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Detailed Description of the Research Program
Many liberal states encounter conflicts between their legal norms and the practices of religious enclave communities (Berger, 2016; Habermas, 2006; Kymlicka, 1995; Rawls, 2009; Shachar, 2001), whose conservative ideology and lifestyle differ substantially from modern hegemonic groups (Almond et al., 2003).
Such conflicts are of particular concern in states that absorb massive immigration or where enclave communities comprise a substantial population segment. They are all the more complex when they concern schools and young children (Dwyer, 2018; Guttmann, 1999; MacMullen, 2007; Minow, 2007; Stolzenberg, 1993). Empirical studies, including my previous ISF project (conducted with Netta Barak-Corren), explored enclave religious schools’ responses to legal rules in the context of secular education in enclave religious schools, which manifests tensions between educational rights and religious norms (Perry-Hazan, 2014; Perry-Hazan et al., under review; Tan, 2010). However, studies exploring other domains, which involve different sets of religious and non-religious considerations, are scarce. Additionally, as previous research focused on the conflict between state law and the spiritual obligation of enclave religious boys’ schools to focus on religious studies, girls’ schools were not explored.    
The proposed research aims to examine and compare how enclave religious schools enact legal rules in three domains: the core curriculum, infrastructures’ safety, and mandatory reporting of students’ sexual abuse. Each of the noted domains is regulated by different types of legal rules, ranging from Ministry of Education regulations, to administrative and criminal law, and involves different characteristics of conflicts between legal rules and other sources of decision making, which are embedded in different institutional logics. Thus, the comparison would enable the development of a theory explaining how enclave religious schools respond to legal rules. This inquiry will draw on several bodies of literatures, and is expected to contribute new insights to each of them: enactment of laws and policies in schools, institutional logics and institutional work of religious institutions, and educators’ legal literacy. The study will draw on the case study of Haredi schools in Israel. Although this case is situated in specific socio-political circumstances, it may have broad relevance to other countries which encounter conflicts between legal rules and the practices of Haredi, Muslim, Amish, or other enclave religious schools (Franken & Levrau, 2020; Hussain, 2015; Katzir & Perry-Hazan, 2021; McAvoy, 2012; Merry & Driessen, 2005, 2016; Perry-Hazan, 2015b; Shakeel, 2018; Tan, 2010, 2011).
The domains I suggest exploring have profound implications for students’ rights. The implications of poor secular curricula on Haredi boys’ educational rights were the focus of various public and political debates in Israel (Perry-Hazan, 2015a). Although girls’ schools have no similar religious obligation to limit secular studies (Almog & Perry-Hazan, 2011) fierce controversies in the Haredi community regarding women’s higher education and adequate employment options (see Baum et al., 2014; Novis Deutsch & Rubin, 2019) may have ramifications for the enactment of the core curriculum in Haredi girls’ schools. The Mount Meron disaster, in which 45 Haredi individuals were crushed to death at a crowded religious event that allegedly did not receive adequate safety approvals (Gilat, 2021a, 2021b; Times of Israel, 2021), highlighted Haredi communal approaches toward safety rules and shed light on the crucial importance of examining Haredi schools’ adherence to such rules. Silencing child sexual abuse in the Haredi community has been a substantial concern for many years (see review in Lusky-Weisrose et al., 2020), but there is no information regarding Haredi schools’ compliance with mandatory reporting rules. The increasing information on sexual abuse within Haredi schools (e.g., Erlich, 2022; Farkash, 2018; Rabinovitz, 2021; Sever, 2022), the protection provided by a Haredi Health Minister to an Australian Haredi school principal who sexually abused her students (Maanit et al., 2022), and recent cases of well-known Haredi figures who sexually abused children (Cashman, 2022; Spiro, 2022) indicate that this is a timely topic.
1. Scientific Background
This project rests on several bodies of literature. Section 1.1 focuses on state regulation of religious enclave schools and reviews the scarce empirical literature that examined how such schools respond to legal rules. Sections 1.2-1.4 comprise the theoretical lenses of the proposed study – the enactment of education laws and policies in schools; institutional theory, focusing on organizational responses to external pressures and institutional logics; and educators’ legal literacy. Section 1.5 describes the study’s context: The Haredi community and its education system. Section 1.6. reviews literature focusing on the study’s domains: core curriculum, safe infrastructures, and reporting of child sexual abuse in enclave religious communities.   
1.1. State Regulation of Religious Enclave Schools
Schools’ policies are often the centerpiece of conflicts between liberal states and enclave religious communities (Dwyer, 2018; Callan, 1997; Guttmann, 1999; Minow, 2007; Stolzenberg, 1993). The vast majority of studies that discussed conflicts between state education policies and practices of enclave religious schools in various countries are non-empirical studies that typically focused on issues relating to conflicts between legal and religious norms. One thread in the literature focused on the teaching of a secular core curriculum (Hakak & Rapoport, 2012; Lichtenstein, 2022; Maussen & Vermeulen, 2015; McAvoy, 2012; Perry-Hazan, 2014, 2015a, 2015b; Perry-Hazan et al., under review; Tan, 2010), or of specific controversial subjects such as sex education or citizenship education (e.g., Cohen Eliya, 2007; Bialystok & Wright, 2019; Franken & Levrau, 2020). Other threads focused on discrimination in admission policies (e.g., Dwyer & Parutis, 2013; Maussen & Vermeulen, 2015; Merry, 2015; Perry-Hazan, 2019; Perry-Hazan & Perelstain, 2018), and in the selection of school staff (e.g., Barak-Corren, 2017; Maussen & Vermeulen, 2015; Oomen & Rijke, 2013). Studies also discussed policies relating to parental choice of enclave religious schools, schools’ location on the public-private continuum, and their funding (e.g., Hills, 2015; Katzir & Perry-Hazan, 2019; Meer, 2009; Merry & Driessen, 2005; Parker-Jenkins et al., 2017; Rowe, 2020; Shakeel, 2018; Stolzenberg, 2010). Most of these studies focused on Islamic schools in Europe (e.g., Dwyer & Parutis, 2013; Hills, 2015; Maussen & Vermeulen, 2015; Merry & Driessen, 2005; Parker-Jenkins et al., 2017), or Haredi schools in various countries (e.g., Cohen Eliya, 2007; Franken & Levrau, 2020; Hakak & Rapoport, 2012; Lichtenstein, 2022; Perry-Hazan, 2014, 2015a, 2015b; Perry-Hazan et al., under review; Stolzenberg, 2010).  
