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ARTICLE

A genealogical study of the emergence of kindergartens in 
Iran: an intersectional approach
Narges Sadat Sajjadieh a and Zsuzsa Millei b

aFaculty of Psychology and Educational Sciences, University of Tehran, Iran; bFaculty of Education and 
Culture, Tampere University, Finland and Department of Education, Communication and Learning, 
University of Gothenburg, Sweden

ABSTRACT
There are histories describing in detail the development of early child-
hood education (ECE) around the world, yet not enough is known 
about this in the Middle East and the information on the origins of 
ECE in Iran is scarce and fragmentary. This article is the first of its kind to 
present an overview of the main developments rendering possible the 
establishment of the first kindergartens in Iran. In our account, we 
connect this genealogy of early childhood education in Iran to various 
trajectories: 1) the work of intellectual reformers; 2) the Iranian feminist 
movement; 3) the Constitutional Revolution in Iran (1906–1911); 4) 
religious reformist beliefs in Shia; 5) the missionaries’ schools; 6) the 
Armenians’ schools and 7) the age of girls’ marriage. As we demon-
strate, early childhood education in Iran emerged before the industrial 
revolution. It was mainly provided for intellectual and influential 
families, focused on physical education accompanied by music, while 
religious education was marginal. Our genealogical explorations indi-
cate that compared to kindergartens in Britain and Europe, Iranian early 
childhood education has been an instrument for intellectual societal 
reform. It was the fruits of a transplanted tree nourished by various local 
cultural-socio-political trends and religious beliefs. The paper con-
cludes with an assessment of the importance of local and international 
influences on the emergence of early childhood education and the 
need to explore this history with an intersectional approach.
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Introduction

The inauguration of early childhood education (ECE) in Britain and Europe is tied 
to the emerging modern industrialising states and shaped by historically contingent 
ideas and practices of the family and childhood.1 In these contexts, the inception of 
ECE is often connected to the emergence of nation states, the creation and mor-
alisation of the citizenry and the various institutions and strategies evolving to 
govern its population and childhood.2 Explored in this way within the rapidly 

CONTACT Zsuzsa Millei zsuzsa.millei@tuni.fi Faculty of Education and Culture, Tampere University, Kalevantie 4, 
33100 Tampere, Finland
1Erica Burman, Deconstructing Developmental Psychology (London: Routledge, 1994).
2For example, see Kenneth Hultqvist, “Changing Rationales for Governing the Child: A Historical Perspective on the 

Emergence of the Psychological Child in the Context of Preschool – Notes on a Study in Progress,” Childhood 4, no. 4 
(1997); and Marianne N. Bloch and others, eds., Governing Children, Families and Education: Restructuring the Welfare 
State (New York: Palgrave MacMillan, 2003).
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changing modern industrialising societies, ECE appears as a form of political 
practice. Modern state formation enlisted the family as an institution, mass school-
ing gained momentum, and evangelical pastoral pedagogies rematerialised as the 
mechanics of surveillance and self-control.3 Schools and preschools became a large- 
scale technology of social discipline and alongside scientific disciplines produced 
“systems of ideas . . . about the ‘educativeness’ of the person: ideas of childhood, 
classrooms, and school administration aligned social/political rationalities to the 
personal progress of the child”.4 Philanthropic women and charity organisations 
established child minding facilities and kindergartens to ensure the physical and 
mental health of children and to nurture their talents. Children were considered as 
the national resources of nation states and the health and propagation of children 
were promoted widely to ensure the future survival and prosperity of the nation.5 

These developments formed discourses and constituted “the child” as a future 
citizen, an impressionable creation to be ameliorated in schools according to the 
tenets of middle-class morality.

In this paper we explore the emergence of ECE in Iran. We are interested how 
rationales that underpinned its inception and development compare to those described 
above. In Iran, the emergence of the first kindergartens was also a part of the industrialis-
ing society and nation building and emulate intellectual ideals from the West. However, 
instead of moralising and saving poor children, we suggest that the kindergarten was an 
instrument for intellectual societal reform. Kindergarten with a focus on the child was 
mainly provided for intellectual and influential families. Its central activity was physical 
education accompanied by music. Set against the religious education provided in 
Maktabs, in the kindergarten religion was marginal. To respond to the following ques-
tion, we explore through archival research intersecting political, cultural and religious 
changes in Iranian society that created the preconditions for the appearance of first 
kindergartens: How did the kindergarten become an instrument for intellectual societal 
reform and what problems did it seek to overcome? Beyond presenting the varying 
discursive transformations responding to the question, we also seek to challenge the 
normative critique of ECE in Iran on the part of the (colonising) Western frames of 
liberalism, democratisation, secularism and Western feminism.6

There is a small body of research that details some aspects of the history of early 
childhood education in the Middle East7 and the changing views of childhood in Iran.8 

3Nikolas S. Rose, Governing the Soul: The Shaping of the Private Self (London: Routledge, 1989); and Ian Hunter, “The 
Pastoral Bureaucracy: Towards a Less Principled Understanding of State Schooling,” in Child and Citizen: Genealogies of 
Schooling and Subjectivity, eds. Denise Meredyth & Deborah Tyler (Griffith University: Institute for Cultural Policy Studies, 
Faculty of Humanities, 1993), 237–88.

4Thomas S. Popkewitz and Marie T. Brennan, eds., Foucault’s Challenge: Discourse, Knowledge, and Power in Education 
(New York and London: Teachers College, Columbia University, 1998), 15.

5Zsuzsa Millei and Robert Imre, eds., Childhood and Nation: Interdisciplinary Engagements (New York: Palgrave MacMillan, 
2015).

6Colin Koopman, Genealogy as Critique: Foucault and the Problems of Modernity (Indiana: Indiana University Press, 2013).
7For example, Alqassem Rabaah, Dashash Doaa and Alzahrani Asma, “Early Childhood Education in Saudi Arabia: Report,” 

World Journal of Education 6, no. 5 (2016).
8For example, Ebrahim Talaee, “A Cultural-Historical Analysis of “Childhood” and Early Childhood Education in 

Contemporary Iran,” in Globalisation, Transformation, Cultures in Early Childhood Education and Cares: 
Reconceptualisation and Comparison, eds. Stefan Faas, Dagmar Kasuschke, Elena Nitecki, Mathias Urban and Helge 
Wasmuth, in Critical Culture Studies in Childhood, eds. Marianne Bloch and Beth B. Swadener (Cham, Switzerland: 
Palgrave Macmillan, Springer Nature Switzerland AG, 2019), 85–105.
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Others concentrate on the present state of ECE9 or study ECE in the light of the western 
example of kindergartens.10 Even taken all together these studies do not provide 
a comprehensive view of the political, institutional, religious and intellectual trajectories 
which are vital to understanding the birth of ECE in Iran and which can offer historical 
explanations for that country’s current traditions and provisions. This article therefore is 
the first of its kind to present an overview of the main developments that rendered 
possible the establishment of the first kindergartens in Iran. In our genealogy we locate 
the emergence of the first kindergartens as a part of modernisation and state-building 
stemming from the Constitutional Revolution in Iran (1906–1911) and other contem-
poraneous political, societal and intellectual changes taking place.

