The Impact of Regular Staff Meetings on School Belonging, Peer Learning, and Teaching Quality in Arab High Schools in Israel

Abstract
This mixed-methods study investigated the impact of bi-monthly staff meetings on organizational effectiveness in an Arab high school in Israel across three dimensions: teachers' sense of belonging, peer learning, and teaching quality. Employing a sequential explanatory design over the 2023-2024 academic year, data were collected through surveys, interviews, focus groups, observations, and reflective journals from 49 educators. Quantitative findings revealed significant improvements in all three domains: organizational belonging (d = 0.89), peer learning (d = 1.13), and teaching quality (d = 0.79). Regression analyses identified shared decision-making opportunities (β = .46), cultural-responsive discussion formats (β = .37), and recognition of professional expertise (β = .39) as significant predictors of enhanced belonging. Qualitative data revealed that meetings fostered belonging through cultural validation, collective voice, and boundary spanning. Both quantitative and qualitative data documented a three-phase developmental pattern: initial increase, plateau, and secondary increase. Culturally responsive meeting components proved particularly effective, with cultural congruence mediating the relationship between meeting participation and organizational belonging. The findings suggest that properly structured and culturally responsive staff meetings can simultaneously strengthen professional development and cultural identity in minority educational contexts, challenging the false dichotomy between cultural preservation and educational advancement. These results contribute to theories of professional learning communities, social capital, and culturally responsive pedagogy, while providing practical guidance for educational leaders in designing effective organizational structures in culturally distinctive settings.
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1: Introduction
1.1 Background
Educational institutions worldwide continually search for effective organizational structures that can foster teacher development, improve professional practices, and create positive school environments. Regular staff meetings serve as a critical organizational mechanism through which school leaders develop professional learning communities, encourage knowledge sharing, and build institutional unity (Hargreaves & O'Connor, 2018; Datnow & Park, 2019). This research examined how bi-monthly staff meetings influenced these important aspects within an Arab high school in Israel.
Arab educational institutions in Israel function within a complex environment where cultural traditions, national policies, and professional requirements intersect, creating unique challenges and opportunities for organizational development (Arar, 2018; Agbaria, 2022). These schools must balance two sets of expectations: implementing Israeli national educational requirements while also preserving cultural identity and addressing the specific needs of their communities (Abu-Asbah, 2020). In this complex context, the design, content, and implementation of regular staff meetings hold special importance for building professional connections, fostering organizational belonging, and promoting teaching excellence.
This study specifically investigated how bi-monthly professional staff meetings in an Arab high school in Israel affected three key dimensions of school effectiveness: teachers' sense of belonging to the organization, the quality and depth of professional learning among colleagues, and improvements in classroom teaching practices. Through a comprehensive mixed-methods approach, this research contributes to both theoretical knowledge about professional learning communities in culturally distinct educational settings and practical understanding of effective organizational structures for Arab high schools in Israel.
1.2 Research Problem
As principal of an Arab high school in Israel, the researcher observed that bi-monthly staff meetings consumed substantial organizational resources and time, yet their impact on teachers' sense of belonging, peer learning, and teaching quality remained unclear. Despite the potential importance of these meetings, there was a lack of empirical evidence regarding how they influenced school effectiveness and teacher development. The unique context of Arab education in Israel—characterized by distinct cultural dynamics, identity considerations, and

structural challenges—made it even more difficult to understand how such organizational structures function within the school community.
This study was motivated by a commitment to evidence-based leadership and aimed to optimize one of the primary collaborative structures to better support teacher professional growth, strengthen organizational cohesion, and ultimately improve student learning outcomes in this specific cultural and educational context. The research addressed this problem by systematically examining the relationships between participation in staff meetings and key educational outcomes over an academic year.
1.3 Research Questions
The study was guided by the following primary research question:
To what extent and in what ways do regular staff meetings (held bi-monthly) influence organizational effectiveness in an Arab high school in Israel across three dimensions: teachers' sense of belonging, peer learning, and teaching quality?
This primary question was further explored through several secondary research questions organized into four key areas:
1. Organizational Belonging
· How do regular staff meetings affect teachers' sense of organizational belonging in the Arab high school context?
· Which specific components of staff meetings most significantly contribute to enhancing organizational belonging?
· How do cultural aspects unique to Arab society in Israel influence the development of organizational belonging through staff meetings?
2. Peer Learning
· How do regular staff meetings facilitate peer learning and professional knowledge exchange among teachers?
· What are the primary barriers and enablers to effective peer learning within staff meetings in the Arab high school?
· Which peer learning models prove most effective within the cultural and organizational context of the Arab high school?

3. Teaching Quality
· Is there a measurable relationship between active participation in staff meetings and improvements in classroom teaching quality?
· What mechanisms mediate the transfer of professional learning from staff meetings to classroom implementation?
· How do cultural and social contexts specific to Arab high schools influence knowledge transfer from meetings to classroom practice?
4. Meeting Design
· Which characteristics of meeting planning, structure, and content are most effective for achieving goals related to belonging, peer learning, and teaching quality improvement?
· How do meeting frequency, duration, and participant composition affect their effectiveness?
· How can meeting structure and content be optimally adapted to the unique context of Arab high schools in Israel?
1.4 Objectives and Significance of the Research
This study aimed to examine how bi-monthly staff meetings influence organizational effectiveness in an Arab high school in Israel across three dimensions: teachers' sense of belonging, peer learning, and teaching quality. The research pursued four specific objectives:
1. To identify which components of staff meetings effectively enhance teacher engagement and development
2. To understand how cultural factors specific to Arab society in Israel influence professional collaboration
3. To determine the relationship between participation in staff meetings and improvements in classroom teaching
4. To develop an evidence-based model for staff meeting design that addresses the unique needs of Arab education in Israel
The significance of this research lies in its contribution to both theory and practice in culturally diverse educational contexts. By investigating how organizational structures function within the specific cultural setting of Arab high schools in Israel, the study addresses critical

gaps in educational leadership literature while providing practical guidance for school leaders seeking to optimize resource-intensive collaborative structures. The findings support evidence- based leadership practices that strengthen Arab educational institutions, improving teacher professional environments and student outcomes while respecting the distinctive cultural context of these schools.
1.5 Limitations of the Research	Comment by MUNJANJA, EMELDAH CHIYEVO: This section is also there at the end of  the manuscript. It therefore sounds repetitive. Do you have any reasons for writing the limitations twice ?
The study acknowledges several limitations that should be considered when interpreting its findings:
· Single-site focus: The study was confined to one Arab high school in Israel, limiting generalizability to other educational contexts or Arab schools with different characteristics.
· Self-reported data: The research partially relied on teachers' self-reporting, which may have introduced response bias.
· Hierarchical influence: Power dynamics between school leadership and staff could have affected participants' willingness to express critical perspectives.
· Dual-role concerns: The researcher's position as both principal and investigator presented potential challenges to objectivity, despite methodological safeguards implemented to address these concerns.
· Time constraints: One academic year may have been insufficient to observe long-term impacts of meeting participation onthe long-term impacts of meeting participation in teaching practices.
· Cultural specificity: Findings may not transfer to non-Arab educational contexts due to unique cultural dynamics.
· Measurement challenges: There was inherent difficulty in isolating the specific impact of staff meetings from other organizational influences on teacher belonging and practice.
1.6 Definition of Related Terms
To establish a common understanding, the following key terms were defined for the purposes of this study:

· Bi-monthly Staff Meetings: Regular professional gatherings of teaching staff occurring twice per month for administrative, pedagogical, and professional development purposes.
· Organizational Belonging: Teachers' psychological connection to their school, including identification with its mission, values, and community.
· Peer Learning: Processes through which teachers acquire professional knowledge and skills through structured and unstructured interactions with colleagues.
· Teaching Quality: Effectiveness of instructional practices as measured by evidence- based pedagogical standards and student engagement.
· Arab Education in Israel: Educational institutions serving Arab-Palestinian citizens of Israel, operating within the Israeli education system while maintaining cultural distinctiveness.
· Professional Learning Communities (PLCs): Collaborative structures where educators work together to improve teaching practices and student outcomes.
· Cultural Responsiveness: Adaptation of organizational practices to respect and incorporate the cultural values and traditions of a specific community.
· Organizational Structures: Formal arrangements that define how activities, communication, and relationships are coordinated within educational institutions.

2: Literature Review
2.1 Theoretical Background
This research is built on four interconnected theoretical frameworks that help explain different aspects of how teachers work together and how schools develop as organizations. Each framework offers unique insights into how regular staff meetings might affect teachers' sense of belonging, their professional learning, and the quality of their teaching in Arab high schools in Israel.
2.1.1 Professional Learning Communities in Educational Contexts
Professional Learning Communities (PLCs) have evolved significantly since DuFour and Eaker first described them in 1998. Modern understanding of PLCs sees them not just as organizational structures but as cultural ecosystems that enable meaningful professional learning (Harris et al., 2018). These communities share common values, engage in collaborative inquiry, participate in reflective discussions, and focus on improving student learning outcomes (Stoll & Louis, 2007; Vangrieken et al., 2017).
Recent research has recognized that culture significantly affects how PLCs work and how effective they are. Cherkowski and Schnellert (2018) emphasize that PLCs must be adapted to local cultural contexts rather than simply implementing Western models. This is especially important for Arab schools in Israel, where distinct cultural values influence professional interactions and school structures. Arar and Massry-Herzallah (2021) found that successful PLCs in Arab educational settings often incorporate cultural elements like collective responsibility and community-based problem-solving approaches that align with traditional values.
Within this framework, regular staff meetings provide formal opportunities to put PLC principles into practice by creating structured spaces for collaborative inquiry, sharing of teaching practices, and joint decision-making. For Arab high schools, these meetings serve as important connections between externally required educational practices and culturally appropriate implementation strategies.
2.1.2 Social Capital Theory in Educational Organizations	Comment by MUNJANJA, EMELDAH CHIYEVO: Since you have used more than one theory I suggest you consider adding limitations of the first theory you have used. This will not only help justify the need for a second theory but also enhance the coherence of your framework. 
Social capital theory, developed by scholars like Bourdieu (1986), Coleman (1988), and Putnam (2000), helps explain how professional relationships within schools create resources that benefit both individual teachers and the entire organization. In educational settings, social

capital includes the networks, norms, and trust that enable effective collaboration and knowledge sharing among teachers and administrators (Hargreaves & Fullan, 2012; Leana, 2011).
Modern applications of social capital theory in education distinguish between different types of social capital. Bridging social capital connects diverse groups across traditional boundaries, while bonding social capital strengthens relationships within similar groups (Daly et al., 2016). Both types are essential for effective schools, providing access to diverse knowledge while building unity and solidarity.
In Arab high schools in Israel, social capital develops within specific cultural contexts. Relationships are often influenced by traditional hierarchical structures, extended family connections, and community networks that extend beyond the school (Abu-Rabia-Queder & Arar, 2019). Regular staff meetings serve as formal mechanisms for building organizational social capital by creating structured opportunities for knowledge exchange, relationship development, and establishing shared expectations.
2.1.3 Organizational Learning Theory and School Improvement
Organizational learning theory, first developed by Argyris and Schön (1978) and later expanded by Senge (1990), provides a framework for understanding how institutions develop collective capacity to adapt and improve. In educational contexts, this theory explains how schools develop shared knowledge and collective capabilities that go beyond individual teacher expertise (Louis & Lee, 2016; Opfer & Pedder, 2011).
Current research distinguishes between single-loop learning (solving immediate problems) and double-loop learning (questioning fundamental assumptions and practices). Double-loop learning is essential for meaningful organizational improvement (Kools & Stoll, 2016). Research shows that effective schools create structures that support both types of learning, allowing for both small improvements and transformative change.
For Arab high schools in Israel, organizational learning involves navigating multiple knowledge systems: traditional cultural knowledge, modern professional knowledge, and practices required by educational policies (Arar & Haj-Yehia, 2018). Regular staff meetings provide spaces for integrating these knowledge systems, creating opportunities for collective reflection, systematic inquiry, and developing culturally appropriate practices.

2.1.4 Teacher Professional Development and Teaching Quality
Research on teacher professional development has increasingly shown the limitations of traditional workshop models and highlighted the importance of job-embedded, collaborative, and sustained learning opportunities (Darling-Hammond et al., 2017; Kennedy, 2016). High-quality professional development is characterized by focusfocuses on content, active learning, coherence with other learning activities, sustained duration, and collective participation (Desimone & Garet, 2015).
Current perspectives on teacher learning emphasize its social nature, arguing that professional growth occurs through participation in communities of practice that connect theory with classroom application (Borko et al., 2010; Campbell et al., 2022). This aligns with Vygotsky's sociocultural theory, suggesting that teachers learn through social interaction with more knowledgeable colleagues within specific cultural contexts.
For Arab teachers in Israel, professional development involves balancing multiple expectations. Teachers must meet national professional standards while addressing the specific learning needs of Arab students and respecting community values (Arar & Ibrahim, 2016). In this complex environment, regular staff meetings serve asare important sites for contextualized professional learning, allowing teachers to collectively interpret external requirements, share effective practices, and develop teaching approaches appropriate for their specific context.
2.2 Empirical Studies on Organizational Structures, Peer Learning, and Teaching Quality	Comment by MUNJANJA, EMELDAH CHIYEVO: Here just give a brief  introduction of what this section entails. Write it before you get into actual details of this section so that the readers can understand your discussion under this section. 
2.2.1 Organizational Structures and School Culture
Recent research has clearly documented how specific organizational arrangements affect teachers' psychological and professional experiences in schools. Studies consistently show that well-designed organizational structures can improve teachers' sense of belonging, strengthen their commitment to the school, and reduce their intention to leave.
Arar and Nasra (2020) conducted a large study examining the relationship between school management practices and school effectiveness across 125 Arab schools in Israel. Using survey data from 1,650 teachers, they found that regular staff meetings that included shared decision-making significantly predicted teachers' commitment to their organization (r = 0.51, p < .001) and sense of belonging (r = 0.48, p < .001). The researchers highlighted how leadership approaches that involved the whole group aligned with community values and strengthened the impact of these organizational structures.

