was also an emphasis on traditional gender roles and preference for boys in the
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families. The report discursively disclosed negative effects of traditional gender

roles on girls’ education:

SANLIURFA I1 Milli Egitim Miidiirii Metin Ilci, kiz cocuklarimn egitime yonlendirilmesi
konusunda seferberlik bagslattiklarim séyledi. Ilci, ozellikle kirsal kesimde egitimden
mahrum kalan kiz ¢ocuklarinin okula génderilmesi konusunda egitim camiasinin yogun
sekilde caligtigimi belirtti. "Kirsal bélgede anne ve babalar maalesef okuma konusunda
tercihlerini erkeklerden yana kullaniyor. Anneye evde yardimci olmak ve kardeglerine
bakmakta ikinci annelik gérevi kiz ¢ocuklarina verilmektedir. Bu sebeple bu projenin
onemini bilerek, ozellikle kentimizde kiz cocuklarmmin okullasmast icin etkin bir sekilde
ogretmenlerimizle birlikte seferber olmaktayiz”. (21.02.2013, Bugiin)

Metin Ilci, SANLIURFA Provincial Director of National Education, said that they started
mobilizing their girls in the direction of education. He noted that the education community
is working intensively on the issue of sending girls to school, especially in the rural areas,
where girls are deprived of education. “Unfortunately, parents in rural areas give boys a
priority to study. Girls are given the duties of helping their mother at home and looking after
their siblings as a secondary mother. For this reason, knowing the importance of this project,
we are effectively mobilizing, together with our teachers, especially for the schooling of
girls in our city”. (21.02.2013, Bugiin)

T 14 and T 10 pointed out the ways gender roles and traditional practices caused
gender inequalities in education. T 14 implied the importance of girls’ education
projects in challenging gender roles and male preferences especially in rural
regions. T 10 referred to effect of gender stereotypes shaping parental preferences

and social perspectives of girls’ education:

‘Haydi Kizlar Okula’ denildigi sirada simdi aslinda seslenilmesi gereken bana gore kizlar
degil toplumun kendisidir. Ciinkii kiiciik yastaki bir kiz ¢ocugu okula gideyim mi,
gitmeyeyim mi hani okumayr sever ama onu karar verme asamasinda degil gitme
asamasinda veya elinde degil, onu yonlendirecek gonderecek ailesidir. O yiizden topluma
bana gore seslenilmesi lazim, az énceki bahsettigim bizim Tiirk toplumunda yaygin olan
hani “kiz ¢ocugu, anne olur, evinin isini yapar” inancwma... (T 10)

When you say “Let’s go to school, girls!”, who you actually need to be calling out to is the
society itself, not the girls. Because a girl at a small age is not at a point to decide on
whether she should be going to school or not, even if she likes studying, or it is just beyond
her control. The ones to direct her and send her to school is her family. Therefore, we need
to appeal to the society, and we need to address to the common belief in Turkish society that
asserts “a girl becomes a mother and takes care of the housework”... (T 10)

Yani mutlaka katkisi vardir kirsal bolgeleri diigiintirsek yani kirsal bélgelerde hala sey
anlayist hakimdir ¢iinkii erkek ¢ocugu okusun, is sahibi olacak, meslek edinecek, ailesini
gecindirecek ama kiz ¢cocugu sart degil ona esi de bakabilir, o bize evde yardim etsin
mantigr hakim oldugu icin hani bu kadar birebir takibin olumlu oldugunu diigiintiyorum. (T

14)
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I mean I am sure it makes a contribution. When you think about rural areas, the old ideas
still stand. The mentality that boys study, find a job, maintain their families, but it is not a
must for girls, her husband can take care of her; therefore, she can just help in the family
(and not study) is still dominant. For this reason, I am in favor of this way of one-to-one
follow-up of families. (T 14)

4.1.3. Gender Stereotyping

The analysis revealed that dress code policies reinforced and reproduced gender
stereotypes and traditional gender roles. Moreover, dress code policies enabled
school authorities to regulate student identity and create discriminatory practices at
schools. The examination of MONE’s dress code circular published in 2013
revealed that requiring students to dress in gender specific colors taught students to

adopt gender roles which were not always equal for both genders:

1)  Okullarimizda kilik kiyafet uygulamasinda velilerce yapilacak olan oylama veya anket
neticesinde velilerimizin ¢ogunluk kararina gére wuygun gériilecek oOgrenci kilik
kiyafetlerine, tiim oOgrencilerce uyulmasinin saglanmasi, alinan kararin serbest rekabet
ortaminda, firsat esitligi saglamak amaciyla, okullarin ilan panolari ile web sayfalarinda
duyurulmast.

6) Belirlenecek dgrenci kilik kiyafetlerinin kiz ve erkek 6grenciler icin ayri ayri renklerde
se¢ilmesi miimkiin olmakla birlikte, kiyafetlerde sade ve diiz renk segimine dikkat edilmesi.
(Meb Ogrenci Okul Kilik Kiyafetleri Genelgesi-2013)

1) As a result of the voting or questionnaire that will be done with the parents about the
dress code in our schools, all pupils are expected to adhere to the student uniforms which are
deemed appropriate according to the decision of our parents. In order to ensure equality of
opportunity in the free competition environment, the final decision is to be announced on the
web pages of the schools.

It is possible to choose different colors for boys and girls while determining the dress code,

but simple and plain colors are to be chosen. (The Mone Circular on Student Clothing —

2013)
Other examples of dress code policies which reinforced sexist stereotypes could be
found in the summer circular of General Directorate of Secondary Education
published in 2008 and MONE’s Dress Code Regulations. The first document
outlined gender specific policies which made more restrictions on girls’ clothing at
schools. Besides, contextualization and wording of the second document revealed
that dress code policies were female specific. Discursive structure of the policy
documents unearthed the traces of female sexual objectification on legitimate basis

at schools. The analysis revealed that gender specific dress code of MONE
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reinforced sexist stereotypes and norms which sexualized girls and created a sense
of shame for having feminine body. Deeper interpretation of selected words and
phrases such as “revealing” (Tr. Viicut hatlarin1 belli eden) highlighted how rigid
codes of dressing outlined for women created gender oppression in Turkish

society:

1)  Erkek ogrencilerimizin ceket giyme ve kravat takma zorunlulugunun kaldiriimasi,
ogrenciye yakisir, sade, kollu/yarim kollu gomlek veya tigort giymeleri,

2) Kz dgrencilerimizin seffaf olmayan viicut hatlarimi belli etmeyen badi, stre¢ vb.
darlikta kiyafet olmayacak sekilde, 6grenciye yakisir, sade kollu/yarim kollu gomlek veya
tisort giymeleri

Kiyafetlerin pedagojik esaslara uygun olmasina ozen gésterilmesi, kot, streg, tayt vb.
pantolonlar ile okulca belirlenenlerin disinda, simge, sembol, sekil ve yazilarin yer alacagl,
viicut hatlarimi belli eden darlik ve tiirde yakasiz, kolsuz kiyafetler giymemeleri, (Meb
Ortadgretim Genel Miidiirliigii Yaz Dénemi Ogrenci Kilik Kiyafetleri Genelge/2008)

1) The requirement of male students to wear jackets and ties is abolished, and they are
expected to wear simple, sleeved/half-sleeved shirts or t-shirts in a way that suits students.

2) Female students are expected to avoid revealing, transparent clothes that are too tight,
i.e. stretch clothes. They are expected to wear simple, sleeved/half-sleeved shirts or t-shirts
in a way that suits students.

Special care should be taken to ensure that the clothes conform to pedagogical principles,
and schools are expected to discourage students from wearing such clothes as jeans and
stretches, and clothes that bear symbols, shapes and letters other than those determined by
school authorities, and tight, collarless, and sleeveless clothes that reveal body lines. (The
Mone General Directorate of Secondary Education Circular Letter On Summer Term
Student Clothing)

MADDE 4 — (1) Ogrenciler;

a) Og’renim gordiikleri okulun armasi ve rozeti disinda nigan, arma, sembol, rozet ve
benzeri takilar takamaz,

b)  Insan saghgin olumsuz yonde etkileyen ve mevsim sartlarina uygun olmayan kiyafetler
giyemez,

C) Ywnkveya delikli kiyafetler ile seffaf kiyafetler giyemez,

Viicut hatlarint belli eden sort, tayt gibi kiyafetler ile diz iistii etek, derin yirtmagl etek, kisa
pantolon, kolsuz tigort ve kolsuz gomlek giyemez. (Milli Egitim Bakanlhigima Bagh Okul
Osrencilerinin Kilik Ve Kiyafetlerine Dair Yonetmelik)

CLAUSE 4 — (1) Students cannot wear...

a) badges, emblems, symbols, pins, and similar ornaments other than those of their own
schools,

b) clothes that negatively affect human health and clothes incompatible with seasonal
conditions,

124



c) ripped or holey clothes, and transparent clothes, revealing clothes like shorts and
tights, and short skirts, slit skirts, short pants, sleeveless shirts and T-shirts. (Regulations
On Student Clothing In Mone-Affiliated Schools)

TAP’s report on co-education encouraged gender stereotypes in career choices and
gendered vocational interests. It was noteworthy that the document tried to justify
its arguments by referring to research findings without any references. The
emphasis on democratic demands of the society served to influence public
perception of equality. Besides, Egitim Bir Sen’s report on co-education also
included stereotypical notions and assumptions in relation to different abilities and

interests of two genders:

Toplumsal hayatta “Mesleki cinsiyet” kavramim hakll ¢itkaran aragtirmalarm da ortaya
koydugu tizere, kadin ve erkek cinslerinin meslek tercihlerinde ayni hedeflere
odaklanmadiklar: asikar iken kanunun “denklik” kavramindan ayrilarak “esitlik”
kavramina goére toplumu dizayn etmesi demokratik taleplerle de uyusmayacaktir. (TAP,
2013b)

As the research that justifies the concept of “occupational gender” in social life also shows,
the fact that laws and regulations design the society according to the concept of “equality”
rather than the concept of "equivalence" will not coincide with democratic demands when it
is obvious that males and females do not focus on the same goals in their occupational
preferences. (TAP, 2013b)

Aralarindaki farklarini ozetledigimiz iki cinsiyetin bir arada egitim gérmesiyle bir¢ok
mahzurun ortaya ¢ikacag tabidir. Ciinkii kadin ve erkegin ilgi alanlari, yetenekleri az ¢ok
farklilik gostermektedir. Alman Der Spiegel’in (25.08.2003) kaydettigi gibi: “Normal
sartlarda kadinlar ve erkekler farkli beyin yapilari ile diinyaya gelirler. Erkek beyni diinyay:
sistematik olarak algilama yetenegiyle diinyaya geliyor;, buna karsilik kadin beyni ise
duyarlt ve empatik yapili olarak donatilyyor.” Yine kiz ¢ocugunun his diinyas: duygulu
hiilyalardan zevk alwr. Giizel masallardan hoglanir. Oysa ki erkek ¢ocugu, makine icatlari,
karisik savag aletleri tasarlar; savaglarda bulunmayi, giiclii olmayr tahayyiil eder. Kiz
cocugu ise, giizel kadin siisleri arasinda hiilyalara dalmay, acayip ¢iceklere ve ¢ok renkli
kuslara sahip olmay: tercih eder. (Egitim Bir-Sen, 2012c)

It is only natural that many disadvantages will arise from getting the two genders, whose
differences we have summed up, to study together. It is because the interests and talents of
males and females vary to some extent. As the German magazine Der Spiegel notes
(25.08.2003): "Under normal circumstances, men and women come to the world with
different brain structures. The male brain comes to the world with the ability to
systematically perceive the world, while the female brain is equipped with a sensitive and
empathic structure.” Then again, girls’ world of feelings enjoys sentimental dreams. She
likes beautiful stories and fairytales, whereas the male child designs mechanical inventions
and complicated combat devices, and dreams of being in wars and being strong. A girl, on
the other hand, prefers to plunge into daydreams and fantasies among female ornaments, and
to possess wondrous flowers and colorful birds. (Egitim Bir-Sen, 2012c)
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When the newspaper coverage of the changes in the dress code was analyzed it
was seen that there were not serious criticisms regarding the changes in most of
the newspapers. The meaning and positive connotation of the word
“free/unrestricted/allowed” (Tr Serbest) was noteworthy. Besides, some of the
news reports specifically included sexist details of MONE’s dress code. One
example can be found in the news report of 28" November 2012 published in
Milliyet:

Ogrencilerin yeni kiyafetleri

Egitim Bakanhgi’'ndaki ‘kiyafet’ ¢alismasimin ayrintilart netlegiyor. Diizenlemeye gére,
ilkogretimde haftamin bir giinii kiyafet ‘serbest’ olacak, diger giinlerde de etek veya
pantolon giyilebilecek. (8.7.2009, Hiirriyet)

New Dress Codes for Students

The details of the work on new 'dress code' in the Ministry of National Education are
becoming clear. According to new regulations, in primary schools, clothing will be
completely 'unrestricted’ for one day a week, and on other days wearing skirts or pants will
be allowed. (8.7.2009, Hiirriyet)