	Although the are many empirical studies about religious schools (e.g., Brooks, 2018; Finefter-Rosenbluh, 2022; Hirsch, 2019; Sikkink, 2012), there are almost no studies that collected data from enclave religious schools and explored the responses of such schools to state regulations. This is not surprising due to the access barriers that characterize this field of research. Kong (2005) and Tan (2010) explored conflicts between curricular regulations which construct schools as sites of modernity and practices of Islamic religious schools (madrasahs) in Singapore, intended to produce the religious elites of the community. Tan (2010) concluded that mandatory policies are ineffective due to communal resistance. Some of my previous studies focused on Haredi schools’ responses to legal rules regulating the secular curriculum in Haredi boys’ schools. These studies shed light on conflicts between legal norms that guarantee educational rights and Haredi schools’ religious norms that sanctify religious studies in boys’ schools to nurture the structure of the scholars’ society, in which the ideal course of men’s life is full-time Talmudic study and women provide for their families (Almog & Perry-Hazan, 2011; Brown, 2007; Friedman, 1991). A small-scale qualitative study conducted in Antwerp’s Haredi schools (Perry-Hazan, 2014), analyzed the impact of conditional funding policies accompanied by strict curricular requirements. Another qualitative study (Katzir & Perry-Hazan, 2019) explored how a group of private (recognized unofficial) Haredi boys’ schools in Israel legitimized a non-mandatory reform that enabled them to become public (official) and obligated them to teach a full core curriculum. A follow-up study, which explored whether schools changed their practices three years after joining the reform, found that the reform’s enactment was manifested mostly in invisible changes, such as the professionalization of teaching and assessment (Katzir & Perry-Hazan, under review). 
A study that emerged from a previous ISF project explored the decisions of Haredi schools for boys regarding Israel’s core curriculum regulations (Perry-Hazan et al., under review). The study drew on a nationally representative sample of 82 principals and teachers who work in 62 Haredi boys’ schools serving around 18,000 students, and six Ministry of Education inspectors who oversee dozens of schools each. The study analyzed the different sources that underlie schools’ decisions and the role of law among them. It also revealed isomorphic structures of compliance and noncompliance, as well as variations between the schools. The conclusions termed Haredi schools’ responses to the regulations as institutional maintenance work, which preserve schools’ noncompliance without conflicts with the state. Other studies focused on the same context of secular studies in Haredi boys’ schools and explored bottom-up mobilization of educational rights by Haredi activists in New York and Israel (Katzit & Perry-Hazan, 2021, 2022) and NGOs who work with Haredi schools (Perry-Hazan et al., in progress). A recent empirical study that drew on interviews with advocates of Haredi boys’ schools in New York revealed the legitimizing tactics that position the schools as deserving of state support despite their noncompliance with the state’s curricular requirements (Lichtenstein, 2022). 
The only empirical study that focused on regulations that do not directly concern secular studies examined the compliance of Israeli Haredi boys’ schools with school closure regulations during the first wave of Covid-19 (Barak-Corren & Perry-Hazan, 2021). This study compared the perceptions of compliant and noncompliant principals and analyzed state’s reluctance to enforce the regulations. It conceptualized a phenomenon of bidirectional legal socialization, as legal power was shaped by community pressure and, in turn, shaped community responses to the law. Importantly, although the focus of the study was Covid-19 regulations, the religious norms that guided schools’ decisions related to the importance of religious studies in boys’ schools. Haredi girls’ schools generally complied with Covid-19 school closure regulations and thus were not included in our sample.
This emerging body of knowledge focused on the conflict between legal rules and communal religious norms relating to the curricula in Haredi boys’ schools. This context raises overt tensions between state regulations and the Haredi worldview, which locates boys’ religious education at the center of the communal social structure. There are gaps in the literature regarding other types of intersections between legal norms and Haredi schools’ practices and regarding the compliance of Haredi girls’ schools to the curricular regulations, which may be embedded in different sets of considerations.
1.2. The Enactment of Education Laws and Policies in Schools  
The proposed study draws on the literature exploring the long trajectories of education laws from the policy documents to the various political, administrative, judicial, and educational arenas in which the policies are enacted (Ball et al., 2011; Berkovich, 2021; Spillane, 2009). A conceptual framework that assists in exploring these trajectories is policy enactment, which refers to an understanding that policies are interpreted and translated by diverse policy actors during these trajectories, rather than simply implemented (Braun et al., 2010). Policy enactment depends on the worldview, expertise, and experiences of the policy actors (Spillane et al., 2002; Levinson et al., 2009; Maguireet al., 2013). Some of these actors may resist the policy (Berkovich, 2011; Choi, 2017), for example due to political conflicts (Donnelly et al., 2021). Other actors may apply different systems of meanings, and nudge legal rules, sometimes unintentionally, to different directions. The actors make sense of the policy by utilizing their previous organization of knowledge and beliefs (Spillane et al., 2002; see also Gawlik, 2015; Rigby, 2015). They engage in policy appropriation by the negotiation of meaning occurring across and within the various sites where policy flows and takes shape (Levinson et al., 2009). The form and extent of enactment also depend on available financial and administrative resources (Francia & Riis, 2016), and the policy text, including the level of ambiguity in the policy’s goals or means (Bialik et al., 2018; Martland, 1995). Ambiguous education policies may be a result of vague instructions and ideas in policy documents (Graham et al., 2019), policy framework allowing school leaders to exercise wide discretion as to how they intend to meet its goals (Shaked & Schechter, 2019), contradictions between policy documents (Maguire et al., 2013; Morando et al., 2007), or scattering the policy in various types of regulations (Bialik et al., 2018). Policy enactment also depends on the policy mechanisms, such as mandatory or voluntary requirements and sanctions (Braun et al., 2011). 
In light of the above, there may be significant transformations of legal rules during their trajectory across the arenas of education policy. Law and society scholars conceptualize these transformations as gaps between the law on the books and the law in action (Garth & Sarat, 1998; Huising & Silbey, 2011; Pound, 1910). Education policy scholars distinguish between authorized policy and unauthorized, or informal policy (Levinson et al., 2009). The education law in action, or unauthorized education policy, creates new norms within communities of practice (Levinson et al., 2009) and might be subjected to processes of dissipation and mutation (Maguire et al., 2013). Decoding the enactment of education policy is especially challenging in cases of schools operated by religious enclave communities, which are influenced by plural normative environments and various actors in public and communal institutions. As noted in the previous section, the research of policy enactment in such schools is scarce.  
1.3. Institutional Theory and Institutional Logics  