Qadach, Schechter, and Da'as (2020) studied how organizational learning mechanisms in Israeli schools affected teachers' intentions to stay in their schools. Analyzing survey data from 1,664 teachers in 107 elementary schools, they showed that formal collaborative structures significantly reduced teachers' intentions to leave by improving collective teacher efficacy (β = -0.32, p < .01) and strengthening shared vision (β = -0.29, p < .01). Their findings revealed that Arab schools particularly benefited from structured collaborative opportunities that respected traditional hierarchical norms while promoting professional voice.
Berkovich and Eyal (2021) designed an innovative study tracking 75 Israeli teachers' emotional experiences over 15 consecutive workdays. Through analysis of 3,375 real-time reports, they established that participation in structured collaborative activities significantly reduced emotional exhaustion (β = -0.41, p < .001) and enhanced sense of belonging (β = 0.38, p < .001) when these structures allowed for genuine emotional expression and professional support.
2.2.2 Peer Learning and Professional Development
Research has examined various models of peer learning and their impact on teacher professional development, identifying key mechanisms through which collaborative structures promote professional growth.
Arab-Jadaan and Shafir (2021) conducted a mixed-methods study exploring digital peer learning communities among 124 teachers in multicultural Israeli schools, including both Arab and Jewish educators. Through analysis of online interactions, surveys, and interviews, they revealed that structured digital collaboration significantly enhanced cross-cultural professional learning (r = 0.58, p < .001) and teaching self-efficacy (r = 0.47, p < .001). Their study demonstrated how peer learning structures could bridge cultural divides while respecting distinctive approaches to professional knowledge.
Sjoer and Meirink (2021) conducted a detailed mixed-methods case study examining peer learning in four Dutch secondary schools implementing innovative practices. Using data from 87 teachers through surveys, interviews, and video-recorded team meetings, they identified that structured peer learning activities during formal meetings significantly enhanced knowledge exchange (η² = 0.42) when they included three components: psychological safety, concrete classroom examples, and dedicated reflection time.
Mansfield and Thompson (2021) conducted a systematic investigation into the impact of a structured peer learning model—collaborative rounds—in 15 Australian schools. Data

from 143 participants demonstrated that regular peer observation meetings significantly improved teaching practices (Cohen's d = 0.67) and strengthened professional networks (Cohen's d = 0.82). The research identified five key components of effective peer learning: scheduled regularity, structured protocols, leadership participation, focused observation frameworks, and explicit connections to school priorities.
2.2.3 The Relationship Between Professional Development and Teaching Quality
Research has established important connections between participation in professional learning communities and improvements in teaching practices and student learning outcomes.
Agbaria and Pinson (2020) conducted an in-depth qualitative study exploring how 28 Palestinian teachers in Israel navigated professional development experiences within complex national and cultural contexts. Analysis of interview data and professional learning artifacts revealed that participation in structured, culturally responsive collaborative learning significantly enhanced teaching quality when professional development respected cultural identities while introducing new teaching approaches. The study highlighted the importance of culturally sensitive approaches to professional learning in minority educational contexts.
Darling-Hammond, Hyler, Gardner, and Espinoza (2021) conducted a comprehensive review synthesizing findings from 35 methodologically rigorous studies of teacher professional development. Meta-analysis revealed that professional development programs featuring regular collaborative meetings with structured inquiry components produced significant positive effects on both teaching practices (mean effect size = 0.62) and student learning outcomes (mean effect size = 0.46). The research identified job-embedded collaboration as the most consistent predictor of improved classroom practice.
Gore, Lloyd, Smith, Bowe, Ellis, and Lubans (2022) designed and conducted a rigorous randomized controlled trial involving 36 schools and 192 teachers in Australia examining the impact of Quality Teaching Rounds on teaching quality. Classroom observations using a validated teaching quality framework revealed significant improvements in instructional practice among teachers participating in the structured collaborative program compared to control groups (Cohen's d = 0.74). Student achievement data showed corresponding improvements in mathematics (Cohen's d = 0.38) and reading (Cohen's d = 0.31), establishing a clear link between this form of professional collaboration and both teaching quality and student outcomes.

2.3 Research Gaps and Current Study's Contribution
The review of literature revealed several important trends in educational research over the 2019-2022 period:
1. There has been increasing methodological sophistication, with more studies using mixed methods and complex analytical approaches
2. Growing attention to cultural context has emerged, with more research examining how organizational structures function in distinctive cultural settings, including Arab educational contexts in Israel
3. There has been increased recognition of the importance of specific structural features in collaborative settings rather than merely documenting the presence of collaboration
Despite these advancements, significant research gaps remained that this study addressed:
1. Few studies had specifically examined the impact of bi-monthly staff meetings as a particular organizational structure, instead investigating more general forms of teacher collaboration.
2. While research in Arab educational contexts in Israel had increased, it remained limited, particularly regarding the intersection of organizational belonging, peer learning, and teaching quality domains
3. Few studies had have employed longitudinal designs that trace the pathways from specific meeting structures through professional learning processes to classroom implementation and student outcomes in culturally distinctive settings
This research addressed these gaps by examining the specific impact of bi-monthly staff meetings in an Arab high school in Israel, tracing their influence on teacher belonging, peer learning quality, and instructional improvement through rigorous mixed-methods investigation over an academic year. The study's findings contribute to both a theoretical understanding of how organizational structures function in culturally distinctive educational contexts and practical knowledge regarding effective meeting design for Arab schools in Israel.

3: Methodology
3.1 Research Design
This study used a mixed-methods approach that combined quantitative data (numbers and statistics) with qualitative data (interviews and observations) to examine how bi-monthly staff meetings affected teacher belonging, peer learning, and teaching quality in an Arab high school in Israel. The research was conducted in three phases throughout the 2023-2024 academic year:
Phase 1: Quantitative Baseline Assessment (September 2023)
· Collected initial data through surveys measuring:
· Organizational belonging and commitment
· Peer learning perceptions and practices
· Self-assessed teaching quality
· Attitudes toward staff meetings
· This data established starting measurements for comparison later
Phase 2: Ongoing Data Collection (October 2023 - May 2024)
· Systematically collected data around the bi-monthly staff meetings (16 meetings total):
· Observed all staff meetings using structured observation forms
· Collected feedback surveys after each meeting
· Tracked meeting attendance and participation
· Conducted monthly classroom observations to assess teaching practices
· Administered periodic mini-surveys to measure changes in belonging, peer learning, and teaching
Phase 3: Qualitative Deep Exploration (April - June 2024)
· Used qualitative methods to understand the "why" and "how" behind the quantitative findings:
· Conducted interviews with 15 teachers
· Held three focus groups organized by teaching experience levels

· Analyzed meeting documents and teaching materials
· Collected reflection journals from 10 selected teachers
T  his mixed-methods approach allowed the researcher to identify patterns through numbers while also gaining a deeper understanding through participants' experiences and perspectives. The design specifically addressed cultural aspects by exploring how the Arab cultural context influenced organizational processes.
3.2 Participants
The study included all 49 educators at the Arab high school:
· 36 subject teachers across different disciplines
· 2 school counselors with expertise in social-emotional support
· 11 subject coordinators with both teaching and leadership responsibilities
Table 1: Gender Distribution of Educational Staff

	Gender
	Number of Educators
	Percentage

	Female
	26
	67%

	Male
	23
	33%

	Total
	49
	100%



Table 2: Educational Qualifications

	Academic Degree
	Number of Educators
	Percentage

	Bachelor's degree
	13
	27%

	Master's degree
	34
	69%

	Doctoral degree
	2
	4%

	Total
	49
	100%



Table 3: Teaching Experience

	Experience (years)
	Number of Educators
	Percentage

	1-5
	1
	2%

	6-10
	15
	30%

	11-15
	17
	35%

	More than 15
	16
	33%

	Total
	49
	100%


Table 4: Subject Area Distribution

	Subject Area
	Number of Educators

	Hebrew
	5

	Arabic
	5

	English
	7

	Mathematics
	6

	History
	3

	Civics
	3

	Islamic Studies
	2

	Physical Education
	4

	Electronics
	1

	Computing
	2

	Chemistry
	2

	Science & Technology
	2

	Communication
	1

	Counseling
	2

	Biology
	1

	Road Safety
	1

	Special Education
	2

	Total
	49



3.2.1 Cultural Context
All participants were Arab citizens of Israel who shared the cultural and linguistic background of the students they taught. The staff included educators from various religious backgrounds (Muslim, Christian) reflecting the diversity within the Arab community in Israel.
Sampling Strategy
For quantitative components (surveys and assessments), all 49 staff members participated, providing a complete sample. For qualitative components requiring more in-depth participation (interviews, focus groups, reflection journals), purposeful sampling was used to ensure representation across:
· Career stages (6-10 years, 11-15 years, 15+ years), with attention to capturing the perspectives of the predominantly experienced teaching staff
· Subject areas (ensuring all major disciplines were represented)
· Positional roles (teachers, coordinators, counselors)
· Participation levels in meetings (high, moderate, minimal engagement)
This comprehensive sampling approach ensured that perspectives across the organizational hierarchy and experience spectrum were captured, while acknowledging the distinctive cultural dynamics that influenced participation in the Arab educational context.
3.3 Research Tools
The study used carefully selected quantitative and qualitative research tools to investigate how bi-monthly staff meetings affected teachers' sense of belonging, peer learning, and teaching quality in an Arab high school in Israel. Each tool was chosen for its scientific rigor, cultural appropriateness, and alignment with the research questions.
3.3.1 Quantitative Tools
The research used four main quantitative instruments to measure key variables and track changes over time (Appendix A):
1. Sense of belonging and organizational commitment questionnaire
· Based on the Organizational Commitment Questionnaire (OCQ) developed by Meyer & Allen (1991)

· Adapted to include culturally relevant items reflecting collective values common in Arab educational contexts
· Consisted of 25 items measured on a 7-point scale
· Administered at the beginning and end of the research period
· Showed strong reliability (Cronbach's alpha = 0.88)
2. Perceptions regarding peer learning questionnaire
· Measured teachers' attitudes toward and experiences with professional collaboration and knowledge sharingknowledge-sharing
· Developed based on Vangrieken et al.'s (2017) framework of teacher collaboration
· Included 30 items addressing frequency of collaboration, the perceived value of peer learning, and barriers to effective knowledge exchange
· Adapted to reflect hierarchical and collective aspects of professional relationships common in Arab educational settings
· Administered at the beginning and end of the research
3. Self-assessment of teaching quality questionnaire
· Enabled teachers to evaluate their own instructional practices according to evidence-based pedagogical standards
· Based on Danielson's (2013) Framework for Teaching
· Included 35 items covering four domains: planning and preparation, classroom environment, instruction, and professional responsibilities
· Adapted to address bilingual instructional contexts and cultural considerations relevant to Arab education in Israel
· Administered at the beginning and end of the research
4. Feedback questionnaires after each staff meeting
· Brief instruments (12-15 items) completed by all participants immediately following each bi-monthly meeting

· Assessed the perceived relevance, engagement level, and potential classroom application of meeting content
· Tracked specific meeting components to identify the most effective elements
· Enabled ongoing monitoring of meeting effectiveness
All quantitative instruments were translated into Arabic using back-translation procedures to ensure accuracy. They were tested with a small group of Arab educators from a neighboring school before being used in the main study.
3.3.2 Qualitative Tools
The qualitative dimension of this research used four complementary tools designed to capture the rich contextual dynamics and subjective experiences of participants:
1. Semi-structured in-depth interviews
· Conducted with 15 strategically selected staff members at both the beginning and end of the research period
· 45-60 minute interviews exploring participants' experiences with staff meetings, perceptions of organizational belonging, peer learning processes, and teaching practice evolution
· Included culturally sensitive questions that acknowledged the unique position of Arab educators in Israel
· Incorporated narrative elements aligned with Arab communicative traditions
2. Structured observations of staff meetings
· Used a standardized observation protocol adapted from Popp & Goldman's (2016) collaborative meeting framework
· Each bi-monthly meeting was systematically observed and documented
· Captured meeting structures, participation patterns, decision-making processes, and knowledge-sharing behaviors
· Paid particular attention to culturally specific interaction patterns within the Arab educational context
3. Focus groups
· Three focus groups (8 participants each) conducted mid-year

· Explored collective perceptions of how meetings contributed to professional practice
· Groups organized by career stage to reduce potential hierarchical influences on discussion
· Facilitation approach incorporated culturally appropriate consensus-building elements common in Arab collective decision-making contexts
4. Reflective journals
· Ten participants representing diverse subject areas and experience levels maintained structured reflective journals throughout the research period
· Documented participants' ongoing reflections on meeting experiences, implementation of ideas from meetings, and perceived changes in professional identity and practice
· Journal prompts incorporated reflective elements that resonated with Arab educational traditions and cultural perspectives
All qualitative tools were implemented in Arabic to enable authentic expression, with careful attention tocarefully examining cultural nuances in analysis and interpretation.
3.4 Research Procedure
The research was conducted over a ten-month period during the 2023-2024 academic year, following a sequential mixed-methods design with three distinct phases.
3.4.1 Preliminary Phase (September 2023)
The initial phase established the foundation for the research through systematic preparation:
· Ethical protocol implementation
· Obtained formal approvals from both the institutional review board and the school board
· Established clear protocols to address the dual role of the researcher as both principal and investigator
· Participant engagement
· Briefed all 49 staff members on the research objectives and methodology

