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In many developing countries, women’s education has been a highly prominent
issue which is not adequately addressed in their education policies. The
participation of female populations in education in most of the developing
regions of the world has been much lower than the participation of their male
counterparts [UNICEF. 2005a. “Report Card on Gender Parity and Primary
Education.” www.unicef.org/turkey]. As a developing country, Turkey engaged
in fairly vigorous and determined attempts to address the issues regarding
women’s education [Aydagül, B. 2008. “No Shared Vision for Achieving
Education for All: Turkey at Risk.” Prospects 38 (3): 401–407] owing to the
support, incentives, and pressure of the international organisations through
various conventions in the last decade. The current paper scrutinises one of these
attempts, namely, the campaign called ‘Come on girls, let’s go to school’ which
was initiated by the Ministry of National Education with the support of United
Nations Children’s Fund and World Bank, and considerably contributed to the
increases in girls’ enrolment and attendance rates in rural areas and southeast
regions of Turkey. This paper utilises the social equity criteria as its conceptual
framework drawing from Levin [1978. “The Dilemma of Comprehensive
Secondary School Reforms in Western Europe.” Comparative Education Review
22 (3): 434–451] and Stromquist [2011. Educational Equity [Lecture Notes].
College Park: University of Maryland]. The analysis yields that the girls’
education campaign in Turkey addresses to varying extents the criteria of
accessibility, probability of enrolment, probability of participation, and length of
participation, whereas it fails to meet the standard of educational results.

Keywords: education policy; gender disparity; gender equity; girls’ education

Introduction

In many developing countries, women’s education has been a highly prominent issue,
which is not adequately addressed in their education policies. The participation of
female populations in education in most of the developing regions of the world has
been much lower than the participation of their male counterparts (UNICEF 2005a).
Unfortunately, the governments in these nations have not been able to capture the
point that education of women does not only vastly contribute to the improvement of
the society in numerous ways but also contribute to the improvement of the lives of
the women themselves (Stromquist 2003). Therefore, they have been lacking equitable
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educational practices in terms of gender, which constitutes an impediment to societal
and individual advancement and considerably hampers their cultural and economic
development. Turkey, as a developing country, can be an example because it has
always had very low female participation in education since the inception of the repub-
lic in 1923. However, in the last decade, owing to the support, incentives, and pressure
of the international organisations through various conventions, Turkey engaged in
fairly vigorous and determined attempts to address the issues regarding women’s edu-
cation (Aydagül 2008). Its starting point was primary education where children are pro-
vided basic education. After making fundamental modifications in its basic education
mandates which includes the new ‘breakthrough’ Basic Education Law (No. 4306)
passed and enacted in 1997 (Dülger 2004), Turkey initiated several projects to increase
girls’ participation in primary education which ‘peaked in 1997 with the expansion of
compulsory schooling from five to eight years’ (Aydagül 2002). The present paper will
scrutinise one of these projects which is named ‘Come on girls, let’s go to school’ uti-
lising social equity as its conceptual framework (Levin 1978). To clarify at the outset of
the paper, the phenomenon of interest under scrutiny in this study is gender equity in
primary education and the bounded case is the particular project which aims at promot-
ing girls’ education in Turkey.

Significance of female schooling

The education of women is indubitably conducive not only to empowerment at individ-
ual and familial levels but also to development at societal and state levels. Regarding
the health and care outcomes of increased female education, educated women are
more likely to be well informed about family planning, pre- and post-pregnancy
periods, and child health care (immunisation, nourishment, and hygiene), which
leads to decreased infant and maternal mortality and to increased survival and care
(Fuke 2007). Besides, the increased formal education received by women is highly
likely to result in the number of years their children are schooled and have richer learn-
ing and education experiences (Mehrotra and Jolly 1998). As another effect of female
schooling, the more educated women are, the more they participate in labour force,
politics, and community service and the less they are exposed to domestic violence
(Mercan 2010; Subrahmanian 2007). Thus, they become more empowered to make
and execute decisions concerning their own future without male impact coming from
their fathers and husbands (Murphy and Carr 2007). In brief, girls’ education proves
to play an exceedingly crucial role in personal and national development by contribut-
ing to major enhancements in almost all spheres of society.

Conceptual framework: social equity

Having examined practically all the studies which considered the notion of social
equity, Levin (1978) observes that ‘there is not specific agreement on what is meant
by equity’ (330). Some researchers deem it as a matter of low-cost accessibility,
while others consider the distribution of subsidies. Levin notes that the differences in
the conception of social equity might lead to really crucial implications for policymak-
ing if they propose different sets of criteria for the evaluation of equity. In his study,
which applies the notion of social equity into the financing of higher education,
Levin defines the notion of social equity as ‘the issue of fairness in the distribution
of a particular resource, or set of resources, among social groupings’ (331). Resting
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upon this definition, he establishes a number of conceptual criteria for the assessment of
equity. He categorises them mainly into two: internal standards of equity which refers
to ‘the distribution of resources and results among social groupings within the edu-
cation sector’ (331) and external standards of equity which denotes ‘the distribution
of education experiences on factors external to education system such as equity in
the distribution of income, political participation, occupational status, and related
factors’ (332). The former pertains to the equality of access, equality of survival, and
equality of output, whereas the latter concerns the equality of outcome (Farrell 2003).

The reason why the current study employed Levin’s (1978) framework of equity to
analyse the girls’ education campaign in Turkey is the nature and the goal of the cam-
paign. When the campaign was designed collaboratively by United Nations Children’s
Fund (UNICEF) and Ministry of National Education (MoNE), the ultimate was to reach
the complete gender parity in primary education in Turkey which was encouraged and
supported by the European Union (EU) and the World Bank. It was definitely known by
UNICEF and MoNE that the main problem that hinders women’s empowerment in
Turkey resides in cultural and political injustices that female population has been con-
fronting. They seemed to select the fulfilling of equity in primary education as the start-
ing point that might or might not ultimately contribute to women’s actual
empowerment. Therefore, I thought Levin’s conceptualisation of educational equity
would be suitable to better understand this particular education policy implemented
in Turkey because of its goal. However, I should concede that this framework is not
able to capture the pervasive cultural and political injustices and barriers confronting
women in all spheres of life and denying them educational participation and future
access to the social and economic benefits, as, for example, a postcolonial feminist
lens can successfully and comprehensively.