The first kindergartens in Iran were established between 1900 and 1930. Some of these 
kindergartens were the kindergarten established by Madam Kananian in Esfahan (1900); 
the kindergarten established by Madam Khanzadian in Tabriz (1919); the kindergarten 
named Baghche Atfal (Children’s Garden) established by Jabbar Baghcheban in Tabriz 
(1925) and the kindergarten established by Madam Garcaletly in Tehran (1925).11 This 
last gained its name through the translation of “kindergarten” into Persian language 
“koodakestaan”, which literally means “the place for the children”. Although the growth 
in the number of kindergartens was very slow; by 1942, two decades after the establish-
ment of the first kindergarten, there were 34 kindergartens educating and caring for 1,834 
children. Gradually these kindergartens became attractive to intellectual and influential 
families. The idea of kindergartens was also popularised by newspapers reporting their 
advantages.12

We briefly first outline Foucauldian genealogy as an historical method and our use of 
historical data. Then we describe in detail the different trajectories and political and 
societal developments that contributed to its emergence: 1) the writing of reform 
intellectuals; 2) a nascent feminist movement; 3) rationales of the Constitutional 
Revolution; 4) religious reforms; 5) the activities of missionaries; and 6) Armenian 
communities, all of which played a part in creating the preconditions for the first 
kindergartens. To conclude, we draw some comparisons between rationales in Iran and 
in the UK and Europe.

Genealogy of ECE in Iran

Genealogy is a “history of the present” telling “many stories about several struggles 
occurring between diverse powers constructing our present conditions”.13 Following 
the tradition of Foucauldian genealogy, we take the emergence of ECE as the time period 

9For example, Maryam Sharifian, “Early Childhood Education in Iran: Progress and Emerging Challenges,” International 
Journal of the Whole Child 3, no. 1 (2018); Asmaa M. El Sayed Makhlouf, “Preschool Education System in Egypt and the 
United States of America (A Comparative Study),” American Journal of Educational Research 7, no. 3 (2019).

10Berat Ahi and A. Oguzhan Kildan, ”Comparative Analysis of Early Childhood Education in Australian and Turkey,” 
Procedia-Social and Behavioural Sciences 93, (2013).

11Eghbal Ghasemipooya, Madarese jadid dar doreh Qajar: Banian va Pishrovan [New Schools in Qajar Period: Founders and 
Pioneers] (Tehran: The Center of University, 1999); and Jabbar Baghcheban, Roshangarane tariki [The Enlighteners of 
Darkness] (Tehran: Cultural Research Institute of Children of the World, 2015).

12For example, “kindergarten” in Ettela’at newspaper archive, September 9, 1933, 1; “Educating Children” in Ettela’at 
newspaper archive, April 13, 1941, 2; and “For children” in Ettela’at newspaper archive, March, 7 1939, 1.

13Zsuzsa Millei and Robert Imre, eds., Childhood and Nation: Interdisciplinary Engagements (New York: Palgrave MacMillan, 
2015), 4.
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of our focus (rather than the situation today) and ask how kindergartens in Iran became 
a tool for intellectual reform. Thus, we do not work with a specific understanding of 
kindergarten in mind, as its provisions and guiding rationales have also varied through-
out history. Rather, we explore how its intellectual focus, patronage and professional 
form came about and contributed to the reform of society through educating and caring 
for young children. Foucault defined genealogy as

A form of history which can account for the constitution of knowledges, discourses, 
domains of objects, etc., without having to make reference to a subject [kindergarten] 
which is either transcendental in relation to the field of events or runs in its empty sameness 
throughout the course of history.14

In genealogy, the researcher seeks out discursive and non-discursive practices which have 
prepared a special context for constituting a problem and its solutions. A genealogy 
makes the past and present strange, it destabilises and denaturalises the present.15 For 
example, genealogy makes “discursive” and “non-discursive practices” alien, “discursive” 
referring to practices of knowledge formations16 and “non-discursive” denoting practices 
that take shape as part of “institutions, political events, economic practices and 
process”.17 These together create the preconditions for constituting the present as 
“real”. Our task here is to show the complex histories of social and cultural 
conditions,18 criticise normative evaluations and offer new vistas for the emergence of 
the kindergarten and for today’s approaches and its provision, and for research on ECE.

In our archival research method, we considered various historical documents in three 
steps. First, we concentrated on newspapers, regulations, memoires, biographical dic-
tionaries, itineraries, official and individual correspondence, books and reports written 
during the Qajar period (1796–1925). These are the primary sources that give some 
indication of the political and intellectual environment of that time. Among various 
biographies, we concentrated on those written by the founders of kindergartens and new 
kinds of primary schools. We paid particular attention to those autobiographies, books 
and newspapers which described the conditions of children and education during this 
period. We also included diaries of westerners who lived in or visited Iran during this 
period as they documented the conditions of the children and education, and the status 
of women in society and their education, while also reporting on the overall sociocultural 
and political situation in Iran. We also reviewed surviving documents of various, often 
opposing economic, political or religious groups to form some impression of their power 
struggles, and, most importantly, to identify the discourses prevalent in their reasonings 
and argumentations. We could trace these arguments and various discourses in news-
papers, legal documents, biographies and autobiographies. We also researched secondary 
sources, like analytic histories written by Iranian and non-Iranian historians. Finally, in 
a hermeneutic move, we referred again to the primary sources to formulate the main 

14Michel Foucault and Poul Rabinow, The Foucault Reader (New York: Pantheon, 1980), 117.
15Daphne Meadmore, Caroline Hatcher and Erica McWilliam, “Getting Tense about Genealogy,” International Journal of 

Qualitative Studies in Education 13, no. 5 (2000).
16Carol Bacchi and Jennifer Bonham, “Reclaiming Discursive Practices as an Analytic Focus: Political Implications,” 

Foucault Studies 17, (2014).
17Michel Foucault, The Archaeology of Knowledge, trans. Alan Sheridan (New York: Pantheon, 1961), 162.
18Koopman, Genealogy as Critique: Foucault and the Problems of Modernity.
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trajectories along which we have also structured this paper. This series of moves between 
primary sources and secondary sources shaped our approach to the problem of ECE.