· Secured informed consent from all participants, with explicit assurances regarding confidentiality and the right to withdraw
· Baseline assessment
· Administered the three validated quantitative instruments to establish pre- intervention measurements
· These instruments achieved high reliability scores (Cronbach's alpha ranging from 0.82 to 0.89)
· Initial interviews
· Conducted semi-structured interviews with 15 strategically selected staff members
· These interviews were audio-recorded, transcribed, and analyzed for initial themes
3.4.2 Main Research Phase (October 2023 - May 2024)
The core research phase involved systematic data collection surrounding the bi-monthly staff meetings:
· Meeting observations
· All 16 bi-monthly staff meetings were systematically observed using a structured protocol
· Observations	documented	participation	patterns,	discussion	dynamics, decision-making processes, and evidence of knowledge exchange
· Continuous feedback collection
· Post-meeting questionnaires were administered immediately following each meeting, with a 92% average response rate
· These instruments captured perceptions of meeting effectiveness, relevance, and potential for classroom application
· Reflective documentation
· Ten participants maintained structured reflective journals throughout the eight- month period, generating 137 distinct reflection entries

· These journals documented participants' ongoing reflections on meeting experiences, implementation of ideas, and perceived changes in practice
· Mid-point focus groups
· Three focus groups were conducted in February 2024, with 8 participants in each group
· These sessions explored emerging patterns and collective perceptions of the meetings' contributions to professional practice
· Classroom implementation tracking
· Monthly teaching practice assessments were conducted through structured classroom observations of 24 volunteer teachers
3.4.3 Summative Phase (June 2024)
The final phase focused on comprehensive assessment and analysis:
· Post-intervention measurement
· The three quantitative instruments administered during the preliminary phase were re-administered to all participants, with a 96% completion rate
· These data allowed for statistical comparison of pre- and post-intervention perceptions and self-reported practices
· Concluding interviews
· Follow-up interviews were conducted with the same 15 staff members who participated in initial interviews
· This allowed for comparative analysis of perceptions and experiences over the research period
· Comprehensive data analysis
· Quantitative data were analyzed using SPSS (version 27), employing paired t- tests, correlation analyses, and multiple regression models
· Qualitative data underwent systematic thematic analysis using NVivo (version 14)

· Integration of quantitative and qualitative findings occurred through a convergent parallel design, identifying points of confirmation, contradiction, and expansion
Throughout all phases, careful attention was paid to maintaining research integrity within the cultural context of the Arab high school setting. This included conducting all interviews and focus groups in Arabic, employing culturally responsive questioning techniques, and interpreting findings within the appropriate sociocultural framework.
3.5 Data Analysis
The study used a systematic approach to data analysis, utilizing appropriate statistical methods for quantitative data and rigorous interpretive techniques for qualitative data.
3.5.1 Quantitative Analysis
Quantitative data analysis was conducted using IBM SPSS Statistics (Version 27) and followed a sequential analytical approach:
Descriptive Statistics
· Calculated comprehensive descriptive statistics for all variables, including means, standard deviations, and frequency distributions
· Performed normality tests (Shapiro-Wilk) to verify the appropriate selection of statistical tests
· Conducted reliability analysis (Cronbach's alpha) on all measurement scales to confirm internal consistency, with values ranging from .81 to .93
Comparative Analysis
· Used paired-samples t-tests to compare before and after measurements on all three core instruments
· Calculated effect sizes (Cohen's d) for all significant differences to determine the magnitude of change.
· Used Wilcoxon signed-rank tests as non-parametric alternatives when necessary
Group Difference Analysis
· Conducted one-way ANOVA to examine differences between groups based on:
· Teaching experience (4 groups: 1-5 years, 6-10 years, 11-15 years, >15 years)

· Subject area (6 groups: languages, mathematics, sciences, humanities, technology, physical education)
· Educational qualifications (3 groups: bachelor's, master's, doctoral)
· Performed post-hoc analyses (Tukey HSD) for all significant ANOVA results
· Used Kruskal-Wallis tests as non-parametric alternatives when appropriate
Relationship Analysis
· Conducted multiple regression analyses to examine:
· The relationship between meeting participation and organizational belonging
· The predictive value of specific meeting components for peer learning outcomes
· The influence of demographic variables on all outcome measures
· Constructed hierarchical regression models to control for potential confounding variables
· Performed multicollinearity diagnostics for all regression models
Longitudinal Trend Analysis
· Used repeated measures ANOVA to assess changes in meeting feedback data across the 16 meetings
· Used time-series analysis to identify patterns of change in teacher perceptions throughout the research period
The quantitative analyses produced both summative findings comparing before and after states and process-oriented insights regarding the mechanisms of change throughout the intervention period.
3.5.2 Qualitative Analysis
The qualitative data analysis process was conducted using a systematic, multi-stage approach to ensure methodological rigor and interpretive depth.
Thematic Analysis Thematic analysis of interviews, observations, and reflective journals followed Braun and Clarke's (2019) six-phase framework:
1. Familiarization

· All textual data were transcribed verbatim in Arabic and then translated into English
· Two bilingual researchers verified translation accuracy
· The complete dataset was reviewed repeatedly to develop deep familiarity with the content
2. Initial coding
· Using NVivo 14 software, line-by-line coding was performed independently by two researchers
· The initial coding process generated 276 distinct codes, capturing both explicit and interpretive content
3. Theme development
· Initial codes were clustered into 42 preliminary themes
· These were subsequently refined through iterative analysis
· Attention was paid to both recurrent patterns and divergent perspectives
4. Theme review
· Themes were reviewed for internal consistency and external distinction
· This resulted in consolidation into 18 robust themes organized within four domains aligned with the research questions
5. Theme definition
· Each theme was precisely defined, with explicit boundaries established
· Representative quotes were identified
· Theme definitions were validated through member checking with five participants
6. Report production
· Findings were synthesized into a coherent narrative structure
· The narrative maintained the cultural nuances and contextual richness of the Arab school setting

Discourse Analysis Focus group discussions underwent specialized discourse analysis to examine interaction patterns and collective meaning-making:
· Verbatim transcripts of the three focus groups were analyzed using Gee's (2014) approach to critical discourse analysis
· Analysis examined both content (what was said) and process (how it was discussed)
· Particular attention was paid to:
· Power dynamics in conversational patterns
· Culturally-specific communication styles
· Instances of agreement and disagreement
· Narrative development and collaborative sense-making
· Use of professional versus cultural vocabularies
This analysis revealed how collective understanding of staff meetings was constructed through social interaction and highlighted the influence of cultural factors on professional discourse.
Triangulation Process Triangulation was employed systematically to enhance credibility and depth of understanding:
· Data triangulation: Compared findings from different data sources (interviews, observations, journals, focus groups) to identify points of agreement and disagreement
· Investigator triangulation: Two researchers independently analyzed key datasets, with 87% agreement between them
· Method triangulation: Compared qualitative findings with quantitative results to identify confirmatory, complementary, and contradictory evidence
· Time triangulation: Compared data collected at different points throughout the academic year to detect developmental patterns
· Member checking: Shared preliminary interpretations with participants at two points during the analysis process to verify accuracy
Triangulation revealed strong convergence across data sources regarding the core mechanisms through which staff meetings influenced organizational belonging, while

highlighting more nuanced differences in how meetings affected teaching practices across different subject areas and experience levels.
All qualitative analysis procedures were conducted with careful attention to the cultural and linguistic context of the Arab high school setting, ensuring that interpretations remained culturally responsive and contextually grounded.
3.6 Addressing the Research Questions
The methodology was specifically designed to address each of the research questions:
3.6.1 Primary Research Question
To address the primary research question about how regular staff meetings influence organizational effectiveness across three dimensions (teachers' sense of belonging, peer learning, and teaching quality), a comprehensive mixed-methods approach was employed that:
· Measured quantitative changes in all three dimensions through before-after questionnaires
· Captured qualitative insights through interviews, observations, and reflective journals
· Employed triangulation to integrate findings and establish causal mechanisms
3.6.2 Organizational Belonging Questions
To address questions about how staff meetings affected teachers' sense of organizational belonging:
· The OCQ instrument provided quantitative measurement of changes in affective, continuance, and normative commitment
· Semi-structured interviews explored teachers' subjective experiences of belonging
· Meeting observations documented specific meeting elements that appeared to enhance or diminish belonging
· Regression analyses identified which meeting components most significantly contributed to enhanced belonging
3.6.3 Peer Learning Questions
To address questions about how staff meetings facilitated peer learning:
· The peer learning perceptions questionnaire tracked changes in collaborative attitudes and practices

· Meeting observations documented knowledge-sharing behaviors during meetings
· Reflective journals captured teachers' perceptions of how they acquired and implemented new knowledge
· Focus groups explored the collective understanding of peer learning processes
3.6.4 Teaching Quality Questions
To address questions about the relationship between meeting participation and teaching quality:
· Self-assessment questionnaires tracked perceived changes in teaching practices
· Classroom observations documented the actual implementation of practices discussed in meetings
· Interviews explored teachers' perceptions of how meetings influenced their classroom practice
· Time-lagged correlational analyses examined the temporal relationship between meeting content and classroom implementation
3.6.5 Meeting Design Questions
To address questions about effective meeting characteristics:
· Post-meeting feedback questionnaires evaluated specific meeting components
· Regression analyses identified which meeting elements predicted positive outcomes
· Focus groups explored teachers' preferences and perceptions regarding meeting structure
· Longitudinal analyses tracked the effectiveness of different meeting formats over time
This multi-faceted methodological approach enabled a comprehensive examination of all research questions, providing both statistical evidence of impact and rich explanatory insights into the mechanisms and cultural contexts that influenced how staff meetings affected organizational effectiveness in the Arab high school setting.

4: Research Findings
4.1 Introduction to Research Findings
This chapter presents the findings from the mixed-methods investigation into the impact of bi-monthly staff meetings on organizational effectiveness in an Arab high school in Israel. The study addressed the primary research question: To what extent and in what ways do regular staff meetings influence teachers' sense of belonging, peer learning, and teaching quality? Data were collected through a sequential explanatory design over the 2023-2024 academic year, combining quantitative measurements (pre-post surveys, meeting feedback forms) with qualitative explorations (interviews, focus groups, observations, and reflective journals).
The findings are organized according to four major domains of inquiry:
· Section 4.2 presents results related to organizational belonging, examining how staff meetings influenced teachers' emotional, normative, and continuance commitment to the school
· Section 4.3 addresses peer learning outcomes, documenting changes in collaborative practices and knowledge exchange
· Section 4.4 explores the relationship between meeting participation and teaching quality, with evidence from self-assessments and classroom observations
· Section 4.5 identifies the most effective meeting characteristics and design elements
· Section 4.6 integrates findings across methods and domains through triangulation
· Section 4.7 summarizes key results and their implications
4.2 Changes in Organizational Belonging and Commitment
4.2.1 Pre-Post Changes in Organizational Belonging
The primary quantitative findings showed significant positive changes in teachers' sense of organizational belonging and commitment following the year-long implementation of structured bi-monthly staff meetings. Table 5 presents the comparative analysis of pre- intervention and post-intervention scores on the Organizational Commitment Questionnaire.

Table 5: Changes in Teachers' Organizational Commitment and Sense of Belonging (N=43)

	Commitment Domain
	Pre-Intervention Mean (SD)
	Post-Intervention Mean (SD)
	Mean Difference
	t-value
	p-value
	Cohen's d

	Affective Commitment
	4.82 (0.87)
	5.63 (0.75)
	+0.81
	5.27
	< .001*
	0.67

	Continuance Commitment
	4.57 (0.93)
	4.89 (0.84)
	+0.32
	2.45
	.018*
	0.32

	Normative Commitment
	5.14 (0.79)
	5.72 (0.68)
	+0.58
	4.86
	< .001*
	0.58

	Community Belonging
	4.63 (1.02)
	5.87 (0.73)
	+1.24
	7.31
	< .001*
	0.89

	Overall Commitment
	4.79 (0.76)
	5.53 (0.62)
	+0.74
	6.18
	< .001*
	0.73


*Note: * indicates statistical significance at p < .05. Scale ranges from 1 (Strongly Disagree) to 7 (Strongly Agree).
As shown in Table 5, all commitment domains showed statistically significant increases from pre- to post-intervention measurements. Most notably:
· Community Belonging showed the largest improvement (+1.24 points) with a large effect size (d = 0.89), suggesting that staff meetings had a particularly strong impact on teachers' sense of connection to their professional community
· Affective Commitment showed a substantial increase (+0.81 points) with a medium-to- large effect size (d = 0.67), indicating enhanced emotional attachment to the school
· While Continuance Commitment displayed the smallest improvement (+0.32 points), the change remained statistically significant, suggesting that even pragmatic considerations for remaining at the school were positively influenced by the staff meeting intervention
4.2.2 Differential Impacts by Teacher Characteristics
Further analysis showed variation in how staff meetings affected organizational belonging across different teacher groups. Table 6 presents the change in Overall Commitment scores categorized by teaching experience.

