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Chapter 9

Converging Paths: Girls, Science,
and Teachers

By Debra Gann & Jennifer Blue

What could a physics professor have in common with an n_oaoswma\ wmroo_
teacher? Both of us are now teachers of science, though there are ods.o:w m:,mma.
ences. In addition, we have taken different paths towards our interest in science.
Debi loved science as a little kid, then got turned off by school science until an
enthusiastic teacher she met when doing professional development ._.m_c,za._oa her
interest in the subject after she had become a teacher herself. ug:_ma._, s interest
in science was slower to develop, but once she latched on to physics in high
school she never let go. Neither one of us had a stereotypical path towards
science, but we found our way towards careers as science teachers. <.<o were
each pulled into science by excellent teachers, and now have a professional in-

in science teaching.
ﬁawmv”-_,mwm__wzoqmrmv vzwng involved girls, science, and teachers. Our paths to
the partnership were different, and our approaches to the task were not always
the same, but we have produced some work that we are E.o:.m of, and have
reaped lasting benefits. In this chapter we discuss our paths to science, our paths
to our partnership, and the results of our collaboration.

Path to Science: Debi ) )

As a little girl, I was always in the creek behind our house trying to find
critters. I was a tomboy by nature and very curious. Curiosity landed me in a lot
of time outs, but my spirit of exploration was not amsva.zom. mo.iroz I got to
school I thought science was going to be my favorite subject. I did not know at
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the time, however, that my teacher really did not like science. We did not get to
search for critters or do experiments. For a daughter of a chemist mother, it was

a rude awakening. Throughout my school years, I would find myself blessed

with a teacher who enjoyed science or cursed with one who hated it. Unfortu-

nately, I left my curiosity and enjoyment of science somewhere in that creek that
ran behind my house. What’s more, I had a particular hatred for math. I was
never fast enough with my basic facts to excel in that subject, and although most
of its concepts made sense for me, math was difficult. My engineer father had to
spend a lot of time helping me with my homework and trying to reassure me that
I wasn’t stupid in math, I Jjust didn’t believe in myself.
When I decided to 80 to college to become a teacher, I had to choose my

field of concentration. I loved to read, and had so many teachers who encour-
aged that love that language arts seemed to be the right choice for me. Despite
that, I did find that I really enjoyed the science classes that I was required to
take. When I became a teacher, I decided that I would be the teacher who did not
try to hide her lack of content knowledge, but would try to hide her aversion to
certain subjects. I would strive to help children find enjoyment in all subjects,
even if they still had a favorite. In twenty-three years of teaching, I have taught
just about every grade and every subject in elementary school. I have noticed
that in the lower grades, science class was usually greeted with equal enthusiasm
by boys and girls. I eventually gravitated toward the intermediate grades and
discovered that some of my best female students, who had loved science when I
taught them in earlier grades, now did not Jjump for joy when science time came
around. I was curious to learn what might have changed their minds. When I
questioned them, they did not seem to know why they were not interested in
science anymore; they just knew they did not like it.
When given an opportunity to participate in professional development, [
began to choose classes that helped to remedy my lack of science content know-
ledge. I became especially aware of the power of hands-on activities and in-
quiry-based learning. As my confidence in science teaching increased, so did my
passion for teaching science. I also noticed that some of my students, especially
some of my female students, became more interested and enthusiastic as well. I
believe that the nature of science and scientific inquiry appeals to a female’s
way of learning. I have encountered plenty of teachers who do not like science,
and as a result they don’t teach it, or don’t teach it well. My thinking leads me to
believe that if teachers liked science they might teach it with more enthusiasm.

In turn, girls taught by such teachers might begin to like science more, or at least
maintain their interest in it.