The first kindergartens as the core of early childhood education

We take the establishment of early childhood education (ECE) in Iran to be when the first 
governmental regulations set these institutions in a legal framework. While certain forms 
of kindergartens had appeared earlier, the institutionalisation of ECE took place under 
a government that sought to include this new institution in its state-building efforts in 
1933. The Ministry of Education, Endowments and Delicate Industries published the 
Kindergarten Establishment Program and Regulations (Program) in 1934 and the require-
ments for establishing a kindergarten in the Ettela’at newspaper.19 The Kindergarten 
Establishment Program and Regulations stipulated that kindergartens should “have ample 
space, a yard and a garden for children to have fun”, and a “waiting room, a children’s 
room, a staffroom for teachers, a dining room, a toilet, and a gym”20 . Enrolment was 
limited to children aged three to seven years. One teacher served twenty-five children, the 
maximum number of children in a kindergarten open three to five hours a day. Section 5 
of the Program emphasised the kindergarten manager should be a woman aged between 
25 and 50 holding a higher education Diploma or a Certification of a “western” kinder-
garten. Only those children could be enrolled who were “certified by a trusted and well- 
known monk”, had a “smallpox inoculation certificate” and, under the national law on 
registration, “identity certificate according to the government’s health plans”.21

Before 1934, children aged five to nine were educated in Maktabs. The basic textbook 
in Maktabs was the Quran.22 The Maktab curriculum included reading and memorising 
short surahs of the Quran, morality and rituals and a little maths.23 Regarding the 
centrality of the Quran, we can assume that the Maktabs were part of a religious 
educational system rather than a system of general education.

While Maktabs concentrated on religious education, in kindergartens this kind of 
religious education became marginal. The Kindergarten Establishment Program and 
Regulation underlined that the main part of the kindergarten curriculum should consist 
of physical activity with music.24 Sport and physical activity can be seen in archival 
photos of kindergartens, such as that shown in Figure 1, p children in the Pahlavi 
Kindergarten at Tehran (1932/1310). Girls and their teacher appear in a secular uniform 
in the presence of a male musician. Art, in the form of painting, handicrafts and dance 
also featured in kindergartens. Art is mentioned in the Kindergarten Establishment 
Program and Regulations (1933)25 and in some documents found in the archives of the 
first kindergartens.

19Ettela’at newspaper archive, November 2, 1933.
20Quoted in Firoozeh Firooz, “Seire peydayesh va toseeh koodakestanha (1300–1320) [The History of Emergence and 

Development of Kindergartens (1903–1923)],” Ganjineh Asnad 37 & 38 (2000), 74.
21Ibid.
22Zahra Haatami, Tarikhe koodaki dar Iran (Az aghaaz e asre naaseri ta payan e doreh Reza Shah) [History of Childhood in 

Iran (From the Naseri Period to end of the Reza-Shah Era] (Tehran: Nashre Elm, 2016).
23Ghasemipooya, Madarese jadid dar doreh Qajar.
24Qouted in Firooz, “Seire peydayesh va toseeh koodakestanha (1300–1320)”.
25Ibid.
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Kindergartens seemed to offer mixed gender education, whereas Maktabs were single- 
sex establishments. Most of the new kindergartens were mixed. Most of the pupils of 
Maktabs were boys. Some girls could also join special Maktabs led by women called 
Mollabaji, who taught them to read the Quran and told moral stories but did not instruct 
them in writing. Education in maths was also less serious in girls’ Maktabs. Girls’ 
Maktabs thus had a different curriculum. Only a few pictures of Maktabs for girls have 
survived, and one of these is the painting in Figure 2. At the top of the picture, the script 
explains that girls participated in religious education and rituals and memorised the 
names of the religious leaders.

A major difference between kindergartens and Maktabs (religious schools) was the co- 
education of girls and boys. Figure 3. shows a kindergarten with boys and girls and 
a female and male adult, presumably teachers.

In the picture, the girls have no veils (Hejab) in the kindergarten. It seems that 
everyone is dressed for an occasion or just for the photograph. All the children are 
wearing white and the children’s clothes look like different uniforms for the two 
sexes. An interesting detail in the picture is the boy with the hat. He could be 
a Zoroastrian boy because his hat is like Zoroastrians’ hat, and in that time, in 
Shiraz (the location of this kindergarten) Zoroastrian minorities are known to have 
been present. Some teaching materials are displayed on the wall, showing animals 
and materials probably intended to teach letters and some other figures for maths 
education. Co-education, it seems, had brought with it equalising trends in the 
children’s instruction. However, little is known how that looked in practice.

The public did not initially welcome the new kindergartens. According to our 
research, some economic and religious-cultural discourses may have played crucial 

Figure 1. Pahlavi Kindergarten 1938.26

26Baghcheban, Roshangarane tariki, 144.
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roles in this. Despite governmental regulations, most kindergartens were private27 and 
families paid a high fee for enrolling children there.28 This amount was substantially 
more than the fees for Maktabs.29 Common or poor families therefore could not enrol 
children in the new kindergartens, only intellectual (highly educated) or high-class 
families could afford them. The secular education provided in these kindergartens 
was not approved of by most of the religious Iranian people. People disliked the co- 
education of boys and girls, and the instruction in arts and dancing.31 They 
criticised these programmes, arguing that they imitated the west and contradicted 
religious instruction and/or the cultural context. Due to the high enrolment fees and 
the religious and cultural opposition, the number of kindergartens grew very slowly. 
They were mostly established in the big cities, but gradually various versions of 
kindergartens developed, catering for different groups of people with various beliefs, 
cultures and ethnicities. In this way, little by little the kindergartens became the core 
of early childhood education in Iran.

In the following part of the paper, we take a step back in history and describe the 
six trajectories and associated discourses and contentions that we have identified. 
These created the preconditions for the first kindergartens in Iran.