Table 6: Changes in Overall Commitment by Years of Teaching Experience

	Teaching Experience
	Pre-Intervention Mean (SD)
	Post-Intervention Mean (SD)
	Mean Difference
	Cohen's d
	F-value
	p-value

	6-10 years (n=15)
	4.51 (0.83)
	5.18 (0.76)
	+0.67
	0.59
	4.56
	.037*

	11-15 years (n=15)
	4.82 (0.72)
	5.61 (0.58)
	+0.79
	0.77
	
	

	>15 years (n=13)
	5.03 (0.65)
	5.79 (0.47)
	+0.76
	0.95
	
	


*Note: One-way ANOVA comparing mean differences across experience groups. * indicates statistical significance at p < .05.
The results show that while all experience groups showed significant improvements in organizational commitment, the size of the effect (Cohen's d) was greatest for the most experienced teachers (>15 years), even though this group had higher starting scores. This suggests that veteran teachers, who often report higher levels of professional isolation and burnout in the research literature, may particularly benefit from the structured collaborative opportunities provided by regular staff meetings.
4.2.3 Longitudinal Trends in Belonging
Analysis of the mini-surveys given throughout the year revealed a non-linear pattern in the development of organizational belonging. Figure 1 illustrates the trajectory of overall belonging scores across the academic year.
Figure 1: Longitudinal Trends in Mean Organizational Belonging Scores (September 2023 - June 2024)
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As shown in Figure 1, belonging scores showed:
1. An initial increase during the first three months (September-November)
2. A plateau period (December-February)
3. A second substantial increase during the final months of the academic year (March- June)
This pattern suggests that the impact of staff meetings on organizational belonging may involve an initial enthusiasm effect, followed by a period of stabilization, and finally, a deeper integration of collaborative practices that substantially enhances belonging. Regression analysis identified a significant positive correlation between cumulative meeting attendance and final belonging scores (r = 0.68, p < .001), indicating a dose-response relationship where greater participation in meetings predicted stronger organizational belonging.
4.2.4 Meeting Components and Belonging
Multiple regression analysis was conducted to identify which specific meeting components most strongly predicted improvements in organizational belonging. Table 7 presents the standardized regression coefficients for key meeting elements as predictors of change in Overall Commitment scores.
Table 7: Meeting Components as Predictors of Change in Organizational Belonging

	Meeting Component
	Standardized Coefficient (β)
	t-value
	p-value

	Shared decision-making opportunities
	.46
	3.87
	< .001*

	Recognition of professional expertise
	.39
	3.25
	.002*

	Cultural-responsive discussion formats
	.37
	3.11
	.003*

	Structured feedback on implementation
	.28
	2.43
	.019*

	Administrative information sharing
	.12
	1.08
	.285


*Note: Multiple regression analysis, R² = .57, F(5, 37) = 9.83, p < .001. * indicates statistical significance at p < .05.
The regression model explained 57% of the variance in belonging change scores. Shared decision-making opportunities emerged as the strongest predictor of enhanced belonging (β = .46), followed by recognition of professional expertise (β = .39) and culturally- responsive discussion formats (β = .37). Notably, administrative information sharing did not

significantly predict belonging outcomes, suggesting that the collaborative and recognition elements of meetings, rather than informational components, were most important for building organizational belonging in this Arab high school context.
4.2.5 Qualitative Insights on Organizational Belonging
Thematic analysis of interview transcripts and focus group discussions revealed four main themes related to organizational belonging: cultural validation, collective voice, professional recognition, and boundary spanning.
Cultural Validation: Participants consistently emphasized how staff meetings that acknowledged and incorporated cultural elements of Arab educational identity fostered deeper connections to the school. This theme appeared in 13 of 15 post-intervention interviews and was prominent in all three focus groups.
"When our meetings began incorporating discussions about how to honor our cultural heritage while preparing students for modern society, I felt truly seen as an Arab educator. Before, I sometimes felt caught between ministry directives and community expectations. Now I feel we are building something that respects both." (Science teacher, 12 years experience)
Meeting observations confirmed this finding, with high levels of engagement during culturally-focused discussions. These discussions often featured switching between Arabic and Hebrew, with Arabic increasingly used for expressions of values and identity, while Hebrew was used primarily for technical educational terminology.
Collective Voice in Decision-Making: The second prominent theme centered on how shared decision-making processes in staff meetings enhanced teachers' sense of voice and agency, which in turn strengthened their connection to the school. This aligned with the quantitative finding that shared decision-making was the strongest predictor of enhanced belonging.
"For years I felt like decisions were simply announced. Now when we discuss issues like student assessment or discipline policies in our meetings, everyone has genuine input. When I see my suggestions implemented, I feel like I truly belong to this institution." (Mathematics teacher, 9 years experience)
Professional Recognition: The third theme focused on how staff meetings provided opportunities for recognition of professional expertise and accomplishments, enhancing teachers' emotional connection to the school community.

"In our community, public recognition carries special weight. When my work with struggling readers was highlighted in the meeting, I received calls from colleagues' family members congratulating me. This recognition extended beyond school walls, making me feel valued not just professionally but within our broader community." (Arabic teacher, 18 years experience)
Boundary Spanning: The final theme addressed how staff meetings helped bridge different departments and hierarchical levels within the school, creating a more unified sense of institutional identity.
"As a veteran teacher, I used to feel isolated with my experience. These meetings have connected me with younger teachers who bring fresh perspectives, while I can share my institutional knowledge. This cross-generational exchange has renewed my sense of purpose here." (English teacher, 22 years experience)
Structured observations of staff meetings revealed evolving interaction patterns that supported the development of organizational belonging. Early meetings showed participation dominated by coordinators and more experienced teachers, while final-term meetings demonstrated more equitable participation, with 78% of staff contributing substantively (compared to 42% in early meetings).
Analysis of 137 reflective journal entries provided insights into teachers' evolving sense of belonging over time. Three distinct phases emerged: Cautious Engagement (September- November), Growing Investment (December-February), and Integrated Identity (March-June). Linguistic analysis of journals showed a 67% increase in first-person plural pronouns ("we," "our," "us") from early to late entries, quantitatively supporting this qualitative shift toward collective identity.
4.3 Changes in Peer Learning and Professional Development
4.3.1 Quantitative Findings on Peer Learning
Analysis of the Peer Learning Perceptions Questionnaire revealed significant improvements in teachers' attitudes toward and engagement in collaborative professional learning.
Table 8: Changes in Peer Learning Dimensions (N=43)

	Peer Learning Dimension
	Pre-Intervention Mean (SD)
	Post-Intervention Mean (SD)
	Mean Difference
	t-value
	p-value
	Cohen's d

	Knowledge Exchange Frequency
	3.42 (0.94)
	4.87 (0.82)
	+1.45
	8.23
	< .001*
	0.96

	Perceived Value of Collaboration
	4.76 (0.88)
	5.58 (0.71)
	+0.82
	5.64
	< .001*
	0.71

	Cross-Disciplinary Learning
	2.83 (1.12)
	4.68 (0.89)
	+1.85
	9.17
	< .001*
	1.13

	Barriers to Collaboration
	4.92 (0.77)
	3.21 (0.85)
	-1.71
	8.85
	< .001*
	0.98

	Overall Peer Learning Index
	3.52 (0.83)
	5.12 (0.69)
	+1.60
	9.32
	< .001*
	1.07


*Note: * indicates statistical significance at p < .05. Scale ranges from 1-7, except for "Barriers to Collaboration" where lower scores indicate improvement.
The most substantial improvement occurred in Cross-Disciplinary Learning (d = 1.13), with teachers reporting significantly more frequent and valuable learning exchanges across subject areas. The reduction in perceived barriers to collaboration also showed a large effect size (d = 0.98), indicating that staff meetings effectively addressed structural and interpersonal obstacles to professional exchange.
4.3.2 Qualitative Insights on Peer Learning
Thematic analysis of interviews and focus groups identified three primary mechanisms through which staff meetings facilitated peer learning:
1. Structured knowledge-sharing protocols - Formalized routines for sharing classroom practices created safe spaces for professional vulnerability
"The protocol where we bring student work samples and analyze them together has transformed how I think about assessment. I've implemented three new feedback techniques that I learned from colleagues." (English teacher, 8 years experience)
2. Cross-disciplinary problem-solving teams - Mixed-subject working groups addressed school-wide challenges
"Working with science teachers on literacy strategies showed me approaches I never considered. Their analytical perspective helped me rethink how I teach reading comprehension." (Arabic teacher, 12 years experience)

3. Cultural traditions of collective wisdom - Meeting structures that honored Arab traditions of storytelling and collective problem-solving
"Our meetings incorporate our cultural value of 'wisdom circles' where everyone contributes to solving a challenge. This respects our community traditions while advancing our professional practice." (History coordinator, 17 years experience)
Observations of staff meetings documented a 143% increase in cross-disciplinary interactions from early to late meetings, with structured protocols progressively reducing status barriers between subject areas traditionally viewed as having different prestige levels.
4.4 Impact on Teaching Quality
4.4.1 Self-Reported Changes in Teaching Practice
The	Self-Assessment	of Teaching	Quality	Questionnaire	showed	significant improvements across all four domains of teaching practice.
Table 9: Changes in Teaching Quality Self-Assessment (N=43)

	Teaching Domain
	Pre-Intervention Mean (SD)
	Post-Intervention Mean (SD)
	Mean Difference
	t-value
	p-value
	Cohen's d

	Planning and Preparation
	4.32 (0.78)
	5.17 (0.63)
	+0.85
	6.12
	< .001*
	0.69

	Classroom Environment
	4.57 (0.83)
	5.23 (0.75)
	+0.66
	4.83
	< .001*
	0.61

	Instruction
	4.21 (0.92)
	5.42 (0.68)
	+1.21
	7.45
	< .001*
	0.85

	Professional Responsibilities
	3.94 (0.97)
	5.36 (0.72)
	+1.42
	8.27
	< .001*
	0.93

	Overall Teaching Quality
	4.26 (0.81)
	5.30 (0.65)
	+1.04
	7.18
	< .001*
	0.79


The largest improvements occurred in Professional Responsibilities (d = 0.93) and Instruction (d = 0.85), suggesting that staff meetings particularly influenced collaborative professional behavior and core teaching practices.
4.4.2 Classroom Implementation Evidence
Structured classroom observations (n=24) conducted monthly documented specific teaching practices transferred from staff meetings to classroom implementation. Using a validated observation protocol, three categories of practice showed statistically significant increases in frequency:
1. Culturally responsive teaching strategies - Increased by 87% (p < .001)

2. Differentiated instruction techniques - Increased by 63% (p < .001)
3. Student-centered assessment approaches - Increased by 71% (p < .001)
Importantly, time-lagged analysis revealed that implementation typically occurred 3-5 weeks after techniques were discussed in staff meetings, with higher implementation rates (76% vs. 42%, p < .01) for practices introduced through peer demonstration rather than theoretical discussion alone.
4.5 Effective Meeting Characteristics
Analysis of post-meeting feedback surveys across all 16 bi-monthly meetings identified five structural elements consistently rated as most effective (mean ratings ≥ 5.8 on 7-point scale):
1. Alternating large-group/small-group formats (M = 6.3, SD = 0.52)
2. Teacher-led skill-sharing demonstrations (M = 6.2, SD = 0.61)
3. Structured protocols for examining student work (M = 6.0, SD = 0.68)
4. Collaborative decision-making processes (M = 5.9, SD = 0.72)
5. Cultural connection activities (M = 5.8, SD = 0.75)
Multiple regression analysis identified three significant predictors of meeting effectiveness as measured by the implementation of meeting content in classrooms:
1. Active participation opportunities (β = .52, p < .001)
2. Concrete classroom application planning (β = .47, p < .001)
3. Follow-up accountability structures (β = .38, p < .01)
Qualitative analysis revealed culturally specific factors that enhanced meeting effectiveness, including integration of traditional Arabic hospitality practices (shared refreshments and informal conversation before formal agenda), respect for experience-based hierarchies while creating space for newer voices, and explicit connections between meeting content and community values.
4.5.1 Moderating and Mediating Effects
Hierarchical regression analyses revealed several significant moderating and mediating relationships that affected how staff meetings influenced organizational outcomes:

Moderating Variables:
· Teaching experience moderated the relationship between meeting participation and teaching quality improvements (interaction term: β = .31, p < .01), with more experienced teachers showing stronger transfer from meetings to practice.
· Subject area did not significantly moderate overall outcomes but did influenceinfluenced which meeting components were perceived as most valuable (F = 3.87, p < .01), with humanities teachers rating cultural connection activities highest while STEM teachers valued structured protocols most highly.
Mediating Variables:
· Psychological safety emerged as a significant mediator between meeting structure and peer learning outcomes (Sobel test: z = 3.42, p < .001), fully mediating the relationship between leadership approach and knowledge sharing.
· Cultural congruence - the alignment between meeting approaches and cultural values - significantly mediated the relationship between meeting participation and organizational belonging (z = 3.16, p < .01), highlighting the importance of culturally responsive meeting design in the Arab high school context.
4.6 Integration of Findings: Triangulation of Quantitative and Qualitative Data
The mixed-methods approach enabled robust triangulation, revealing points of agreement that strengthen the validity of the findings while also identifying nuanced differences that provide a deeper understanding of the complex phenomena under study.
4.6.1 Convergent Findings: Strong Triangulation
Several key findings demonstrated strong triangulation across multiple data sources and methods:
Enhanced Community Belonging: The quantitative data showed the largest effect size in the community belonging domain (d = 0.89), which was comprehensively supported by qualitative data. Thematic analysis of interviews revealed "cultural validation" and "boundary spanning" as prominent themes, meeting observations documented evolving participation structures that became increasingly inclusive, and reflective journals demonstrated a 67% increase in collective pronouns over time.