Since the current venture of analysis delimits its concentration to the assessment of
internal equity, it exploits only the standards of internal equity suggested by Levin
(1978). However, it should be noted here that because Levin’s chief purpose was to
employ his criteria for assessing equity in the scrutiny of higher education finance,
the present paper will make some modifications and additions to his criteria in order
that they can be applicable into the case of gender equity at primary levels of education.
Particularly, the addition of the sixth criterion to Levin’s set relies upon the lectures pre-
sented by Dr Nelly Stromquist at the University of Maryland, College Park, in fall
2011. Then, the criteria that will frame the discussion of the policy case in this paper
are as follows: (1) accessibility, (2) probability of enrolment, (3) probability of partici-
pation among various grades, (4) length of participation, (5) educational results, and (6)
corrective or compensatory programmes.

Accessibility

As the most traditional criterion of equity or fairness in the distribution of education
sources in Levin’s (1978) observation, accessibility refers to ‘the situation in which
educational opportunities are readily available for virtually all persons’ (332) regardless
of race, ethnicity, language, gender, region, and so on. Levin highlights two aspects of
this standard: geographical proximity and cost of educational services. Whereas geo-
graphical proximity of the places where educational resources are provided is of para-
mount importance, whether or not educational services are free of charge or their cost is
low or easily affordable should be taken into consideration in the scope of the criterion
of accessibility.
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Probability of enrolment

According to this standard of equity in education, ‘a typical student from any of the
social groupings in question should have the same probability of enrolling in the pub-
licly supported system of higher education’ (Levin 1978, 333). This particular criterion
makes it possible to compare sexes, races, social classes, and regions in terms of their
initial participation which contributes to potential standard of performance (333). Yet,
Levin presents a caveat as to a serious drawback of this criterion. He contends that
initial enrolment eclipses differences in the domains of quality of education, the
length of participation, and educational results, so it should be complemented by
other criteria (333).

Probability of participation among various grades

Levin argues that probability of participation among various grades proves to be ‘a
more refined criterion’ than the one regarding initial participation. The former can be
deemed as a complementary to the latter in terms of assessing equity in education. It
fundamentally refers to ‘the detailed analysis of participation by social grouping
among the various’ grades of publicly supported education services in a country (333).

Length of participation

This measure of social equity in the arena of education has the power to take into con-
sideration not only participation and its distribution among levels and grades, but also
the average length of total participation in each level and grade by social group (Levin
1978). It should be noted that this criterion is especially concerned with ‘such factors as
program completions and total amount of time – on the average – that a representative
of each social group participates in publicly supported education’ (334).

Educational results

Levin conceives the analysis of educational results as a complementary standard
because it sheds light upon the certain aspects of equity which are ignored by the pre-
vious criteria. This standard denotes the manifestation of the output of the students’
educational experiences in terms of such educational measures as success in passing
national examinations to become admitted to prestigious and quality schools in the sub-
sequent level of education (Levin 1978). For instance, in some countries, either after or
during primary school, students take a national exam and are placed into a secondary
school according to their scores. Levin’s rationale for using data on educational
results as a criterion is that the other criteria ‘might not provide an accurate picture
of educational outputs’ of the individuals who participated in publicly provided edu-
cation (335). To explicate it more, educational results give analysts some idea about
the differentials in the quality of the instructional practices performed in the schools.

Corrective programmes

In Stromquist’s (2011) rendition of equity in education sector, equity assessments
should look for existence of corrective policies or programmes, implementation of
such policies (thinking of as solution to the problem) or programmes, evaluation of
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the impact of these policies and programmes, and adjustments when needed. Being
more specific about such policies or programmes, she states that they usually imply
compensatory mechanisms such as meals for poor families, scholarships, provision
of school-based health and dental services, counselling (emotional, psychological,
and academic), additional coursework such as after school or weekend activities, and
mentoring which has the potential to drastically change the outcomes.

After the introduction of the six equity measures or standards which will be utilised
as a framework to scrutinise the girls’ education project in Turkey, the next section of
the paper will explore the background of the case presenting the issues influencing
girls’ education in Turkey and provide an overall description of the case.

Girls’ education in Turkey

In developing countries, political and cultural factors are at play when it comes to the
education of girls. Turkey is not an exception. Rankin and Aytaç (2006) discuss these
two types of factors, with different nomenclature, though, which lead to gender dis-
parity in developing countries and in Turkey in particular. They call them as macro-
structural and family factors. Regarding the former, because the state decides about
how much and to whom its educational resources are distributed, it has the control
over who gets how much education in the nation (Rankin and Aytaç 2006). Although
Turkey had made many efforts to ameliorate education and narrow the gap between
girls’ and boys’ access to educational services since the establishment of the republic
in 1923, they were never sufficient to fulfil this goal. Relying on Nussbaum’s (2004)
feminist contention, the case in Turkey and in most other developing countries can
be evaluated as follows: ‘many states that pay lip service to women’s education and
may at some level really think it important are simply not willing to do much to
bring it about’ (340). Thereby, women’s actual empowerment in the society is neg-
lected and structural injustices are sustained in the society and push the female citizens
in a disadvantaged position (Young 2006). Another matter about macrostructural
factors is whether or not economic development improves women’s educational attain-
ment. Rankin and Aytaç (2006) mention two opposing arguments, both of which apply
to Turkish case: (1) ‘institutional and cultural changes that are associated with develop-
ment lead to greater gender equality’ and (2) ‘new global division of labor that limits
job opportunities for women, often relegating them to unskilled and low-paying jobs
in the informal sector’ (27).

As for family factors which largely subsume the cultural matters, Rankin and Aytaç
(2006) highlight the influence of widely held cultural beliefs and selective education
because of economic status of the families. They note that cultural beliefs definitely
affect family members’ decisions regarding their daughters’ education. These beliefs
basically comprised

the centrality of the roles of wife and mother for females, which are assumed to require
little education beyond basic literacy, while males assume the role of breadwinner and,
the head of the household, and the protector of family honor. (30)

They also direct attention to the economic hardships that families struggle with and how
they have to select the kids who can go to school for how long and who need to work or
take care of the little siblings when their parents are at work. They state that ‘Where
boys and girls face different social expectations related to household or market
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responsibilities, families’ educational decision making takes on a strong gender bias’
(28). In the families with low economic status, mostly children are supposed to contrib-
ute to the household budget either by doing housework which is always the daughters’
responsibility or by working in the fields with their parents which interrupts their
schooling and overall academic achievement (Rankin and Aytaç 2006).