Okullarda tek tip kiyafet kalkiyor

Okullarda kilik ve kiyafet serbest olacak, kot pantolonla gidilebilecek. Ancak; yiwrtik, delikli,
seffaf, viicut hatlarini belli eden sort, tayt, diz tistii etek, derin ywrtmaglh etek, kisa pantolon,
kolsuz tisort ve kolsuz gomlek giyilemeyecek. (28.11.2012, Milliyet)

No more uniforms at schools

Students do not have to wear uniforms at schools. They will be able to go to school wearing

jeans. However, wearing torn, transparent tights which reveal boy lines, short trousers, and

sleeveless shirts is forbidden at schools. (28.11.2012, Milliyet)
The participating teachers also emphasized that dressing was one of the important
agents of gender socialization at schools. T 6 emphasized that gender specific
color and clothes choices created gender discrimination at schools. Similarly, T 13
took the attention to differential treatment of two genders when they broke the
dress code at schools. The teacher referred to gender stereotyping through
education in his/her response. Another noteworthy point was related with selection
of words “cute” (Tr. Sevimli) for boys who violate dress code and “frowned upon”

(Tr. Igreti) for disobeying girls:
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Kiz ¢ocuklart bir gosteri yapildiginda onlar pembe, onlar mavi kiyafetler. Etekler ya da
pantolonlar. Okul formalar: yine diine kadar béyleydi. Simdi kizlar iginde pantolon
alternatifi var ama bir¢ok okul yine kizlar etek, erkekler pantolon seklinde ¢ocugun
cinsiyet¢i kimligini de direkt ayristiran bir yerden ayrimcilik oluyor bu da... Yonetmelige
baktigimizda, erkek cocuklarin kilik kiyafetine dair belirleyici bir sey yokken viicutlarina
doniik belli bir miidahale yokken, kiz ¢ocuklarimin kiyafetlerine doniik bir miidahale
goriiyoruz bu bast acik degil, kolsuz giyemez. Bu giyemez lafi bir miidahaledir....Bu
dayatma dedigim gibi daha ¢ok kiz ¢ocuklarmmin bedeni iizerinden sekilleniyor. (T 6)

When the school organizes a show, the girls wear pink, and the boys blue. Skirts or trousers.
School uniforms were also that way until recently. Now there is the option to wear trousers
for girls as well, but many schools still choose skirts for girls and trousers for boys. This
also defines gender identity of children, and this is also a type of discrimination... When we
look at the regulations, there is nothing very definitive about boys’ clothing or there is no
interference towards them, but there is interference towards girls’ clothes, she is not
uncovered, she cannot wear sleeveless, and so on... this “cannot wear” is an interference...
this imposition is usually shaped on girls’ bodies. (T 6)

Mesela kiz ogrencinin kilik, kiyafetine daha fazla dikkat etmesi bekleniyor, iste bak etegin
mesela senin kisa deniyor ama erkek oldugunda biraz daha hani sevimli geliyor. Sanki 6yle
bir sey algiladim ben o zamanlar. Yani kiz 6grenci yaptiginda daha igreti duruyor mesela,
hos karsilanmiyor ama erkek yaptiginda, dikkat et, sakalini kes ya da soyle giyin ama ¢ok
baoyle negatif diisiiniilmiiyor sanki. (T 13)

For instance, girls are expected to pay more attention to their clothing. For instance, they say
your skirt is too short, but when it is a boy, it just becomes a bit cuter. | sort of felt that way
those times. | mean when it is the girl breaking the dress code, it is more frowned upon, but
when it is the boy, yes, they tell them to pay more attention, to shave their beard, or wear
this and that, but they do not develop negative thoughts about them because of clothing. (T
13)

In a similar vein, the participating teachers foregrounded gender stereotypes in
their comments on co-education. There were different views on single sex
education among the participants. T 7 and T 10 justified single sex education by
referring to different gender roles assigned to boys and girls. Besides, T 1 further
naturalized single sex education by referring to religious practices. The teachers’

statements invalidated the ways to challenge gender stereotypes through

education:

Yani su anda algiladigim kadaryla negatif bir sey yok gibi, yani kiz, 6gretim programinin
zorunlulugu ¢ergevesinde kizlar ya da erkekler olarak ayrilabilir. Ozelligi ¢ergevesinde yani
cilt bakimi béliimiinde erkeklerin olmasim diisiinemeyiz bizim okulumuzda da var ya da
motor boliimiinde bayanlarin olmast hani ¢ok uygun degil gibi. ...- Yani burada bir cinsiyet
ayrimellig yapildigini diigtinmiiyorum... Yani toplumun getirdigi roller, kadinlara-erkeklere
bigilen roller bu anlamda inkar edemeyecegimiz (T 7)
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I mean as far as | can see, there is nothing negative about this, I mean schools can be
separated as boys’ and girls’ schools, depending on the requirements of instruction type.
Depending on the type of study, | mean we cannot expect boys to study in skincare
department. We also have this in our school. To have girls in departments on mechanics, it
does not look very appropriate to me. ...-I do not think there is sexual discrimination here...
I mean the roles that society gives or sees fit to males and females, we cannot deny these. (T
7)

Kiz cocuklar: ayri okusun, erkek cocuklari zaten ben diisiince olarak, insan olarak buna
karstyim. Kiz ¢cocuklarimin elbette ayri okuyacagi okul vardwr diyelim ki saglik lisesinde kiz
saglik lisesinde meslek lisesinde okuyorsa ona yénelik de o orda ayri okuyabilir veya erkek
cocugun da erkeklerin sadece yapabilecegi bir igse orda ayrt okumasi gayet dogal... (T 10)

Personally, | am against the idea of girls and boys studying separately. However, of course,
there might be schools where girls can study separately, though, say for instance in
vocational schools of health, girls can study there separately. Or if there are jobs only males
can perform, it is very natural that only boys study in such schools. (T 10)

Mesela kiza yonelik kurs olabilir, yemek kursudur ya da ne bileyim kuran kurslarinda da
ayrusa iyi olabilir. Herhalde bu ona yénelik bir sey, biraz tamamen teknik bir kanun diye
diigtiniiyorum ama, o konulara yénelik... (T 1)

For example, there might be courses only for girls, like cooking course, or I don’t know,
maybe it can be better if they are separated in Qur’an courses, too. I guess this is something
regarding these areas, | think this is rather a technical law, addressing issues like these... (T
1)

On the other hand, most of the teachers criticized single sex education for
reinforcing gender stereotypes through education. T 8 and T 2 denounced single
sex education for being discriminatory and criticized persistence of gender
stereotyping in school systems. T 8 highlighted the ways constructing one sex
education environments legitimized gender stereotypes in the society. Besides T 1
and T 8 emphasized the impact of single sex education in reproducing gender roles
in the society:

Evet yine orda kiz ¢ocuklarmmin bazi mesleklerden koparima egilimi oldugunu
diistiniiyorum ben. Yani erkek ¢ocuklari iste ticaret liseleri, makina béliimleri ama kiz
cocuklarin gitti seyler halk egitim kurslar:, Kuran kurslari, ev ekonomisi seyleri yani yine
ayristirma var. Hani kadin belli rollerle belli mesleklere yonlensin erkekler belli mesleklere
yonlensin. ...Buna kisilerin kendileri karar vermeli, yani siz ¢ocuklara sen otomobile
gidersin erkeksin sen kadinsin otomobile gidersin diyemezsiniz. Yani buna siz karar
veriyorsaniz iktidar olarak toplumsal cinsiyeti dayatryorsunuz demektir. (T 8)

...Yes, again | believe there is an inclination to draw girls away from certain types of
professions there. That is, boys go to business high schools, mechanical departments, and so
on, but girls go to public education centers, Qur’an courses, or home economics courses, |
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mean there is a discrimination there. You know, girls should turn towards these occupations,
and boys should head for those occupations. ...Individuals should actually decide on these
issues themselves; that is, you cannot say you are a boy, so you should study automotive,
and you are a girl, you cannot study it. | mean, as a government, if you are the ones deciding
on this, it means you are imposing gender discrimination. (T 8)

Buna kim karar verecek? Evet 6yle bir yonetmelik var, ama o yonetmeligin eger ucu agiksa,
zaten toplumda kiza yiiklenen gorevler, erkege yiiklenen gérevler ayri. Burada iyice artik
kutuplagsmis olacaklar. Keske karma olsa, keske mesela biraz énce konustugumuz bicki-
dikisi erkek ogrenciler de yapsa. Yani kontrolsiizliige gider bu igin sonu o zaman kiz-erkek
ayrimcihgr  yapilir, bu ¢esit bahaneler adi altinda ¢ok daha rahat yapilabilir.
Normallestirilir, insanlar buna aligir... (T 2)

Who will decide on this? Yes, there is such a regulation, but if that regulation is open-ended
and open to interpretation, it is already the case in society that duties assigned to girls and
boys are already different. They will become completely polarized in this way. It had better
be mixed, I wish, for instance, tailoring were done by boys as well, like we discussed earlier.
I mean this kind of regulation ends up unregulated, then boys and girls will be discriminated
against, giving excuses based on this regulation. It will get normalized and people will just
take it for granted... (T 2)

Cocuklarin kendisini rahat hissetmesi a¢isindan ya da baska agilardan bilemiyorum ama
okul agisindan dogru bulmuyorum. Yani okulda kizlarin ve erkeklerin ayri olmast bakis
agilarint degigtirir, onlarin kendilerine bigtigi rolii degistirir, yani o yas gruplarinda diger
arkadaglariyla iletisimde hani onlarin yerlerini gormekte ben ¢ok zorluk yasatacagini
diigtintiyorum... Yani firsat esitligini negatif etkileyecegini diisiiniiyorum. (T 13)

From the point of making kids feel comfortable, or from other points, no matter how you
look at it, I do not find it to be a correct way of practice in terms of school (education). |
mean the fact that boys and girls are separated in school changes their perspective, it
changes the role they assign to themselves. | think it will give them difficulties in
establishing communication with their peers and seeing their places in life.. That is, | believe
it will affect equality of opportunity negatively. (T 13)

4.1.4. Submissive Female Identity

Discursive structure of the documents analyzed in this study formed a submissive
female identity through portraying women as dependent and weak individuals. In
the policy documents analyzed in this study, femininity was defined by weakness,
powerlessness, and submissiveness. In their documents, Egitim Bir Sen and TAP
centralized co-education arguments on differences between two genders. In those
documents, girls were discursively positioned in an inferior status through an

emphasis on female weakness and powerlessness. This discourse is typically

associated with conservative and patriarchal understanding of gender identities:
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...Kadinlar erkeklerden bedensel, ruhsal ve cinsel a¢idan pek ¢ok farkliliklar gosterir.
Egitim ve égretim hayati bakimindan onemli gordiigiimiiz bazilarim swralayalim. Kadinda
genellikle vejetatif sinir sistemi daha oynaktr. Tecriibi psikoloji arastirmalar, kadin ve
erkekte genel akil kapasitesinin esit oldugunu, ancak bu iki cins arasinda akil kapasitesini
olusturan c¢esitli melekeler bakimindan bazi farkliiklarin bulundugunu gostermektedir.
Erkek mantiki istidlal (¢ikarim), sayiarla c¢alisma yetenegi (karmasitk matematik
problemlerini ¢oziimleme) ve teknik beceri bakimindan kadina nazaran iistiindiir. Buna
karsilik kadin; lisan ve konusma yetenegi, hizli yazma, parmak mahareti, hatirlama ve
gozlem hizi bakimindan erkege nazaran iistiindiir. Iki cins arasinda karakter bakimindan da
su gibi farklar dikkati ¢eker: Erkekler karar almaga, bagimsizliga, ihtirasa ve kritik
davramiglara biiyiik egilim gosterir, kadin ise daha insancil ve toplumsaldir; nérozlara (bir
cesit ruhsal bozukluk) daha fazla istidat gésterir; kadin diisiince ve davranislari,
genellikle entelektiiel analizlerden ziyade hislerinin tesiri altindadwr. (Egitim Bir Sen,
2012c)

Women show many differences from men physically, mentally, and sexually. Let us list
some that we consider significant in terms of education. Generally, the autonomic nervous
system is more volatile in women. Experimental psychology research shows that general
intellectual capacity is equal for men and women, but there are some differences in various
faculties that make up the intelligence capacity between these two sexes. Males are
relatively superior to females in terms of logical inferencing (deduction), ability to work
with numbers (solving complex mathematical problems), and technical skills. On the other
hand, language and speaking ability, fast writing/typing, finger skills, and speed of
remembering and observation are better in females compared to the males (2). Differences
in character between the two sexes are noteworthy: Men have a tendency towards taking
decisions, independence, ambition and critical behavior, whereas women are more humane
and social. Women show more inclination towards neuroses (a kind of psychiatric disorder),
and their thoughts and behaviors are often under the influence of their emotions rather than
intellectual analysis. (Egitim Bir Sen, 2012c)

...Yarismaci ve rekabet¢i bir toplum yapilanmasinda erkek ve kadin fizyolojilerinin
birbirinden farkli ozelliklere sahip oldugu ortaya ¢ikmistir. Erkek fizyolojisi, cismani gii¢
gerektiren iy sahalarinda kadin rakiplerine gore ome ¢ikmaktadir. Biitiin diinyada spor
etkinlikleri #im branslarda kadin ve erkek cinslerinin aymi branslarda farkiy rekor
limitlerine sahip oldugunu gostermektedir. (TAP,2013b)