Figure 2. A painting of a Maktabkhaneh for females.30

27In 1942, there were 30 private kindergartens and only 4 public boarding kindergartens.
28National Archives of I. R. Iran, Document no. 297–12,677.
29Ghasemipooya, Madarese jadid dar doreh Qajar.
30Mohammad Hadi Mohammadi and Zohreh Ghaeini, Tarikh Adabiyat Koodak dar Iran: Doreh Mashrooteh [The History of 

Children’s Literature in Iran: Constitutional Era] (Tehran: Chista Press, 2010), 47.
31Firooz, “Seire peydayesh va toseeh koodakestanha (1300–1320)”.
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19th and early 20th century “reformers” emulating Western social development 
due to geopolitical concerns

Within the geopolitical context of the early 20th century, the need for and focus on 
nation-building promoted by social reformers in Iran has been acknowledged in 
earlier research as a reason for the establishment of mass schooling and the 
kindergartens.32 Behind these concerns were military interests, which have not 
been discussed in earlier research on ECE. The 19th century was a critical period 
in the modernisation of Iran. It started with a war that shaped the development of 
Iranian education.34 Iran and Russia had two military conflicts in 1804–13 and 
1826–28. In these the Iranian military was defeated, and two treaties were signed to 
end the wars. These defeats motivated the Iranian government to study and prepare 
better for aggression by western countries (and their powers). Some leaders decided 
to increase Iranian military power by emulating western modernisation. This meant 
that western powers and countries were the enemies of Iran and at the same time 

Figure 3. A kindergarten in 1926.32

32Talaee, “A Cultural-Historical Analyses of ‘Childhood’ and Early Childhood Education in Contemporary Iran”.
33Baghcheban, Roshangarane tariki, 136.
34Soli Shahvar, The Forgotten Schools: The Baha’is and Modern Education in Iran, 1899–1934 (New York: I.B. Tauris 

Academic Studies, 2009).
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served as the models driving Iranian development.35 Part of the solution was to send 
young Iranian students to the United Kingdom in 1811 and 1815 to learn military 
strategy36 and to employ a group of western experts in the military, medical and 
engineering fields.

Returning to Iran, Melkomkhan suggested two kinds of factories to create the engines 
for emulating European developments:

One is the ‘factories of the goods’ and the other is the ‘factories of humans’. In the latter, 
from one side the brute (sic) children enter and from the other side, engineers and wise 
doctors come out. Iranian people were familiar only with the first kind of factory.37

Melkomkhan (1833–1908) considered schools to be the “factories of human being”, 
similarly to the police force, the courts, parliament and so on. For him, schools were 
the important propellants of the societies towards development. Melkomkhan invited 
Roshdiyeh to Tehran to establish new schools that emphasised people’s awareness and 
knowledge. Roshdiyeh (1851–1941) argued that “a nation who does not know what it 
wants and what it should do cannot reach happiness”.38 Reformers held that at first, 
people need to be informed and schools created the perfect platform for that. Despite 
laudable concerns about the knowledge of the young, mass schools created the structure 
of modern government in Europe and its colonies. It offered opportunities “for more 
effective social governance, with its associated rationales of a ranked and differentiated 
population, mass literacy and numeracy, and the productive needs of a disciplined 
national workforce”.39 The use of timetables, record-keeping and surveillance aided the 
general management of the population.

The reformers also promoted a new curriculum based on modern (western) 
science for the creation of a modern and powerful Iranian society and education 
system. They emphasised the relationship between scientific and technical education 
and economic and industrial development. Adding to a new curriculum, famous 
Iranian elites proposed some ideas to simplify the Persian alphabet for children. For 
example, Talebof (1834–1911) wrote that “the power of western government 
stemmed from knowledge and wealth that we (the Iranian nation) unfortunately 
do not have”.40 Considering “modern” knowledge and mass schooling to be an 
important aspect of progress, the Iranian elites concentrated on establishing new 
schools and convincing people to send their children to study there. Akhoondzadeh 
(1812–1878), the most outspoken free-thinker of the Islamic world in the nineteenth 
century, in his letter to the Qajarian Ministry of Science in 1875, called for 
compulsory education, informing the government that “like Frederick the Great, 
[Iran also] should force families to release their 9–15 year-old children and permit 
them to come to schools”.41 Talebof was one of the main advocates of these new 

35Monica M. Ringer, Education, Religion, and Discourse of Cultural Reform in Qajar Iran (Costa Mesa, CA: Mazda Publishers, 
2001).

36Ibid.
37Mirza Melkomkhan and Mohammad Mohittabatabaie, Majmooeh Asare Mirza Melkom Khan [A Set of the Mirza 

Melkomkhan’s Works] (Tehran: Elmi Press, 1948), 10.
38Yahya Dolatabadi, Hayate Yahya [Yahta’s Life], Vol. 1, (Tehran: Ferdows Press, 2007), 212.
39Gordon Tait, Making Sense of Mass Education (Cambridge: Cambridge University Press, 2012), 84.
40Abd-Al-Rahim Talebof, Ketabe Ahmad [Ahmamd’s Book] (Tehran: Sazmane Ketabhaye Jibi, 1968), 123.
41Mirza Fath-Ali Akhoondzadeh and Fereidoon Adamiyat, Andishehaye Mirza Fath-Ali Akhoondzadeh [The Thoughts of 

Mirza Fath-Ali Akhoondzadeh] (Tehran: Kharazmi Press, 1970), 81.
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schools during the last decade of the nineteenth century.42 As with mass schooling 
in the west, new schools were thought to provide opportunities for social improve-
ment for everyone.43 Considered as a road to development in Iran, these new 
schools sought to include different religions, classes and genders.

During the early twentieth century, many Iranian intellectuals and merchants 
lived in the Caucasus, Russia and Turkey or had experiences of living in these 
countries. They “encountered new approaches to politics, education, law and 
religion”.44 These experiences shaped Iran’s intellectual atmosphere. First of all, 
and as explained above, these intellectuals thought that education should be devel-
oped based on modern science. They assumed that the kind of knowledge taught in 
the Maktabs concentrating on the afterlife should be replaced by knowledge focus-
ing on livelihood. Mostashar-Al-Dolah (1823–1895), one of the intellectual men of 
the Qajar period (1796–1925), stated that: “Although in Iran there are many schools 
and many students learn knowledge, this kind of knowledge is about the afterlife, 
not livelihood”.45 The reformers promoted in new schools the livelihood branches of 
knowledge, such as natural sciences, physics and chemistry. While the aim of 
religious knowledge was to get close to God and prepare for the afterlife, the aim 
of livelihood knowledge was to create good and comfortable living in this life. 
Promoting this view, Roshdiyeh also urged other intellectual men to “awake” the 
people by establishing modern schools concentrating on livelihood knowledge.46

Driven to increase the military power of Iran, intellectuals studied European powers and 
brought back the model of mass schooling. Mass schooling, its structure and curriculum 
favoured the creation of more secular and inclusive schools incorporating knowledge that 
was of practical use, or with the original words, to incorporate livelihood knowledge. These 
changes were also decisive in the establishment of first kindergartens in Iran, creating 
opportunities for co-education, secularisation and the teaching of science and maths. Co- 
education was also encouraged by the burgeoning feminist movement.