Primary education reform in Turkey

Five-year primary education has been compulsory for all citizens and free in public
schools in Turkey since the foundation of the republic in 1923. In the last four
decades, the governments in Turkey attempted to extend the duration of compulsory
primary education to eight years. In 1973, primary education was redefined as including
eight-year compulsory schooling in the Basic Law for National Education (Law 1739).
Yet, the government failed to implement this change in the law due to the dearth of
facilities and teaching force. In 1983, certain amendments were made in Law 1739
to mandate full enrolment in the areas which have physical infrastructure. In August
1997, a new Basic Education Law (No. 4306) was passed in the Parliament and
included the agenda for the implementation of eight-year compulsory primary edu-
cation. Having been called as ‘the breakthrough’ (Dülger 2004, 1), this most updated
Basic Education Law (No. 4306) includes the following delineation of primary edu-
cation in Turkey:

Primary education covers the education of children in the 6–14 age group. The aim of
primary education is to ensure that every Turkish child acquires the basic knowledge,
skills, behaviors, and habits to become a good citizen, is raised in line with national con-
cepts of morality, and is prepared for life and for the next education level in line with his or
her interests and skills. Primary education is compulsory for all citizens, boys or girls, and
is provided free of charge in state schools. Primary education institutions are schools that
provide eight years of compulsory education, at the end of which graduates receive a
primary education diploma. (OECD 2007, 23)

The law is basically intended to fulfil the following objectives: (1) to bring the compul-
sory education level in Turkey to universal standards; (2) to develop primary education
schools as social learning centres; and (3) to enhance the physical infrastructure quality
level in primary education. The third objective concerns a wide array of really crucial
needs persistent in the primary education in Turkey: (a) constructing new school build-
ings with the required facilities; (b) renovating old school buildings; (c) increasing the
number of classrooms in old and new buildings; (d) increasing the capacity of activity
rooms and public areas in every school; (e) increasing the capacity of extension facili-
ties in boarding school; and (f) meeting the equipment and tool shortages of buildings
and facilities (Somuncu 2006).

Dülger’s (2004) case study, which focuses on the attempts to rapidly cover compul-
sory education in Turkey in the wake of the1997 law, depicts the requirements of the
new Basic Education Law. He notes that ‘As of 1998, all of the 6.9 million children
who were currently enrolled in grades 1 through 5, and all children who will start
school in the future would remain in school through completion of the eighth grade’
(3). The children who had already graduated from the fifth grade of primary school
were not required to come back to school, ‘yet it was expected that many who had
left would do so’ (3). In order to address the needs of these children, an open basic edu-
cation programme was constructed by the MoNE. It utilises ‘distance learning methods
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to provide core basic education skills to young people over 15 years old who had
dropped out of basic education’ (3).

The passing of this new law can be considered as a consequence of Turkey’s par-
ticipation in the World Declaration on Education for All in Jomtien, Thailand, in 1990
(Aydagül 2008) and its interest in becoming a full member of EU (Dülger 2004). Most
importantly, different than the former law concerning basic education, the Law 4306
‘mobilizes significant resources for a major investment in school facilities through ear-
marked taxes, establishes a timetable for the Basic Education Program, and streamlines
procedures to allow for swift action and implementation’ (Sezgin 2000, 18). Besides, a
US$3 billion loan was received from World Bank to fulfil the objectives of the Program
in a shorter time frame and ‘the International Monetary Fund (IMF) indicated its accep-
tance of the Program and did not restrict expenditures on education and health’ (Dülger
2004, 14). Additionally, local administrations, television and radio networks, non-
governmental organisations (NGOs), and private sector were the other actors who
proved to be supportive of the Program. After the first year of the implementation of
the Program which included construction of more schools, recruitment of more
teachers, and social mobilisation campaigns, enrolment rates largely increased
(Figure 1). ‘Total enrollments in grade six increased from 866.000 in September
1997 to 1,127.000 in September 1998 – an increase of over 30%. In rural areas,
boys’ enrollments in grade six increased by 62%; girls’ enrolments increased by
162%’ (Sezgin 2000, 18).

Gender disparity in primary education

Since education has often been considered as one of the most crucial tools to empower
female populations, gender disparity in primary level of education poses a serious
problem in virtually all the developing countries throughout the world (Stromquist
2002). Most of the countries have made a substantial progress in addressing the dire

Figure 1. Net participation rates and primary education, 1997–2003, by gender. Source:
Reproduced from OECD (2007).
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issues regarding girls’ education. However, even though attempts to promote and
provide education for girls have been considerably ‘expanding all over the world’,
they are ‘not fast enough, and not consistent enough to ensure a basic education for
millions of girls still out of school or to ensure the progress of countries that lag
behind’ (UNICEF 2005a, 2). Stromquist (2003) highlights the persistent existence of
gender disparity at primary education by remarking that ‘the pace [of moving toward
gender parity] is very slow’ and there still exist huge differences between boys and
girls in many developing countries (185). She also notes that ‘The ratio of girls to
boys enrolled in primary school throughout the world has been increasing, from 65
girls per 100 boys in 1960 to 85 girls per 100 boys in 1990’ (185). UNICEF makes
some projections concerning gender parity relying on the data from 81 developing
countries. UNICEF’s estimates indicate a global gender parity index of 0.96 in the
year of 2005, which means ‘that there are 96 girls for every 100 boys in primary
school’ (2005a, 3). However, when the figures are aggregated and scrutinised globally,
‘some 54 percent of the children out of primary school are girls, meaning that for every
100 boys out of school, there are 117 girls in the same situation’ (3).

As the numbers apparently suggest, the disparity between girls and boys at primary
level of education persists, which means that further measures or interventions need to
be utilised. UNICEF (2005a) report places emphasis on three barriers which hamper
girls from primary education: poverty, mother’s education, and geographical location.
To elucidate these barriers briefly, as it is indicated in the data gathered through house-
hold surveys in all developing countries, ‘children from the poorest 20 percent of
households are 3.2 times more likely to be out of primary school than those from the
wealthiest 20 percent’ (6). As for the influence of mother’s level of education upon
determining her kid’s chances to be schooled, ‘children whose mothers have had no
education are more than twice as likely to be out of school as children whose
mothers have had some education’ (6). The data from developing regions demonstrate
that ‘75 percent of children out of primary school have mothers with no education’ (6).
Regarding how geographic location impacts children’s primary schooling, ‘Globally 82
percent of children out of primary school live in rural areas [and] fully 30 percent of
rural children in developing countries are out of school compared with 18 percent of
those living in urban areas’ (6). On top of these, particular factors such as local
culture, religious beliefs, and family dynamics might be playing a major role in deter-
mining whether or not girls enrol and attend primary school in particular developing
countries.