Path to Science: Jennifer
My path to science is different. I was not the kind of child who spent a lot

of time exploring outdoors or taking things apart. I was content with my books,
my dollhouse, and my board games. [ knew that my father did science, since he
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ho provided the wires to my classroom when we learned about
Mwwn”w% oom“.oacmﬂ in Wo:ﬁr grade, but I did not think much about what I would do
isoﬂ_m“% “M_w in high school, I did not like So_omw much. I mmoaam. ~:m-~
probably would not like chemistry, either, yet .vrva_g m.oczaan Sﬁqm.m::mﬁ.»::
my junior year I doubled up on my sciences, taking chemistry and vrxm_Om at the
same time so that [ would be able to take Advanced Placement Physics my se-
nior year. And I was right — I loved physics! Much of that love for the mcw_.mﬁ
had to do with my physics teacher who had great respect for both the subject
r and his students. .
Bmzmz\mg I went to college, I had planned to major 5. vr__%momrw wﬁ_ﬁw%wmmw
hool. My advisor in college, however, seeing that [ wan
Wﬂvmo_w ,Mswoow_oc_:mv\:u% first year, advised me against also taking .:Wmma“:omm_‘m
philosophy (another famously hard course), and I never got back on tha ; rB w:.ﬂ
had to wait a semester to take calculus-based vr%w_mw in no__omo.., m__son N M o
semester offered was in the spring, so I took a :E..wm_Ow ».o._. poets” class M. .mr _.=-
fall. This was a physics class for people who did not like science, which i ’
cluded a lot of storytelling and philosophical talk together with the wm_nnoﬂ w=~
math. It turned out that not only did I enjoy all ow that, but even more _E%o w: ;
I was better at it than many of the college seniors who were ﬁww_smmm M c HM
simply to satisfy a science requirement that they had go: vﬁ::w oa.. wﬂ .
time I got to the physics that would count ﬁoéma.m my major, 1 imm_ ea Hsm w W
sessions in my dorm. I was the only female physics major in my ¢ wwM M ow. omom,
which surprised me. If not for the direct o:ooc.nmmoaoi of wo<o~.s_ of the p vm,m%
professors, I would have changed majors. I w:_._ remember :—._w_ﬁm to one o~u e
professors about whether I should stick EEH. it, .w:a she said, “We :w<a. Mom
talking about it, and think you’ll do fine.” This &.Ro.ﬁ an.ooc_.mmmama Joﬁczm Ma
me for years. [ also made friends with women majoring in :.55, c M,B_m ry, =m d
astronomy, and together we formed a group 8. E_A .wcom: issues o EOBM .
math and science. Of the seven of us whose participation in the group even :w y
led to us taking a course on women in science, ».._<a .om us have become profes-
cience or mathematics, and one is a veterinarian. .
= M»an college, I knew I wanted to teach physics, but I could not %M.ao
whether to teach at the high school or college level. I had not earned a Sm_u.n aﬁm
license, so I applied to teach at private schools at the same E.:.m as I mvvﬁ_oc m
study at graduate schools. When I had to really make my decision, _.Eosr ac
for advice from my high school teacher, who urged me to go on .s&: physics
while it was still fresh in my mind. So I went to graduate moro.o_ in physics,
where I discovered that the advanced classes were h.cma.owmw. working in a _ﬂgnw
atory was not as fun, and working as a ﬁnmor.m:m assistant was exactly ,N M”
wanted to do. I took a master’s degree in physics and then mamswwmnoa to the de-
partment of Curriculum and Instruction, getting a Er.U. in science macom:om
instead of in physics. I then taught high school physics (and astronomy, an
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EN&—-V ata ﬁn—cmﬂﬂ m—n_w wO:OO— mou se cO—W— wﬂm—m —U@AO—Q ﬂ”—ﬂ—: a _Omv as an a b
m SS1S:

Path to Partnership: Debi

Due to my renewed interest in sci i

. ence I began taking classes th
mwmmz H.omo:mq Institute, a professional development Eomm_.ma om.nnmmﬂmr i
Miami University and The Hefner Zool e
EM_M:om _a<w_.E course, The Natural and Cultural Study of Costa Ri
m_,mmoﬂ ! Mn_v vm:m:mwﬁ S_Em Hefner Zoology Museum’s “Women in Science and

ogy Sabbatical Program” for the 2005-2006 sch i

project while working there was to surv i B o e haL
level they lose interest in science ot T el a6 Wt e

and math. I also wanted to d i
cal teachers felt about science and teach; i i e oo

; eaching science. This dat i

the submission of a grant from Th i ier dation, T

e National Science Foundation. I
complete this survey, I needed the hel st o

s 1 p of the local school districts to adminj
H”a surveys to young m_.:m and their teachers. I was introduced to Jeff émhﬂwﬁq
Emazwe_w mEx.:an Science Instructional Leader for the Talawanda School U_m,
- Hl€ was instrumental in setting up a time to survey th i
. . . . . . 0 Wlw H :

young girls in grades 4-8 in his district. Through our ooﬂﬁ%mno:mnﬂom MMMM%M

ered that I was still seeing girls shy away from science and that it was happening

sooner %m.: I had expected. He then contacted me about a newly hired assistant

Path to Partnership: Jennifer

I had been working at Miami Universi
1 University as a visitin
years when the school made the decision to hire sci e or Ion. o

partments have a different take. |
that same year there were educat
.&i math, as well as another scien.
cation. The five of us quickly bec
sity to address different issues.
One of the people who called

was hired to do physics education work, and
ional researchers hired in botany, o_,_o_:wma.w
ce educator in the department of Teacher macu
ame a cohort, a group called on by the univer-
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tant to her own school or classroom. Once Jeff Winslow knew that I was inter-
ested in gender issues around science education, he introduced me to Debi.

The Survey

Both partners have done research into gender issues. One interesting finding
from the literature is that most girls start kindergarten interested in math and
science and leave high school with that interest having vanished, as happened to
Debi. Girls and boys enter school in kindergarten with the same measured math
abilities. By the time they graduate from high school, girls are behind boys in
both math ability and self-esteem (American Association of University Women,
1992). Elizabeth Fennema and her colleagues have found that girls' confidence
in math drops in middle school before their achievement in that subject drops
(American Association of University Women, 1992; Fennema & Peterson,
1986). Adolescent girls' self-esteem drops, especially as compared to boys'
(American Association of University Women, 1992). Follow-up studies have
shown that much of the change in self-esteem can be linked to girls' and boys'
differential experiences in schools (Orenstein, 1994). At all stages, girls get less
attention from teachers than boys do (American Association of University
Women, 1992; Jones & Wheatley, 1990; Kahle & Lakes, 1983; Sadker & Sadk-
er, 1994).

Over her many years in teaching elementary school, Debi has noticed that
the age at which girls start to dislike math and science has gotten younger. It
seems that while girls in grades 1-3 like math and science, they become disinte-
rested in math and science sometime during grades 4-8.

Furthermore, many K-8 teachers have mixed feelings about teaching
science. While science is interesting for their students, a significant number of
teachers lack confidence in their own knowledge of science content. Experts on
science teaching believe that inquiry is the best way for students to learn (NRC
1996; Ohana 2006). The inquiry activities that constitute the best science teach-
ing can be great fun for students but quite logistically difficult for teachers. We
have worked with organizations that provide professional development in in-
quiry-based science to teachers (GREEN Teachers Institute and SOSI), and
wanted to know what sort of help teachers needed to in order succeed in teach-
ing inquiry-based science.

This research was started while Debi was on sabbatical from Hamilton City
Schools. Debi contacted superintendents of the schools surrounding Miami Uni-
versity. The request was made to survey teachers who taught Kindergarten to
grade 8 and girls in grades 4-8. As stated above, Debi had seen an increase in the
number of girls who did not like science, and it appeared that this increase was
happening at an earlier age. Debi was looking for data to reinforce her own be-

lief that some teachers would teach science with more enthusiasm if they them-
selves were more confident with science concepts. Also, she was looking for a
way to identify the age in which girls seemed to drift away from their earlier
interest in science.