Another theoretical framework that offers a lens to explore whether and how Haredi schools respond to legal rules is institutional theory. Institutional theory is a field of organizational sociology, which explores the relationships among organizations and the fields in which they operate, highlighting in particular the role of formal structures in enabling and constraining organizational behavior (Lawrence & Suddaby, 2006). A major thread in institutional theory has focused on external sources influencing separate organizations within a field to act in similar ways, a phenomenon termed isomorphism (DiMaggio & Powell, 1983). Over time, organizations develop standard templates, which confer legitimacy, improve survival chances and over time become taken-for-granted myths (DiMaggio & Powell, 1983; Meyer & Rowan, 1977). Institutional myths are particularly prominent in organizational fields characterized by broad and vague goals, such as education, that enable loose coupling between the organization’s formal rules and structures and their actual implementation (Aurini 2006, 2012; Perry-Hazan & Birnhack, 2016).
DiMaggio and Powell’s seminal work (1983) delineated external sources that produce isomorphism in organizations: coercive formal and informal mechanisms, which include legal rules, mimetic mechanisms that operate when an organization models itself after similar organizations in their field, and normative mechanisms driven by professionalization of employees. Newer studies developed institutional theory and focused on internal organizational sources of decision making (Powell & Colyvas, 2008). This inquiry is embedded in criticism of institutional theory for putting too much emphasis on environmental pressures and ignoring organizational responses nested in individual perceptions and beliefs (Aurini, 2012; Lawrence & Suddaby, 2006). Several studies drew on institutional theory to explore how organizations respond to ambiguous law, and fill it with their own content (e.g., Edelman, 2016; Kramarczuk Voulgarides et al., 2021; Perry-Hazan & Birnhack, 2016). Studies also explored how organizational agents participate in institutional work that creates, maintains, or disrupts institutions (Lawrence & Suddaby, 2006; Lawrence et al., 2011). Another scholarly approach that emerged within institutional theory and is particularly relevant to the proposed study is institutional logics, which focuses on the effects of institutional orders that have different logics—a set of material practices and symbolic constructions—which constitute their organizing principles on individuals and organizations in a larger variety of contexts (e.g., Aalto & Kallio, 2019; Friedland & Alford, 1991; Rozenfeld & Scapens, 2021; Thornton & Ocasio, 2008). Organizations often function in a complex institutional context, as multiple logics affect them simultaneously (Lounsbury et al., 2021; Sadeh & Zilber, 2019). 
Several scholars conceptualized religion as an institutional logic (Friedland & Alford, 1991; Thornton et al., 2012). Gümüsay (2020) asserted that the notion of the religious logic offers conceptual means to explain the significance of religion and its interrelationship with other institutional orders. His review indicated that studies focusing on religion as an institutional logic are scarce, particularly in non-Christian contexts. He also offered to explore how religious logics interact with state systems. Other scholars similarly noted that the implications of religion have not been adequately addressed in the organizational literature (Fathallah et al., 2018; Murphy & Smolarski, 2017; Siti-Nabiha & Siti-Nazariah, 2022; Yan, 2020). 
1.4. Educators’ Legal Literacy
Legal literacy is the ability of ordinary citizens to understand and use the law in their everyday lives in a degree of competence that enables them to protect their interests, know when to turn to a specialist, and understand public debates (White, 1982). Educators’ legal literacy concerns the basic legal issues regulating their daily work (see Schimmel & Militello, 2007). The law has become more and more relevant to schools’ work, following the growing awareness of children’s rights (Byrne & Lundy, 2019; Quennerstedt, 2011; Todres & King, 2020), and the increasing use of education law litigation (see Superfine & Thompson, 2016; Zirkel & Skidmore, 2014).
Several empirical studies conducted in various countries explored educators’ legal literacy. Some of these studies focused on a wide range of students’ rights (Findlay, 2007; Perry-Hazan & Tal-Weibel, 2020; Tie, 2014; Schimmel & Militello, 2007), whereas others focused on specific topics such as students’ protection from bullying and abuse (Charmaraman et al., 2013; Walsh et al., 2013), due process in schools’ disciplinary proceedings (Thompson et al., 2015), or privacy in school (Perry-Hazan & Birnhack, 2016). These studies pointed to the low levels of legal literacy among educators (Charmaraman et al., 2013; Findlay, 2007; Mead, 2008; Militello et al., 2009; Perry-Hazan & Birnhack, 2016; Perry-Hazan & Tal-Weibel, 2020; Schimmel & Militello, 2007; Tie, 2014). Schimmel and Militello (2007) also examined the sources of teachers’ legal information, finding that most teachers receive such information from other teachers. This phenomenon may facilitate mimetic processes based on inaccurate assumptions regarding school law, which produce legal myths (Perry-Hazan & Birnhack, 2016; Perry-Hazan & Tal-Weibel, 2020; Schimmel & Militello, 2007). Other studies have examined the factors that influence educators’ legal literacy. Thompson and his colleagues (2015) pointed to the organizational context––including information obtained from colleagues, on-the-job training, and organizational practices––as a key factor in shaping educators’ conceptions in the context of due process rights. Another study, focusing on Australian teachers’ knowledge of their duty to report child sexual abuse, found that teachers having higher levels of knowledge had received training concerning child sexual abuse, had more positive attitudes toward reporting, were more likely to hold administrative positions, and had reported child sexual abuse at least once (Walsh et al., 2013). The study also found that teachers having higher levels of knowledge were also more likely to work in the state having the most robust legislated reporting mandate, which had been in place for a considerable period.
Legal literacy was yet to be examined in the context of enclave religious schools. Studies I conducted in other contexts indicate that understanding educators’ legal literacy is a precondition to the analysis of their behavior in law-related cases (Perry-Hazan & Birnhack, 2016; Perry-Hazan & Tal-Weibel, 2020). This theoretical lens is expected to be particularly relevant to cases of students’ sexual abuse, which involve ad hoc compliance rather than regular structured compliance based on routine formal procedures. 
1.5. Context: The Haredi Community in Israel and its Education System
The site of the proposed study is the Haredi community in Israel. This community has unique characteristics, reflected in various aspects of its members’ worldview and daily lives (Caplan, 2003; Brown, 2007; Hakak & Rapoport, 2012). The Haredi community includes numerous subgroups, who follow different spiritual leaders (Cahaner, 2020; Leon, 2022). Several principles are shared by the various Haredi groups, including the subjection to the authority of spiritual leaders; precise observation of the Halacha (Jewish law), with no leniencies; sanctification of men’s and boys’ Torah study; rejection of modernization; and insulation from the outside world (Brown, 2007). The Haredi community is also characterized by a suspicious approach regarding the Zionist State and its institutions (Leon, 2016; Yaadgar, 2017). However, the growth of the community, which now comprises around 13% of the Israeli population (Malach & Cahaner, 2021), undermined the ability of the Haredi community to remain an isolated minority and increased Haredi participation in politics, higher education, the army, social media and other public spheres (Caplan & Stadler, 2009; Hakak, 2016; Leon, 2017; Malach & Cahaner, 2021; Novis-Deutsch & Lifshitz, 2016; Yefet, 2016). These processes put different Haredi groups on different locations at the continuum between conservativism and modernity (Cahaner, 2020). 