Gender disparity has always been one of the most severe educational issues in rural
areas and in eastern provinces of Turkey, as one of the developing countries, for a long
time, and it was not adequately addressed until after the new Basic Education Law
(No. 4306) was passed in August 1997. In the data provided by State Institute of Stat-
istics, the schooling rate at primary level in education year 2000–2001 was 92.37% for
boys and 87.04% for girls. The schooling rate of girls in urban areas was 79.8%,
whereas it was 67.3% in rural areas. The schooling rate of boys in urban areas was
89.8%, whereas it was 82.2% in rural areas (MoNE 2003, 16). Besides, as it is remarked
in the gender review in education which was carried out in spring 2003, ‘there is a 7%
gap between girls’ and boys’ schooling in primary education’ and the acute gender dis-
parities are particularly significant in the southeastern regions and eastern Anatolia. To
illustrate this, it is mentioned in the review that over 50% of girls aged between 6 and 14
in some provinces in these particular regions do not attend school, while over 60% of all
girls aged between 11 and 14 in rural areas of the country have not even started school
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yet (MoNE 2003, 1). So as to explain this gender disparity, MoNE presents the follow-
ing specific local obstacles to girls’ schooling at primary levels:

(1) shortage of schools and classrooms especially in many parts of the south-east; (2)
schools are often located far from home and many parents do not want their children,
especially girls, to travel far; (3) parents do not want to send their children to schools
which are in a poor physical state with no latrines or running water; (4) many families
suffer from economic hardships; (5)the traditional gender bias stemming from cultural
and patriarchal family structure favors the needs of men and boys over those of women
and girls; (6) the harsh necessity for scraping a living forces many families to coopt
their children as additional labor resources in order to augment their income; (7) many
families do not view girls’ education as being very important because their early marriage
is more of a priority and thus many are kept at home to help with household chores; (8) the
absence of female role models means that there is little to stir the aspirations of the girls in
villages. (1–2)

The provisions of new Basic Education Law addressed some of these barriers through
programmes such as bussing, boarding schools, attending to construction needs of the
schools, and recruiting more teachers.

The villages with small population had only a five-grade primary school in which
two or three grades are combined in one room due to the lack of classrooms and tea-
chers. When the duration of primary education was extended to eight years, through
the Regulation of Bussing Education, the MoNE decided to close down the primary
schools in these small villages and bus the students to the bigger villages or towns
(Sezgin 2000). ‘At present, 640,000 students are being transported daily from their
homes, at least 2.5 km away, to and from the primary education schools’ where they
are provided with free lunch, too (Dülger 2004, 9). However, the bussing programme
did not lead to any increases in girls’ attendance largely because most of the ‘parents
feel uneasy about their daughters getting on shuttles unchaperoned’ (9). Therefore,
for example, in the education year 2000–2001 when the provisions of bussing pro-
gramme reached its full potential, it was observed that only 39% of the female students
were bussed, whereas 61% of the male students were sent to the primary schools close
to their village (Yılmaz 1999). In the subsequent education year, while the number of
students who were bussed went up by 60%, and the ratio of male students in the bussing
programme rose to 64%, the proportion of female students has declined to 36% (Dülger
2004). Moreover, it was observed that

The female drop-outs occur at the beginning of Grades 3, 4, and 5, meaning that having
learned how to read and write is enough and getting closer to the age of puberty is an
alarm to keep girls at home. (Dülger 2004, 9)

As for the other provisions, those children whose village is too far away from the school
to which they are supposed to be bussed are offered the opportunity to stay at regional
free boarding primary schools (Yetim 2001). In the admission to these schools, priority
is given to the children coming from poor families. The number of these types of
schools increased from 153 to 561 by the year of 2003 (MoNE 2003). Besides,
103,983 new basic education classrooms were constructed by MoNE within five
years, from 1997 to 2001, which provided additional capacity in primary schooling
facilities for more than 3 million students (MoNE 2003). In addition, MoNE recruited
70,000 new teachers to employ in the primary schools and ‘four annual cycles of in-
service training have been provided to basic education teachers, principals, inspectors,
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and provincial education staff’ (Dülger 2004, 16). Even though the above-mentioned
provisions of the new law attempt to remove or mitigate the impact of certain barriers
hindering the girls from receiving primary education, gender disparity between girls
and boys persist in primary education. Obviously, more interventions which particu-
larly target this disparity are required to eliminate the other barriers. ‘Come on girls,
let’s go to school’ is one of these interventions which was initiated jointly by MoNE
and UNICEF to increase school enrolment rates of girls in Turkey, especially in the
rural areas and in the southeast regions of the country.

Besides, the initiation of this project is closely linked with Turkey’s commitment to
the fulfilment of Millennium Development Goals (MDGs). In 2005, Turkey published
its MDG Report in which the nation outlined its particular goals towards the accom-
plishment of the MDGs. Somuncu (2006) observes that ‘Turkey takes the MDGs as
a national challenge. Providing primary education to the entire country is one of the
country’s Millennium Goals, since 1 million Turkish children of primary school age
do not go to school’ (18). The girls’ education project especially concerns MDG 2
(achieve universal primary education) and MDG 3 (promote gender equality and
empower women).

Description of the policy case

In this section of the present paper, I will tell the story of how MoNE in Turkey and
UNICEF1 have prepared a project to school the girls in certain regions of Turkey.
They named the campaign as ‘Come on girls, let’s go to school’. It was launched by
the Executive Director of UNICEF, Carol Bellamy, and the Minister of National Edu-
cation, Dr Hüseyin Çelik, in Van, an eastern province of Turkey, on 17 June 2003, with
a protocol signed between MoNE and UNICEF.

Origins of the project

In the last two decades, the Republic of Turkey, in the process of becoming a candidate
for its accession to the EU, has commenced creating more projects addressing Turkey’s
education problems. Turkey receives loans or grants from the EU, International Mon-
etary Fund, World Bank, and UNICEF. Thus, these external funding sources provide
financial capacity for the governments to carry out new projects to alleviate the
issues haunting education in Turkey. Also, the governments have had to give more
importance to these policies since the above-mentioned organisations demand
reports, feedback, or reviews about their implementation and outcomes, or they send
a group of specialists to assess the implementation of the granted projects or campaigns.