Importance of Shared Decision-Making: The regression analysis identified shared decision-making as the strongest predictor of enhanced belonging (β = .46, p < .001), which was strongly corroborated by qualitative data, with the "collective voice" theme appearing in 14 of 15 post-intervention interviews and all focus groups.
Three-Phase Developmental Pattern: The longitudinal analysis of organizational belonging scores revealed a non-linear pattern with three distinct phases: initial increase, plateau, and secondary increase. This pattern was independently identified in the chronological analysis of reflective journals, which revealed corresponding phases of "cautious engagement," "growing investment," and "integrated identity."
Experience-Related Effects: The quantitative analysis showed differential impacts by teaching experience, with veteran teachers (>15 years) showing the largest effect sizes despite higher baseline scores. This finding was triangulated through focus group data and interview content, where veteran teachers emphasized the value of cross-generational connections facilitated by meetings.
4.6.2 Complementary Findings: Deepening Understanding
Some findings showed complementary relationships where qualitative data extended or explained quantitative results:
Cultural Communication Patterns: While the quantitative data identified "cultural- responsive discussion formats" as a significant predictor (β = .37, p = .003), the qualitative observations provided rich detail about the specific cultural communication patterns that emerged, including collective affirmation, narrative communication, consensus-building, and code-meshing practices.
Boundary Spanning: The qualitative theme of "boundary spanning" emerged as an important mechanism for building belonging that was not directly measured in the quantitative instruments.
Recognition Mechanisms: While the quantitative data showed "recognition of professional expertise" as a significant predictor (β = .39, p = .002), qualitative data revealed culturally specific dimensions of recognition that extended beyond the school boundaries into the broader community.

4.6.3 Divergent Findings: Areas of Complexity
Several areas showed a partial divergence between quantitative and qualitative findings, revealing complexities in the phenomena under study:
Subject Area Differences: Quantitative analysis using ANOVA found no significant differences in belonging outcomes based on subject area (F = 1.84, p = .127). However, qualitative data suggested that the mechanisms through which meetings enhanced belonging varied by discipline, with language teachers emphasizing cultural validation while STEM teachers highlighted structured feedback.	Comment by MUNJANJA, EMELDAH CHIYEVO: Justify your work and rectify some grammatical errors
Administrative Information Components: The regression analysis found that administrative information sharing did not significantly predict belonging outcomes (β = .12, p = .285). However, qualitative data revealed its role as a prerequisite for meaningful participation in decision-making.
Gender-Related Experiences: Quantitative analysis did not find significant gender differences in outcomes, but discourse analysis noted that female teachers initially participated less frequently in whole-group discussions but showed higher engagement in small-group formats.
4.7 Summary of Key Findings
This research demonstrated that bi-monthly staff meetings significantly enhanced organizational effectiveness across all three dimensions examined:
1. Organizational Belonging: Staff meetings significantly enhanced all aspects of organizational commitment, with the largest improvements in community belonging (d = 0.89). Shared decision-making opportunities emerged as the strongest predictor of enhanced belonging (β = .46).
2. Peer Learning: Cross-disciplinary learning showed the most substantial improvement (d = 1.13), with structured knowledge-sharing protocols and culturally congruent collaborative approaches identified as key mechanisms.
3. Teaching Quality: Professional responsibilities and instruction showed the largest improvements (d = 0.93 and d = 0.85 respectively), with a 3-5 week implementation lag observed between meeting discussions and classroom practice.

4. Meeting Characteristics: The most effective meeting elements combined structured protocols with cultural responsiveness, active participation, and concrete application planning.
5. Cultural Context: Staff meetings that integrated Arab cultural elements showed enhanced effectiveness across all outcome domains, with cultural congruence mediating the relationship between meeting participation and organizational belonging.
6. Developmental Progression: Both quantitative and qualitative data revealed a three- phase developmental pattern in organizational improvement, suggesting that sustained implementation is necessary for transformative change.
These findings address all research questions posed at the outset of the study, demonstrating that regular staff meetings, when properly structured and culturally responsive, can significantly enhance organizational effectiveness in Arab high schools in Israel. The results further suggest that the impact of such meetings operates through multiple concurrent pathways and is influenced by both structural meeting characteristics and the broader cultural context in which they occur.
5: Discussion
5.1 Introduction
This chapter interprets the findings presented in Chapter 4 regarding the impact of bi- monthly staff meetings on organizational effectiveness in an Arab high school in Israel. The discussion places these findings within existing theoretical frameworks and research literature, examining points of agreement and difference. Special attention is given to the unique cultural context of Arab education in Israel and how it influences the functioning of organizational structures within this setting.
5.2 Enhancing Organizational Belonging Through Staff Meetings
The significant improvements in organizational belonging and commitment following the implementation of structured bi-monthly staff meetings align with and extend previous research on professional learning communities (PLCs) in educational settings. The particularly large effect size for community belonging (d = 0.89) supports Hargreaves and O'Connor's (2018) concept of "collaborative professionalism," which emphasizes the importance of structured professional interaction for building collective identity. However, our findings

suggest that the pathway to enhanced belonging may be more complex and culturally nuanced than previously documented.
The non-linear pattern of belonging development observed in this study—characterized by initial increase, plateau, and secondary increase—extends Stoll and Louis's (2007) work on the developmental stages of PLCs, suggesting that belonging develops through distinct phases rather than through steady linear improvement. This pattern has not been widely documented in previous research and provides valuable insights into the long-term implementation of organizational structures in schools. The finding aligns with Netolicky's (2020) observations about the time required for deep organizational change but offers more precise documentation of the developmental trajectory.
The differential impact of staff meetings across teacher experience levels, with veteran teachers showing the largest effect sizes, challenges some previous assumptions about professional development. While Darling-Hammond et al. (2017) suggested that early-career teachers might benefit most from collaborative structures, our findings align more closely with Abu-Husein et al.'s (2021) research specific to Arab educational contexts, which found that experienced teachers particularly value opportunities to reconnect with institutional purpose. The significant effect on veteran teachers is especially noteworthy given the well-documented professional isolation often experienced by this group (Hargreaves & Fullan, 2012).
The finding that shared decision-making opportunities served as the strongest predictor of enhanced belonging (β = .46) extends Arar and Nasra's (2020) research on school-based management in Arab schools in Israel. Their study identified correlations between shared governance and organizational commitment, but our research provides a more detailed analysis of specific meeting components and their relative contributions to belonging. The importance of shared decision-making aligns with broader social capital theory (Daly et al., 2016), which emphasizes how participatory structures build trust and cohesion within organizations.
Perhaps most significantly, our findings on cultural validation as a key mechanism for building belonging extend the limited research on culturally responsive organizational structures in minority educational contexts. Agbaria and Pinson's (2020) qualitative work with Palestinian teachers in Israel documented the complex cultural navigation required of Arab educators, but did not empirically examine how organizational structures might address these challenges. Our finding that culturally-responsive discussion formats significantly predicted belonging (β = .37) provides empirical support for Cherkowski and Schnellert's (2018)

theoretical argument that PLCs must adapt to local cultural contexts rather than implementing generic Western models.
5.3 Staff Meetings as Catalysts for Peer Learning
The substantial improvements in peer learning outcomes, particularly in cross- disciplinary learning (d = 1.13), both confirm and extend previous research on collaborative professional development. The finding that structured protocols facilitated knowledge exchange aligns with Sjoer and Meirink's (2021) research identifying psychological safety and concrete examples as critical components of effective peer learning in Dutch schools. However, our study extends this work by documenting how such protocols function in the specific cultural context of an Arab high school.
The 143% increase in cross-disciplinary interactions observed in this study exceeds the outcomes reported in most previous research on interdepartmental collaboration. This finding may reflect the particular effectiveness of structured meetings in bridging traditional subject area boundaries, which Mansfield and Thompson (2021) identified as persistent barriers to comprehensive school improvement. The result also extends Arab-Jadaan and Shafir's (2021) research on digital peer learning communities in Israeli schools by demonstrating how in- person collaborative structures can similarly enhance cross-cultural professional exchange.
One of the most novel findings concerns the integration of traditional Arab cultural practices—particularly "wisdom circles"—into professional learning structures. This approach extends beyond the cultural responsiveness discussed in most Western literature on professional development. While Borko et al. (2010) emphasized the sociocultural nature of teacher learning, they did not specifically address how indigenous or minority cultural traditions might be deliberately incorporated into professional learning structures. Our finding that such cultural integration enhanced peer learning effectiveness suggests an important extension to existing theoretical frameworks.
The reduction in perceived barriers to collaboration (d = 0.98) aligns with Qadach, Schechter, and Da'as's (2020) research on organizational learning mechanisms in Israeli schools. Their study found that formal collaborative structures could reduce institutional barriers to knowledge sharing, but our research provides more specific evidence regarding the types of meeting structures that effectively address these barriers in Arab educational contexts.

5.4 From Staff Meetings to Classroom Practice
The significant improvements in self-assessed teaching quality, particularly in professional responsibilities (d = 0.93) and instruction (d = 0.85), align with Gore et al.'s (2022) randomized controlled trial of Quality Teaching Rounds in Australian schools. Both studies demonstrate that structured collaborative inquiry can lead to measurable improvements in teaching practices. However, our research extends this work by documenting the specific implementation patterns in a culturally distinctive context.
The finding that implementation typically occurred 3-5 weeks after techniques were discussed discussing techniques in meetings provides important temporal specificity to the professional development literature. While Kennedy's (2016) review highlighted the importance of sustained engagement for translating professional learning into practice, it provided limited details on implementation timelines. Our findings offer practical guidance for planning follow-up and support during this critical implementation window.
The higher implementation rates for practices introduced through peer demonstration rather than theoretical discussion (76% vs. 42%) align with Darling-Hammond et al.'s (2021) meta-analysis identifying active learning as a critical feature of effective professional development. However, our findings provide more specific evidence on the relative effectiveness of different instructional approaches within collaborative settings. This result also extends Horn et al.'s (2020) research on instructional learning opportunities in teacher conversations by quantifying the implementation outcomes associated with different conversational patterns.
The significant increase in culturally responsive teaching strategies (87%) following staff meeting discussions represents an important finding not extensively documented in previous research. While Agbaria (2022) discussed the importance of culturally responsive pedagogy in Arab schools in Israel, there has been limited empirical research on how organizational structures might promote such pedagogy. Our findings suggest that culturally aligned staff meetings can effectively foster culturally responsive classroom practices, creating an important bridge between organizational and pedagogical cultural responsiveness.
5.5 Effective Meeting Design for Arab Educational Contexts
The identification of the most effective meeting characteristics provides practical extensions to the limited research on meeting design in educational settings. While Popp and Goldman (2016) identified key features of productive teacher team meetings in US schools,

our research offers specific insights into which meeting elements are most effective in an Arab high school context.
The finding that alternating large-group/small-group formats received the highest effectiveness ratings (M = 6.3) extends Berkovich and Eyal's (2021) research on teachers' emotional experiences in Israeli schools. Their study documented the importance of varied participation structures for emotional engagement, but did not specifically examine meeting formats. Our findings provide more detailed guidance for meeting facilitation in culturally diverse settings.
The significant role of culturally specific factors—including traditional Arabic hospitality practices and respect for experience-based hierarchies—extends beyond most Western research on meeting effectiveness. While Wong and Kwan (2022) documented the importance of cultural context in Hong Kong schools, their work primarily focused on Confucian heritage contexts. Our findings contribute to the limited research on organizational structures in Arab educational settings, highlighting the importance of cultural specificity in meeting design.
The identification of psychological safety as a significant mediator between meeting structure and peer learning outcomes (z = 3.42) aligns with Leeferink et al.'s (2019) research on workplace learning in Dutch schools. However, our study extends this work by documenting how psychological safety functions in the specific cultural context of an Arab high school, where traditional hierarchies and collective values may influence openness to professional vulnerability.
Most significantly, the finding that cultural congruence mediated the relationship between meeting participation and organizational belonging (z = 3.16) provides empirical support for Arar and Massry-Herzallah's (2021) theoretical argument that professional learning communities in Arab schools require cultural adaptation. This finding contributes important empirical evidence to the limited research on culturally responsive organizational structures in minority educational contexts.

5.6 Theoretical Implications
These findings have several important theoretical implications for understanding how organizational structures function in culturally distinctive educational contexts.
First, the results suggest a need to expand professional learning community theory to more explicitly include cultural dimensions. While existing PLC frameworks acknowledge the importance of shared values (Stoll & Louis, 2007), they often assume cultural homogeneity or treat culture as a background variable rather than a central component. Our findings suggest that cultural responsiveness should be considered a core dimension of effective professional learning communities, particularly in minority educational contexts.
Second, the findings contribute to social capital theory by demonstrating how formal organizational structures can build bridging and bonding social capital simultaneously in culturally distinctive settings. The boundary-spanning function of staff meetings created connections across traditional divides (bridging), while cultural validation enhanced collective identity (bonding). This extends Daly et al.'s (2016) work on social capital in educational settings by illustrating how these processes unfold in an Arab high school context.
Third, the three-phase pattern of organizational belonging development suggests a need to refine organizational learning theory to better account for non-linear developmental trajectories. Existing theories often implicitly assume steady progress or focus on single/double-loop learning distinctions (Kools & Stoll, 2016) without adequately addressing temporal development patterns. Our findings suggest a more complex developmental model that includes distinct phases of engagement, investment, and integration.
Finally, the findings contribute to theories of culturally responsive pedagogy by demonstrating how organizational structures can promote cultural responsiveness at multiple levels simultaneously—within meetings themselves, in professional relationships, and ultimately in classroom practice. This multi-level cultural responsiveness represents an important theoretical extension that bridges organizational and pedagogical domains.
5.7 Practical Implications
These findings have several practical implications for educational leaders in Arab schools in Israel and potentially in other minority educational contexts.