In a competitive society, male and female physiologies have been manifested to have
different characteristics. Male physiology stands out from female competitors in work fields
that require physical strength. Sports events all over the world are organized in such a way
that in all branches male and female genders have different record limits within the same
branch. (TAP, 2013b)

In its report on co-education, Egitim Bir Sen foregrounded physical and emotional

weaknesses of females. The document reflected females as individuals who are in
need of male protection. The wording of the document assembled hierarchical

power relations between two genders which subordinated women to men in

Turkish society:
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Erkekler ézellikle ergenlik déneminde hareketlidirler. Bu ¢agda atilganlik, egemen olma ve
babalik diirtiileri mevcuttur. Kadinda ise ergenlik ¢agi organizmanin korunmaya en fazla
muhta¢ oldugu bir dénemdir. Bu devrede organizmaya agir yiikler yiikletilmesi cinsel —
hormonal olgunlasma siirecinin ahengini bozabilir. Kadinlar bedensel gii¢c bakimindan
erkege nazaran daha zayiftirlar...... Bir arastirmada, kadindaki giiciin erkekte elde edilenin
ancak % 43’iine ulasabildigi tespit edilmistir... Ailede,; erkek i¢in esas olan kadmna sahip
olmak, ona temelliiktiir. Kadin igin esas ise, erkege teslim olmak, sahsiyetini miimkiin
mertebe muhafaza ve onu erkege kabul ettirmek, erkegi kendi “ruh ve beden havzasinda
tutmaknir. (Egitim Bir Sen, 2012c¢)

Males are especially active during adolescence. In this period, they possess instincts of
assertiveness, sovereignty and paternalism. In females, on the other hand, adolescence is a
period when the organism is most in need of protection. In this phase, heavy loads on the
organism may disrupt the sexual-hormonal maturation process of females. Women are
weaker in terms of physical strength than men. ...In one study, it was determined that the
power of females could only reach 43% of males... In family, what is essential for man is to
possess the woman, to have seizin of her. What is essential for the woman, on the other
hand, is to surrender to him, to keep her personality as intact as possible, as well as to get
the man to accept her personality, and to keep the man within his own “natural soul and
body”. (Egitim Bir Sen, 2012c)

Most of the participating teachers emphasized patriarchal values promoting
submissive and powerless females. They referred to differential gender
socialization in the Turkish families and at schools creating female inferiority. T
10 criticized preconceived male superiority over females in Turkish society. In the
background information the teacher referred to differential gender socialization
creating a submissive female identity. Similarly, T 6 emphasized the male
dominated power structures in patriarchal societies. The teacher’s statements
“devlet gelenegi” and “power” (Tr. Gii¢) highlighted legitimate male superiority in
Turkish society. On the other hand, the teacher pointed out inferior status of girls

and male preference in the families:

Yani taa yillardan gelen, dogustan gelen halklari da tam oturmus toplumumuza da oturmusg
bir diisiince var erkek giicliidiir, erkek istedigini yapar. Bir toplumda simdi kizlarimizi ayirip
da bir késeye koydugumuz swrada tamamen bu diisiinceye ¢ocuklarimizi da itmis oluruz
tamamen bunlarin karsisindayim. (T 10)

I mean there is an opinion that has developed over the course of history and has well-settled
among our people and in our society, which asserts men are powerful, men can do what they
desire. In a society, if you put your girls away to a distant corner, you are actually pushing
your kids into this misconception. I am completely against these. (T 10)

Osretmenlerin okullarda kizlara siirekli prensesim, canim benim falan ama erkeklere
aslanim falan gibi diller ile siirekli megrulastivan ve siirekli hani erkekler iginde ¢ok zor
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hani kizlar icin kétii olan ifade hani kiz gibi olmak ama erkekler icinde onlara ¢ok
ogretmenler iizerinden de farkinda olmadan hani aile, 6gretmen, okul dedik toplumsal
diinyada onlara da ¢ok ciddi yiik yiikleniyor. Her zaman giiclii olmasi, aglamamasi
bekleniyor ... Iki cocugundan birini okutacak, tabii ki erkek cocuk devletin geleneginde her
zaman giictiir, neslin devamini sagladigi icin daha on plandadir. Kiz ¢ocuk disarrya
gidecektir falan filan bundan dolay: kizini eve gekiyor oglunu okutuyor. (T 6)

The teachers are using language that constantly justifies discrimination, saying “my
princess”, “my darling” to girls and “my lad!” and “my lion” to boys. I mean this is difficult
both for boys and girls. | mean the idea of being girly is imposed to girls, but at the same
time a really heavy burden is also loaded on boys as well in societal life by teachers, by their
family or by the school. Boys are expected to be strong at all times, and not to cry... They
will allow one of their two kids to study, of course boys are always equated with power in
state tradition, and they are in the forefront since they ensure continuation of generations.
The girl will be married to an outsider, and this and that, so they draw their girls back home,

and let their boys study. (T 6)
Newspaper coverage of educational policies on girls’ education revealed the ways
educational practices reproduced submissive female identity by legitimating male
dominance over women. A sexist message sent by Ministry of Education was a
good example of this phenomenon. The message suggested parents to regulate
their reactions to children’s misbehavior based on their gender. It is further
suggested to monitor and protect girls. There were different interpretations and
reflections of this event in the analyzed newspapers. In the newsreport published
by Sozcti in 2013, the message was criticized pointing out the reaction of parents.
The report also stressed that the message was prepared by psychologists and

counselors which was an implicit criticism:

KIZ COCUKLARI KONTROL ALTINA ALIN: ...Genelde ogrencilerin durumuyla ve
velilerin tutumlariyla ilgili tavsiyelerin paylasildigi adresten velilere giden mesaj, ailelerin
de tepkisine yol acti. REHBER OGRETMENLER HAZIRLADI: Milli Egitim Bakanlig:,
“Anne-babann izleme ve kontrol ¢abalarini artirmasi, erkek ¢ocuklarin uzun vadede daha
fazla problemli davranmig gostermelerine neden olurken, kiz ¢ocuklarin problemli
davramglarinin azalmasi saglamaktadir. Cocugunuza vereceginiz tepki onun cinsiyetine
gore farkly sonuglara yol acabilir.” seklinde gonderdikleri mesajin uzman psikologlar ve
rehber 6gretmenler tarafindan hazirlandigini soyledi. (Sozcii, 2013)

TAKE GIRLS UNDER CONTROL.: ...The message sent to the parents from the e-mail
address which is used to give some advice about the success level of students and attitudes
of the parents caused reaction on part of parents. E-MAIL PREPARED BY
COUNSELLORS: The Ministry of Education reported that the message that read "An
increased parental monitoring and control efforts cause boys to display more problem
behaviors in the long term, whereas these types of efforts help to reduce problem behaviors
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in girls. Your response to your child may lead to different outcomes depending on his or her

gender” was prepared by expert psychologists and guidance teachers. (Sozcii, 2013)
On the other hand, the same message was reflected as a positive execution in the
newsreport published by Akit on 21* August 2013. Discourses on religion and
morals invalidated the criticism of the message concerning female oppression. In a
deeper interpretation, re-contextualization of families’ protection of girls in a
discourse of religion and morals aimed to create hegemonic masculinities in which
government and parents have the right and the authority to control girls’ behavior.
Similarly, girls were situated in an inferior position which dispossessed the right to
actively create their own lifestyle choices. Another noteworthy point was
regarding the meaning of selected word “protect” (Tr. Sahip c¢ikmak) and its

negative connotation:

CHP’den egitime ‘ozgiir kiz’ baskisi

Tek parti doneminde toplumsal ahlakin ortadan kaldirilmasi icin yogun ¢aba harcayan, dini
kisi, kurumlart hedef alan CHP, simdi de ailelerin kiz ¢ocuklarina sahip ¢ikmasina karst
ctkiyor. Kiz ¢ocuklarmmin aileleri tarafindan takip edilmesinin iilke gelecegi agisindan biiyiik
yikimlar meydana getirecegini éne siiren CHP’li Bihlun Tamaylgil, kiz ve erkek dgrencilerin
ayrt ayrt okullarda okutulmasina da itiraz etti.

Kuzlar toplumsal baski altindaymug

Kiz ¢ocuklarimin toplumsal baski altinda bulundugunu savunan Tamayhgil, mesajin kiz
cocuklarina daha fazla psikolojik siddet ongérdiigiinii ileri siirdii. Uzman psikologlar ve
rehberler esliginde hazirlanan mesajin ¢cagdas egitim sistemi ve bilimle alakasi olmadigini éne
siiren Tamayligil, mesajla erkek egemen ve baskici zihniyetin velilere empoze edildigini one
stirdii. (21.08.2013, Akit)

CHP’s pressure on education: Free girls

CHP, which targeted religious people and institutions and tried hard to destroy morals of the
society during one-party period, protests against families’ protection of girls. Bihlun
Tamayligil, who argued that monitoring girls by their families will destroy the future of the
country, objected to single-sex education.

Girls face social pressure?

Mrs. Tamayligil argued that girls face social pressure and message of MONE regarding
monitoring of girls causes psychological violence against girls. She told that the message which
was prepared by expert psychologists and counselors was not in line with contemporary
education system and modern science, and it imposes patriarchal and oppressive mentality to
parents. (21.08.2013, Akit)
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When they were asked to interpret the headlines in those two different newspapers,
some of the teachers expressed that they did not know that ministry send this
message before. However, most of the participating teachers criticized it for being
discriminatory. T 8 and T 3 referred to the traces of patriarchy and gender
discrimination embedded in the message. T 8 condemned the Ministry of

Education for reproducing gender inequalities:

Eger bir ahlaksizliktan bahsediliyorsa siz sadece bir tarafi koruyarak, kollayarak bunun
oniine gegemezsiniz. Diger tarafi da, yani 0 grubu korumak, kollamak yerine o grubu
egitmeniz gerekiyor. Hani balik tutmayi ona da oOgretmeniz, kendini nasil koruyacagini
ogretmeniz gerekiyor. Ogretmediginiz zaman evde baba koruyor, evlendikten sonra koca
koruyor. Velev ki bu denklemde bir sey oldugu zaman, ariza oldugu zaman kadin korunmasiz
kalyor. (T 3)

If you are talking about a profligacy, you cannot prevent this by protecting and watching over
one side only. You need to educate the other side as well, instead of just protecting one side
only. You need to teach her how to protect herself, you need to teach her how to catch fish —
instead of giving her the fish. When you do not teach her, then the father protects her at home,
and then the husband protects her after marriage. And when something happens within this
cycle, when something goes wrong, the girl is left unprotected. (T 3)

Benim bundan haberim olmamisti gercekten ¢ok thi 1ht ¢ok tuhaf ve ¢ok sagma bir sey
yapiyorlar. Iste bu aynen erkek egemen toplumun ya da erkek egemen bakis acisinin esitlik¢i
olmayan cinsiyet ayrimciliguin dimi? Milli Egitim Bakanligi tarafindan aslinda yeniden
tretildigini anlatiyor yani. (T 8)

I did not know about this really; they are doing something weird, very ridiculous. This is an
exact reflection of male-dominant society, male-dominant perspective, and non-egalitarian
gender discrimination, isn’t it? I mean it shows that it is being reproduced by MoNE. (T 8)

T 5 and T 3 questioned why female identity was associated with decency and

morality:

Tamamen cinsel ayrimciligi olan bir mesaj ve benim diisiincem bu.. Neden erkek degil de kiz
yani neden kizlarin iizerinden béyle bir mesaj gelmis, ger¢ekten bu cinsiyet ayriminin bir
ornegi....Bunu direkt ahlakla bagdastirmiglar. Yani sanki kiz cocugu esittiv ahlak yani. (T 5)

It is a message that definitely involves gender discrimination, and | am of that opinion.. Why is
this message based on girls, and not on boys? This really is an example of gender
discrimination... They directly linked this with morality. That is, (the message says) a girl is
equal to morality. (T 5)

... Kizlarinki namus, erkeklerinki degil mi ya da hem dini kriterler yoniinde, hem yasalar
ontinde yapilan ahlak ya da ahlaksizligin seyleri farkl midir? Degildir. Ama dedigim gibi 2
goriise de katilmyorum. Evet insanlar ¢ocuklarina sahip ¢ikmali, ¢ocuklarint korumali ama
cocuklarini. Kizlarini ya da erkeklerini degil, ¢cocuklarini. Ama diger taraftan da kizlarin
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korumak demek de sey degildir, kiz ¢ocuklarmi baskilamak anlamina geldigini de
diigtinmiiyorum. (T 3)

... Doesn’t what counts as pudicity for girls count as pudicity for boys? Both in terms of
religious criteria or before law, are morality (pudicity) or immorality (impudicity) different
entities for different genders? No, they are not. But, as | said, | disagree with both opinions.
Yes, people need to look out for their kids, protect their kids, but their “kids”, not their
daughters or sons, their kids. However, on the other hand, | do not think protecting your
daughter means suppressing or pressurizing them. (T 3)

In their interpretations, teachers emphasized the concept of female oppression. T 5
stated that the message implied that women were in need of protection and
suggested keeping girls at home in the name of protection which created female
oppression. T 8 asserted that headline presented in Newspaper C legitimized
female oppression and patriarchal power by suggesting parental control over girls’

behavior and it created psychological and symbolic violence:

Yani kizlar kontrol altina alin, erkekler serbest kalsin. Burada sanki kizlarin zararli ve kontrol
altina alinmast gereken varliklarmis gibi davranimis yani. Kapatilmas: yani burada mesajlar
kizlar1 eve kapatin gibi ve baski altina alin gibi. Bu baski yaratir yani. (T 5)

This means take girls under control, suppress them, and let the boys free. Girls are treated here
as if they are harmful creatures that need to be taken under control. They need to be locked up, |
mean here the message is to lock them up at home and put them under pressure. This creates
pressure, of course. (T 5)

Sahip ¢itkmaktan kasti da orda onlart iktidar altina alin, kizlar kadinlar kontrol edilecek
varliklardw, siirekli kontrol edilmeleri gerekir gibi bir sey var arka plan bilgisi var bura da.
Yani onlar siirekli kontrol edilmelidir, kiz cocuklarini kontrol edin hani kizini dovmeyen dizini
dover diye bir sey var ya. ...kiz ¢ocuklarinin iizerinde bir sembolik siddet, psikolojik siddet
tiretiyor. Bunu okuyan bir ¢ocuk burada bir sembolik siddeti hissedecektir. Ve burada kiz
cocuklarinin siirekli takip edilmesi dediginiz sey ailelerin ¢ocuklar iizerinde iktidar kurmasi,
daha ¢ok da erkek egemen iktidarini kiz ¢ocuklarinin tizerinden yeniden iiretilmesi s6z konusu.
(T6)

What it means to “look out for/protect” them is to lay claim to them, girls and women are
entities to take control of. Here, there is the hidden message that they need to be constantly
controlled. That is, they need to be checked regularly, control your daughters, as in spare the
rod and spoil the girl. ...It creates symbolic violence and psychological violence on girls. A
child who reads this will feel the symbolic violence. And here what it means to follow girls
constantly is to rule over the girl; and even more here you are reproducing male-dominance
over girls. (T 6)

... Cocuklar baski altina alan kiz ¢ocuklari tizerinden erkek egemen toplumu yeniden tiretmeye
yonelik bir haber, kiz ve erkek ¢ocuklarini esit goren bir haber degil bu, séylem de degil yani.
(T8)
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... This is a piece of news that puts girls under pressure and aims to reproduce male-dominant

society over girls. This news is not something that takes girls and boys equally, neither is the

expression used there. (T 8)
Moreover, the analysis revealed further evidences of discursive construction of
particular gender identities that work to privilege men over women. Egitim-Sen’s
report criticized preconceived assumptions regarding womanhood and female
sexuality which served to promote single sex education. The document denounced
the supporters of gender segregation for reinforcing a submissive female identity.
The negative connotations of the selected words “dangerous” (Tr. Tehlikeli) and
“objectionable” (Tr. Sakincali) were noteworthy. In the background information,
the document revealed that co-education was supported in the name of protecting

girls due to their weak and dependent personalities:

Ortagag’dan itibaren bazi din ve inanglarin, kadimin seytana aldanabilen zayif dogast ve
kisiligi iddiasindan hareketle, hayatin c¢esitli alanlarinda erkeklerle bir araya gelmesini
tehlikeli ve sakincali olarak gormiistiir. Karma egitim karsitlart kadinlar ile ilgili olarak
“fitne”, “fesat” fikirleri bulunan, onlar: ergenlikten itibaren erkekleri tahrik eden, cinsel bir
nesne olarak goérmekte ve bu nedenle egitimde tek cinsiyete dayali egitimin uygulanmasin
savunmaktadur... (Egitim Sen, 2014c¢)

Since the Middle Ages, some religions and beliefs, acting in the light of the weak nature and
personality of a woman which can be deceived by the devil, have considered their coming
together with men in various areas of life as dangerous and objectionable. Opponents of mixed

education view women as having "fitna", "mischief" ideas, see them as a sexual object, which
provokes men starting from puberty, and therefore advocate the practice of single-sex
education... (Egitim Sen, 2014c)

The analysis revealed that some of the news reports foregrounded sexual abuse
and sexual deviation within the discourses of co-education. One example could be
found in the news report of 28™ of September 2014 published in Akit. The report
aimed to impose single sex education on the surface interpretation. In deeper
interpretation, they aimed to create a hegemonic possession in which government
and parents have the authority to control girls’ behavior in the name of protection.
Discussions on sexual abuse portrayed girls as sexual objects which served to

create a weak and dependent female identity:

136



Karma egitim tacizi tetikliyor

Okul miidiir yardimcist kizli-erkekli oturmayr yasakladi ve sordu: Hayat kadini mi
olacaksiniz?

Research findings reveal that coeducation does not have a positive impact on students; rather, it
triggers and increases the cases of abuse at schools. (28.09.2014, Akit)

Coeducation Triggers Abuse

School Vice-Principal forbade girls-boys sitting together in class and asked: Will you be
prostitutes?

Yapilan arastirmalar ‘Karma egitim modeli 'nin 6grencilerin pedagojik egitimi iizerinde arti bir

etki olusturmadigi tam aksine taciz olaylarmmi artirdigini ve tetikledigini ortaya koyuyor.
(28.09.2014, Akit)

The news report of 2" December 2014, Cumhuriyet foregrounded the ways certain
female identities were encouraged by supporters of single sex education. The
reported referred to arguments on sexual abuse in mixed gender schools and
criticized the dominant ideology inclining single sex education in the background
information. Negative connotations of the selected words ‘“almond-shaped
moustache” (Tr. Badem biyik) and “social pressure” (Tr Mahalle baskisi) are
noteworthy in this sense:

Tasfiye Swrast Karma Egitimde: Veliler, okul miidiirlerine gidip kizlarimi oglanlarla aym
okulda okutmak istemediklerini soyleyecek. Eh, madem talep var; “hizmetkdr devlet”,
kizlara ayri okul agacak. Bir siire sonra siz, “Benim kizim karma okusun” dediginizde
miidiir bey badem byrgimin altindan siritarak, “Emin misiniz” diye soracak. Kizinizi elinizle
kétii yola itiyormussunuz gibi bir hava yaratacak. Mahalle baskisi yogunlasacak... Eger
karma egitim, ahlak erozyonunu, cinsel tacizi, erken hamileligi tetikliyorsa, otobiiste,
metroda, ucakta kadin-erkek birlikte seyahatin de aymi tehdidi icerdigi séylenemez mi?
Hatta ayni isyerinde kizli-erkekli ¢alismanin, ayni halkoyunu ekibinde el ele tutugmanin,
giderek ayni caddede birlikte dolasmanin da tehlikelerinden soz edilemez mi? O halde
“pozitif ayrimcilik” veya “kizlart koruma” bahanesiyle kadini toplumdan soyutlamakta,
sonra da hepten evine yollamakta yarar yok mudur? Hazirlanan tam da budur. (02.12.2014,
Cumhuriyet)

Now is the turn for coeducation to get eliminated!: Parents will go to school principals
and ask for their daughters not to study together with the boys in the same school. Well, now
that we have request for it, “the servant state” will open schools exclusively for girls. After a
while, when you go to schools and say “I would like my daughter to receive coeducation”,
the principal will ask you, smiling under his almond-shaped moustache, “Are you sure?”.
He will create an atmosphere as if you were throwing your own daughter to the lions by
your own hands. Peer pressure will intensify... If coeducation triggers moral erosion, sexual
abuse, and early pregnancy; then, can't we claim that it is the same for all places where both
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genders stay together, as in traveling together in busses, trains, and planes? Can’t we even
talk about dangers of working together with the opposite sex, holding hands with them in
the same folk dance team, and, gradually, walking together on the same street? The agenda
aimed through such discourses under cover of 'positive discrimination' and 'protection of
girls' is detaching women from society altogether. (02.12.2014, Cumhuriyet)

When they were asked to interpret the aforementioned news, most of the
participating teachers agreed that the emphasis on “protection” of girls defined
females as weak and inferior individuals. In a similar vein, T 8 condemned sexual
objectification of women through gender segregation arguments. The teacher
criticized the print media for positioning women as inferior to men through sexist

discourses which resembled patriarchal value system:

...Kizlarin sanki boyle ¢ok korunmaya muhtag, giivenliklerinin saglanmas: gereken bir yonii
varmis gibi sergileniyor, yani hep bu var zaten, hep kiz ¢ocuklart koruma ¢abast var. O
bahane ama sanki o bakimdan géndermiyorlar gibi bu tamamen bahane, géndermemek igin.
... Kiz ¢cocuklarin gelisimini de olumlu yonde etkilemedigini diisiiniiyorum. Cok kii¢iik yasta
kimlik veriliyor onlara, sen kadinsin kimligi veriliyor. (T 2)

Girls are presented as if they are in need of protection and as if they need to be kept safe, I
mean it is always the case anyway, there is a constant effort to protect girls. That is just an
excuse, though. They act as if they are not sending their daughters to school for this purpose,
but it is just an excuse not to send them to school. ... I do not think it affects girls’
development positively. They are given an identity at a very young age in this way, they are
given the identity of womanhood. (T 2)

Karma egitim namus ve namussuzluk ile eslestiriliyor ne aci. Keske toplumsal ihtiyaclar
agisindan olaya bakilsa. Haberlerde karma egitimle birlikte kadwin ikinci sumif vatandas
olarak goriilmesi de destekleniyor...(T 12)

Coeducation is associated with pudicity and impudicity, what a shame. If only we looked at
the issue from the viewpoint of societal needs. On the news, the fact that women are seen as
a second-class citizen through coeducation is also supported... (T 12)

Kadini sadece bir yararlanilacak bir cinsel obje olarak goren bir mantik var, diyor ki kiz
cocuklar: erkeklerle beraber okursa erkekler onlara saldirir. Ya da efendim, burada onlarin
kafasindaki kadini namus olarak gérdiikleri i¢in tamam mi, sadece namus objesi olarak
kadin olarak bunlarin kadimin bedeni iizerinden bir politika yiiriitiildiigii i¢in surada bu
soylenenlerin hepsi kadini asagilamaya yonelik, onu fetis olarak bir obje bir cinsiyet objesi
olarak gésteren bir sey. Yani burda insanlarin karma egitimde insanmin insanla olan
iliskisini engellemeye doniik olarak, niye bir istekte bulunuyor onu anlamis degilim. (T 8)

There is a mentality that views women merely as a sexual object to be taken advantage of,
which says if girls study together with boys, boys will attack them (sexually). This is what
they have in mind, it is because they equate women with pudicity/chastity, right? They see
them merely as an object of chastity. Since they are following their policies upon women’s
bodies, these all what they say about women here are all humiliating. These are showing
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women in a fetish way, as an object, as a sexual object. | do not understand why they are
attempting something in a way to prevent people’s interaction with each other. (T 8)

In the news reports, discourses on headscarf and dress code foregrounded the
arguments regarding female honor and protection. The news report of 6™ February
2008 published in Radikal highlighted that wearing headscarf was associated with
honor and protection. The title of the report drew the attention to male supremacy
reinforced by dress code outlined for women. The details selected revealed the
ways headscarf was encouraged by males in the social realm validating male
dominance over females. In the background information, the report referred to
submissiveness and powerlessness created through imposing headscarf over
women. The narrative structure of the report indicated that the newspaper adopted

a critical perspective regarding headscarf issue:

Tiirban tartismasi: Erkeklerimiz bunu hak ediyor mu?

Bir ruh hekimi olarak bir geng¢ kizin kendini neden kapatacagi konusu beni hep ¢ok
ilgilendirdi. Bu nedenle, tiirbanin yasak olmadigi ve iiniversite yasamina ilk girdigi yillarda,
kapanan égrenci kizlara, uygun ortamlarda samimi olarak bunu sordum ve onlarla ¢egitli
samimi konusmalarimiz oldu. Kiz 6grencilerin biiyiik kesimi, kapandiktan sonra erkeklerin
kendilerine artik taciz edici sekilde bakmadigini, 'bir baci' muamelesi gordiiklerini
soylerlerdi. Ozellikle Istanbul disindan gelen kizlar i¢in kapanma, bir tiir savunma araciydi,
bu 'bana dokunmayin' mesaji vermek gibi bir seydi. Ustelik toplumda ozellikle erkekler
okumusg- yazmis kesimin kapanmasindan ¢ok memnundu. Cogu satict odiillendirir gibi en iyi
mali ¢ok ucuza satiyor, ‘aferin kizvm' bigimi onlari destekliyordu. (06.02.2008, Radikal)

Headscarf debate: Do our men deserve this?