The Iranian feminist movement

During the Qajar period, a small feminist movement emerged in Iran that developed 
gradually, especially in the big cities. This movement originated in the homes of the 
elite among educated girls, who received private mentoring. Many histories of the 
Qajar period and biographical works mention educated women as part of the 
court.47 Heinrich Karl Brugsch, a German orientalist, described the educated 
women of the Iranian court as occupied with Persian literature and poetry.48 

42Talebof, Ketabe Ahmad, 119.
43Zsuzsa Millei & Robert Imre, eds., Childhood and Nation: Interdisciplinary Engagements. (New York: Palgrave MacMillan, 

2015).
44Joanna D. Groot, Religion, Culture, and Politics in Iran: From the Qajars to Khomeini (New York: I. B. Tauris & Co. Ltd, 2007), 

30.
45Yousef-Khan Mostashar-Al-Dolah, Resale Eik Kalameh [The thesis of One Word] (Tehran: Baal Press, 2007), 64.
46Dolatabadi, Hayate Yahya.
47Safa Altaf and G. N. Khaki, “Qajar Women: The Pioneers of Women Education in Persia,” The Journal of Central Asian 

Studies 23, no. 1 (2016). https://www.proquest.com/scholarly-journals/qajar-women-pioneers-modern-education-per 
sia/docview/2085002182.

48Heinrich Karl Brugsch, Safari be darbare soltane sahebgheran (1826–63) [A Journey of the Royal Prussian Embassy to 
Persia], trans. Mahmood Kordbacheh (Tehran: Ettelaat Press, 1988).
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Moreover, Azad-al-Dola49 mentioned a woman called Akhoond Taleghani who 
served as a court adviser to the daughters of Fath-Ali-Shad the Iranian ruler.50 

Considering the role of these mentors, Brugsch wrote that in the Qajar court the 
mentors – not the mothers – were responsible for the care, cultivation and educa-
tion of girls and boys.51 Mollabaji, the mother of Bibi Khatoon Astarabadi (a 
writer), was also a court mentor who also raised her own daughter there. Bibi 
Khatoon Astarabadi later became an active leader in the Iranian feminism 
movement.

Girls’ education originates from the court but was not restricted to the court members 
and was also undertaken in the homes of high-class families. There are many stories 
about educated women in the Qajar histories, memoires and orientalist itineraries. For 
example, in 1850 Lady Mary Sheil explained that “women in the higher classes frequently 
acquired the knowledge of reading and writing and choose poetical works in their native 
language”.52 Likewise, we can see the names of the forty well-educated women who wrote 
poems and prose and knew some foreign languages, like French and Ottoman Turkish53 

in the memoirs of E’temaad-al-Saltana.54

During the reign of Mozaffar-Addin Shah (1896–1906), the social circles became more 
open to the idea of development and its connection with girls’ education. Daughters’ and 
wives’ education, however, raised concerns for some elite religious men. Despite this, 
many of the intellectual clergy promoted women’s education and encouraged the female 
members of their families to receive an education. For example, Shaykh Mohammad- 
Hosayn Yazdi and Mirza Hadi Dolatabadi were two members of the clergy who encour-
aged their wives to educate themselves and attempted to establish a school for girls.55 The 
supportive actions of the clergy also influenced public opinion on women’s education 
and social status. Moreover, the educated women Safiyeh Yazdi and Sadigheh Dolatabadi 
became the pioneers of the Iranian feminist movement later and supported other women 
in their struggle for education.

The idea and implementation of girls’ education, although first only accessible to the 
higher classes and in family rather than institutional settings, enabled women to express 
their views more broadly in society and to promote women’s equality resulting in 
constitutional changes.

The constitutional revolution in Iran (1906-1911)

At the end of the reign of Mozaffar-Addin Sha (1906), a Constitutional Revolution period 
followed in Iran, creating a more liberal atmosphere for discussion on human rights. 
Combined with the voices of other reformers, social activist women’s voices became 
louder in the struggle for development, freedom, women’s social-political rights and 
women’s education. Women publicised their ideas in newspapers and established 

49Ahmad Mirza Azad-al-Dola, Tarikh Azodi [Azodi’s History] (Tehran: Abrishami House of History & Image, 1983), 8.
50Fath-ali-shah was a ruler of Qajar from 1797 until 1834.
51Brugsch, Safari be darbare soltane sahaebgheran.
52Mary L. W. Sheil, Glimpses of Life and Manners in Persia (London: J. Murray, 1956), 146.
53A political figure who lived in the middle of the 19th century.
54Altaf and Khaki, “Qajar Women: The Pioneers of Women Education in Persia”.
55Homa Rezvani, Lavaye-he Aqa Sheykh Fazl-allah Nuri [Aqa Sheykh Fazl’allah Nuri’s acts] (Tehran: Nashre Tarikhe Iran, 

1983).
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associations to raise national awareness and extend their political activities. Even though 
these associations first operated as charity institutions, they later became concerned with 
women’s rights and the status of the women in Iranian society.56

Women’s participation in the Constitutional Revolution created much hope for open-
ing new horizons to improve women’s social status and freedom, also enabling their 
education. Women participated in protests and political activities alongside Iranian men 
in the struggle. However, after the Revolution, things did not go as planned. In Article 10 
of the Parliamentary Election Law, women became disenfranchised from candidacy and 
voting. In response and as an expression of their disappointment, educated Iranian 
women changed their strategies. They thought that the enlightenment of public opinion 
alongside girls’ empowerment through education would open some windows for the 
improvement of women’s social lives. They therefore redoubled their efforts, writing 
papers for existing newspapers, establishing special newspapers and founding girls’ 
schools. As we will explain later, many of these schools were later transformed into 
preschools and kindergartens.