Around 250,000 students attend Israeli Haredi schools, who comprise 19% of all Israeli school students and 26% of elementary school students in the Jewish sector (Malach & Cahaner, 2021). The vast majority of Haredi schools are private, having a legal status of either recognized unofficial or exempt (Compulsory Schooling Act, 1949, Articles 1, 4). Many Haredi unofficial schools belong to one of two nation-wide school associations operated by political parties – the Independent Education association and the Bney Joseph association. The exempt Haredi schools are owned and operated by various religious associations, many of which have a specific patron in one of the Haredi parties. Around 60 Haredi schools joined in recent years to the official (public) National Haredi Education stream (Katzir & Perry-Hazan, under review). There are also illegal unregistered Haredi schools (Barth et al., 2020; Viniger, 2017). According to rough estimations, they serve around 20,000-30,000 Haredi students (Barth et al., 2020).
Haredi schools’ funding depends on their legal status and their ownership. Schools affiliated with the Independent Education and the Bney Joseph associations receive state funding equivalent to the support received by public official schools (Budget Foundations Act, 1985, Article 3A). The remaining recognized unofficial schools and the exempt schools receive 55%-75% of the level of funding provided to official schools (Compulsory Schooling Act, 1949, Article 10A; National Education Regulations [Recognized Institutions], 1953). Since the Haredi parties became a balance pivot in Israeli politics in 1977, Haredi parties excreted their political influence to maintain Haredi schools’ autonomy and increase their funding (Perry-Hazan, 2015a). 
1.6. The Proposed Study’s Domains: Review of Relevant Literature
1.6.1. Secular Curricula in Religious Enclave Schools  
One of the centerpieces of the conflict between liberal states and enclave religious communities involves the teaching of secular subjects in enclave religious schools. Balancing the conflicting rights and interests of children, parents and the state in this context was the topic of litigation in the US (Wisconsin v. Yoder, 1972; Young Advocates for Fair Educ. v. Cuomo, 2019), UK (Talmud Torah Machzikei Hadass School Trust v. Secretary of State for Education and Science, 1985), Belgium (Mojsdis Chaside Belze v. The Flemish Community, 2014), and Israel (Rubinstein v. The Ministry of Education, 2014). A common form of balancing rights and interests is a universal “core” curriculum comprising basic educational standards (Beane, 2016; Lundy, 2005). However, due to the difficulties to enforce a core curriculum (see Lichtenstein, 2022; Perry-Hazan, 2015b; Tan, 2010), UK and Belgium refrained from registering Haredi yeshivas for secondary school boys (Burns, 2018; Franken & Levrau, 2020; Harpin, 2022; Sokol, 2013), Israel exempted these schools from any standards of secular education (Unique Cultural Educational Institutions Act, 2008), and New York State amended the Education Law and provided Haredi schools specific exemptions from mandatory curricular policies, after years of under-enforcement (Wang & McKinley, 2018).   
	As noted, my own studies explored the enactment of the core curriculum regulations in Haredi boys’ schools (Perry-Hazan, 2014, 2015b; Perry-Hazan et al., under review) and other ways to promote secular studies in such schools from the bottom-up (Barak-Corren et al., in progress; Katzir & Perry-Hazan, 2021, 2022; Perry-Hazan et al., in progress). A scholarly think tank’s report (Spiegel, 2011) similarly focused on Haredi boys’ schools. Studies that collected data in Haredi girls’ schools include my small-scale study conducted in Antwerp (Perry-Hazan, 2014) and a study that focused on English curricula in Chabad (Lubavitch) schools in Israel, finding that the state curriculum is implemented only partially (Tannenbaum & Cohen, 2018). 
The proposed study aims to complement the inquiry we conducted in Haredi boys’ schools and examine the enactment of the core curriculum in Haredi girls’ schools. For girls, secular studies are sanctioned to enable them to provide for their families in adulthood (Almog & Perry-Hazan, 2011). Moreover, the religious studies in Haredi girls’ schools do not include the Talmud, which is the most significant content in the Haredi boy’s schooling, in light of the Talmudic dictate: “Anyone who teaches his daughter Torah [it is as if] he is teaching her frivolity (tiflut)” (Rabbi Eliezer, Sota 20a). Various considerations may influence the enactment of the core curriculum regulations in Haredi girls’ schools, ranging from administrative constraints, which may be similar to those we identified in boy’s schools’ (Perry-Hazan et al., under review), to communal approaches that structure Haredi girls’ and women’s social role by directing them to instrumental courses of knowledge and employment (Baum et al, 2014; El-Or, 1994; Brown, 2012, 2013; Neriya Ben-Shahar, 2011). 
1.6.2. Compliance with Safety Rules in Enclave Religious Communities
The tragedy in the mass Lag B’Omer (a Jewish religious holiday) event at Mount Meron, where 45 people were crushed to death and more than 150 people hurt (Times of Israel, 2021) put compliance with safety rules in the Haredi community at the front of public and political discourse in Israel. Despite safety concerns of professionals, the government did not set adequate limits on the number of participants at the event, due to political pressure of the Haredi parties (Gilat, 2021a). Another factor that facilitated the tragedy was state authorities’ failure to enforce the demolition of illegal constructions at Mount Meron, established by Haredi groups who compete for control in the area (Gilat, 2021b; Melnitzki, 2021). 
	Various studies examined how religion influences individuals’ risk perceptions and risk-related practices, for example in the context of tourism (e.g., Jonas et al., 2019; Mansfeld et al., 2016), traffic rules (e.g., Guggenheim & Taubman Ben-Ari, 2015a, 2015b; Rosenbloom et al., 2004, 2008), natural disasters (e.g., Chester et al., 2008; Chester & Duncan 2010; Merli 2010), and pandemics (e.g., Barak-Corren & Perry-Hazan, 2021; Blevins et al., 2019; Capponi, 2020; Lee et al., 2022). Some of these studies focused on the Haredi community (Guggenheim & Taubman Ben-Ari, 2015a, 2015b; Jonas et al., 2019; Mansfeld et al., 2016; Rosenbloom et al., 2004, 2008), and only our own study regarding Haredi schools’ non-compliance with Covid-19 school closure regulations focused on schools (Barak-Corren & Perry-Hazan, 2021). There is no study that examined how enclave religious schools respond to regulations of infrastructures’ safety.