150 The Art and Science of Partnership

Debi’s original request was to personally administer the surveys, but it be-
came readily apparent that this was not a realistic expectation. One local school
district did provide an opportunity for Debi to speak with the teachers and sur-
vey them personally. All other teacher and student surveys were completed
without Debi present. In one local district, there were several elementary build-
ings that declined to participate in the survey without a reason being provided.
One school that declined to participate was predominately African American.
Debi was disappointed that this school did not participate, in that the data col-
lected might have offered a small window into the feelings of minority girls in
that district. Nevertheless, in those schools that did participate, for the most part
teachers and principals worked together to administer the surveys and the return
rate was very high. A total of 1,997 girls from the grades 4-8 and 320 teachers

from grades K-8 completed the surveys. The survey form used appears in the
Appendix.

Survey Results: Students

Once Debi and student workers in the Hefner Zoology Museum had entered
all the survey data, Debi and Jennifer got together to decide which questions
were the most interesting to study. Originally, much of the reason that the staff
of the Hefner Zoology Museum supported Debi by allowing her to use her time
on the survey was that they were interested in looking for a need for teacher
professional development. However, Jennifer was more interested in the girls’
responses on the survey, so those are what we studied first.

We approached the data from the student survey with three central ques-
tions: (1) Do girls stop liking math? If so, at which grade? (2) Do girls stop lik-
ing science? If so, at which grade? and (3) Do girls like science and math less
than they like language arts and social studies? We thought that girls would like
science and math less than other subjects, and that they would stop liking
science and math by the time they got to middle school.

To answer these questions, we first looked at the modes, the number be-
tween one, for “strongly dislike,” and five, for “really like,” chosen most by the
girls from each grade. These results are shown in Table 1. Girls in fourth grade
chose five most often for both math and science. As this was the most positive
choice available to them, we conclude that fourth grade girls like both math and
science. The mode for both math and science was also a five in both fifth and
sixth grade. The first time that the mode drops for either math or science is in
seventh grade. The mode of the seventh grade girls’ responses was a three for
both math and science. Since three is in the middle of the scale, three reflects a
neutral feeling, halfway between the options of one and five. The mode of the
responses about science increased to four (halfway between neutral and “really

like”) in eighth grade, while the mode of the responses about math remained a
three (neutral).
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Table 1: Student Survey Responses — Modes

Grade Language Arts | Social Studies | Science Math
4% 5 4 5 5
50 4 3 5 5
6" 3 3 5 5
7" 3 4 3 3
8" 3 2 4 3

From looking only at the modes, we might conclude that girls stop liking
math and science in seventh grade. In order to take a closer look at the data to
confirm this conclusion or call it into question, we also looked at means. The
means of the girls’ responses are in Table 2. The means get lower each year
from fourth to seventh grade, and then rise in the eighth grade (though not to the
fourth-grade levels).

Table 2: Student Survey Responses - Means

Grade Language Arts | Social Studies | Science Math
4" 3.50 3.49 a1 3.85
5t 3.54 3.17 3.85 3.77
6" 3.37 3.13 3.55 3.56
78 3.25 3.13 3.11 2.87
8" 3.05 2.91 3.29 2.96

One pleasing result is that all the means in girls’ rating of science were
higher than three, which means more positive than neutral. This was also true of
the means in girls’ rating of math until grade seven, when .arm means dropped
slightly below three for both seventh and eighth grade. The girls’ ratings of math
and science did drop significantly after fourth grade, however.