First, the results provide clear guidance for designing effective staff meetings. The identified components—alternating group formats, teacher-led demonstrations, structured protocols, collaborative decision-making, and cultural connection activities—offer a practical template for meeting design. The importance of active participation opportunities (β = .52) and concrete classroom application planning (β = .47) provides specific direction for meeting facilitation.
Second, the findings highlight the importance of sustained implementation. The non- linear development pattern suggests that educational leaders should anticipate an initial enthusiasm phase, followed by a plateau phase that might be mistaken for failure, before deeper integration occurs. This understanding can help leaders persist through implementation challenges and provide appropriate support during each phase.
Third, the results emphasize the importance of cultural integration rather than cultural assimilation in organizational development. The effectiveness of meetings that explicitly honored Arab cultural traditions while addressing contemporary educational challenges suggests that educational leaders should seek integration rather than choosing between cultural preservation and educational innovation.
Fourth, the findings provide guidance for supporting different teacher subgroups. The differential impact across experience levels suggests that meetings should include components specifically valuable to veteran teachers, such as opportunities to share institutional knowledge and connect with newer colleagues. The varying preferences across subject areas suggest the value of alternating between different meeting formats to engage diverse faculty groups.
Finally, the 3-5 week implementation lag identified in this study provides practical guidance for planning follow-up support. Educational leaders should anticipate this implementation window and provide appropriate resources and encouragement during this critical period when classroom application is most likely to occur.
5.8 Limitations and Future Research
While this study provides valuable insights into the impact of staff meetings on organizational effectiveness in an Arab high school in Israel, several limitations should be considered when interpreting the findings.	Comment by MUNJANJA, EMELDAH CHIYEVO: I have seen that the same limitations are highlighted above. Isn’t it a repetition since they are just the same?I think the ones that are above can be removed.
The single-site design limits generalizability to other Arab schools or educational contexts. Future research should examine similar questions across multiple sites to determine whether

the patterns observed here are consistent across different Arab educational settings with varying demographic profiles, regional locations, and institutional histories.
The reliance on self-reported data for teaching quality assessment introduces potential response bias. While classroom observations provided some triangulation, future research would benefit from more extensive observational data or student outcome measures to more comprehensively assess teaching quality impacts.
The one-year timeframe, while longer than many interventional studies, still limits understanding of long-term sustainability. Future research should examine whether the changes observed persist beyond the initial implementation year and how they might evolve over multiple years.
While the study documented important cultural dimensions influencing meeting effectiveness, it did not comprehensively examine all potential cultural factors. Future research could more systematically investigate how specific cultural elements of Arab society in Israel influence organizational processes and how these might vary across different Arab communities.
The dual role of the researcher as both principal and investigator, despite methodological safeguards, introduces potential bias. Future research conducted by external researchers might capture critical perspectives that were potentially influenced by power dynamics in the current study.
Based on these considerations, several promising directions for future research emerge:
1. Comparative studies across multiple Arab schools in different regions of Israel to identify consistent patterns and context-specific variations
2. Longitudinal research extending beyond one year to examine long-term sustainability and continued development
3. Studies examining the impact of culturally responsive organizational structures on student outcomes, extending beyond teacher-level measures
4. Investigations of how specific cultural elements might be systematically incorporated into organizational structures in minority educational contexts
5. Research on how the insights from this study might apply to other minority educational contexts facing similar challenges of navigating between cultural preservation and educational innovation

5.9 Conclusion
This study has demonstrated that regular staff meetings, when properly structured and culturally responsive, can significantly enhance organizational effectiveness in an Arab high school in Israel. The findings extend previous research by documenting the specific mechanisms through which meetings influence belonging, peer learning, and teaching quality in a culturally distinctive educational context.
Perhaps most significantly, the study illustrates how organizational structures can serve as bridges between bridge cultural identity and professional innovation, challenging the false dichotomy between cultural preservation and educational advancement. By integrating cultural traditions with contemporary professional practices, the bi-monthly staff meetings created spaces where Arab educators could simultaneously honor their cultural heritage and enhance their professional capabilities.
This integration suggests a promising approach for educational leadership in minority contexts—one that views cultural identity not as a barrier to overcome but as a resource to leverage for organizational and professional development. By designing organizational structures that explicitly value cultural knowledge while promoting professional growth, educational leaders can potentially enhance both cultural vitality and educational excellence simultaneously.
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Appendices
Appendix A: Research Questionnaires
This appendix contains the three primary quantitative instruments used in the study, along with the post-meeting feedback questionnaire.
A.1. Organizational Commitment and Belonging Questionnaire
Instructions: This questionnaire aims to understand teachers' sense of belonging and commitment to their school. Please indicate your level of agreement with each statement by circling the appropriate number: 1 = Strongly Disagree | 2 = Disagree | 3 = Somewhat Disagree | 4 = Neither Agree nor Disagree | 5 = Somewhat Agree | 6 = Agree | 7 = Strongly Agree
Section A: Affective Commitment
1. I feel emotionally attached to this school. 1 2 3 4 5 6 7
2. This school has a great deal of personal meaning for me. 1 2 3 4 5 6 7
3. I feel a strong sense of belonging to this school. 1 2 3 4 5 6 7
4. I feel like "part of the family" at this school. 1 2 3 4 5 6 7
5. I feel proud to tell others that I am a teacher at this school. 1 2 3 4 5 6 7
6. I identify with the educational values and goals of this school. 1 2 3 4 5 6 7
7. The challenges facing Arab education in Israel make me more committed to this school. 1 2 3 4 5 6 7
8. I feel that the school's successes are my personal successes. 1 2 3 4 5 6 7
Section B: Continuance Commitment
9. It would be very difficult for me to leave this school right now, even if I wanted to. 1 2 3 4 5 6 7
10. Too much of my life would be disrupted if I decided to leave this school now. 1 2 3 4 5 6 7
11. I feel that I have too few options to consider leaving this school. 1 2 3 4 5 6 7
12. I have invested too much in this school to consider working elsewhere. 1 2 3 4 5 6 7
13. Working in this community is important to my professional identity. 1 2 3 4 5 6 7
14. The proximity of this school to my home is a key factor in my continued employment here. 1 2 3 4 5 6 7
Section C: Normative Commitment
15. I believe in the importance of loyalty to one's school. 1 2 3 4 5 6 7
16. I feel a moral obligation to continue working at this school. 1 2 3 4 5 6 7
17. I feel responsible for contributing to Arab education in Israel. 1 2 3 4 5 6 7
18. I would feel guilty if I left the school right now. 1 2 3 4 5 6 7
19. I owe a great deal to the students and community of this school. 1 2 3 4 5 6 7
20. My cultural values influence my commitment to remain at this school. 1 2 3 4 5 6 7
Section D: Community Belonging
21. Staff meetings strengthen my sense of belonging to the school. 1 2 3 4 5 6 7
22. I feel that my professional voice is heard and respected during staff meetings. 1 2 3 4 5 6 7
23. I feel connected to my colleagues beyond just professional relationships. 1 2 3 4 5 6 7
24. I feel valued as a member of this school's professional community. 1 2 3 4 5 6 7
25. I believe my work contributes to the preservation of our cultural identity while preparing students for success in Israeli society. 1 2 3 4 5 6 7

Demographic Information
· Years of teaching experience: □ 1-5 □ 6-10 □ 11-15 □ More than 15
· Subject area: 	
· Academic qualification: □ Bachelor's □ Master's □ Doctoral
· Gender: □ Male □ Female
· Attendance at staff meetings in the past year: □ All/Almost all □ Most □ Some □ Few/None
A.2. Peer Learning Perceptions Questionnaire
Instructions: This questionnaire aims to understand your experiences with and attitudes toward professional collaboration and knowledge sharing. Please indicate your level of agreement with each statement by circling the appropriate number: 1 = Strongly Disagree | 2 = Disagree | 3 = Somewhat Disagree | 4 = Neither Agree nor Disagree | 5 = Somewhat Agree | 6 = Agree | 7 = Strongly Agree
Section A: Knowledge Exchange Frequency
1. I regularly share teaching materials with colleagues. 1 2 3 4 5 6 7
2. I frequently discuss instructional strategies with colleagues from my subject area. 1 2 3 4 5 6 7
3. I often exchange ideas about student assessment with colleagues. 1 2 3 4 5 6 7
4. I regularly discuss classroom management approaches with other teachers. 1 2 3 4 5 6 7
5. I engage in conversations about curriculum planning with colleagues. 1 2 3 4 5 6 7
6. I share my professional challenges with trusted colleagues. 1 2 3 4 5 6 7
7. I actively seek feedback on my teaching from colleagues. 1 2 3 4 5 6 7
8. I discuss student learning progress with other teachers who teach the same students. 1 2 3 4 5 6 7
Section B: Perceived Value of Collaboration
9. Collaboration with colleagues improves my teaching practices. 1 2 3 4 5 6 7
10. Learning from colleagues is an important part of my professional growth. 1 2 3 4 5 6 7
11. Sharing ideas with colleagues saves me preparation time. 1 2 3 4 5 6 7
12. Collaborative planning leads to more effective lessons. 1 2 3 4 5 6 7
13. I value the diverse perspectives that colleagues bring to professional discussions. 1 2 3 4 5 6 7
14. Collaborative problem-solving produces better solutions to educational challenges. 1 2 3 4 5 6 7
15. Peer feedback helps me identify blind spots in my teaching. 1 2 3 4 5 6 7
Section C: Cross-Disciplinary Learning
16. I learn valuable teaching strategies from colleagues who teach different subjects. 1 2 3 4 5 6 7
17. I collaborate with teachers across different subject areas on school-wide initiatives. 1 2 3 4 5 6 7
18. I incorporate approaches from other disciplines to enrich my teaching. 1 2 3 4 5 6 7
19. I participate in cross-departmental professional discussions. 1 2 3 4 5 6 7
20. Working with colleagues from different subject areas broadens my professional perspective. 1 2 3 4 5 6 7
21. I find value in understanding how other subjects approach similar educational challenges. 1 2 3 4 5 6 7
Section D: Barriers to Collaboration
22. Time constraints prevent me from collaborating more with colleagues. 1 2 3 4 5 6 7
23. The physical layout of our school limits opportunities for collaboration. 1 2 3 4 5 6 7
24. I worry about being judged if I share my professional challenges with colleagues. 1 2 3 4 5 6 7
25. Different teaching philosophies make collaboration difficult. 1 2 3 4 5 6 7

26. Cultural differences between teachers affect our ability to collaborate effectively. 1 2 3 4 5 6 7
27. The competitive climate among teachers hinders open knowledge sharing. 1 2 3 4 5 6 7
28. School policies do not adequately support collaborative work. 1 2 3 4 5 6 7
29. Hierarchical relationships in the school inhibit my willingness to collaborate. 1 2 3 4 5 6 7
30. I lack confidence in sharing my ideas in group settings. 1 2 3 4 5 6 7
A.3. Self-Assessment of Teaching Quality Questionnaire
Instructions: This questionnaire asks you to reflect on your current teaching practices across four domains. Please indicate how frequently each statement applies to your teaching practice by circling the appropriate number: 1 = Rarely/Never | 2 = Occasionally | 3 = Sometimes | 4
= Often | 5 = Usually | 6 = Very Frequently | 7 = Almost Always/Always
Section A: Planning and Preparation
1. I design lessons that reflect current knowledge of subject matter and pedagogy. 1 2 3 4 5 6 7
2. I establish clear instructional outcomes based on students' developmental needs. 1 2 3 4 5 6 7
3. I demonstrate knowledge of students' cultural backgrounds in my planning. 1 2 3 4 5 6 7
4. I design coherent instruction with activities that engage students in learning. 1 2 3 4 5 6 7
5. I create lessons that accommodate diverse learning styles. 1 2 3 4 5 6 7
6. I adapt materials to meet the linguistic needs of my students. 1 2 3 4 5 6 7
7. I plan assessments that align with instructional outcomes. 1 2 3 4 5 6 7
8. I connect lesson content to students' life experiences and cultural backgrounds. 1 2 3 4 5 6 7
9. I incorporate resources that reflect both Arab cultural heritage and contemporary Israeli society. 1 2 3 4 5 6 7
Section B: Classroom Environment
10. I create an environment of respect and rapport with students. 1 2 3 4 5 6 7
11. I establish a culture for learning where students value academic achievement. 1 2 3 4 5 6 7
12. I manage classroom procedures efficiently to maximize learning time. 1 2 3 4 5 6 7
13. I manage student behavior effectively and respectfully. 1 2 3 4 5 6 7
14. I organize physical space to support the learning activities. 1 2 3 4 5 6 7
15. I create a classroom environment that respects cultural values while promoting academic discourse. 1 2 3 4 5 6 7
16. I develop respectful relationships with all students regardless of their academic abilities. 1 2 3 4 5 6 7
17. I create opportunities for students to take responsibility for their learning environment. 1 2 3 4 5 6 7
Section C: Instruction
18. I communicate clearly and accurately with students in instruction. 1 2 3 4 5 6 7
19. I use questioning and discussion techniques that promote deep thinking. 1 2 3 4 5 6 7
20. I engage students in learning through varied activities and assignments. 1 2 3 4 5 6 7
21. I provide timely and constructive feedback to students. 1 2 3 4 5 6 7
22. I demonstrate flexibility and responsiveness during lessons. 1 2 3 4 5 6 7
23. I encourage students to think critically about content through effective questioning. 1 2 3 4 5 6 7
24. I use formative assessment to adjust instruction during lessons. 1 2 3 4 5 6 7
25. I balance teacher-directed and student-centered learning approaches appropriately. 1 2 3 4 5 6 7
26. I integrate culturally responsive teaching strategies into my instruction. 1 2 3 4 5 6 7

Section D: Professional Responsibilities
27. I reflect on teaching effectiveness to improve future instruction. 1 2 3 4 5 6 7
28. I maintain accurate records of student progress. 1 2 3 4 5 6 7
29. I communicate effectively with families about student progress. 1 2 3 4 5 6 7
30. I participate actively in the professional community of the school. 1 2 3 4 5 6 7
31. I pursue professional development opportunities to enhance content knowledge and pedagogical skill. 1 2 3 4 5 6 7
32. I demonstrate professionalism in interactions with colleagues, students, and the public. 1 2 3 4 5 6 7
33. I contribute to school initiatives beyond my classroom. 1 2 3 4 5 6 7
34. I adapt my teaching approach based on new professional knowledge I acquire. 1 2 3 4 5 6 7
35. I balance my responsibilities to students, the school community, and broader educational goals. 1 2 3 4 5 6 7
A.4. Post-Meeting Feedback Questionnaire
Instructions: Please complete this brief questionnaire immediately following today's staff meeting. Your feedback will help us improve the effectiveness of future meetings. For each statement, circle the number that best represents your opinion: 1 = Strongly Disagree | 2 = Disagree | 3 = Somewhat Disagree | 4 = Neither Agree nor Disagree | 5 = Somewhat Agree | 6 = Agree | 7 = Strongly Agree
Meeting Content and Relevance
1. The content of today's meeting was relevant to my teaching practice. 1 2 3 4 5 6 7
2. The topics discussed addressed important school priorities. 1 2 3 4 5 6 7
3. The information presented will be useful for my classroom work. 1 2 3 4 5 6 7
Meeting Format and Engagement
4. The meeting format encouraged active participation. 1 2 3 4 5 6 7
5. I had adequate opportunities to contribute my ideas and perspectives. 1 2 3 4 5 6 7
6. The balance between presentation and discussion was appropriate. 1 2 3 4 5 6 7
Potential for Implementation
7. I plan to implement ideas from today's meeting in my classroom. 1 2 3 4 5 6 7
8. The meeting provided concrete strategies that I can apply in my teaching. 1 2 3 4 5 6 7
9. I feel confident in my ability to implement the ideas discussed today. 1 2 3 4 5 6 7
Cultural Relevance
10. The meeting approach respected our school's cultural context. 1 2 3 4 5 6 7
11. The discussion acknowledged the unique needs of our student population. 1 2 3 4 5 6 7
12. The meeting successfully integrated professional requirements with cultural considerations. 1 2 3 4 5 6 7
Open-Ended Questions
13. What aspects of today's meeting did you find most valuable?