One of the challenges relating to compliance of enclave religious communities with safety rules relates to the theological interpretations of disasters, which might contradict explanations relating to human responsibility (Chester et al., 2008; Merli, 2010; Lee et al., 2022). A related challenge concerns the tension between religion and science (Barak-Corren & Perry-Hazan, 2021; Capponi, 2020; Chester et al., 2008; Lee et al., 2022). In addition, reliable information on potential risks and their implications may be limited in enclave groups (Guggenheim & Taubman Ben-Ari, 2015a; Jonas et al., 2019). However, religion may also mitigate risks by instilling health-related values (Blevins et al., 2019; Cheema et al., 2014; Lee et al., 2022). In Judaism, individuals are obliged to make every effort to protect their lives (Venishmartem meod lenafshtechem, Devarim 4,15).
Studies showed risk-related differences relating to religious groups and subgroups (Gaillard & Texier, 2010; Jonas et al., 2019) and gender, with Haredi men tending to take more risks than Haredi women (Rosenbloom et al., 2004, 2008). These studies indicate the importance of understanding variances in enclave schools’ enactment of regulations that their goal is preventing risks.
1.6.3. Mandated Reporting of Children’s Sexual Abuse in Enclave Religious Communities 
The Haredi community has a tradition of dealing with social and moral problems, such as sexual abuse, within the community (Shmuely, 2010). During the 1990s, new approaches undermined this tradition and some Haredi groups began approving reports of children’s sexual abuse (Katzenstein & Aronson- Fontes, 2017; Lusky-Weisrose et al., 2020). Since the 2000s, and particularly after the emergence of the MeToo# movement, there is a growing phenomenon of activism against sexual violence in the Haredi community (Kravel-Tovi, 2020). Local and international Haredi organizations provide educational activities and legal tools to prevent and address child sexual abuse (Katzenstein & Aronson Fontes, 2017) and anonymous platforms in social media present various voices that criticize Haredi efforts to hide cases of child sexual abuse (Lusky-Weisrose et al., 2021). However, reporting child sexual abuse to state authorities might still expose Haredi individuals to threats and ostracism (Gilad, 2014; Lusky-Weisrose et al., 2020). Common religious arguments against mandated reporting relates to the prohibitions of extraditing Jews to external entities (the Moser [informer] law) and of defamation (Leshon Hara) (Lusky-Weisrose et al., 2020). Other arguments relate to the reliance on communal organizations that address sexual violence (Yogev, 2021), modesty-related considerations that structure sexual abuse as a taboo that should not be discussed (Freund & Band-Winterstein, 2013), and lack of trust in law authorities (Yogev, 2021; Nadan et al., 2018; Schmid & Benbenishty, 2011). 
	In recent years, the media published several cases of Haredi children’s sexual abuse conducted by their educators in various types of Haredi boys’ and girls’ schools (Erlich, 2022; Farkash, 2018; Rabinovitz, 2021; Sever, 2022). The media also widely discussed the high profile case of Malka Leifer, a former principal of a Haredi girls’ school in Melbourne, who was being charged with 74 counts of students’ sexual abuse and received protection in Israel by Yaakov Litzman, a Haredi Knesset member and the former Health Minister (Maanit et al., 2022; Mendes et al., 2019). Additional cases that shocked the Haredi community and its school system were the suicide of Chaim Walder and Yehuda Meshi-Zahav, who were allegedly sexually abused girls and women (Cashman, 2022; Spiro, 2022). Walder was a Haredi activist for child safety and an author of children’s books. Meshy-Zahav was the creator of a voluntary emergency response organization. It was argued that many Haredi people knew about his crimes but did not report (Cashman, 2022). The rate of complaints to Haredi municipal welfare departments on sexual abuse of children is constantly growing (Finkelstein, 2021). However, there is not a single study that explored Haredi educators’ knowledge, perceptions, and implementation of their legal duty to report sexual abuse.
	Many empirical studies explored children’s abuse in religious or conservative communities (e.g., Bailey et al., 2017; Bhana, 2015; Boakye, 2009; Feng et al., 2009; Gilligan & Akhtar, 2006; Harrison & Gill, 2018; Tishelmana & Fontes, 2016; Maul et al., 2017; Minto et al., 2016; Shalhoub-Kevorkian, 1999; Wen, et al., 2017; Haj-Yahia & Attar-Schwartz, 2008) and some of them focused on the Haredi community (e.g., Alfandari et al., 2021; Ben-Arieh & Haj-Yahia, 2006; Gershoony & Hassida, 2020; Lusky Weisrose et al., 2020; Schmid & Benbenishty, 2011; Tener et al., 2021). The studies on this topic pertained to various aspects, including communal discourse (Gershoony & Hassida, 2020), public perceptions (Boakye, 2009; Schmid & Benbenishty, 2011; Wen, et al., 2017), professional’ perceptions (Maul et al., 2017; Shalhoub-Kevorkian, 1999; Tishelmana & Fontes, 2016), victims’ experiences (Shalhoub-Kevorkian, 1999; Tener et al., 2021; Tishelmana & Fontes, 2016), and action researches to develop solutions (Gilligan & Akhtar, 2006; Harrison & Gill, 2018). Studies also examined the tendency of religious people to disbelieve allegations of child abuse perpetrated by clergy (Minto et al., 2016) and pointed to the unique challenges of children’s sexual abuse within religious institutions (Doyle, 2017; Harper & Perkins, 2017). 
Several studies focused on mandated reporting of child abuse in religious and conservative communities (Alfandari et al., 2021; Bailey et al., 2017; Ben-Arieh & Haj-Yahia, 2006). Such a legal duty exists in many countries, including the United States, Australia, Canada, the UK, Ireland, South Africa and Taiwan (see Bhana, 2015; Children's Bureau, 2022; Feng et al., 2009; Mathews, 2019; Todres, 2016). Some of these studies provided data in regard to the levels of reports on child abuse, for example in the context of Arab municipalities and areas with high percentage of Haredi population in Israel (Ben-Arieh & Haj-Yahia, 2006) or in indigenous communities in Australia (Bailey et al., 2017). Several studies explored intervention programs aimed to encourage reports on child sexual abuse in enclave communities (Bailey et al., 2015; Boehm & Itzhaky, 2004; Carrington et al., 2019). Recently, Alfandari et al. (2021) provided a nuanced inquiry into the perceptions of Haredi leaders (rabbis, community activists, social workers and criminologists) regarding mandatory reporting legislation of child abuse. Their research did not include educators.
Only few of the studies that explored mandated reporting of child abuse in religious and conservative communities focused on schools. Bhana (2015), who explored how teachers in a South African primary school understand their role in the protection of young girls who experienced sexual violence, and Feng et al. (2009), who examined the perceptions of Taiwan's kindergarten teachers regarding mandatory reporting of child abuse, found that reporting is perceived as a threat to educators’ personal safety and relationships. Haj-Yahia and Attar-Schwartz (2008), who conducted a quantitative study among Palestinian preschool teachers in Israel, found that teachers preferred reporting suspicions of child abuse to social workers, whom they typically perceive more trustable than the police. Willingness to report suspected cases of child sexual abuse to the police was higher than willingness to report other types of child abuse. Interestingly, teachers’ awareness of mandated reporting laws did not contribute significantly to explaining their willingness to report any type of child abuse. This scant knowledge manifests the importance of exploring how enclave religious schools enact mandated reporting rules in cases of child sexual abuse. Moreover, none of the three reviewed studies examined Haredi schools and both Bhana (2015) and Feng et al. (2009) did not focus on communities that are enclave cultures. 