An executive summary of a review by the Organization for Economic Co-operation
and Development in 2007 points out how the current circumstances are conducive to
the effectiveness of the education policies in Turkey:

An improving economy, greater governmental continuity, and a more stable social
environment, coupled with the extraordinary challenge of Turkey’s candidacy for EU
accession, provide an unprecedented opportunity for a new phase of education reform.
Over the past decade, Turkey has pursued a striking education reform agenda focused
on implementing eight-year basic and compulsory education and dramatically increasing
the participation of girls at the primary education level. A challenge remains to close the
gap in participation between boys and girls. (9)
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UNICEF attracted the attention of the Turkish government to this challenge in 2003
since its report of The State of the World’s Children 2002 directed considerable atten-
tion to the severe disparity in schooling between boys and girls in Turkey. In Kingdon’s
(1995) terms, the presentation of this report proved to be an ‘indicator’ for the policy
authors. He states that

fairly often, the problems come to the attention of governmental decision makers not
through some sort of political pressure or perceptual slight of hand but because some
more or less systematic indicator simply shows that there is a problem out there. (90)

However, the indication of a problem does not guarantee its existence on the govern-
ment’s agenda because ‘problems are not self-evident by the indicators. They need a
little push to get the attention of people in or around government’ (Kingdon 1995,
95). For girls’ education problem in Turkey, this push came with UNICEF’s direct
demand from the government to craft a project to address this crucially important
issue. Besides, since the EU stipulated that the government must carry out human
rights reforms as a prerequisite for its accession to the Union, the government might
have felt a pressure to respond to the alarming figures in UNICEF’s report. In King-
don’s (1995) terms, Turkey’s intention to join the EU can be considered to be a power-
ful subject which has emerged and diffused in the minds of important people. Thus,
girls’ primary education problem was acknowledged significant enough to be
addressed. Moreover, this EU-related pressure might have functioned as an accompa-
niment that a focusing event (UNICEF’s 2002 report in this case) needs ‘to carry a
subject to policy agenda prominence’ (Kingdon 1995, 98).

Given the background of the policy, it is obvious that UNICEF is the actor which
prompted Turkish government to prioritise the issue of girls’ education in its agenda.
This internationally influential organisation reminds the government that producing sol-
utions for this problem is its responsibility because the Republic of Turkey signed ‘the
Convention on the Rights of the Child’ and ‘the Convention on the Elimination of all
Forms of Discrimination Against Women’. Thus, in this case, UNICEF is the main con-
tributor to the governmental agenda setting process.

Moreover, two incentives played a really significant role in the government’s craft-
ing of this policy. First, for a government which desires to join the EU, this policy will
contribute to the EU accession process in which the state needs to measure up to the
Copenhagen criteria which are about democratic governance, human rights, and
market economy. Second, UNICEF proves to be a longstanding supporter in the
implementation of the project by providing funding for it and helping accumulate
more money through its donations. This support, to certain extent, removes the financial
burden from the shoulders of the government. Then, the governmental officials were
more hopeful about the project because UNICEF support made them believe that
they would handle the future budgetary constraints. If UNICEF officials had not
come up with a financially acceptable proposal, the idea might have been dropped
from the government’s agenda. That is, as Kingdon (1995) maintains, proposals
have to be financially viable as well as technically defendable if they are to survive
in the policymaking process (138). However, when totally funded by outside
sources, such projects will not likely be internalised, and this might obstruct their
sustainability.

Kingdon (1995) highlights the significance of public acquiescence as a criterion for
the survival of a project in the agenda of the policymakers. The notion of public

846 B. Yazan

D
ow

nl
oa

de
d 

by
 [

U
ni

ve
rs

ity
 o

f 
C

on
ne

ct
ic

ut
] 

at
 0

6:
31

 0
7 

O
ct

ob
er

 2
01

4 



acquiescence does not conceive the public as the body of the people in the country. The
public needs to be considered as a more narrow set of actors who would have a special
stake in the desired outcomes if they were persuaded to respond to the project. In the
case of ‘Come on girls, let’s go to school’, the whole project relied on how the govern-
ment can persuade the public, especially the target public. Thus, the notion of public
acquiescence concerned two groups of people in this project: (1) the parents who do
not let their girls go to primary school and (2) government officials and volunteers
who are supposed to persuade these parents. Therefore, in this campaign, the design
of action regarding how to cope with public responses, reactions, and repercussions
needed to be considered.

Institutional setting and implementation steps of the project

During the preparation and design stage of the campaign which includes the 2002–
2003 school year, MoNE and UNICEF officials decided about its main organisational
model and the materials utilised in throughout the campaign. The Central Execution
Board, located in Ankara, constitutes the highest steering body that determines the
main goals for each year of implementation and makes the decisions that are conveyed
to the provincial steering committees. It comprised the following bodies: Deputy
Undersecretaries of MoNE, the Ministry of the Interior, the Ministry of Health, the
Social Services and Child Protection Agency, the Presidency of Religious Affairs,
and UNICEF. Provincial committees which include the representatives of the ministries
and organisations in the Central Execution Board are established in the provinces and a
coordinator and a consultant are hired in each province (MoNE-UNICEF 2003).

This structure is significant for the policy case. The government does not expect the
policy to be implemented after its being issued in the parliament. It attempts to close the
gap (between what is planned in the capital and what is put into effect in particular
schools) that usually exists in top-down hierarchies in highly centralised education
systems like the one in Turkey (Gershberg 2005). The government expects this kind
of structure to help the flow of information between provinces and the capital in
such topics as the evaluation of the project, the technical or financial support needed,
feedback, and unforeseen problems.

Working of these institutional units involves the stages of organisation, social
mobilisation, identification, persuasion and enrolment, monitoring, and evaluation.
Somuncu (2006) presents the description of these stages as follows.

Organisation

The implementation of the campaign is performed at two organisational levels. First
one is the Campaign Central Management Level, at which officials coordinate the cam-
paign and make the basic decisions. This task is performed by the Central Execution
Board located in the capital city, Ankara. Second one is the Province Implementation
Level, which is responsible for the execution of the activities in the target provinces
within the scope of the project. These activities aligned with the goals and decisions
identified by the Central Execution Board are executed by provincial committees.
Each provincial committee is composed of the following members: Vice Governor,
Provincial Director of National Education, Provincial Director of Health, Provincial
Director of Social Services, Provincial Director of Agriculture, Director of Population
and Citizenship Affairs, Mufti (Representative of the Presidency of Religious Affairs),
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Mayor, NGO Representatives, Press Representatives, and Primary Education Supervi-
sor. There are communication units in the provinces and districts in those provinces
which make sure the decisions taken at the province level are communicated to the dis-
tricts and there is a smooth flow of information regarding the implementation of the
campaign. In addition, each district has a commission which is responsible for the dis-
trict-level implementation, including the villages within its borders.