14. What suggestions do you have for improving future staff meetings?


15. What topics would you like to see addressed in future meetings?


Meeting Details: Date: 	Time: 	Duration: 	Topic/Focus:


Appendix B: Protocol for Semi-Structured Interviews
B.1. Initial Interview Protocol (September 2023)
Participant Information: [To be completed by researcher]
· ID Code: 	(to maintain confidentiality)
· Subject Area: 	
· Years of Experience: 	
· Date of Interview: 	
· Location: 	
· Duration: 	(aim for 45-60 minutes)
Introduction Script:
"Thank you for agreeing to participate in this interview as part of our research on the impact of staff meetings on organizational effectiveness. Your insights are valuable and will contribute to our understanding of how these meetings influence teachers' sense of belonging, peer learning, and teaching quality in our school.
This interview will last approximately 45-60 minutes. You are free to skip any questions you prefer not to answer, and you may end the interview at any time. With your permission, I would like to audio record our conversation to ensure accuracy in capturing your perspectives. The recording will be transcribed, and all identifying information will be removed to protect your confidentiality.
Do you have any questions before we begin? [Address any questions] Do I have your permission to record this interview? [If yes, begin recording]"
Core Interview Questions:
Background and Professional Context
1. Could you tell me about your teaching career and how long you've been at this school?
2. What aspects of working at this school do you find most rewarding?
3. What professional challenges do you face in your current role?
Organizational Belonging and Commitment
4. How would you describe your sense of connection to this school?
5. What factors influence your sense of belonging to this institution?
6. How do you see your professional identity in relation to the school's mission and values?
7. In what ways does the school's cultural context affect your sense of professional belonging?
Professional Learning and Collaboration
8. How would you describe the current state of professional collaboration at our school?
9. What opportunities do you have to learn from colleagues?
10. What barriers exist to effective peer learning in your experience?
11. How do cultural factors influence professional collaboration in our school?
Staff Meetings - Current Perceptions
12. What is your general impression of staff meetings at our school?
13. How would you describe your typical level of engagement in staff meetings?
14. In what ways, if any, do current staff meetings contribute to your professional growth?
15. What aspects of staff meetings do you find most and least valuable?
16. How well do current meeting structures accommodate cultural considerations?

Teaching Practice
17. How do you typically incorporate new professional knowledge into your teaching?
18. What supports help you implement new approaches in your classroom?
19. What challenges do you face when trying to change your teaching practices?
Expectations and Suggestions
20. What would make staff meetings more valuable for your professional growth?
21. How could staff meetings better support a sense of community among teachers?
22. What specific topics or formats would you like to see in future staff meetings?
Closing: "Thank you for sharing your thoughts and experiences. Is there anything else about staff meetings, professional learning, or your sense of belonging at the school that you would like to add that we haven't covered?
I appreciate your time and contributions to this research. Later in the school year, I would like to conduct a follow-up interview to explore how your perspectives might evolve. In the meantime, if you have any additional thoughts or questions, please feel free to contact me."
B.2. Concluding Interview Protocol (June 2024)
Participant Information: [To be completed by researcher]
· ID Code: 	(same as initial interview for comparison)
· Date of Interview: 	
· Location: 	
· Duration: 	(aim for 45-60 minutes)
Introduction Script:
"Thank you for participating in this follow-up interview. As you recall, we spoke at the beginning of the school year about staff meetings and their impact on various aspects of your professional experience. Today, I'd like to explore how your perspectives may have evolved over the past academic year.
As before, this interview will last approximately 45-60 minutes. You are free to skip any questions, and you may end the interview at any time. With your permission, I would like to audio record our conversation. The recording will be transcribed with all identifying information removed.
Do you have any questions before we begin? [Address any questions] Do I have your permission to record this interview? [If yes, begin recording]"
Core Interview Questions:
Changes in Organizational Belonging
1. How would you describe your sense of connection to the school now, compared to the beginning of the year?
2. What experiences this year have most influenced your sense of belonging to the school?
3. How, if at all, have staff meetings affected your relationship with the school as an institution?
4. In what ways has your professional identity evolved over this school year?
Evolution of Peer Learning
5. How would you describe the state of professional collaboration at our school now?
6. How has your experience with peer learning changed over the course of this year?
7. What have been the most valuable peer learning experiences for you this year?
8. How have staff meetings contributed to knowledge exchange between colleagues?
Staff Meetings - Current Assessment
9. How would you evaluate the staff meetings that took place this year?
10. How has your level of engagement in staff meetings changed over the year?

11. Which specific meeting components or activities did you find most valuable?
12. How did the cultural aspects of the meetings influence your experience?
13. What aspects of the meetings could still be improved?
Impact on Teaching Practice
14. Have you implemented any new approaches in your teaching this year that originated from staff meetings? If so, please describe them.
15. What supported or hindered your ability to apply ideas from the meetings to your classroom?
16. How have your students responded to any changes you've made in your teaching approach?
17. What is the relationship between what happens in staff meetings and what happens in your classroom?
Reflective Assessment
18. What surprised you most about the staff meetings this year?
19. How did the reality of the meetings compare with your initial expectations?
20. If you could preserve three aspects of this year's staff meetings for the future, what would they be?
21. How has your perspective on the purpose or value of staff meetings changed?
Closing: "Thank you for sharing your reflections on this year's experiences. Is there anything else you would like to add about the impact of staff meetings on your sense of belonging, peer learning, or teaching practices?
Your insights throughout this process have been invaluable to this research. I appreciate your willingness to participate in both interviews and your openness in sharing your experiences and perspectives."
Appendix C: Tool for Structured Observation of Staff Meetings STAFF MEETING OBSERVATION PROTOCOL
Meeting Information:
· Date: 	
· Time: 	to 	
· Meeting Focus/Theme: 	
· Number of Participants Present: 	
· Observer Name: 	
Instructions for Observer: This observation tool is designed to systematically document the structure, processes, and interactions during staff meetings. Complete each section during or immediately after the meeting. For rating scales, circle the appropriate number. For open sections, provide detailed descriptive notes, avoiding evaluative language where possible.
Section 1: Meeting Structure and Organization
1. Meeting Environment:
· Room arrangement: 	
· Seating configuration: 	
· Technology/materials available: 	
· Cultural elements present (e.g., language use, hospitality practices): 	
2. Meeting Leadership: Circle the most appropriate number: 1 = Highly directive | 3 = Balanced | 5 = Highly collaborative Principal's leadership approach: 1 2 3 4 5 Teacher leadership opportunities: 1 2 3 4 5
Notes on leadership dynamics: 	
3. Agenda and Time Management:
· Was an agenda provided? □ Yes □ No

· Was the agenda followed? □ Yes □ No □ Partially
· Time allocated: 	minutes | Actual duration: 	minutes Time management effectiveness: 1 2 3 4 5 (1 = Poor, 5 = Excellent)
Notes on time use: 	
4. Meeting Components (check all that were included and note approximate duration): □ Administrative announcements (	 min) □ Professional development activity (	min) □ Small group discussions (	 min) □ Whole-group discussions (		 min) □ Decision-making processes (	min) □ Skills demonstration/modeling (	min) □ Cultural connection activities
(	min) □ Problem-solving activities (	min) □ Other: 	(	min)
Section 2: Participation and Interaction Patterns
1. Participation Distribution: Estimate the percentage of participants who:
· Spoke at least once during the meeting: 	%
· Made substantive contributions to discussions: 	%
· Appeared actively engaged (through body language, note-taking, etc.): 	% Notes on participation patterns: 	
2. Cross-Disciplinary Interactions: Rate the level of interaction between subject areas/departments: 1 = None | 3 = Moderate | 5 = Extensive
Level of cross-disciplinary interaction: 1 2 3 4 5
Specific examples of cross-disciplinary exchange: 	


3. Communication Patterns: Document instances of:
· Narrative communication/storytelling: 	
· Collective affirmation practices: 	
· Consensus-building approaches: 	
· Code-switching or language choices: 	
Notes on culturally specific communication patterns: 	


4. Power Dynamics: Rate the following aspects: 1 = Very uneven | 3 = Somewhat balanced | 5 = Very balanced Distribution of speaking time: 1 2 3 4 5 Attention given to different voices: 1 2 3 4 5 Respect for varied perspectives: 1 2 3 4 5 Notes on power dynamics: 	
Section 3: Content and Knowledge Exchange
1. Knowledge Sharing: Document instances of:
· Teacher sharing classroom practices: 	
· Teachers requesting peer input: 	
· Collective problem-solving: 	
· Administrative information sharing: 	
Overall knowledge exchange effectiveness: 1 2 3 4 5 (1 = Minimal, 5 = Extensive)
2. Cultural Context Integration: Document how cultural aspects were integrated into meeting content:
· References to community values/needs: 	
· Discussion of culturally responsive practices: 	
· Navigation of cultural-educational tensions: 	

Level of cultural responsiveness: 1 2 3 4 5 (1 = Not evident, 5 = Fully integrated)
3. Focus on Classroom Implementation: Rate the emphasis on practical classroom application: 1 = None | 3 = Moderate | 5 = Strong focus
Classroom application emphasis: 1 2 3 4 5
Specific implementation strategies discussed: 	


Section 4: Decision-Making Processes
1. Types of Decisions Addressed (check all that apply): □ Pedagogical/instructional decisions □ Curricular decisions □ Assessment policies/practices □ Student support issues □ School procedures/policies □ Professional development priorities □ Resource allocation □ Community engagement □ Other: 	
2. Decision-Making Approaches: Rate the following aspects: 1 = Not at all | 3 = Somewhat | 5 = Extensively
Solicitation of diverse perspectives: 1 2 3 4 5 Collaborative problem definition: 1 2 3 4 5 Consideration of alternatives: 1 2 3 4 5 Consensus-
building efforts: 1 2 3 4 5 Clarity about implementation responsibility: 1 2 3 4 5 Notes on decision-making processes: 	


Section 5: Emotional Climate
1. Overall Emotional Tone: Rate the following aspects: 1 = Very low | 3 = Moderate | 5 = Very high
Level of psychological safety: 1 2 3 4 5 Professional respect demonstrated: 1 2 3 4 5 Openness to diverse perspectives: 1 2 3 4 5 Comfort
with professional vulnerability: 1 2 3 4 5
Notes on emotional climate: 	


2. Engagement Indicators: Document observations regarding:
· Body language of participants: 	
· Attention levels throughout meeting: 	
· Emotional responses to content: 	
· Energy level at beginning vs. end: 	
Overall engagement level: 1 2 3 4 5 (1 = Disengaged, 5 = Highly engaged)
Section 6: Cultural Elements
1. Language Usage: Estimate percentage of meeting conducted in:
· Arabic: 	%
· Hebrew: 	%
· Mixed/code-switching: 	%
Notes on language choices and patterns: 	


2. Cultural Practices Observed (check all that apply): □ Traditional Arabic hospitality elements □ Cultural narrative/storytelling approaches □ Collective affirmation practices □ Cultural references in examples/discussions □ Recognition of religious/cultural considerations □ Traditional consensus-building approaches □ Respect for experience-based authority □ Other:

Notes on cultural practices: 	


3. Cultural-Professional Integration: Rate how effectively the meeting integrated cultural elements with professional content: 1 = No integration | 3 = Moderate integration | 5 = Seamless integration
Cultural-professional integration: 1 2 3 4 5

Notes on integration: 	


Section 7: Summary Observations
1. Key Themes/Topics Discussed:




2. Notable Quotes (anonymized):




3. Observed Outcomes/Decisions:




4. Distinctive Features of This Meeting:




5. Changes/Evolutions Noted from Previous Meetings:




6. Observer Reflections (to be completed after meeting):




Completed by: 	Date of Form Completion: 	


Appendix D: Structure of Reflective Journal for Participants REFLECTIVE JOURNAL GUIDE FOR PARTICIPANTS
Purpose: This reflective journal is designed to document your ongoing experiences with and reflections about staff meetings throughout the academic year. Regular reflection contributes to professional growth and provides valuable insights into how meetings influence your sense of belonging, professional learning, and teaching practices.
Instructions:
· Complete a journal entry shortly after each bi-monthly staff meeting
· Aim to write your reflection within 48 hours of the meeting
· Each entry should take approximately 15-20 minutes to complete

· Focus on your personal experiences, thoughts, and observations
· Be as specific and detailed as possible
· Share honest reflections; all journal content will remain confidential
· Submit your entry through the secure online platform or in the provided sealed envelope
Journal Entry Structure:
Section 1: Meeting Context
Date of Meeting: 	Meeting Focus/Theme: 	
Your Level of Participation (circle one): Observer | Limited participation | Moderate participation | Active participation | Leader/presenter
Brief Description of Meeting Content:




Section 2: Reflective Questions
Please respond to the following prompts with thoughtful reflection. Not all questions need to be answered in each entry; focus on those most relevant to your experience of the particular meeting.
Initial Reactions and Engagement
1. What were your initial thoughts and feelings during and immediately after this meeting?