2. Research Objectives and Significance
The proposed research aims to explore how enclave religious schools enact legal rules and analyze their sources of decision making. The study will focus on legal rules in three domains: the core curriculum, infrastructures’ safety, and mandatory reporting of students’ sexual abuse. Each of these domains is regulated by different types of legal rules and involves different conflicts and intersections between the law and other sources of decision making, embedded in various institutional logics. The comparison of schools’ enactment of legal rules in different domains would enable the development of a theory explaining how enclave religious schools respond to legal rules. The research will draw on the case study of Haredi elementary schools in Israel (Grades 1-8) and rely on a representative sample of schools. This case is situated in specific socio-political context, but its contours resemble similar cases of enclave religious schools in other countries.  
Numerous theoretical studies discussed the relationships between liberal states and enclave religious schools but there is a lack of empirical knowledge about this topic. The empirical scholarly research on the response of enclave religious schools to state regulations, including my previous ISF project, focused on the core curriculum in boy’s schools, which is embedded in a specific type of conflict between legal and religious norms. However, studies that focused on girls’ schools and on other domains, which involve distinct agents and sets of considerations, are scarce. The proposed study lies on the underlying assumption that the different decisions are compounded by multiple considerations relating to religious, ethical, organizational, and practical concerns among others. The study is also expected to contribute new insights to the study of education policy enactment, institutional logics, and educators’ legal literacy by focusing on the context of enclave religious schools, which was yet to be explored. 
In addition, the study has practical importance. Its findings may assist policy makers in designing a more effective interface between legal rules and practices of enclave religious schools. This endeavor is crucial in Israeli society, as 19% of all school students attend Haredi schools and the yearly growth rate of the Haredi education system in the last decade was around 3.7% (Malach & Cahaner, 2021). 
3. Detailed Description of the Proposed Research
3.1 Research Questions 
(1) Whether and how do Haredi schools enact the legal rules regulating their secular core curriculum, the safety of their infrastructures, and the mandated reporting in cases of sexual child abuse? How do their practices correspond with the legal rules? 
(2) What are the sources of Haredi schools’ decisions regarding the examined domains (e.g., rabbinical coercive decisions, mimetic mechanisms, administrative and financial considerations, principals’ agency)? Which institutional logics guide their decisions, how, and what are the interactions between them? What, if any, is the role of the regulations and the law enforcement agents in these decisions? 
(3) How do Haredi educators explain and legitimize the legal rules?
(4) What are the similarities and differences between the domains?
(5) What are the similarities and differences between different groups of schools (schools that have different legal statuses, schools affiliated with different Haredi groups, boy’s and girls’ schools)? 
(6) What are the normative implications of the empirical findings? How should they inform policymaking?
3.2. Research Design and Methodology
Choice of legal rules. The proposed research will examine Haredi schools’ enactment of rules that concern three domains: core curriculum, schools’ safe infrastructures, and reporting students’ sexual abuse. 
Core curriculum. Ministry of Education core curriculum regulations for elementary Haredi schools (Grades 1-8) require them to teach various subjects, including English, math, science, geography, and physical education among other subjects (Ministry of Education, 2011). Schools affiliated with the Independent Education and the Bney Joseph associations and National Haredi schools are required to teach a full core curriculum; other Haredi recognized unofficial schools are required to teach 75% of the curriculum; and exempt schools are required to teach 55% of the curriculum. The requirements in the core curriculum regulations for Haredi schools are flexible in comparison to the requirements that apply to non-Haredi schools (Ministry of Education, 2005, 2009), as they allow Haredi schools to replace some of the hours in the same “cluster” (for example teach more Hebrew instead of English in the language cluster). They also allow Haredi schools to divide the hours between grade levels. Schools that do not teach the core curriculum risk loosing their public funding (Ministry of Education, 2003). All schools, except for exempt schools, have to participate in the national exams (Ministry of Education, 2003).
Safe school infrastructures. According to the Supervision of Schools Act (1969, Section 9) the Ministry of Education would not provide a school license unless the school has authorization from the Ministry of Health, and proves an adequate level of “safety conditions,” among other conditions (Sections 6, 9). Section 31 allows the Ministry of Education and the Ministry of Health to demand the school to fix any flaw in a timely manner. If the school does not meet the required standards, the Ministry of Education can revoke the school’s license and close the school (Sections 15, 32). The school is allowed to appeal this decision (Section 15). The list of administrative appeals on the Ministry of Education’s refusals to provide school licenses includes dozens of schools each year, most of which are Haredi schools (Ministry of Education, 2022a). The Ministry of Education issues yearly regulations that elaborate the safety requirements from recognized unofficial and exempts schools (Ministry of Education, 2022b). The regulations require, among other things, signed approvals of a safety expert authorized by the Ministry of Education and a sanitation expert authorized by the Ministry of Health (pp. 6-7, 13).  Due to the complexity of the licensing procedures, certain law firms expertise in this process (e.g., Raz-Morag, 2022). 
Mandated reporting of child sexual abuse. The duty to report child abuse in Israeli law is anchored in the penal code (Criminal Act, 1977, Section 368D). It is significantly harsher and wide ranging in comparison to other countries (Alfandari et al., 2021). They duty obligates all citizens to report cases of child abuse, including sexual offenses, conducted by close family members or within educational institutions. There is no need for proof. A “reasonable suspicion” is sufficient. Reports should be made directly to the police or authorized social workers. Thus, educators cannot fulfill their duty by reporting to the school principal or the school counselor. Sanctions for noncompliance are three months of imprisonment for a citizen and six months for professionals who work with children, including educators. 
The rules cited above differ in their normative level, the public agents involved in their enactment and enforcement, their adaptation to the Haredi community, and their level of ambiguity, as indicated in Table 1.
Table 1: Comparison of the legal rules   
	