Social mobilisation

The second stage is called social mobilisation which includes the activation of such
broad constellation of actors as local managers, NGOs, private sector organisations,
the media, community leaders, and volunteers. At this stage, large scale of information
needs to be disseminated. The guidance counsellors who are supposed to train the prin-
cipals and teachers in their own schools have already received the necessary training.
Guidance counsellors are considered one of the most significant actors in the project
since they bear the responsibility to convey the requirements and directions of the cam-
paign to the specific school settings. NGOs, professional institutions, and volunteers in
the provinces and districts participate in training sessions as well.

Support and promotional materials play a major role at this stage. Both print and
electronic advertising are performed through national and local media. Celebrities
and important public figures are invited to talk about the campaign on the television
so as to promote the project and attract public attention. For instance, the Minister of
Education, the Head of Religious Affairs, and the Prime Minister have appeared in
short films about the project which are aired on national television channels.

Identification

The subsequent stage includes the activities to identify those children at school age who
have never been enrolled in school and those who do not attend school for various
reasons after they have been enrolled. The people responsible for the implementation
of project in the provinces, districts, and villages identify the target children by utilising
field inspections, compilation of data from the related units which keep the records of
child population and health, and public surveys of children not attending school.
Relying on evaluations performed after the process of identification, commissions in
the provinces create activity plans for the provinces, districts, towns, and villages.

Persuasion and enrolment

The next step of the project is the persuasion of the target families to enrol their children
in school. People responsible at the local level of the campaign, such as school coun-
sellors, local teachers, civil servants, nurses, midwives, muhtars (community leaders),
imams (Muslim preachers), and volunteers play an important role in persuading
families to send their children to school. Groups of the above-mentioned people
have visits to the parents whose daughters have never been enrolled in school or
have not been attending school for certain reasons. In rural areas of Turkey, each of
these people has certain impact on the public. Therefore, incorporating this variety in
the campaign strengthens its persuasive efforts.

Besides, in 2004, the government started to apply the Conditional Cash Transfer
(CCT) system through the Social Solidarity Fund. The CCT system is intended to
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help the poorest 6% of the population of Turkey to receive primary education, which
leads to the achievement of the MDGs. The CCT involves the provision of financial
aid to poor families on the condition that they enrol their children in school and
make sure that they regularly attend. The aid is TL2 20 (about US$15) per girl
monthly at primary school level, while boys get TL 16.5 (or about US$12). The
CCT is realised within the framework of the Social Risk Mitigation Project supported
by the World Bank.

Tracking and evaluation

The last step in the project constitutes tracking and evaluation, which are performed at
two levels. For the purpose of reinforcing continuous attendance, the first step involves
tracking the attendance rates of the children who enrol in school through the campaign.
The second level is the monitoring of activities performed during the campaign and the
sending of relevant reports documenting these activities to the province coordinators.

Following those steps, MoNE and UNICEF initially intended to implement the
project in the period from 2003 to 2005, but then they decided to maintain it further.
In the first phase in 2003, the project focused on 10 target provinces (Ağrı, Batman,
Bitlis, Diyarbakır, Hakkari, Muş, Şırnak, Siirt, Şanlıurfa, and Van) where approxi-
mately a quarter of a million girls were out of school. In 2004, the campaign included
23 more provinces. In 2005, 20 more provinces started to implement the project. In
2006, MoNE decided to enact the campaign in all the 81 provinces of Turkey
(MoNE-UNICEF 2003).

Activities of the project

Having been prepared and designed in the 2002–2003 school year, ‘Come on girls,
let’s go to school’ was first implemented in the 10 provinces in the 2003–2004
school year which were considerably critical in terms of girls’ schooling according
to the Ministry’s analysis. All these cities are located in eastern and southeastern
Anatolia and they include Ağrı, Batman, Bitlis, Diyarbakır, Hakkari, Muş, Siirt, Şan-
lıurfa, Şırnak, and Van. As the first step, the provincial steering committees conducted
an analysis of the situation in the provinces, identifying the children at the age of
schooling who have not been enrolled in any schools, yet (MoNE-UNICEF 2003).
This analysis depended on the records kept by the office of community leader in the
villages, family household identification forms, and vaccination cards as well as the
records kept by the school principals (MoNE-UNICEF 2003). Then, the committees
held meetings in which the MoNE officials provided information regarding the cam-
paign for the other members of the committees and what and how each member can
contribute to the campaign.

Another initial part of the project implementation is the training of the campaign
actors who actually met the parents during persuasion visits. First of all, 365 school
counsellors serving in the target provinces were called to the capital city to receive
training not only to persuade target parents but also to work with and train their persua-
sion team members. Having been trained in Ankara, these school counsellors were
assigned to deliver workshops for the local school principals and teachers, civil ser-
vants, nurses, midwives, muhtars (community leaders), imams (Muslim preachers),
and volunteers affiliated with an NGO or not. During these training sessions, they
used two different kinds of manuals: one for volunteers and one specifically for
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school principals and teachers. The former includes what they need to know and do
while preparing for the parent visits and actually conducting these visits. The latter is
more comprehensive and comprised two sections: the first is the same as the manual
for volunteers and the second presents the knowledge and skills that the teachers of
newly enrolled girls need to acquire so as to better serve them and prevent their
dropout (UNICEF 2004).

The main activity of the project was the home or parent visits that were conducted
by persuasion teams coordinated by school counsellors or principals. The first step of
these visits was the creation of the team which was ideally composed of school coun-
sellor, principal, teacher, civil servants, nurses, midwives, muhtars (community
leaders), imams (Muslim preachers), as well as volunteers. The next step was gathering
information that was needed to make home visits as effective as possible. For that
purpose, those team members who knew and interacted with the people in the
village the most, namely, muhtars, school principal and teacher, and imam were con-
sulted to provide formal and informal information about the families to be visited
(UNICEF 2004). Then, visits were planned in light of the information collected and
team members visited the identified homes in pairs, each of which was assigned to
an address (UNICEF 2005b).

After their visits, each pair reported back to the school principal or counsellor
regarding how each visit went and what results each visit yielded (UNICEF 2004).
Then, by consulting the other members of the team, the principal and counsellor
could make a decision about whether or not another visit was required, and if yes,
what different strategies should be utilised (UNICEF 2004). In addition, following
their visit, each pair prepared an evaluation report to be submitted to the provincial
steering committee. This report included the following information: names of team
members, affiliation, institutions and persons collaborated, number of families
visited, number of families convinced, information of convinced families, persuasion
process (What worked? What was needed?), and suggestions (UNICEF 2005b). The
same process was followed for the additional visits conducted by the persuasion teams.