2. How would you describe your level of engagement in this meeting? What factors influenced your engagement?




3. What aspects of the meeting did you find most valuable or meaningful? Why?




4. What aspects of the meeting did you find least valuable or challenging? Why?




Professional Learning and Peer Interaction
5. What new ideas, strategies, or insights did you gain from this meeting?




6. How did interactions with colleagues during the meeting contribute to your professional learning?





7. Were there opportunities to share your own knowledge or experiences? If so, how did that feel?




8. How did the cultural context influence professional exchanges during the meeting?




Classroom Connection and Implementation
9. What specific ideas from this meeting do you plan to implement in your classroom?




10. What challenges might you face in implementing these ideas, and how might you address them?




11. How do the meeting's content and approach align with your students' needs and cultural context?




Belonging and Organizational Identity
12. How did this meeting influence your sense of connection to your colleagues?




13. In what ways did this meeting affect your feelings of belonging to the school as an institution?




14. How did your professional identity or role within the school community feel during this meeting?




15. Did the meeting acknowledge the unique aspects of Arab education in Israel? If so, how?





Change Over Time (for entries after the first few meetings)
16. How has your experience of staff meetings changed since the beginning of the year?




17. Have you noticed any shifts in staff interactions or the meeting culture over time?




18. How has your own approach to or engagement with the meetings evolved?




Section 3: Additional Reflections
19. Is there anything else about this meeting or your ongoing experience with staff meetings that you would like to reflect on?





Section 4: Action Planning
20. Based on this meeting, what specific actions will you take in the next two weeks?
Action 1: 	
Timeframe: 	
Action 2: 	
Timeframe: 	
Action 3: 	
Timeframe: 	
Thank you for completing this reflection. Your insights contribute to understanding the impact of staff meetings and to developing more effective professional learning communities in Arab education.
Appendix E: Timeline and Resources
G.1 Research Timeline
The research followed a structured timeline throughout the 2023-2024 academic year:
Preliminary Phase (August-September 2023)
· Week 1-2: Finalization of research instruments and protocols
· Week 3: Ethics approval and establishment of ethical oversight
· Week 4: Staff information sessions and informed consent process
Baseline Assessment (September 2023)
· Week 1: Administration of baseline organizational belonging questionnaire

· Week 2: Administration of baseline peer learning questionnaire
· Week 3: Administration of baseline teaching quality self-assessment
· Week 4: Initial semi-structured interviews (n=15)
Implementation and Ongoing Data Collection (October 2023 - May 2024)
· 1st and 3rd week of each month: Bi-monthly staff meetings with structured observation
· Days following each meeting: Collection of post-meeting feedback questionnaires
· Monthly: Collection of reflective journal entries
· Monthly: Classroom observations (rotating schedule of 24 volunteer teachers)
· February 2024: Mid-year focus groups (3 groups)
Summative Assessment (June 2024)
· Week 1: Administration of final organizational belonging questionnaire
· Week 2: Administration of final peer learning questionnaire
· Week 3: Administration of final teaching quality self-assessment
· Weeks 2-4: Concluding semi-structured interviews (n=15)
Analysis Phase (July-September 2024)
· July: Quantitative data organization and preliminary analysis
· July-August: Qualitative data transcription and coding
· August: Comprehensive data analysis and integration
· September: Report writing and preparation of findings
Dissemination Phase (October-December 2024)
· October: Presentation of findings to school staff
· November: Development of practical implementation guide
· December: Preparation of academic manuscript
G.2 Required Resources Human Resources
· Research Assistant (220 hours total)
· Responsibilities: Survey administration, interview conduction, transcription management, data entry, preliminary coding

· Qualifications: Graduate-level training in educational research, bilingual Arabic-Hebrew proficiency, experience with mixed-methods research
· Cost: --------
· External Ethics Advisor (25 hours total)
· Responsibilities: Review research protocols, monitor ethical compliance, serve as external contact for ethical concerns
· Qualifications: PhD in education with expertise in research ethics, familiarity with Arab educational context
· Cost: --------
· Transcription Service

· Responsibilities: Transcription of 30 interviews (approximately 45 hours) and 3 focus groups (approximately 6 hours)
· Qualifications: Experience with academic transcription, bilingual Arabic-Hebrew proficiency
· Cost: --------
Technological Resources
· Research Software
· SPSS Statistics (Version 27)	(annual license)
· NVivo Qualitative Analysis Software (Version 14)	(annual license)
· Qualtrics Survey Platform	(annual subscription)
· Recording Equipment
· Digital audio recorder: --------
· Backup recorder: --------
· Transcription pedal and software: --------
· Data Storage and Security
· Encrypted external hard drives (2): --------
· Secure filing cabinet: --------
· Cloud storage with encryption	(annual subscription)
Administrative Resources
· Materials and Supplies
· Printing and copying costs: --------
· Journal booklets for participants: --------
· Office supplies: --------
· Meeting Expenses
· Refreshments for information sessions and focus groups: --------
· Space rental for off-site interviews: --------
· Participant Compensation
· Teacher release time for interviews and focus groups: --------
· Journal completion stipends: --------
Appendix F: Ethical Considerations
F.1 Informed Consent
The research implemented a comprehensive informed consent process that addressed the unique ethical challenges of conducting research within one's own organization, particularly given the power dynamics involved when a principal studies practices within their own school. The consent process included:
· Detailed written information: All potential participants received a comprehensive written explanation of the research purpose, procedures, risks, benefits, and confidentiality protections (see Appendix C for the complete consent form).
· Multiple opportunities for questions: Information sessions were held before the consent process to explain the research and answer questions. Participants were encouraged to ask questions in group settings, privately with the researcher, or with the external research assistant.
· Emphasis on voluntary participation: Multiple verbal and written communications emphasized that participation was entirely voluntary and would not affect professional evaluation or standing. The consent form explicitly stated: "Your decision to participate or not will not affect your employment, evaluation, or professional standing at the school."

· Ongoing consent: Participants were reminded throughout the year that they could withdraw from any aspect of the research at any time without consequence.
· Language considerations: All consent materials were provided in both Arabic and Hebrew to ensure full linguistic accessibility.
· Documentation of consent: Written consent was obtained from all participants, with copies provided to each participant.
The informed consent process achieved a 100% response rate, with 49 of 49 eligible staff members consenting to participate in the baseline surveys. For more intensive components (interviews, reflective journals), participants were given additional information and consent opportunities.
F.2 Privacy and Confidentiality
Given the researcher's dual role as principal and investigator, exceptional measures were implemented to protect participant privacy and data confidentiality:
· Anonymization protocols: All survey instruments were coded with participant identification numbers rather than names. A master key linking names to identification numbers was maintained by the external research assistant rather than the principal- investigator.
· Third-party data collection: An external research assistant administered and collected all surveys and conducted a portion of the interviews to provide participants with a neutral party for data provision.
· Secure data storage: Physical data (completed forms, notes) were stored in locked cabinets in a secure office not accessible to the principal during regular school operations. Electronic data were stored on password-protected, encrypted devices not connected to school networks.
· Confidential reporting: All reporting of findings used pseudonyms and removed potentially identifying details. Direct quotes were reviewed to ensure they would not reveal participant identity.
· Data access limitations: Raw data with participant identifiers was accessible only to the research assistant and external transcription service (which signed confidentiality agreements). The principal-researcher accessed only de-identified data.
· Temporal separation: Detailed analysis of individual-level data occurred only after the academic year concluded, separating the evaluation of research data from ongoing professional supervision.
· Post-research data management: All identifiable data will be destroyed five years after research completion, with audio recordings deleted immediately after transcription and verification.
These measures created a strong separation between the principal's administrative role and research activities, protecting participant confidentiality and minimizing the risk of role confusion.
F.3 Power Relations
The dual role of principal-researcher created inherent power dynamics that required explicit attention and mitigation. The following strategies were implemented to address these concerns:
· External oversight: An independent ethics advisor from a local university education department reviewed the research design, monitored ongoing implementation, and served as an external contact for any ethical concerns from participants.
· Clear role separation: The principal-researcher established clear boundaries between administrative and research activities, including separate meeting times, distinct physical spaces, and explicit verbal framing when transitioning between roles.
· Third-party intermediaries: Key data collection activities were conducted by a research assistant who had no evaluative or supervisory relationship with participants, allowing more authentic expression of critical perspectives.
· Anonymous feedback channels: Participants could provide anonymous feedback about the research process through a secure online form monitored by the external ethics advisor.
· Stakeholder consultation: Teacher representatives were consulted during research design to identify potential power-related concerns and suggest appropriate safeguards.
· Reflexivity practices: The principal-researcher maintained a reflexive journal documenting instances of potential role conflict or power dynamics and strategies for addressing them.
· Transparent communication: Regular updates about the research process, preliminary findings, and ethical safeguards were shared with all participants to maintain transparency.
· Delayed evaluation activities: Major teacher evaluations were scheduled to avoid proximity to key research activities, reducing the potential for role confusion.

These strategies created a research environment where participants could engage authentically despite the inherent power differential, as evidenced by the critical perspectives captured in the qualitative data.
Appendix G: Informed Consent Form
RESEARCH PARTICIPANT INFORMED CONSENT FORM
Title of Research Project: The Impact of Regular Staff Meetings on School Belonging, Peer Learning, and Teaching Quality in an Arab High School in Israel
Principal Investigator: [Principal's Name], School Principal and Researcher Contact Information: [Email and Phone]
Purpose of the Research: You are invited to participate in a research study examining how bi-monthly staff meetings influence teachers' sense of organizational belonging, peer learning, and teaching quality in our school. This research aims to develop evidence-based approaches to staff meetings that enhance professional community and educational effectiveness within the unique cultural context of Arab education in Israel.
Research Procedures: If you agree to participate, you will be involved in the following research activities over the 2023-2024 academic year:
1. Surveys: You will be asked to complete three questionnaires at the beginning and end of the academic year (approximately 20-30 minutes each) measuring organizational belonging, peer learning perceptions, and self-assessment of teaching quality.
2. Staff Meeting Feedback: After each bi-monthly staff meeting, you will be asked to complete a brief (5-7 minute) feedback questionnaire.
3. Possible Interview Participation: Some participants will be invited to participate in two semi-structured interviews (beginning and end of the academic year) discussing their experiences and perceptions of staff meetings. Each interview will last approximately 45-60 minutes and will be audio-recorded with permission.
4. Possible Reflective Journal: Some participants will be invited to maintain a structured reflective journal documenting their experiences with staff meetings throughout the year.
5. Classroom Observation: Some participants will be invited to have their classrooms observed to document implementation of practices discussed in staff meetings.
Confidentiality: Your privacy and confidentiality are of utmost importance. The following measures will be taken to protect your information:
· All survey responses will be coded; your name will never appear on any research instruments
· Interview recordings will be transcribed with all identifying information removed
· Electronic data will be stored in password-protected files on secured devices
· Physical documents will be stored in locked cabinets
· Only the principal investigator and research assistant will have access to the raw data
· In any publications or presentations resulting from this research, your identity will remain confidential
· All raw data will be destroyed five years after the completion of the study
Dual Role Considerations: I recognize that my dual role as both the school principal and researcher creates potential concerns about confidentiality and voluntary participation. To address this:
· An external research assistant will administer and collect surveys and conduct some interviews
· Your decision to participate or not will have no impact on your professional evaluation or standing
· You may withdraw from the study at any time without explanation or consequence
· All data analysis related to individual participants will occur after the academic year has concluded
· An external ethics advisor will monitor the research process to ensure ethical standards are maintained
Voluntary Participation: Your participation in this research is entirely voluntary. You may choose not to participate, skip any questions, or withdraw from the study at any time without penalty or loss of benefits to which you are otherwise entitled. Your decision to participate or not will not affect your employment, evaluation, or professional standing at the school.

Potential Risks and Benefits: Risks: The risks associated with this study are minimal. You may experience mild discomfort discussing professional challenges or providing critical feedback about organizational practices. However, the confidentiality measures described above are designed to minimize any potential risks.
Benefits: Potential benefits include the opportunity to reflect on your professional practice, contribute to improved organizational structures, and help develop culturally responsive approaches to professional community building in Arab education.
Questions about the Research: If you have any questions about this research, please contact [Principal's Name] at [email] or [phone]. If you have concerns about the ethical conduct of this research or your rights as a participant, please contact [Ethics Review Board Contact].
Consent Statement: I have read the information provided above. I have had the opportunity to ask questions and have received satisfactory answers. I understand that my participation is voluntary, and I am free to withdraw at any time without penalty. I agree to participate in this research study.


Participant's Name (Print) Participant's Signature Date


Researcher's Name (Print) Researcher's Signature Date
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