Bibi Khanoom Astarabadi, a famous female writer educated at court, promoted 
women’s and girls’ education to the public by publishing articles in newspapers like Habl- 
al-Matin. She also established a girls’ primary school called Doushezegan (meaning Girls) 
in 1907 for Muslim girls aged seven to twelve in which she and three of her daughters 
served as teachers.57 The curriculum of this school included history, reading, writing, 
geography, mathematics, religious education, cookery and handicrafts.58 Due to opposi-
tion from the clergy, this school soon closed. Astarabadi did not give up, however, and 
discussed with the minister of education, which resulted in the government permitting 
her to reopen the school on two conditions: 1) she had to erase the word “girls” from the 
board of the school; and 2) she was required to limit the age of pupils to those aged 
between four and seven. After its reopening this school became a kind of kindergarten or 
preschool. Thus, this type of kindergarten in Iran is a result of an age limitation on girls’ 
schooling rather, as in for example the British contexts, than a move to provide care for 
children left on the streets while their mothers served rich women or who were saved 
from the street and inculcated with moral teaching.59

Another educated woman who struggled for girls’ education and women’s rights was 
Sedigheh Dolatabadi. She was a member of the “Association of Women’s Freedom” in 
1907 and established a primary school for girls called “Maktab Shariiaat” (school of 
religious laws) in 1907. Because she was prohibited by her family from becoming the 
school principal, she nominated her friend. After a while, this secret came out. She was 
arrested and her school was closed. After regaining her freedom, she founded the first 
women’s newspaper in Iran in 1918 called Zabane-Zanan (The Language of Women). 

56Badr-Al-Molook Bamdad, Zanane Iran az Enghelabe Mashrooteh ta Enghelabe Sefid [Iranian Women from the 
Constitutional Revolution to White Revolution] (Tehran: Ebne-Sina Press, 1968); Janet Afary, The Iranian Constitution 
Revolution 1906–1911 (New York: Columbia University, 1996).

57Afsaneh Najmabadi, Women with Moustaches and Men without Beards: Gender and Sexual Anxieties of Iranian Modernity 
(California: University of California Press, 2005).

58Glolamreza Dorkatanian, “Nehzate farhangie zanan Iran va taasis madarese dokhtaran” [The cultural movement of 
Iranian women and establishment of girls’ schools] (paper presented at 4th Constitutional Conference, Tabriz, Iran, 3– 
4 August 2005).

59For example, Harry Hendrick, Children, childhood and English society, 1880–1990 (Cambridge: Cambridge University 
Press, 1997).
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This newspaper was published fortnightly and concentrated initially on women’s rights, 
gradually also addressing more general issues.

As a result of pioneering women’s efforts, during the first decade of the twentieth 
century, girls’ education gained momentum and educated women took charge of it. On 
19 January 1907, an Iranian women’s meeting adopted a resolution with two articles: 
first, the establishment of girls’ schooling and second, the reduction in the amount of 
women’s dowry, allocating this sum instead for their education.60 Additionally, advocacy 
articles published in constitutionalist newspapers called for girls’ education and helped in 
developing educated women’s activities in their associations. In turn, this helped the 
establishment of associations for orphan children, and contributed to the struggle for 
establishing girls’ schools and preschools for children from poor families. These efforts 
altogether gradually opened a new horizon for girls’ education, and especially for early 
childhood education in Iran. At the same time as in Britain, these preschools were 
initiated by rich women for charitable reasons.61 However, they also needed a change 
in religious rules and morals, which were brought about by the reforms of Shia Islam.

Religious reforms in Shia Islam

Religious reforms in Iran before and during the Qajar period (1796–1925) also affected 
girls’ and children’s education. Proponents of religious reforms in Shia Islam, like Babism 
and Bahaism, insisted on women’s freedom and the necessity of women and children’s 
education. Besides encouraging women to participate in education, the movement also 
gave an impetus for the development of girls’ and children’s education. There are various 
views about Bahaism, including the one that considers it a political movement rather 
than a religious one. Some observers argue that this movement was supported by Britain 
and Ireland to undermine the Shia religion in Iran. However, some people accepted it as 
their religion and made a firm commitment to it. Bab, one of the spiritual leaders of 
Bahaism, which is considered a religious movement,62 promoted women’s rights and 
freedom in all human affairs.63 For example, one of the popular opinions of Bab was that 
women do not need to be secluded.64 These ideas were very attractive to women and 
many embraced Bahaism.

Following its development, in the period 1848–53, the Babist community suffered 
violent attacks, many followers died, were incarcerated or were compelled to secrecy. 
Historical documents about it are therefore also scarce. The main ideas about women and 
children’s rights to education, however, remained inspiring. As explained before, these 
teachings and ideas were also promoted by those Shia people who did not accept the 
gendered structure of these teachings. For example, Akhoondzadeh, the free-thinker in 
the 19th century wrote that “it seems that only two ideas of Bab’s teachings . . . can be 
philosophical and true . . . one of them is about women’s rights and freedom”.65

60Janet Afary, The Iranian Constitution Revolution 1906–1911 (New York: Columbia University, 1996).
61Hendrick, Children, childhood and English society, 1880–1990.
62Groot, Religion, Culture, and Politics in Iran: From the Qajars to Khomeini.
63Mirza Fath-Ali Akhoondzadeh, Maktoobat [Writings] (Tabriz: Ehya Press, 1979).
64Abd-Al-Hadi Haeri, Shia va Mashrooteh dar Iran [Shia and Constitution in Iran] (Tehran: Amirkabir Press, 1995).
65Akhoondzadeh, Maktoobat, 177.
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Another reform movement that attracted people’s attention to women’s rights and 
their education was the Esmaeelion movement. While this movement started in 1100, 
their ideas about women’s right and freedom were only publicly recognised around the 
1800s by Iranian intellectuals like Akhoondzadeh. He appreciated their attempts and 
labelled them as a kind of Islamic Protestantism and thought that their ideas about 
women’s freedom could be inspiring for Islamic society.

Together these Shia religious reforms in Iran provided a concerted impetus for 
girls’ and children’s education and contributed to the development of girls’ schools 
and kindergartens. These moves were fortified by the arrival of missionaries and the 
establishment of mission schools.