Results of the project

The data coming from the 10 provinces in the first year of implementation (Table 1)
indicated that the girls’ enrolment in primary school increased in all 10 provinces,
the highest 2 being Siirt and Van, 19.49% and 11.08%, respectively. Increases were
observed in the other provinces, too, but they are not as high as those in these two.

Moreover, another report published by MoNE-UNICEF (2003) indicates that in the
first year of the project, there occurred very significant increases in the enrolment of
girls in grades 1 and 6 and girls’ enrolment in grade 1 rose by 57% in Siirt, 23% in
Şırnak, 16% in Van, and 13.5% in Muş. In grade 6, the top five provinces had increases
of 46%, 31%, 20%, 18%, and 13%. The increases in the enrolment in grade 1 indicate
that parents are persuaded to send their six-year-old girls to school, but it is not certain
that they will keep them in school until they complete grade 8 and graduate from
primary school. Besides, the increases in grade 6 can be because parents send their
girls back to school to complete the last three grades which were added with the
Law 4306 in 1997. Being able to enrol in grade 6 means that these girls had already
completed grade 5, which might be an indicative of the fact that these parents are
easier to persuade since they had already let their girls go to school for five years.

850 B. Yazan

D
ow

nl
oa

de
d 

by
 [

U
ni

ve
rs

ity
 o

f 
C

on
ne

ct
ic

ut
] 

at
 0

6:
31

 0
7 

O
ct

ob
er

 2
01

4 



In the following school year, 2004–2005, 23 more provinces were included in the
project and it was implemented in 33 provinces in total over the country. The number of
girls who were schooled through the campaign activities was 73,200 in this school year.
Then, in the wake of this unprecedented success, the project was expanded more and
the total number of provinces implementing the campaign went up to 53 in the
2005–2006 school year. The number of girls schooled declined, though: 62,251. Start-
ing from 2006, the project became nationwide, although the figures continued drop-
ping, that is, 47,349 girls were schooled in all the provinces in the 2006–2007
school year and 16,312 in the following year.3 Gümüş and Gümüş (2013) argue that
the expansion of this successful campaign to the entire nation caused it to become
less effective. They direct attention to some other contributing reasons why the cam-
paign lost its ‘momentum and effectiveness’: reduced support from the government
and other stakeholders, insufficient resources, less donations, and other supports due
to diminishing public and media interest (23). However, they consider the expansion
of the project as the primary reason for its diminishing effectiveness. They suggest a
more focused intervention in the most disadvantaged provinces in the eastern and
southeastern Turkey, as the campaign was first started: ‘rather than making the cam-
paign nationwide and splitting the resources and attention, concentrating on the most
disadvantaged areas, which have both low general school attainment and high
gender disparity, would be more useful’ (23).

Among all educational projects put into effect in Turkey, Gümüş and Gümüş (2013)
consider ‘Come on girls, let’s go to school’ to be the most effective one which has the
broadest impact overall in the nation not only in terms of increasing the enrolment rates
but also raising awareness concerning the gender inequity ever-existent in the arena of
education. As Figure 2 displays, gender disparity has considerably narrowed as an
eventual impact of the campaign since its inception, but there is still huge number of
unschooled girls in the eastern and southeastern regions of Turkey.

Lastly, Gümüş and Gümüş (2013) underscore a relatively long-term impact of the
project, that is, the increase in the number of girls who continue secondary level

Table 1. Increase in girls’ enrolment in the first year of the project, 2003–2004.

Number of students enrolled in
2002–2003

Number of students enrolled in
2003–2004

Girls’ increase
Provinces Total Boys Girls Total Boys Girls %

Ağrı 100,880 61,291 39,589 104,492 62,513 41,979 6.04

Batman 108,256 61,273 46,983 107,879 59,989 47,890 1.93

Bitlis 60,611 36,835 23,776 63,523 38,209 25,314 6.47

Diyarbakır 283,013 163,494 119,519 290,350 165,197 125,153 4.71

Hakkari 49,604 28,693 20,911 51,059 29,127 21,932 4.88

Muş 80,906 49,088 31,818 84,039 50,203 33,836 6.34

Siirt 60,589 35,722 24,867 66,836 37,122 29,714 19.49

Şanlıurfa 263,346 157,848 105,498 264,118 156,569 107,549 1.94

Şırnak 70,429 42,549 27,880 72,563 42,929 29,634 6.29

Van 174,391 107,329 67,062 187,328 112,835 74,493 11.08

Total 1,252,025 744,122 507,903 1,292,187 754,693 537,494 5.83

Source: Reproduced from MoNE (2013a).
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education. The girls’ secondary school enrolment rate was 72.32% in the 2002–2003
school year, but it climbed up to 88.59% in the 2009–2010 school year. Gümüş and
Gümüş (2013) note that ‘This rise at the secondary level may imply that simply
making girls enroll in primary school could also result in a higher level of educational
opportunity for them’ (23). Depending on this positive impact, we can expect the
project activities to bring about more female enrolment in the higher education insti-
tutions in recent years.

Discussion

This section of the paper will present a discussion of the case of girls’ education project
called ‘Come on girls, let’s go to school’ using the lenses derived from the conceptual
framework of social equity. Since no case can be thoroughly captured when stripped
from its surrounding context, the discussion will have references to Turkey’s
primary education reform which was initiated owing to the new Basic Education
Law (No. 4306) in 1997.