	Core curriculum 
	Safe infrastructures 
	Reporting students’ sexual abuse 

	Relevant legal rules 
	Ministry of Education, 2011 (enacted by the Ministry of Education)
	Supervision of Schools Act, 1969 (enacted by the Knesset) + Yearly license regulations (enacted by the Ministry of Education) 
	Criminal Act, 1977 (enacted by the Knesset)

	Type of legal rules
	Ministry regulations
	Administrative law
	Criminal law

	Compliance frequency 
	Daily 
	Yearly 
	Case by case

	Public agents involved in enactment and enforcement 
	Ministry of Education
	Ministry of Education, Ministry of Health, municipalities,
private experts
	Police, authorized municipal social worker 

	Rules adapted to the Haredi community 
	Yes
	No
	No


	Rules’ ambiguity 
	High
	Low
	Middle



Research field and tools. The research field of the proposed research is Haredi elementary schools (Grades 1-8) for boys and girls. The participants are agents who influence the trajectory of the legal rules to the schools in different arenas: schools, school networks, government, municipalities, and private professionals. Table 2 elaborates the research participants in each domain. I will use data collected in the previous ISF project regarding the enactment of the core curriculum in boys’ schools and did not ask funding for this data. The sampling will differentiate between several groups of schools, according to their legal status and funding (see Table 3). The interviews in illegal schools will focus on schools that did not receive a license due to difficulties to meet state safety requirements. A previous study showed that some schools joined the National Haredi Education Stream due to these difficulties (Katzir & Perry-Hazan, 2019).    
Interviews. In-depth semi-structured interviews will be conducted with each participant. I will use my personal connections and the connections of my research assistants to recruit participants, we well as a registry of the Ministry of Education. The interview protocol will include questions relating to the participants’ knowledge of the legal rules, their enactment of the legal rules, and their perceptions of the legal rules. The protocol will also include vignettes that present cases relating to suspicions of students’ sexual abuse, to facilitate the discussion of this topic. I will use vignettes designed in a previous study on teachers’ legal literacy (Perry-Hazan & Tal-Weibel, 2020), adapted to the culture of Haredi schools. The protocol will be designed with Haredi research assistants, to ensure it reflects a situated knowledge of the relevant organizational and educational aspects and the social and discursive interactions that characterize them (see Cunliffe & Scaratti, 2017; Gherardi, 2008). 
Documents. I will collect and analyze various documents from each research arena, including official guidelines, forms, reports, internal correspondence, meeting protocols, learning materials, and content of professional development courses. The triangulation of data from interviews and documents will assist in reducing the gap between what interviewees say they do, and what they actually do (see Bertrand & Mullainathan, 2001; Jenner et al., 2006). 
Table 2: Research population
	Arena
	Role
	Domains  
	No. of interviewees
(interview in schools will be divided equally between boy’s and girls’ schools)