The result that surprised us was that girls do not like math and science less
than they like other subjects. Looking first at the modes (Table 1), we noted that
fourth, fifth, and sixth grade girls did not seem to like any subject _u.m:mn than
they liked science and math. Their most common response to the question “How
do you feel about” the subjects science and math was five (“really like”). The
only other subject with a mode of five in those three grades was fifth mnmao._mz-
guage arts. In both seventh and eighth grade, there were no longer any subjects
whose mode was a five. In fact, only one subject in each grade had a mode of
four (halfway between “neutral” and “really like”). In seventh grade, that subject
was not science or math, but social studies. In eighth grade, the one subject with
a mode of four was science.

Looking at the means (Table 2) gives very similar results. mo:;?. fifth, and
sixth grade girls had higher means for science and math than they n_a.mo_. _m.n-
guage arts or for social studies. In seventh grade, the highest mean was in social
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studies, and in eighth
sult is that the means
ratings, every year.
in the mean of girls’

grade, the highest mean was in science. One sobering re-
for nearly all subjects get lower, indicating less favorable
,:._a. one notable exception is the previously noticed increase
rating of science from seventh to eighth grade.

Survey Results: Teachers

One of the reasons for surveyi
ying teachers was to fin i i
development needs. Debj attem i

. anaoaommsa&nmozooamS:ramoroa
- ues-
tions 6-9, and we do not address teacher responses to those questions roqm. In-

stead, we concentrated our analysis on the responses to the first few questions

that asked what their favorite and | i j
asl east favorite i
or dislike teaching science. SUHESES sy anid why i

312 teachers msmc.,\onm@ the question about which was their favorite subject.
Om 38@., 50 (16%) said science. The most common answer was English, includ-
ing Rw.a._:m and language arts, which was chosen by 128 (41%) of respondents.
In m&:_oa, 277 teachers answered the question about which was their least fa-
vorite subject to teach. Of those, 59 (21%) said science. Again, the most com-
mon answer was English, including writing and lan i
sen by 73 (26%) of respondents. ¢ B M ma i
305 teachers rated their feelings ab i i
o ¢ gs about teaching science from 1 (strongl
dislike) to 5 (really like). The number of teachers who gave each qmmsﬁm is Mmou.\

sented in Table 3. The average ratin
1 g was 3.6, and only 13% i
B::mo:OHN.éaéﬂormﬁ_gwﬁommaﬁamamc_ﬁ g SRR

Table 3: Ratings of teachers’ feelings about teaching science

Rating Number
P
1 (strongly dislike) 17 m.M._,.Nn.z
w 35 11.5%
- 88 28.8%
75 9

5 (really like) 90 WMM.M
Total 305 100%

The next question was,

“Why do i . . . -
the 786 Who o y do you like or dislike teaching science?” Of

his question, 168 (59%) gave reasons that i
: ; s they lik
MMWMMMMWAWM_M%@:»:& 144 (50%) gave reasons that they did not like ﬂomwrm_nm
; eachers gave ich i
Hore thess Tt c%o reasons for both, which is why the percentages add to

grouped the reasons gi i i
et N given into broad categories, and
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Table 4: Reasons teachers like and dislike teaching science

Why teachers like teaching Why teachers dislike teaching

science science

168 teachers responded 144 teachers responded (2 gave 2

answers)

Methods 93 (55%) | Logistics 76
(52%)

Students like science | 32 (19%) | Lack of confidence 41
28%)

Teacher likes 31(19%) | Teacher does not like 18

science science (12%)

Integrated to other 12 (7%) Curriculum inappro- 11 (8%)

subjects priate

The first thing we noticed was the similarity between the reasons many
teachers like teaching science and the reasons many teachers dislike it. The big-
gest category of reasons given for enjoying the teaching of science was about
the methods of teaching science, mostly the hands-on and inquiry-based activi-
ties. At the same time, the biggest category of reasons teachers gave for not en-
joying teaching of science was the logistics of those same activities. We con-
clude that the hands-on, laboratory nature of school science is both its blessing
and its curse.