As a psychiatrist, why a young girl would cover herself has always kept me very interested.
For this reason, at a time when turban was not banned and covered girls started entering
universities for the first time, | sincerely asked this to girls in an appropriate environment for
them and had various sincere conversations with them. A big part of the girls said that after
they covered their heads, men did not look at them harassingly anymore, they were treated
like “a lady”. Especially for girls coming from outside Istanbul, veiling was a kind of
defense mechanism. It was like giving the message of 'Do not touch me'. Moreover, the
society, especially men, was pleased with the veiling of educated women. Most sellers were
selling their best products very cheaply as a way of rewarding them and saying 'well done
my daughter, well done!". (06.02.2008, Radikal)
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The news report of 2" March 2015 published in Yurt foregrounded how dress
code regulations at schools served to monitor and control female behavior. The
school principle legitimized the sexual abuse by directing boys to control girls’
dressing:

Miidiir Yardimcisi: Mini etekli kizlar: taciz edin

Kepez Atatiirk Anadolu Lisesi miidiir yardimcisi Filiz G., okuldaki 31 sinif baskanini
toplayarak, "Bu okulda kizlar mini etek giyiyor. Bu tacize agik bir durum. Béyle giyerlerse
tacizi hak ediyorlar. Erkek dgrencilerden bir tim kuracagim. Erkekler mini etek giyen kizlari
once uyaracak. Eger devam ederlerse taciz yapilacak” dedi. (02.03.2015, Yurt)

Vice-Principal: Harass the girls in mini-skirts

Filiz G., vice-principal of Kepez Atatiirk Anatolian High School, gathered 31 class
presidents at the school and said, "Girls are wearing miniskirts in this school. This is a
situation that invites harassment. They deserve harassment when they wear it. 1 will put
together a team made up of male students. They will first warn the girls in miniskirts. If they
continue wearing them, they will be harassed by the team." (02.03.2015, Yurt)
When they are asked to interpret aforementioned news reports, the participating
teachers centralized their arguments on sexual abuse and female honor. They
criticized the idea that veil that is a protection and a symbol of honor for women
through making comparisons between veiling and non-veiling women. In the
background information, the teachers referred to the expectations placed on
women from an early age to submit to men. Those expectations manifested itself
in the form of veiling. Likewise, T 8 specifically emphasized that headscarf is a

symbol of male dominance and inferiority of women in the society:

Kadinlar: da kendi arasinda ayiwrmis oluyor, agik ve kapali olarak, dogru savunma araci
olabilir. O sekilde bakiliyor olabilir erkek goziiyle o dogrudur. Ama sanki basi acik olan sey
degil gibi. Namuslu degilmis gibi goriiniiyor. (T 2)

You are making a distinction among women themselves in this way, as covered and
uncovered women. It can be considered a correct defense mechanism in a way because it is
a fact this is the way it is interpreted from a man’s perspective. But it sounds as if the ones
that are not covered are not... well... they look as if they are not virtuous/pure. (T 2)

O zaman iste kiz égrenciler tacizden korunmak igin, bir bact olarak gériinmek icin
kapanwyorlarsa, o zaman karsi bir mesaji da bunun hani tersten okunmasi da agiklar.
Buyurun gelin beni taciz edin anlami mu yiiklii a¢iklarda da diyesi geliyor insanin. Bana
dokunmayin mesaji veriyorsa tiirban, agiklar da bana dokunun mu diyor? (T 3)
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Then, if the girls are covered in order to be free of harassment, or to be considered as a
“lady”, then this message will also be counter-interpreted. You are inclined to ask yourself,
are the uncovered ones inviting others for a harassment? If the turban is giving the message
of “do not harass me, are the uncovered ones asking for a harassment? (T 3)

...Cocugunu o sekilde gondermeyi diigiinen bir veli ise ‘Ya, evet, iyi kapali gonderdim.
Cocugum daha diizgiin anlagilyyor. Daha dindar yetisecek, daha iyi olacak, daha namuslu,
erkekler onu rahatsiz etmeyecek’ diye de gorebilir. Farkl sekilde gazete okuyan kigiler tam
tersi bu durumdan endiselenip, iste bu kez ¢ocuklar arasinda bir ayrim yapilacak sanki hani
kiz ¢ocuklarmin bir kismi daha namuslu, daha iyi de digerleri 6yle degilmis gibi bir algi
olusturulacak. Hani bu da daha biiyiik bir ayrima yol acacak diye de diistinebilir. (T 14)

...A parent who is considering to send their girl to school covered will tend to think “Well,
yeah, | made a correct choice by sending her to school covered. Now she will be more
religious and purer, become a better person, and boys will disturb her less”. Another person
who follows newspapers with different ideology will think oppositely and will be worried
about the situation, thinking now this time a distinction will be made between girls
themselves and they will find some of the girls purer and more virtuous, which will cause
further discrimination. (T 14)

Saginin goriilmesinden erkek etkilenecek diye siz saginizi gostermiyorsunuz onun igin
ortiiyorsunuz, ya da béyle diyorlar birileri dolayisiyla siz siirekli erkegin egemenligini,
erkegin baskisint mesrulastiran bir kiyafetle yasiyorsunuz. Dolayisiyla kisi o egitim
siirecindeki uygulanan bu miifredatla ya da bu egitim uygulamalariyla erkek egemen kiiltiirii
igsellestiriyor. Evet diyor erkekler iistiindiir, benim értiinmem lazim. Yani erkek kafasini
cevirsin benden rahatsiz olursa demiyor ya da diinyada pek ¢ok yer var bakilacak, niye
bana bakiyor demiyor ya da bana bu sekilde bakmaya hakki var mi diye de sorgulayamiyor,
tamamen kendisinin suclu oldugu, su¢lu olacagi ve teshirci konumuna diisecegi bir siire¢
yaratiliyor. (T 8)

You are not showing your hair fearing that boys will be influenced by this, and you are
covering your head, or this is simply what they argue, in either case you are starting to live
in a clothing style that constantly justifies male dominance and male pressure. Therefore, a
girl who receives education under this curriculum or under these educational practices
internalizes a male-dominant culture. Yes, they say, men are superior and | need to be
covered. I mean she is not saying “if the man is disturbed with me, he can just turn his head
around” or “there are so many things to look at in the world, why does he choose to look at
me” or she is not questioning if he has the right to look at her that way. An environment in
which she is found utterly offending and a position she will be seen as an exhibitionist are
constantly created. (T 8)

Besides, participating teachers foregrounded gender discrimination experienced in
those schools in their interpretation. T 8 criticized sexual objectification of girls

through employing control mechanisms over female body:
Okulda ¢ocuklar mini etek giyiyor, tayt giyiyor, okul kiyafeti giymiyor bu tacize agik bir

durum? Yani kiz ¢ocuklarini taciz edilecek nesneler olarak géren bir zihniyeti okula
yerlestirirseniz, onlari kapatirsiniz. (T 8)
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Girls are wearing miniskirts and tights in school and not uniforms, this is a situation that is
open to harassment. If you display a mentality that sees girls as objects to be harassed in this
way, you just get them covered. (T 8)

Biiyiik bir ihtimalle iste disiplinle bas edemeyince erkeklerden yardim almasi. Burada da
tabi cinsiyet ayrimciligi var sen erkegin niye aklina éyle bir seyi sokuyorsun o da ayri bir
mesele. (T 1)

Most probably the school management is using this argument based on boys’ attitude when
they cannot control the issue through disciplinary methods (when they cannot deal with girls
not following the dress code). But here there is gender discrimination again. Why are you
implanting the idea of harassment in boys’ mind, this is another side of the issue. (T 1).

4.15. Conservative and Muslim Women

According to the results, dominant discourse in educational policy texts and media
texts promoted a conservative and orthodox female identity. On the other hand,
some of the policy documents and newspaper clippings included criticisms of the
dominant ideology in the country which limited women’s choices and freedom
within the borders of patriarchal and conservative value system in the society. To
start with, in Ulued’s report on 4+4+4 education system, there was an emphasis on
including religious elements in the curriculum and in the textbooks. The discursive
details included in the document are circumstantial evidences of the attempts to
organize the curriculum and textbooks to promote a conservative female identity.
The document adopted a conservative perspective in guiding to omit the parts of
the course book which are not in line with Islamic ideology. Another important
finding was related with the meaning of the selected word “postpone veiling” (Tr.
Tesettiirii 6telemek). The document supported wearing headscarf at early ages in

the background information.

Yeni Sistemde Miifredatin Yeniden Ele Alinmasi Gerekir

Kitaplarda hatt-r Kur’an’i, Islam mukaddesatini, tesettiirii asagilar ve dteler kisimlar
bulunmaktadir. Bunlar hemen ¢ikartilmalidir... Su asamada gerek hazirlanacak programda
gerekse yazilacak ders kitaplarinda iman hakikatleri esas alinmalidiv. Kur’an’in mucizevi
yonii ve Peygamber efendimizin mucizelerinin yer aldigi bu dersler, égretici olmasinin
yamnda, egitici ve davranislara yon verici olmalidir. (ULUED, 2012)

The Curriculum Needs to be Reevaluated in the New System

The books contain parts that humiliate the words of Qur'an, the Islamic sanctities, and
veiling. These parts must be removed immediately... At this stage, both the curriculum to be
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prepared and the textbooks to be written should be based on the truths of faith. These
lessons, which will contain the miraculous aspects of the Qur'an and the miracles of our
Prophet (saas), should not only be educational and instructive, but also possess aspects that
will guide the behaviors of students. (ULUED, 2012)

Different Egitim Sen reports foregrounded the ideological and political aspects of
changes and regulations implemented in 4+4+4 education system. Recent
education policies on religious courses, co-education and imam hatip middle
schools were criticized for inclining religious youth and promoting a conservative

female identity:

Egitim miifredatinin dini séylem ve kurallara gore degistirilmesi, ogrencilerin kilik
kiyafetlerinin dini referanslara gore belirlenmesi, din derslerini secmeye zorlanmasi, din
egitiminin okul oncesine hatta kreslere kadar indirilmesi, 4+4+4 ile okullarin déniisiimii
siirecinde en donamimli okullarin imam hatip yapilmasi, yeterli talep olmamasina ragmen
israrla normal ortaokullar i¢inde imam hatip simiflarinin agilmasi, dogrudan inang istismari
seklinde giindeme getirilen her okulda ibadethane (mescit) a¢ilmasimin zorunlu hale
getirilmesi gibi uygulamalar “dindar nesil” hedefiyle hayata gegiriliyor. (Egitim Sen,
2014c)

Such practices as changing curriculum according to religious discourse and rules,
determining school uniforms based on religious references, forcing the students to choose
religion courses, starting religious education during pre-school period or even in
kindergarten, making imam hatip high schools (religious vocational high school) most
equipped of all schools during the transformation of schools with 4 + 4 + 4, persistently
trying to open imam hatip classes within regular schools despite lack of enough request for
it, and pushing the requirement of opening a prayer room in every school, which is
considered a direct belief abuse, are being realized within educational system with the aim
of creating a "religious generation”. (Egitim Sen, 2014c)

Ogretmenlerimizin, Cocuklarimizin Gelecegine Sahip Cikmaya Devam Edecegiz!

Egitim Sen olarak 4+4+4 seklinde ifade edilen diizenlemenin egitimin niteligini artirmak
icin degil, egitim hizmetini sirketlere sunmak, ¢ocuklarimizi is¢ilestirmek ve miifredatin
daha fazla muhafazakarlastiriimasin saglamak amaciyla yapildigini ifade etmistik. Bunun
kizlarin egitimine bakan yiizii kizlarmm ev islerinde kullanilmast ve muhafazakar kadin
kimligi ¢izilmesi. (Egitim-Sen, 2012c)

We Will Keep Protecting the Future of our Teachers and Students!

As Egitim-Sen, we have stated that the regulation, expressed as 4 + 4 + 4, is introduced not
to increase the quality of education, but to hand in educational services to companies, to
make our children workers and to make the curriculum more conservative. On the girls'
education side of the issue, the aim of this regulation is to get the girls to be used in
domestic work and to build a conservative woman identity. (Egitim-Sen, 2012c)
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Kiz ¢ocuklarmmin ayri okullara gonderilmesini savunmak, egitimde cinsiyet egitligini
saglamayr degil, mevcut esitsizlikleri daha da derinlestirmeyi, kadinlarla erkeklerin dini
gerekgelerle mekanlarint aywrmayi, kamusal alanda kadinlarin varhigim smirlandirmayi
hedeflemektedir. Béylesi bir tutum Tiirkiye deki mevcut cinsiyet ayrimci yapiyi pekistirecek,
toplumdaki ataerkil diizenin sonucunda var olan ayrimciligi derinlestirecektir. (Egitim Sen,
2014c)

Defending the practice of sending girls and boys to separate schools aims not to achieve

gender equality in education, but to deepen current inequalities, to divide the environments

of men and women based on religious reasons, and to limit the existence of women in the

public arena. Such an attitude will reinforce the already-present gender discrimination in

Turkey and deepen the discrimination that already exists as part of patriarchal order in

society. (Egitim Sen, 2014c)
The news reports highlighted the ways a conservative and religious female identity
was promoted through regulations in dress codes. The reports contextualized
headscarf issue within the discourses of conservative and religious values imposed
to children at early ages. The news report of 24™ September 2014 published in
newspaper Milliyet negated the meaning of veiling (Tr. Tiirban) by drawing the
attention of the reader to the political and ideological underpinnings of the
regulation in deeper interpretation. Likewise, Yurt centralized the news on
headscarf regulation on the goals of the government to raise devout youth by

quoting the president of the time:

TURBAN DOKUZ YASINA INDI...