	
	
	A = Secular education 
B = Safe infrastructures 
C = Sexual abuse
	

	Schools
	School principals
	A-C
	56 (28 interviews regarding Domain A in boy’s schools were conducted. I can use the same sample for Domains B-C)

	
	English or math teachers
	A
	54 (27 interviews with math teachers in boys’ schools were conducted)

	
	School coordinators of security, safety and emergencies 
	B
	~8 (in most Haredi schools there is no security, safety and emergencies coordinator)

	
	School councilor
	C
	~14 (in most Haredi schools there is no school counselor)

	School networks
	Inspectors
	A-C
	6

	Ministry of Education
	Inspectors in the Haredi district
	A-C
	6

	
	Safety supervisors in the geographical districts
	B
	2

	Ministry of Health
	Inspectors 
	B
	2

	Municipalities 
	Heads of Education Departments 
	A-C 
	6

	
	Educational Institutions’ Safety Officer (Kabbat)
	B
	6

	
	Social workers
	C
	10

	Private Sector
	Safety advisors 
	B
	3

	
	Lawyers
	B
	2

	Total
	148 (+27 interviews that were conducted in the previous ISF project)



Table 3: Research design in the different groups of Haredi schools
	
	National Haredi 
	Recognized unofficial 
	Exempt 
	
Illegal 

	Group
	1
	2
	3
	4
	5
	6

	 Ownership 
	The Ministry of Education
	Independent Education association
	Bney Joseph
Association
	Various associations
	Various associations
	N/A

	State funding
	100% 
	100% 
	65%-75% 
	55% 
	None

	~No. of students (N = ~244,750)
	7,150
	107,770
	49,280
	26,260
	54,290
	N/A

	
	4,360 boys

	2,790 girls

	23,770 boys
	84,000 girls
	27,620 boys
	21,660 girls
	15,360 boys

	10,900 girls
	51,890 boys

	2,400 girls
	N/A 

	~% of students 
	3%
	44%
	20%
	11%
	22%
	N/A

	
	3.5% boys
	2.2% girls
	19.3% boys
	69% girls
	22% boys
	17.8 girls
	12.5% boys
	9% girls
	42.2% boys
	2% girls
	N/A

	School sampling (n = 56 schools)
	4 schools 
(2 boys’ schools, 2 girls’ schools)
	22 schools 
(5 boys’ schools, 17 girls’ schools)
	10 schools 
(6 boys’ schools, 4 girls’ schools)
	6 schools 
(3 boys’ schools, 3 girls’ schools)
	12 schools (11 boys’ schools, 1 girls’ school)
	2 schools

	Interviewees in each school
	School principal, SE teacher (English or math), school councilor (if there is), school safety coordinator (if there is)  
	School principal

	Notes:
* Students’ numbers processed from Barth et al., 2020; Malach & Cahaner, 2021. They do not include illegal schools.
* Students’ numbers do not necessarily correlate with schools’ numbers. However, I decided to design the sampling according to students’ numbers due to the need to maintain a gender balance in the sample (there are more boys’ schools than girls’ schools because boys’ schools are smaller). 
* In each group, the sampling will reflect the heterogeneity in the Haredi society, including different affiliations (e.g., multiple Hassidic groups, Lithuanian, Sephardic, Modern Haredi), locations, and municipalities. 
* I will sample a larger portion of schools from the smallest group of schools (Group 1) to reflect internal variations within the groups.



Data analysis. A grounded theory approach will be used to analyze the data (Strauss & Corbin, 1998). Two Haredi research assistants and myself will read all the data (interview transcripts and documents) and independently design an initial set of categories. Insiders have the necessary competence to engage more deeply with the materials collected and trace them to their sources, thus enabling the discovery of layers of meanings that otherwise could have been overlooked (Alfandari et al., 2021). The team will discuss the ideas, compare them and agree on a final set of categories. Disagreements will be resolved by consensus. The two research assistants will analyze the entire data set; a substantial portion will be also analyzed by me. I will use Dedoose, a cross-platform app for analyzing qualitative and mixed methods research, to analyze the final coding schemes. 
Ethical approvals. I will seek approvals from the Ministry of Education and the University of Haifa’ IRB.
Preliminary results: Data collected in the a previous ISF project exploring the decisions of Haredi boys’ schools regarding their curricula showed that the conflicts between legal and religious norms, which their inquiry was the project’s objective, were not the only factors that motivated schools’ decisions (Perry-Hazan et al., under review). The decisions were intertwined with various administrative and financial considerations and were influenced by various agents and by imitations of other schools. These findings warrant further investigation regarding other types of regulations as well as regarding the curricular regulations in Haredi girls’ schools, which were not examined in previous studies. 
3.3 Facilities: I am a full-time faculty member. I have outstanding Haredi students who successfully completed a qualitative thesis under my supervision and agreed to coordinate this project (Gil Nachmany, Elyahu Cohen, and Noa Tayeb, see letters of intent). I expertise in legal and educational research, have extensive experience in studying the Haredi community, and directed large-scale empirical projects (including two ISF projects and a Ministry of Science project).
3.4 Expected Results/Pitfalls: The findings are expected to reveal that Haredi schools’ responses to legal rules are intertwined with multiple considerations, embedded in different institutional logics. The differences between the domains are expected to provide robust data, which would enable the development of a theory explaining how enclave religious schools respond to legal rules. In conducting qualitative research in enclave religious communities, there is always the concern of recruiting interviewees. However, having successfully conducted empirical research in Haredi communities, I will be able to draw on existing connections. I will also work with Haredi graduate students who have extensive connections in Haredi schools.  
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