We were somewhat surprised by these results. We had expected that the
most common reason that some teachers like teaching science would be that the
students themselves like science and find it interesting. Instead, that was the
second most common reason stated. Also, we had expected that the biggest rea-
son some teachers dislike teaching science would be their own lack of confi-
dence, but it was not. It is possible that the lack of confidence is larger than re-
ported; our experience indicates that sometimes a reported dislike of science
sometimes actually reflects lack of confidence. Even if the “lack of confidence”
and “teacher does not like science” responses were combined, however, they
would still be only the second largest category.

And what do teachers say about the use of laboratory activities in science
class? A couple of the teachers said they liked the collaborative and cooperative
work that students do when they are doing science, and a few more said they
liked the higher-level thinking and creativity that students get to use when doing
science. A large group of teachers cited the laboratory nature of science as the
reason they enjoy teaching. The words teachers frequently used in such res-
ponses were activities, exploring, experiments, discovery, hands-on, inquiry, and

laboratories. Some of these teachers said: “I love to watch children explore and
learn from observations,” “I like for kids to make discoveries and get excited
about learning,” and “The inquiry approach taught in science carries over to
other subjects.”
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At the same time, many teachers dislike teaching science because of these
same hands-on activities. Some teachers said they did not have enough space or
adequate materials to teach science, and several teachers noted that they had to
buy classroom materials themselves. A few teachers said that it was harder to
manage o_m.wmqooa behavior when students are active. A large group of teachers
m.ma that science activities just take too much time. They take lots of preparation
time and cleanup time, and a good inquiry activity can take more class time than
teachers are supposed to spend on science in any given day. Some of these
ﬁmoram_m,mwa, “The oxvnzm:n:a are too time consuming for the idea that is being
MMMMMW_M . It can be chaotic,” and “I’ve spent a lot of my own money purchasing

If our .mom_ is to keep children interested in science, we need their teachers
to teach science and to enjoy doing it. Enthusiasm can be contagious, and so can
the lack thereof. Teachers need support from their administrators, and from each
other, so 3».: they can have the time and materials needed to set up, conduct, and
o_mmn up science activities for their students. Both teachers and students ﬁo.,.a to
enjoy these activities, fostering an environment conducive to learning science.

Partnership Revisited: Debi and Jennifer Together

We rm<.a gotten a lot done while working together on this project, but it has
not been without frustrations and false starts. This is a cm::mnwaw between
moow_a who, while having a great deal in common, really do have very different
Jjobs and very different lives.

We @o have a lot in common. We both teach, we both like science, and we
are cmx: ::.Qom:& in helping people learn and teach science better. But .:E con-
texts in s.\_.:o: we teach are quite different: Debi teaches in an elementary school
and um::._waa teaches at a university. Although Jennifer used to teach at a high
school, since becoming a college professor, she has forgotten that college pro-
fessors and P12 teachers don’t enjoy equal amounts of autonomy.

>:2._.aq thing we have in common is that we are both married to men
:msmm Rick. But besides that, our family lives are quite different: Jennifer’s
Rick is a professor, and they have no children. Debi’s Rick owns Em. own busi-
ness, and they have two sons in school. Debi has more complicated family obli-
gations and, again, less control over how she spends her time. g

When we m@ met, Debi was on sabbatical from her teaching job and was
on campus at Miami. She stressed to Jennifer that when summer came, she
Eoc_a be home with her children and then going back to teaching in the mm:w The
cam.ﬁ time to work on the paper, therefore, was before the sabbatical was m<o~
”::m ::.‘:oa out to be true, although Jennifer did not act as though she wa:oéa.
it. Jennifer procrastinated on the data analysis she was doing, and Debi’s sabbat
ical ended before we were really ready to write. ’ g

It turns out that we also have different approaches to writing. Jennifer is in a
tenure-track position, which means that she needs to publish in order to keep her
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job. She has co-written papers for publication before, and will continue to do so.
Debi does not have to publish to keep her job, and has not written a paper since
her master’s project. We both strongly wanted to fulfill our obligations and
complete this chapter, and Jennifer also wanted to take parts of the data and pub-
lish them in other peer-reviewed venues.