Missionaries’ activities

There were at least three mission groups in Iran between 1834 and 1900 that 
attempted to found new schools. They established mixed gender or girls’ schools 
with the aim of promoting Christianity in Iran, especially in the Christian regions 
around Oroomia Lake. The first group to arrive, the Protestant Christian Church of 
the USA, started to initiate civil institutions. The leader of the group, Dr. Perkins, 
established the first school in a basement room at his home in 1834.66 Two years 
later, he founded a school for Christian girls.67 At first, the schools taught only 
Christian children, but gradually Muslim children were also accepted. In 1840, 
Dr. Grant, a member of this mission group, established girls’ and boys’ schools 
specifically for Muslim children. While the genders were separate, this was the first 
time that Muslim girls could enrol in the schools.

The second missionary group was the French Lazarists belonging to the Catholic 
Church of France. The Lazarists came to Iran in 1839 and established some new 
schools in the same region.68 They established a girls’ school in the city of Oroomia 
and by 1867, 150 girls were studying there. In some of their schools, Muslim and 
Jewish pupils studied alongside Christian pupils. Sometimes the Lazarists built 
separate rooms for Muslim pupils. Other mission groups, like the English group 
from the Cambridge Church and the Russian group from Tezari Russian Church, 
had fewer activities.

The mission’s activities helped girls’ education in various ways. First, they established 
girls’ schools and hence people realised the possibility and potentials of girls’ schooling. 
For example, Hellot quoted from a J. H. Shell letter dated 1871 that: “The Filles de la 
Charité have two girls’ schools, one boarding school (30 girls) that trains teachers, and 
one day school (for 20 to 25 students) . . . We have 35 schools in the villages, making 500 
children”.69 The girls’ education provided by mission schools also showed that this was 
not a harmful practice. Second, although the mission schools were at first for Christian 
boys, Muslim boys and girls gradually started to study there. This development helped to 
normalise girls’ education in the traditional religious society and its normalisation helped 

66Florence Hellot, “The Western Missionaries in Azrbayjani Society (1835–1914)”, in Religion and Society in Qajar Iran, ed. 
Robert Gleave (London: Routledge Curzon, 2005).

67Ghasemipooya, Madarese jadid dar doreh Qajar.
68Homa Nategh, Karnameh farangi farhangi dar Iran [The Western Cultural Report Card in Iran] (Paris: Khavaran, 1987).
69Hellot, “The Western Missionaries in Azrbayjani Society (1835–1914)”, 273.
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to develop girls’ education and women’s participation in it. In this normalisation, Bahaa 
families were very influential because they were the first families who enrolled their girls 
in these schools. Third, many of the future founders and teachers of girls’ schools and 
kindergartens were women educated at these schools.70

These new schools were active for about 100 years but on the orders of Reza 
Shah71 (1878–1944) they were closed. Their effects on girls’ education in Iran, 
however, persisted for many years. Therefore, these new girls’ schools were one of 
the important practices that helped to advance children’s and girls’ education in 
Iran. Religious differences in this way changed education practices to which ethical 
diversities also contributed.

Armenian women’s communities

Since the forced migration of Christian Armenian people to Iran in 1605, they had 
formed an important minority. Being a minority community, they were concerned 
about their children’s religious, social and cultural-linguistic identity, so they 
attempted to create the appropriate preconditions to protect the community’s identity. 
One of their challenges was the Muslim Maktabs, where the Quran and Islamic ideas 
were taught. The displaced Armenians wanted to teach their children their own 
religious ideas. Another threat to their identity was the mission schools. In these 
schools, instruction was given in the mission’s languages, English and French, with 
the stated aim to “add their [mission’s] own language to the diversity of the existing 
ones” in Iran.72 The Armenian community also wanted to help their children to attain 
higher social positions in Iranian society and therefore established their own schools 
and kindergartens.73

The Armenian communities had many religious and commercial relationships with 
the Caucuses and Europe. Many Armenians were merchants and travelled to Europe and 
the Caucuses frequently or even lived there. Their acquaintance with the religions of 
western churches and culture during these travels served to advance women’s literacy.74 

This in turn facilitated Armenian women in taking charge of their children’s education, 
establishing some special preschools and kindergartens. These schools and kindergartens 
were inspired by western examples and in most of them girls and boys were educated 
together. These schools were first only deemed appropriate for Christian Armenians but 
gradually Muslim children, and especially girls, were permitted to attend there. 
Consequently, these schools and kindergartens became the hubs of girls’ education in 
Iran. Besides intellectual, religious and ethnic concerns, traditions such as marriage 
played an important role creating or limiting girls’ educational opportunities.

70Ghasemipooya, Madarese jadid dar doreh Qajar.
71Iranian shah who became the Shah of Iran after Qajar time in 1925.
72Hellot, “The Western Missionaries in Azrbayjani Society (1835–1914),” 277.
73Elham Malekzade, “Negahi be anjomanhaye zanan Armaniyeh Tehran dar tarikhe moaser” [A view of the Armenian 

women’s association at Tehran in contemporary history], Pajooheshname Tarikh 3, no. 9 (2007).
74Hosein Abadian, “Aramaneh va Enghelabe Mashrooteh dar Iran” [Armenians and Constitutional Revolution in Iran], 

Markaze Daeratolmaaref Bozorg Islami (2015), https://www.cgie.org.ir/fa/news/71217.
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The age of girls’ marriage

During the Qajar period, girls were to be married on reaching eight to thirteen years of 
age. The age of religious maturity for girls was nine and many of the families decided to 
arrange girls’ marriages before this age. This decision had many possible reasons, 
including religious, financial and social considerations.75 One of these was a fear of any 
extramarital sexual relationships. People and families believed that young girls might fall 
in love with someone outside marriage. Polak, an Austrian physician and writer who was 
a teacher of Dar-Alfonun76 and personal physician to Naser-Addin Shah, wrote that 
“upon the [religious] rules and regulations, the girls should marry after the maturity age; 
when her menstruation started”.77 He also explained how poor families for financial 
reasons avoided this law and got permission from the clergy to marry off their daughters 
before this age. Girls’ marriage helped to reduce the living costs of a family, and if the 
groom’s socio-economic status was higher, it also raised the status of the girls’ family.

This concern of families to marry off girls at a young age resulted in preventing girls 
from having an education. If a girl wanted to gain an education in a school, it was 
assumed that she would no longer be able to fulfil her wifely duties. Hence marriage was 
one important reason for opposing girls’ education. To accommodate to this tradition, 
many educationalists limited their activities concerning girls’ education to childhood 
education. In this way, marriage limited girls’ schooling to kindergarten or lower primary 
school. Due to this restriction, more care was devoted to girls’ education which, during 
the Qajar period, in turn facilitated women in gaining employment as carers in 
kindergartens.