Regarding the criterion of accessibility, providing all the primary school age chil-
dren with full access to quality primary education in Turkey, especially in the rural
and southeast regions of the country was one of the main goals of the project. For,
the numbers indicating the gap between enrolment rates of girls and boys were really
alarming. Two aspects (Levin 1978) seem quite relevant and merit discussion in this
case: cost and geographical proximity. As for the former, primary education services
are free and compulsory for the children aged between 6 and 14. These services are pro-
vided to everyone by the state. Regarding geographical proximity, as mentioned earlier
in this paper, following the Law 4306, the primary schools which provide education
just until grade 5 in small villages were closed down instead of being renovated.
Then, the issue of access in terms of geographical proximity arose, but the MoNE
attempted to solve this problem through provision of free bussing, boarding, and
meals. However, this attempt proved to be mostly unsuccessful in terms of girls’
schooling because parents were unwilling to let their children participate in bussing

Figure 2. Change in gender disparity in primary education, 2002–2010. Source: Reproduced
from MONE (2013b).
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and boarding school programmes (Yetim 2001; Yılmaz 1999). Farrell (2003) elucidates
this situation referring to the notions of supply and demand in primary education. While
discussing the inequality of access in the developing regions of the world, he observes
formidable obstacles on the supply side of the equation. However, he accentuates the
obstacles on the demand side, too. He remarks:

In most middle-income nations (and in some favored regions of low-income nations),
there are more than enough school places, in the appropriate locations, for all age-eligible
children. In such circumstances, when children do not attend school, it is because their
parents will not send them. Parents may regard the education provided there as inappropri-
ate (e.g., on religious or cultural grounds), irrelevant or of little use, or not worth the
opportunity cost of the child’s labor. This is a particularly serious obstacle to enrollment
of girls in many nations. (158)

As mentioned earlier as barriers to girls’ education in Turkey, virtually all these reasons
are valid in the case of Turkey. Therefore, MoNE and UNICEF jointly moved one step
forward and implemented a project to persuade these parents to send their children to
school and to let them attend regularly. Trying to eradicate the hurdles imposed by the
parents, the project is mainly intended to help out-of-school girls access primary
education.

As for the standard of probability of enrolment, education is not equitable if there
are differences or gaps in the enrolment rates by social grouping. In the case of girls’
education campaign in Turkey, the attention was directed to the inequities stemming
from differences in terms of gender and region. Having discerned the acute disparities
between primary school enrolment rates of girls and boys, particularly those living in
the rural areas and southeast of Turkey, UNICEF brought this issue to MoNE’s atten-
tion and offered support in its resolution. Therefore, it is safe to argue that the project
attempted to meet the criterion of probability of enrolment.

When it comes to the measure of the probability of participation among various
grades, which concerns the survival rates of the students across consecutive grades
(Farrell 2003), the last stage of the implementation of the project, namely tracking,
was meant to deal with this measure. The students who are schooled in the scope of
the project are tracked to see whether or not they are persevering in their journey of
primary education which they are helped to embark on owing to the project. This
means that the project did not solely aim to increase girls’ enrolment rates in
primary school, but it also aimed at keeping them in the school with regular attendance
rates. For instance, as its name suggests, CCT is provided to the parents on the
condition that they enrol their children in a primary school and make sure that they
regularly attend.

The case of girls’ education campaign in Turkey addresses Levin’s (1978) equity
criterion of the length of participation, as well. This criterion particularly concerns
factors such as the completion of the programme and average total amount of time edu-
cational services are provided to the individuals in each grade and across grades. This
criterion suggests that education lacks equity if individuals coming from varying social
groups differ in terms of the completion rates and total exposure to services. Again, the
component of tracking in the project is to make sure that the girls who enrol in a primary
school graduate from it spending as much time as possible.

The generalisation that Farrell (2003) states depending on the comparative evidence
is quite relevant to the case of girls’ education campaign vis-à-vis the last two equity
criteria, namely, probability of participation among various grades and length of
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participation. He notes that the likelihood of educational survival is generally higher for
affluent, urban, or male children than poor, rural, or female children. This generalisation
can be observed in the case of Turkish educational system, so the project is intended to
address the inequities regarding poverty, region, and gender.

As for educational results, the other measure for assessing equity in education, the
project in question, does not address the educational results, that is, whether or not the
girls tracked can be successful in the national examinations which are administered at
the end of grades 6–8 to determine the high school they are placed. The standard of
equal educational results is not met in the girls’ education project in Turkey.

On its own, the project includes only one corrective programme, which is the pro-
vision of monthly financial support for the parents to persuade them to send their chil-
dren to school. However, when it is considered as a part of the new Basic Education
Law, then several more corrective programmes can be discerned in the scope of the
project. Bussing programme, boarding schools for poor students, free meal programme,
and free textbook programme are the main compensatory mechanisms which were
initiated by the Law 4306. This being said, it can be noted that girls’ education
project meets the criterion of corrective programmes.

Conclusion

Educational disparities in terms of gender, region, and socioeconomic status have been
haunting Turkey for a long time and they tend to increase from the northwestern pro-
vinces towards the southeastern ones because of historical, cultural, and geographical
factors (Aydagül 2006; Kurmuş 2006; Smits and Hoşgör 2006; World Bank 2005;
Wort 2007). Turkey has engaged in a salient effort to ameliorate the provision of edu-
cational services for the female populations, especially for those in rural regions and in
the southeast of the country. This effort and others are expected to support the nation’s
endeavours vis-à-vis its development in cultural, social, and economic arenas. For,
‘according to human capital theory, any move toward equalizing educational attain-
ments among individuals or groups would also tend to equalize the distribution of
skills, productivity, and earnings among these entities’ (Levin 1984, 11).

The description and analysis of the case from the perspective of social equity which
is drawn upon Levin (1978) and Stromquist (2011) indicated that ‘Come on girls, let’s
go to school’ project addressed most of the criteria for social equity. This paper includes
a macroperspective to the project by using the secondary sources, so I should admit that
the particularistic understanding it attempts to provide might not be as deep as more
micro case studies. That is, it cannot successfully capture all the aspects of the case.
Furthermore, writing this paper, I, as an emerging researcher, noticed one more time
the importance of going to the field and learning from the people who are actually
involved in the project. While exploring the issues regarding the project, from time
to time, I wanted to talk with both the policymakers and those who actually
implemented it.

Limitation

As a conclusion about the conceptual framework in this paper, I need to reiterate the
fact that Levin’s (1978) framework utilised to understand the education policy case
is not able to capture the multidimensionality of gender disadvantage and inequity in
the case of Turkey. It facilitates the neat analysis of the policy case in terms of internal
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equity, but I conclude that it needs to be complemented by the work of some feminist
scholars such as Nussbaum (2004), Young (2006), Mohanty (1988), and Fraser (2007).
In other words, including a feminist perspective as a conceptual framework would yield
a more complete picture of gender inequity in Turkey in general and in Turkish edu-
cation system in particular.

Notes
1. UNICEF has been active in Turkey since 1951 when our first mission was to deliver free

milk to schools. Guided by the Convention on the Rights of the Child, the focus of our
activities has since evolved into a more holistic approach to child survival, development,
and protection. We are working with the Turkish government to ensure that projects and
services to benefit children reflect their needs as whole beings whose survival, growth,
and psychosocial and cognitive development are intertwined and interdependent.

2. TL stands for Turkish Liras.
3. The results of the campaign stopped being announced after 2007.
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