We do each have a problem with procrastination, which is another thing we
have in common. Our self-imposed deadline of the end of Debi’s sabbatical
passed, the original deadline for turning in the chapter passed, and we had not
written very much. Jennifer had made a presentation about part of the survey in
the fall after Debi’s sabbatical, and made a start at a paper, but that was it. Dur-
ing the school year, we met about five times to talk about paper writing and have
dinner. These were fun meetings! We made great plans to write, and then went
to dinner and just talked. We have grown a great friendship through those din-
ners, but the progress on our partnership work was slow. Eventually, we were
given another external deadline, which happily was after each of our school
years ended. We have had several long meetings in a three-week period where
we have time for talking, eating meals together, and, finally, writing. We have
encouraged each other and have actually enjoyed ourselves.

Our friendship is not the only lasting benefit that we take from this partner-
ship work. Jennifer has continued contact with Jeff Winslow, the science in-
structional leader who introduced the two of us, and through him has done ser-
vice work with local teachers and students. Debi has been able to stay in touch
with her colleagues at the Hefner Zoology Museum, and is going to pursue a
community grant with them. We also plan to continue our own professional rela-
tionship; Debi can benefit from the professional development opportunities Jen-
nifer hears about at the university, and Jennifer can continue to have contact
with elementary school teachers and students.

We came to science from different directions, but we both appreciate the art
of teaching. It does not matter if we are teaching elementary school, high school,
or college: our students, especially our female students, need our encourage-
ment. Despite each having parents who were scientists, it took active encou-
ragement from our own teachers to set us on our own paths to science! We also
came to this partnership project from different directions and even with different
goals. Debi was more interested in professional development of teachers, and
Jennifer was more interested in the academic study of girls and their interest in
science. After some initial difficulties, we achieved our goals, gained new in-
sights into each other’s professional lives, and forged a friendship that we plan
to sustain within and beyond future collaborative efforts.
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Appendix: Survey
Student Survey Grade

Please take your time and answer the questions to the best of your ability and
please be honest. This will not be graded and will be kept secret.

1. How do you feel about school in general?

1 2 3 4 5
strongly really
dislike like

2. How do you feel about the following subjects in school?

Language Arts
1 2 3 4 5
strongly really
dislike like
Social Studies
1 2 3 4 5
strongly really
dislike like
Science
1 2 3 4 5
strongly really
dislike like
Math
1 2 3 4 5
strongly really
dislike like

3. Please check all the ways of learning that apply to you!
I like to learn things by:

__listening to the teacher talk

___listening to a video or DVD

___discovering for myself through personal research

___working in a group to discover or solve a problem

___working alone to discover or solve a problem
Circle the one that is your favorite way to learn.
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4.
5.
6.

The Art and Science of Partnership

What kind of career or work have you thought about pursuing?
Why do you think that you are attracted to that career or work?
Is there anything else about yourself that you would like to share?

Thank you so much for all your time and honesty!

Teacher Survey

Female/Male

(Optional)

Position:

District and Building

What subject(s) do you teach?
What is your favorite subject to teach?
What is your least favorite subject?

How do you feel about teaching science?

1 2 3 4 5
strongly really
dislike like

Why doyou like or dislike teaching science?
Do you use an inquiry approach as a teaching strategy for science or
any other subject?

Yes No I’m not sure
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Do you use cooperative groups for work in science or any other sub-
Jject?

Yes No

If we were to offer teacher workshops in science with environmental

themes at little or no cost to you, would you be interested in partici-
pating?

Yes No

If you responded, NO, would you explain why?

Thank you for your time! Please feel free to add any other comments or

questions.