Another important decisive force was religious concerns about the relationship 
between girls and men. Some Islamic texts control this relationship thus preventing 
men from engaging in educating and caring for young girls. These concerns increased the 
need for educated women in girls’ education and care, and in turn, also facilitated the 
education of growing numbers of girls in higher schools (following basic education). 
There were some special subjects in the curriculum of the girls’ higher schools. For 
example, in 1919, the members of the Iranian Parliament determined that girls’ higher 
school curriculum should include knowledge and practice of child-care.78 Many girls’ 
higher schools had some courses on child-care and also on housekeeping.

In this short genealogy we described the various trajectories contributing to the 
emergence of new kindergartens in Iran. We have shown how children’s and girls’ 
education was contingent upon the military interests, political, intellectual, social and 
religious aspects of and developments in the Iranian state and society. We located our 
genealogy within both local and broader influences. “Reformers”, the feminist move-
ment, the Constitutional Revolution, religious reforms, the activities of missionaries and 
Armenian communities all contributed to slowly changing society’s acceptance of and 
desire for educating girls, and they together raised continuing concerns about various 

75Ghobad, Mansurbakht and Massomeh Hosainy, “Adabe ezdevaje Iranian dar dore Qajar az manzare safarnameha” [The 
ceremony of Iranians’ marriage in the Qajar period from travel books’ view], Kheradnameh 5, no. 15 (2015).

76The first high school that Amir-Kabir established for empowering the Iranian military.
77Jacob Eduard Polak, Safarname Eduard Polak: Iran va Iraniha, trans. Keykavoos Jahandar (Tehran: Kharazmi Press, 1989), 

141.
78Nasim Farahmand, “Ammmozesh va Nahadhaye Amoozesh Dokhtaran dar doreh Qajar” [Girls’ Education and 

Educational Institutions in Qajar Period], Parseh 16, no. 26 (2016).
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types of institutions and curricula to achieve education for all children and especially for 
girls’ education and rights.

Discussion

Our genealogy of the formation of the kindergartens in Iran demonstrated some simila-
rities and also differences compared to those in the British and European contexts. In 
Iran, the first kindergartens were not for common or poor people. They were private and 
only cultivated and wealthy families could afford them and therefore enrolled their 
children there. Kindergartens also represented a move against the Maktabs as they 
provided secular education with a curriculum oriented to life knowledge which was 
not accepted by most of the Muslim common people. Their view was that these new 
kindergartens imitated western culture, undermined Islamic beliefs and the identities of 
Iranian children, and misled them in their lives. In a complex geopolitical context, 
kindergartens contributed to the formation of nation-states by facilitating a western 
kind of social development.79 They were also opposed by some on nationalist grounds. 
Kindergarten curricula, like dancing and art, and the practice of co-education raised 
major concerns. Kindergartens were not approved of by large sections of the public and 
therefore were prohibited for many Iranian children. This prohibition created strong 
legacies for the future development of kindergartens.

The religious discourse about early childhood education in Iran had a double edge. We 
can identify two kinds of kindergartens during the Qajar period. The first kind were 
formed against Maktabs, as a religious educational system. It seems that the second kind 
of kindergartens were not guided by opposing Maktabs, thus created opportunities for 
the establishment of a different system with a different setup. When we trace the relations 
of religious discourse and the kindergartens, a bifurcated relation emerges. Whereas 
religious discourse opposed the first kind of kindergartens (because of their secular 
education, the co-education of girls and boys, and because of the modern educated 
women teachers), it indirectly empowered the second kind of kindergartens. These 
kindergartens were either for girls or boys, and their separation was compatible with 
religious beliefs and hence more compatible with dominant religious discourses of the 
time. Religious discourse could not accept the first kind of kindergartens also due to their 
assumed western approach and a curriculum that ousted religion from its centrality in 
the practices. Parts of this new kind of education, namely dancing, art and co-education, 
were not accepted due to religious arguments. Therefore, this new curriculum, the 
practices and setup seemed independent of religious norms, and consequently, it encoun-
tered opposition.

The kindergarten teachers were women with some higher education – a diploma or 
a certification from a “western kindergarten”,80 hence a livelihood-based education was 
required of teachers. In the Maktabs, clergymen studying in religious seminaries did the 
teaching and afterlife education was emphasised. In these new kindergartens, the clergy 
did not have teaching positions. After the establishment of these kindergartens, they 

79Zsuzsa Millei and Robert Imre, eds., Childhood and Nation: Interdisciplinary Engagements. (New York: Palgrave MacMillan, 
2015).

80Firooz, “Seire peydayesh va toseeh koodakestanha (1300–1320),” 75.
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became unemployed. We can thus assume that the new kindergartens threatened the 
clergy’s jobs and therefore increased their opposition.

However, this opposition changed gradually as it was replaced by a more important 
concern among religious people about girls. Being concerned by girls’ marriage and 
therefore forbidding their participation in girls’ schools and high schools, some religious 
people went as far as calling for the closure of these schools. For example, due to this 
opposition, Doshizegan school (a girls’ high school) was closed, and the government 
subsequently agreed to this closure. The government, however, permitted the female 
education managers to establish girls’ kindergartens and preschools instead of girls’ 
schools. These new kindergartens were the re-formations of the new kindergartens as 
single-sex kindergartens. We therefore understand the formation of these single-sex 
kindergartens as a sign of a new reform of ECE in Iran. Compared to mixed kindergar-
tens, this new kind of ECE was more compatible with religious discourse.

Our genealogy challenges the universal assumption behind the emergence of kinder-
gartens. Without the societal will to support girls’ education after the age of marriage, 
early childhood education became the only solution enabling girls’ livelihood (practical) 
education, which mostly focused on their care. The case of the emergence of ECE in Iran 
also demonstrates the need for a complex and broad view for at least two reasons. First, 
by considering a longer life span than childhood in explorations and the diversity of 
people, one can avoid thinking in binaries, such as “traditional” or “modern” or unifying 
the diverse dynamics and processes that led to the emergence of ECE.81 As we have 
shown, it is of paramount importance to consider developments in an intersectional 
manner, such as focusing on class, gender, ethnic belonging and religious beliefs. Second, 
drawing together different political, social, cultural and religious dimensions and their 
power relations helps in highlighting the struggles and contradictions that shaped the 
provision of ECE for children which are still relevant in contemporary Iran.
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