4+4+4 sistemine gecilirken séyledik.. Ilkokulun dért yila indirilmesinin de okula baslama
yasmin bese cekilmesinin de nedeni buydu.. Amag, dokuz yasina, on yasina gelen kizin
tesettiire biirtinebilmesiydi. Gerisi teferruat.. (24.09.2014, Milliyet)

TURBAN AT THE AGE OF 9

We warned about it when they were introducing the 4 + 4 + 4 system. The reasons why the
number of elementary school years was reduced to four and the age of starting school was
made five were obvious to us. The aim was to be able to get the girls to be covered from the
age of nine to ten. The rest is simply detail. (24.09.2014, Milliyet)

5’inci siniftan itibaren bagortiisii

Bir giin olmuyor ki egitimle ilgili iyi bir haber duyalim. Son on iki yilda AKP ile beraber
egitim adeta can c¢ekisiyor. Hatirlarsaniz, Basbakan Erdogan, 2012 yili Subat ayinda
yaptigi agiklamada aynen su ifadeleri kullanmisti: ‘Biz muhafazakar, demokrat, tarihten
gelen ilkelerine sahip ¢ikan bir nesil yetigtirecegiz. Bunun icin variz. Beyler, once baginizi
one egin de hem ¢agdas hem dindar bir nesil nasil yetistirilirmis onu bir diistiniin.” demisti.

(24.09.2014, Yurt)
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Headscarf at the 5th Grade Level:

There is not a single day when we hear good news about education. Education system has
almost been in the throes of death for the last twelve years of AKP.

If you remember, President Erdogan used these exact expressions in his explanation in
February, 2012: “We will raise a generation that is conservative, democratic and who
preserves the values and morals of the past. We are here to do this. Gentlemen, you need to
consider how to raise a generation who is both modern and religious”. (24.09.2014, Yurt)
In a newspaper clipping of Radikal published in 2008, there were implications on
the ways headscarf served to reinforce traditional gender roles and conservative
female identity. The education policies of the governing party were denounced for
limiting women’s life choices outside the periphery of family. The report referred
to the gender policies of the governing party which defined the familial sphere as
the natural locus of women and support education of women in order that they

fulfill their domestic responsibilities appropriately:

AKP'nin hedefi, kadin dayak yemesin, egitimli olsun, evinde otursun:

Kadin ve aileden sorumlu Deviet Bakanhigi'min ¢alismalariyla AKP, kadina yonelik siddete
karst iyi miicadele veriyor. Tiirban diizenlemesiyle de gen¢ kizlara iiniversite kapisini
agwyor. Ama konu, kadimin toplumsal konumunun giiclenmesi, is hayatinda yer almasi
olunca AKP c¢izgisini belli ediyor: kadinlar evinde oturup miimkiin oldugunca ¢ok ¢ocuk
yetistirmek. (Newspaper M)

The goal of AKP is to hinder violence against women and to make them educated
housewives at the same time:

Thanks to the efforts of Ministry of Women and Family, AKP fights well with violence
against women. Likewise, the new regulation on headscarf opens the doors of universities to
girls. However, in relation to rising the status of women in society and involving them in the
workforce, AKP shows its real standpoint: Women should stay at home and raise as many
children as possible. (13.03.2008, Radikal)

The participating teachers emphasized the role of education in creating a
conservative female identity. T 9 reflected headscarf as an agent of gender
socialization. The teacher criticized imam hatip schools and imposing headscarf on
girls which reinforced conservative and religious female identity at very early
ages. Besides, T 5 provided further examples of differential gender socialization in
an imam hatip school. The teacher portrayed how unequal treatment of girls in

imam hatip schools positioned them as inferior to boys The details included in the
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teacher’s response revealed that a conservative and religious female identity was
promoted in imam hatip schools.. The meaning of the seleceted words and
expressions were also noteworthy: “due to religious obligation” (Tr. Dini taasuptan
dolay1) and “because the voice of the girls is forbidden” (Tr. Kizlarin sesi haram
oldugu igin). Besides, T 8 referred to ideological aspect of inferior status of girls in

imam hatip schools:

Tabi kiz ¢ocuklart da Imam Hatip okullarina gitsin direk ortaokuldan sonra iste okuldan
sonra evde oturtulsun okudu mu okudu ya da iste gitsin Kuran kursunda hoca olsun direk
ontinii kesiyor zaten ¢ocuklarin... Burada kendini kapatma mesaji var yani, kendini kapat.
Ve ¢ocuk kendini ifade etmesini 6yle yani hareketlerinde her sekilde aslinda ¢ocuga bir
kisitlama getiriyorsun. Hani senin kafan kapali sen Miisliiman evladisin hareketlerine dikkat
et demis oluyorsun. (T 9)

Of course, let the girls go to Imam Hatip schools right after secondary school, and let them
sit at home after school. When you ask the parents “did she study?”, the answer is “yes, she
did”. Or let her go to Qur’an course and be an instructor there afterwards. This is directly
cutting her off anyway... and here there is a message to cover herself, cover yourself. And
the girl cannot learn to express herself. In her actions, in every way, you are bringing
limitations to the girl. I mean you are saying, your head is covered, you are a Muslim girl, so
you need to watch your actions. (T 9)

Simdi benim kendi okuluma baktigimizda imam hatip ortaokulundayim ben. Orada mesela
erkekler on plana ¢ikar. Yani bir koro olusturulacaksa kizlarin sesi haram oldugu igin iste
erkeklerden koro olusturulur. Miifredatta bir ayrim yok. Bunu miifredata uygulayan
Ogretmen, yapiyorsa bunu dgretmen yapiyordur. Yani miifredatta birebir dyle bir sey yok
yani miifredatta. Dedigim gibi okulun misyonu onemli, diger okullari bilmiyorum ama
benim okulum imam hatip ortaokulu. Lise kismuni da gozlemleyebiliyorum. Hele lisede bu
direkt var yani. Biraz daha ortaokulda kiigiik goriiyorlar ama lisede ¢ok bariz var zaten.
Ergenlik yasina girdikleri i¢in dini taassup geregi dini olciilerden dolay: kiz ¢ocuklarinin
sesinin haram olmast ya da dini bakis agist oldugu icin okulda diyebilirim.... Direkt bir
baski yok, sozsel bir sey yok ama psikolojik olarak ¢ocuk etkileniyor ve o da basortiisii iyi
bir sey, takilirsa iyi olur, takilmazsa kotii diyerek algilayip takabiliyor. (T 5)

When you look at my school, for instance, | am in imam hatip middle school, by the way,
you see that boys are always in the forefront. That is, if you are going to form a choir, it is
formed by males only since girls’ voice is considered illicit in Islam. There is no such
distinction in the curriculum. It is the teacher that applies this in the curriculum, if it is done,
it is the teacher doing it. Like | said what really matters is the mission of the school. | do not
know about other schools, but my school is imam hatip middle school. | can also observe
high school section. In high school, it is even stricter. They consider girls rather junior in
middle school, but in high school everything becomes more obvious. | can say the reason is
that since they have entered adolescence, due to religious bigotry or religious criteria and
religious perspective, girls’ voice is considered illicit. There is no direct pressure. There is
nothing verbal, but the girl is influenced psychologically, and she starts to wear a headscarf,
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thinking that headscarf, or wearing a headscarf is a good thing, and it is wrong not to wear
it. (T 5)

Imam olmayacak kiz ¢ocuklarimi imam hatiplerde okutmak onlarin gelecege yinelik
umutlarint kiran bir siireg... Imam Hatiplerde kiz cocuklarini siz ikincillestiriyorsunuz imam
olamayacagi halde onu orda okutuyorsunuz bu da bir ideolojidir....Iste basértiisiiniin
dayatilmast bir yanwyla orda Imam Hatip okullarinin bagsértiisiiniin uygulamast ve onun
disinda da ¢ocuklarin diger okul diizeylerinde de artik daha ¢ok muhafazakar bir kimlikle
vetistirilmeye calismalari onlarin var olan erkek egemen kiiltiirii i¢csellestirmesini sagliyor
ya da ona yonelik davranislart o simgeler iizerinden yeniden iiretiyor. Yani kiiltiirii tireten
seylerden bir tanesi de simgelerdir. Dolayisiyla simge olarak kullanilan oradaki inang
simgesi dediginiz bagsortiisii bu seyi tiretiyor yeniden muhafazakdr, erkek egemen bir toplum
yapist viretiyor ortiik olarak, ya programi éyle isliyor sonug olarak.(T 8)

Making the girls who will actually not become imams study in imam hatip schools is a
process that actually discourages girls... You are putting the girls in a secondary position in
imam hatip schools by making them study there although they will not become imams, and
this is an ideology. That is, forcing headscarves there and other than that trying to raise kids
in a conservative identity make them to internalize the already-existing male dominant
culture or reproduce the behavior patterns of this type over those symbols. In other words,
one of the entities that produce culture is symbols. Therefore, the headscarf, which we call a
symbol of belief, reproduces a conservative, male-dominant culture because in the end that
is how they cover the curriculum. (T 8)

4.2. Gender Equality

According to Bourdieu, education is one of the vital ideological sites which
maintain male dominant social order and reproduce gender inequalities
(Dillabough, 2003). While education has a significant impact on reducing social
inequalities and strengthening democracy, increased level of equality in society
results in progress towards gender equality in education (UNGEI, 2009). The dual
relationship education system and other social institutions where male domination
is the most influential makes it necessary to examine the roots of gender inequality
within the indicators of inequalities beyond the education system (Subrahmanian,
2005). It is also significant to identify the content and scope of gender inequalities
in education and uncover the implicit indicators of inequalities in order to reveal
how girls become disadvantaged in education system while gender inequality is
presumed as one of the prominent issues in education (Sayilan, 2012). Considering
that the meaning of gender equality is shaped through a variety of discursive
practices including policy making processes (Verloo, Lambardo and Bustela,
2007), the conceptual and discursive framework of equality arguments in the
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policy documents and in the printed media were examined in the present study. To
this end, this part of the paper presents a detailed investigation of policy and media
discourses pertaining to gender policy in education. Teachers’ interpretations of
equality arguments presented in the printed media and their views of gender policy

in education are also included to verify the findings.
4.2.1. Equality Arguments

Policy documents analyzed in this study foregrounded females as a part of
population deserving equal rights and education opportunities. National
Conference Report of Gender Mainstreaming and Gender Equality in Education
Project published in 2005 emphasized the role of schooling and other social
processes to better social status of women through equality arguments. In Policy
Document on Women and Education published by Directorate General on the
Status of Women in 2008, the problems of female education and gender

inequalities in education were underlined through equality arguments:

Egitim ve égrenim alaminda tiim diinyada yasanan hizli ilerleme ve gelismelere ragmen,
diinyanin pek ¢ok bolgesinde kadinlarin egitimi hala bir sorun teskil etmektedir. Kadinlar ve
kiz ¢ocuklari egitim firsatlarindan erkeklere oranla daha az yararlanmakta, toplumsal
cinsiyete dayall esitsizlikler devam etmektedir. Oysa kadinlarin ekonomik, sosyal, kiiltiirel
ve siyasal yasamdaki konumlarint giiclendirmek, hak, firsat ve imkdnlardan esit bi¢cimde
yararlanmalarin saglamakla miimkiin olacaktir (KSGM, 2008a)

Despite rapid progress and development in the field of education and training all over the
world, the education of women is still a problem in many parts of the world. Women and
girls are less able to benefit from education opportunities than men, and inequalities based
on gender continue. However, strengthening women's position in economic, social, cultural,
and political life will only be made possible by letting them make equal use of rights and
opportunities. (KSGM, 2008a)

Acuner, egitim alamindaki  esitsizliklerin ~ kadimin  toplumsal  konumundan  ayri
diigtiniilemeyecegini ve dolayisiyla da Tiirkiye'nin soruna sosyal devlet anlayis
cercgevesinde resmi ve sivil paydaglarla beraber hareket ederek ayrimcilik yapmama ilkesi
temelinde yaklagmasi geregini dile getirdi. Egitim politikalart ile birlikte istihdam
politikalarinin da ele alinmasi gerektigini, bu yaklasimin ozellikle yoksullugun kadinsilastigi
gilintimiizde yoksullukla miicadele igin zorunlu oldugunu belirtti. Berktay, “Kiz ¢ocuklarinin
egitimi ile beraber ele alinan kadinin toplumsal konumunu yiikseltme ¢alismalarimin hayatin
her alaminda yasanilan cinsiyet esitsizliklerine dair kapsamh politikalar itiretebilmemizi
saglayacaktir” dedi. (ACEV, ERG, KA-DER, 2005)
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Acuner argued that inequalities in education should not be considered separately from the
social position of women, and therefore Turkey should approach the problem on the basis of
the principle of non-discrimination by acting with official and civil stakeholders within the
framework of understanding of social state. He noted that employment policies must be
approached together with education policies, and that this approach is essential for the
struggle against poverty, especially since poverty is feminized today. Berktay said: "The
efforts to raise the social position of the women, which is treated in conjunction with girls’
education, will enable us to produce comprehensive policies on gender inequalities in all
areas of life". (ACEV, ERG, KA-DER, 2005)

The policy documents analyzed in this study highlighted the impact of gender
discrimination in social realm and inferior status of women in Turkey in creating
gender inequalities in education. One example could be found in UN’s Millenium
Development Goals Report published in 2013 which contextualized girls’
education within the discourses of the gender inequalities and gender
discrimination in the society. The document foregrounded cultural factors leading
to inferior status of women. Besides, In ACEV’s report on girls’ education
published in 2008, there was an emphasis on eliminating gender discrimination in
the society. Discursive framing of the document marked gender discrimination in
the society as a factor causing lower female enrollment rates and lower female

achievement level at schools:

It is emphasized that the gender-based inequalities faced by women and girls constitute
barriers to their access to fundamental human rights. Women in Turkey face structural
obstacles in accessing education, employment and - as a result - financial resources, food,
social security, health and social services. Girls and women face, at different stages of their
lives, different forms of discrimination and inequality such as physical, economic, social and
sexual. They become subject to sexual violence, and are forced to early and unwanted
marriages. Because they are not considered as individuals they become subject to
inequitable distribution of labour within the family. These problems are compounded by
structural factors arising from regional disparities, and by the use of references to tradition
and religion in a way that consolidates inequality and discrimination against women. (UN,
2013)

Nur Otaran ve ekibi tarafindan hazirlanan analiz raporundaki su tiimceler kiz ¢ocuklarin
egitime erigimlerindeki temel soruna igaret etmektedir: “(...) Mesele kiz ¢ocuklara saglanan
egitim imkanlarimin genisletilmesinin otesindedir. Bu bir baslangi¢c noktasidir. Ama asil
onemlisi, kiz ¢ocuklarin okula yonelmelerinin ve okulda basarili olmalarmin oniindeki
engellerin sistematik bicimde ortadan kaldirilmasidir. Daha basiti, toplumsal cinsiyet
ayrimciligina son verilmesinden soz ediyorum. Erkeklerin ve kizlarin esit firsatlara sahip
olmalart gerekiyor.” (ACEV, ERG, KA-DER, 2008)

The following expressions from the analysis report prepared by Nur Otaran and her team
point to the fundamental problem of girls' access to education: "(...) The problem is beyond
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the expansion of educational opportunities for girls. This is merely a starting point. But the
main point is systematically removing the obstacles to girls' schooling and their success at
school. More simply, | am talking about ending gender discrimination. Men and women
must have equal opportunities. (ACEV, ERG, KA-DER, 2008)

ERG’s Education Monitoring Report published in 2015 emphasized restructuring
education policies and learning environment in line with the principles of gender
mainstreaming. In another document published by ERG in 2009, the role of
education in challenging values and dynamics causing inferior status of women in

the society was stressed:

Kadinlarin ve erkeklerin egitim hakkindan esit olarak yararlanabilmesi i¢in oncelikle egitim
sisteminde toplumsal cinsiyet esitliginin saglanmasi ve egitimin bilesenlerinin bunu
destekleyecek bigcimde doniistiiriilmesi gerekmektedir. Bu anlamda yapilacak her tiir
diizenleme ve ¢alisma, toplumsal cinsiyet esitliginin saglanmast yolunda énemli bir adimdr.
Ancak egitimde bu déniistimiin gerceklesebilmesi igin oncelikle mevcut yapida iyilestirilmesi
gereken alanlar saptanmalidir. Béylece egitim politikalarimin ve dgrenme ortamlarinin
toplumsal cinsiyet esitligi ¢ercevesinde yeniden yapilandwrilmasinin éniindeki  sorun
alanlarm giderecek uygulamalar gelistirilebilir. (ERG, 2015)

In order for women and men to enjoy equal access to education, gender equality must first
be ensured in the education system, and education components must be transformed in a
way to support it. Any arrangement and work to be done within this sense is an important
step towards gender equality. However, in order for this transformation to take place in
education, firstly, the areas to be improved in the existing structure should be determined.
Thus, practices that will address the problem areas in restructuring education policies and
learning environments within the framework of gender equality can be developed. (ERG,
2015)

Egitimin doniistiiviicii potansiyelinin ortaya ¢ikarilmasi, toplumsal cinsiyet esitliginin
saglanmasi yolunda onemli bir adimdwr. Ancak, egitimin doniistiriicii potansiyelinin
gercgeklesmesi igin oncelikle toplumsal cinsiyet esitsizligine yol acan deger ve dinamiklerin
egitim sistemindeki yansimalarinin saptanmasi ve degistirilmesi gerekir. (ERG, 2009b

Uncovering the transformational potential of education is an important step towards
ensuring gender equality. However, in order to realize the transformational potential of
education, it is necessary to determine and change the reflections of values and dynamics in
the education system that lead to gender inequality. (ERG, 2009b)

In the policy documents analyzed in this study, there was an emphasis on
education for all. Annual Report of UNICEF published in 2013 underlined the
importance of ensuring gender equality through education. The discursive
structure of the document indicated the ways educational policies and practices

could challenge gender discrimination. Similarly, Egitim-Sen’s report on co-
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education also indicated the role of education in ensuring gender equality through

an emphasis on equal rights and opportunities for all:

UNICEF Turkey is accustomed to taking into account and drawing attention to the different
needs of girls and boys in all of its planning, research, advocacy, advice and
communications, and in all kinds of training and capacity building activities. It seeks to use
disaggregated data whenever possible in monitoring the situation of children and the
performance of interventions for children. It also ensures equal representation of the sexes
in its activities work to promote the participation and engagement of children and young
people. UNICEF’s gender-awareness and concern for gender equality is shared with its
partners and has helped to highlight issues such as the need to increase the number of
women in school management or to underline the roles of fathers in child care and
development. (UNICEF Turkey, 2013)

Egitimdeki temel degerler arasinda en onemlisi, herkesin egit olarak goriilmesi ve
ogrencilerin biitiin yonlerini geligtirmenin saglanmasidir. Esitlik kavrami, cinsiyete dayall,
dini, siyasi ya da siifsal koken agisindan hichir ayricaligi kendi yapisi icinde barindirmaz.
Okullarda hangi gerekceyle olursa olsun, 6grenciler iginde olusturulacak en kiigiik bir
ayricalik veya ilgisizlik, cocuk haklari ihlalidir. (Egitim Sen, 2014c)

Among the core values in education, it is most important that everyone is approached
equally and that the students are improved in all respects. The concept of equality excludes
any type of discrimination in terms of gender, religion, political or class origin. In schools,
the smallest privilege or apathy to be created among students, whatever the reason, is a
violation of children’s rights. (Egitim Sen, 2014c)

Besides, the analysis revealed that MONE documents emphasized equality in
education. The principles of general and equal education for all stated in the
general principles part of National Education Law included equality arguments.
Similarly, in the legislative proposal of changing primary and education law,

gender equality principle was also stated:

|.  Genellik ve Esitlik

Madde 4- Egitim kurumlar: dil, wk, cinsiyet ve din ayrimi gozetilmeksizin herkese agiktir.
Egitimde hi¢bir kisiye, aileye, ziimreye veya sinifa imtiyaz taninamaz.

V. Firsat ve Imkén Esitligi

Madde 8

Firsat ve Imkdn Esitligi Madde 8- Egitimde kadin, erkek herkese firsat ve imkéin esitligi
saglanir. Maddi imkdnlardan yoksun basarili ogrencilerin en yiiksek egitim kademelerine
kadar ogrenim gormelerini saglamak amaciyla parasiz yatililik, burs, kredi ve baska
yollarla gerekli yardimlar yapilir. Ozel egitime ve korunmaya muhtag ¢ocuklart yetistirmek
icin ozel tedbirler alimir. (Milli Egitim Temel Kanunu)

I.  Generality and Equality

Article 4 — Educational institutions are open to everyone regardless of language, race,
gender, and religion. No person, family, franchise or class can be privileged in education.

V. Equality of Opportunity
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Avrticle 8 -

In education, opportunities are equally provided for men and women. In order to ensure that
successful students lacking financial means are able to study up to the highest levels of
education, necessary assistance is provided through free boarding, scholarship, loans, and
other means. Special measures are taken to raise children who are in need of special
education and protection. (National Education Fundamental Law)

MADDE 4- (1) 222 sayili Kanunun Miilga 22 nci maddesi asagidaki sekilde yeniden
diizenlenmistir.

"Madde 22- Jlkégretim 6-14 yaslarindaki cocuklarin egitimi ve égretimini kapsar, kiz ve
erkek biitiin vatandaslar icin zorunludur ve Devlet okullarinda parasizdir.” ([lkégretim Ve
Egitim Kanunu Ile Bazi Kanunlarda Degisiklik Yapiimasina Dair Kanun Teklifi)

ARTICLE 4 — (1) 22" clause of 222™ article has been abrogated and rearranged as follows.
“Article 22 - Primary education involves education and training of children between the
ages of 6 and 14, is compulsory for all boys and girls, and is free in state schools.
(Ilkdgretim Ve Egitim Kanunu Ile Bazi Kanunlarda Degisiklik Yapilmasina Dair Kanun
Teklifi)

X1l — Karma egitim:

Madde 15 — Okullarda kiz ve erkek karma egitim yapilmasi esastir. Ancak egitimin tiiriine,
imkan ve zorunluluklara gére bazi okullar yalnizca kiz veya yalnizca erkek ogrencilere
ayriabilir. (1739 Sayilhi Milli Egitim Temel Kanunu )

X1l — Coeducation

Article 15 - It is compulsory for girls and boys to have mixed education in schools.
However, depending on the type of education, facilities, and obligations, some schools can
be divided as girls-only or boys-only schools. (National Education Fundamental Law,
Acrticle 1739)

Furthermore, the present study indicated that some policy documents reproduced
gender inequalities through implicit and explicit messages. Egitim Bir Sen’s report
on co-education positioned women in an inferior status discursively by focusing on
the differences between men and women. The report reflected single sex education
as a pedagogical remedy for gender inequalities in education. Similarly, in TAP’s
report on co-education published in 2013, preferred discourse on differences
between two genders with a specific focus on physical weaknesses of females

created gender inequalities:

Karma egitim ergenlik ¢agindaki 6grencilerin  egitim ve akademik basariarini
diigiirmektedir. Miihendislik alanlarinda kiz ogrencilerin basari gosterememeleri vakia
haline gelmistir. Kiz 6grenciler erkeklere gore daha az maash ve daha rahat olan
mesleklerin se¢imine yonelmekte ve bu konuda daha iyi egitim imkdnm “esitlik” ilkesi geregi
hayata gecememektedir. Esitlik her tiirlii yasal tedbive ragmen saglanamamaktadir. Buna
gore, kadinlarin toplum iginde daha aktif rol oynamasi icin farkl: bir pedagojik zihniyetle
meselenin ele alinmasi geregi agiktir.... Bu yazimizda karma egitimi tibbi ve psikolojik
acidan degerlendirmek istiyoruz. Ancak konuyu anlamak icin dncelikle kadin-erkek
farklarindan bahsetmemiz gerekiyor. Bazi kisiler “kadinlarla erkekler birbirleriyle esittir ”
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deseler de gercek boyle degildir. Kadinlar erkeklerden bedensel, ruhsal ve cinsel agidan pek
cok farkliklar gosterir. (Egitim Bir Sen, 2012c¢)

Mixed education reduces educational and academic achievement of students in adolescence.
It has become an established fact that female students cannot succeed in the field of
engineering. Girls tend to choose jobs that are less salaried but more comfortable compared
to men, and the possibility of providing them with better education to address this point
cannot be realized due to the principle of "equality”. Equality cannot be provided despite all
legal measures. It is therefore clear that in order for women to play a more active role in
society, a different pedagogical mentality should be adopted... In this article, we want to
evaluate mixed education in terms of medical and psychological aspects. However, in order
to understand the subject, we first need to talk about the differences between men and
women. Although some people say "men and women are equal to each other”, that is
actually not the case. Women show many differences from men physically, mentally, and
sexually. (Egitim Bir Sen, 2012c)

Insanlar yasa éniinde esit iseler de toplumsal akilda kadin-erkek ilintileri ve cinsiyetlerin
sosyal hayat karsisinda aldigi konumlar, tavirlar, ilgiler “esitlik” fikrinin insan tabiatina
uygun bir kavram olmadigini gostermistir. Yarismact ve rekabet¢i bir toplum
yapilanmasinda erkek ve kadin fizyolojilerinin birbirinden farkli ozelliklere sahip oldugu
ortaya ¢ikmistir. Evkek fizyolojisi, cismani gii¢ gerektiren is sahalarinda kadin rakiplerine
gore one ¢ikmaktadir. Biitiin diinyada spor etkinlikleri tiim branslarda kadin ve erkek
cinslerinin ayni branglarda farkli rekor limitlerine sahip oldugunu géstermektedir. (TAP,

2013b)

Although people are equal before law, in societal mind, different positions, attitudes, and
interests that male and female genders take in social life have shown that the idea of
“equality” is not really suitable for human nature. In a competitive society, male and female
physiologies have been manifested to have different characteristics. Male physiology stands
out from female competitors in work fields that require physical strength. Sports events all
over the world are organized in a way that in all branches male and female genders have
different record limits within the same branch. (TAP, 2013b)

On the other hand, one of the participating teachers emphasized that gender
discourse of the government officials was more influential than the legislative
discourse on the behaviors and attitudes of school administrators and teachers. In
deeper interpretation, T 8 denounced government officials for legitimating gender

discrimination at schools through their sexist speeches:

Okullardaki 6gretmenlerin de davramiglarini bi¢imlendiren bir durum, siyasilerin kadina
yonelik yaptiklart olumsuz soylem ve tutumlar. Onlari etkilivor. Mesela okullardaki
idareciler iste egitim sendikalar1 ya da iktidara yakin sendikacilarin idarecileri aynen o
siyasilerin soyledigi gibi davraniyor. Onlar orda birsey soylediginde aradan birkag giin
gecince benzer seyleri, davramiglari onlarin davramslarinda da gériiyoruz. Yani ne
yapiyorlar iste kendi her ne kadar acik hiikiimler olmasa da yonetmelikte. Ya da aksine
hiikiimler olsa da onlardan aldiklar: giicle o sdylemin giiciiyle okullarda keyfi uygulamalar
yapwyorlar. Yani o soylemin, soylemi arkalarina alarak kanunu yok sayryorlar aslinda. (T 8)
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Negative expressions and attitudes of politicians also shape the teachers’ behaviors at
school. They influence them. For instance, school administrators, educational unions, or
unions that are rather close to the ruling party start acting exactly as what the politicians say.
When those politicians say something up there, we see similar behaviors or attitudes in
administrators and others. That is, what they are doing is simply performing arbitrary
practices despite lack of clear-cut provisions in regulations, or even despite existence of
opposite regulations. They take power from these statements and expressions. In a way, they
are actually ignoring or disregarding the existing law by taking support from these
statements. (T 8)

The participating teachers expressed that gender equality was a challenge in the
Turkish education system. Teachers asserted a number of related factors causing
and reproducing gender inequalities in education. T 5 discussed how education
system reinforced gender roles and traditional practices which disadvantaged
females. T 8 held a critical stand point by drawing the attention to gender
equality and ideological mechanisms at work in educational settings. Besides, T 7
and T 3 provided more specific examples of the ways the content and the delivery
of the curriculum created and reproduced gender inequalities:

Simdi 6gretim programumin ézelligini kim belirliyor yani iktidar tarafindan belirlenen,
disardan ideolojik olarak belirlenen bir gereklilik ise bu ya da toplumsal cinsiyet esitsizligi
ve toplumsal cinsiyete bagh bir is boliimii sekillenmisse, egitim programi da buna gére
sekilleniyorsa zaten var olan esitsiz yapuy yeniden iiretiyor demektir. (T 8).

Now, who decides on the features of the curriculum? If it is determined by the ruling party,
or if it is determined ideologically from outside, or if gender inequality and a gender-based
division of labor are already settled in society and curriculum is shaped according to this
inequality, then it means all these factors are recreating the unequal structure. (T 8)

.. sistemde bazi delikler var. Bunlar da bazi geleneklerin ya da bazi goriislerin iceriye
sizmasina ya da esitsizlik yaratmasina sebebiyet verebilir. Yani esitsizlige sebebiyet veren
bir egitim sistemimiz var. Soruyu dogru algiladiysam, kiz ve erkekler acgisindan yani kiz
¢ocuklart biliyorsun erken yasta evlendirilebiliyor ya da ev islerine baktirilabiliyor. Fazla
okutulmayabilir yani kiz ¢ocugu okutulmasa da olur denilebiliyor bazi kesimlerde. Egitim
sistemi de iste bazi bogluklar birakarak bunlara izin veriyor. (T 5)

... there are some gaps in the system. And these gaps might allow some traditions and
opinions to infiltrate into the system and create inequality. That is to say, we have an
education system that allows for inequalities. If I understand the question correctly, in terms
of boys and girls, I mean girls can be made to marry at an early age, to do the housework at
home. They are not allowed to study further, or people in some regions might just say it
would be ok not to let girls study. Educational system allows these to happen by leaving
some gaps there. (T 5)
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Simdi benim kendi okuluma baktigimizda imam hatip ortaokulundayim ben. Orada mesela
erkekler 6n plana ¢ikar. Yani bir koro olusturulacaksa kizlarin sesi haram oldugu igin iste
erkeklerden koro olusturulur. Miifredatta bir ayrim yok. Bunu miifredata uygulayan
ogretmen, yapiyorsa bunu ogretmen yapiyordur. Yani miifredatta birebir oyle bir sey yok
vani miifredatta. (T 7)

When you look at my school, for instance, | am in imam hatip middle school, by the way,
you see that boys are always in the forefront. That is, if you are going to form a choir, it is
formed by males only since girls’ voice is considered illicit in Islam. There is no such
distinction in the curriculum. It is the teacher that applies this in the curriculum, if it is done,
it is the teacher doing it. (T 7)

Annelik mi 6gretecekler bu ¢ocuklara yani nedir bunun nasil bir sey var kafasinda nedir biz
biliyoruz ki o kitaplarda bunlar égretilecek iste nedir, kiz ¢ocuklari agir baslh olmalidir.
Soyle yapmalidir boyle yapmalidir yavas, yavas bunlar girecek, giriyor da. Nasil giriyor,
degerler egitimi ile giriyor. Degerler egitimini inceledigimizde, ciddi anlamda daha
esitsizligi ifade eden ciimleler var o egitimlerin igerisinde. (T 3)

Will they teach these kids motherhood, 1 mean what is this, what do they have in their
minds? We know that what they are going to teach in these books are these, | do not know,
girls should be solemn, they should do this and that.. All these will enter books slowly, and
it is actually happening now. How do they enter? Through values education. When you
analyze values education, you see statements that seriously express inequality. (T 3)

When they were asked to express their views on gender equality, the participating
teachers provided different perspectives on equality. The views of T 3 were
noteworthy in declaring the indicators of gender inequality. She/he negated the
meaning of equality through religious references and centralized his opinions on
positive discrimination. However, his/her positive discrimination and equality
arguments were contextualized in a mild discourse of a gender stereotyping.
Similarly, narrative structure of the answer naturalized traditional gender roles in

the society making childcare a female priority:

Cinsiyet esitligine bireysel olarak ¢ok inanmiyorum. Ciinkii kadin ve erkegin farkl
yaratildiginda, kadinlarin pozitif ayrimcilik noktasinda onlara pozitif ayrimcilik taninmasi
gerektigini  diigiiniiyorum. Ama iste bunun da, yani bu pozitif ayrimciligin da dogru
yorumlanmast gerektigi. Yani kadinlara yapamazsin, edemezsin, evinde otur, bu sana bir
lituftur, bir iyiliktir o yiizden evinde oturdan ziyade, sen yapabilirsin, ama nedir, senin
cinsiyetinin getirdigi roller vardir, sen zaman igerisinde anne olacaksin, isini ve anneligini
ayni anda yiiriitebilmelisin gibi toplumsal esitligin bu dogrultuda olmas: gerektigini
diistiniiyorum. (T 3)

Personally, 1 do not really believe in gender equality a lot. Since men and women were
created differently, | believe women should be positively discriminated. However, this
positive discrimination should also be interpreted correctly. I mean rather than saying “you
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cannot do this and that, you need to sit at home, this is a favor and blessing to you, so just sit
here at home”, we should be saying “you can do it, but you know there are roles that your
gender brings, in time you will become a mother, you need to be able to run your work and
motherhood together”, and social equality should be established in this direction. (T 3)

T 11 also negated the meaning of equality by using the words “irritating” (Tr. Irite
edici) and “distressing” (Tr. Tedirgin edici) His statements revealed classical
argumentations of Islamic-conservative understanding of gender equality
proposing that men and women enjoy different privileges. On the other hand, the

example he provided referred to equity principle supporting fairness and justice:

Yani esitlik kelimesi biraz irite edici yani esitlik séyle bazi yerlerde kadinlarin tistiinliigii
vardir bazi yerlerde yani erkeklerin iistiinliigii vardwr. Bunu géyle belki soyle bir ornekle
anlatabiliriz. Yani herkes giinliik 2 ser tabak yemek yesin yani herkes 1 somun ekmek yesin
cok mantikly bir sey degil yani. Evet yani, esitlik biraz sey yapryor yani her tarafta hani beni
biraz tedirgin eden bir kavramdir yani. (T 11)

Well, the word equality is a little irritating. Equality is something like this: in some areas
women are superior, and in some men are superior. We can explain this by such an example:
Everyday, everybody shall eat 2 plates of meal and 1 loaf of bread each, | mean this would
not make much sense. So, yes, the word equality is a little.. | mean for people from all walks
of life, it is at least for me a little distressing. (T 11)

T 5 and T 6 both defined gender equality through equal rights and opportunities
arguments. T 5 supported an equal treatment of both genders and condemned the
practices hindering girls’ opportunity even to live. On the other hand, T 6
contextualized gender equality within the discourses of government policies and
public goods and services:

Yani kiz ya da erkek olmaswmin bir roliiniin olmamast yani bunun bir faktér olmamasi bazi
firsatlart yakalamak i¢in. Egitim firsati en 6nemlisi, is olabilir baska is firsati, egitim firsati,
evlilik ile ilgili olabilir. Yasama firsati bile denilebilir yani bazen kiz ¢ocuklarmn
yasanmasi bile istenmiyor. (T 5)

I mean whether you are a boy or a girl should not be a factor in catching some opportunities.
The most significant one is educational opportunities, and others are employment
opportunities, or maybe opportunities regarding marriage. We can even think about the right
to live. That is, sometimes girls are not given even the right to live. (T 5)

Esitligin  saglanmasindaki cinsiyet olarak dezavantajli goriinen cinsiyet tiim diinyada
kadinlar olarak goriiniiyor ve pozitif ayrimcilik dedigimiz kavramda toplumsal esitligi
saglamak ic¢in kadinlara pozitif' ayrimcilik gerektiren hiikiimetlerin bu tir planlar
uygulamasi savunuluyor. Bunlar nedir iste dedigim gibi maddi kaynaklara ulasmada esitlik,
egitim olanaklarma ulagmada esitlik, saghga kavusmada esitlik gibi kamusal hizmetlerin
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sunumundan, diger hizmetlerin alimina kadar tiim konularda birebir esitligi savunuyor. (T

6)

The gender that is seen at a disadvantage all over the world is females, and therefore it is
argued that the governments need to be providing females with positive discrimination in
order to ensure social equality. What are the duties that governments need to be doing? |
mean as | said, providing public services to ensure equality in accessing financial
possibilities, education, health services, and possible other services are some of the duties of
governments for real equality. (T 6)

In the report of 12" of February 2013, Bugiin foregrounded an Islamic and
chauvinist perspective of equality. The headline of the report condemned receiving
the help of European Union to promote girls’ education. It is the circumstantial
evidence of perception supporting Islamic supremacy regarding womanhood and
female education. The lead of the report quoted governor of an eastern province to

make the condemnation more credible and legitimate:

"Kiz ¢cocuklarinin egitiminde AB'nin yardimina muhta¢ kalmamuz biiyiik ayp"

Bitlis Valisi Veysel Yurdakul, kiz ¢ocuklarmmin egitiminde biiyiik bir ayipla karsi karsiya
olduklarint séyledi. "Dinimiz kadin, erkek herkesin iizerine ilmi, okumay farz ediyor. Ne
acidir ki ilmi kilcal damarlara kadar iletilmis bir imparatorlugun torunlari olarak kiz
cocuklarinin egitimi konusunda AB'nin yardumina, finansmanina ve fonuna muhtag hale
gelmigiz." diven Vali Yurdakul, "Bu oéncelikle benim ayibim. Daha sonra milli egitim
miidiiriiniin ve bu salonda bulunan herkesin ayibi. Bu ayibt hep beraber kaldiracagiz." dedi.
(12.02.2013, Bugtin)

"The fact that we are in need of help from the EU in the education of girls is a great
shame"'

Veysel Yurdakul, the Governor of Bitlis, said that they were facing a big shame in the
education of girls. He said: "Our religion obligates both men and women to study and read.
With sadness, despite being grandchildren of an empire that carried science to the furthest
corners of its land, we have become in need of the EU's help, financial assistance, and
funding for the education of our girls." The Governor Yurdakul also added: "This shame is
firstly on me, and then on the Director of National Education here and everyone else in this
meeting hall. We will get rid of this shame altogether”. (12.02.2013, Bugiin)

In this context, the participating teachers emphasized the role of education in
shaping people’s views of equality. T 6 and T 9 highlighted the ways education

shaped gender perceptions and gender identities. Their responses revealed the
traces of gender discrimination in the educational settings:
... Bu toplumsal cinsiyet oyle rahatsiz edici bir sey ki bazen bir olaya bakis agisi erkek bakug

agist olabiliyor. Ciinkii oyle egitildik, egitim sistemimiz erkekti... Cocuklar bu esitsizligi
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maalesef ogreniyorlar. Bunu nereden dgreniyorlar, once aileden ogreniyorlar. Aileden
sonra okulda devam ettiriliyor bu siire¢. Onun sonucunda medya zaten cinsiyet¢i bir dile
sahip oldugu igin siirekli destekleniyor. Bu neden ile de ¢ocuklar ¢ok geng¢ yasta bu
esitsizlige degil yani ¢ocuk yastan itibaren onu maalesef bilin¢altlarina yerlegtirerek gidiyor
ve sonradan bunu degistirmek ¢ok gii¢ oluyor. (T 6)

... This gender issue is so disturbing that sometimes your perspective on an issue might
unknowingly be that of male-perspective. It is because we were educated that way, our
education system was male-dominant. Unfortunately, our children grow into this inequality.
How do they learn this inequality? Firstly, they learn it from their family. After family, this
process is continued wi