
 

 

 

 

 

 

  

Teaching Portfolio
Claire Gibbons



 

 Claire Gibbons 2 

Table of Contents 

Statement of Teaching Philosophy .................................................................................................. 3 

Annotated Syllabus .......................................................................................................................... 5 

College Algebra Teaching and Research .......................................................................................... 8 

Summary of Teaching History ........................................................................................................ 16 

Student Evaluations of Teaching .................................................................................................... 17 

Appendix ......................................................................................................................................... 19 
Complete Syllabus ....................................................................................................................... 21 
Learning Objectives and Alignment .......................................................................................... 24 



 

 Claire Gibbons 3 

Statement of Teaching Philosophy 
  

 Midway through my time in graduate school, a friend invited me to a social dance. I was 
terrified by the proposition, so I promptly responded, “No thank you, I’m bad at dancing!” I had 
used this excuse countless times, but this instance caught me off guard. I couldn’t believe it – I 
was treating dance in the same way I so often hear my students talk about mathematics. No one 
is destined to be bad at dance. Instead, dancing is a skill that can be built and practiced, and 
although it may initially come easier to some, anyone can become a dancer with hard work, a 
willingness to make mistakes, and a dedication to learning. Mathematics is no different. 
 

Core Teaching Objectives 
 
 As a teacher, my goal is to show students that they can achieve success in mathematics. 
Further, I want them to leave my courses believing that mathematics is worth learning. My 
method for accomplishing this is two-fold:  
 
 
 

• I encourage students to face concepts that are difficult or intimidating to 
them, providing motivation and helping students embrace the struggle. 

• I demonstrate effective problem-solving skills and explore ways that 
mathematical knowledge is a life skill, emphasizing that learning 
mathematics is powerful. 

 
 

Informed by their previous mathematical experiences, many students believe that they are 
incapable of being successful in mathematics, and the notion that they could truly enjoy the 
subject seems impossible. By teaching perseverance and courage, I aim to demonstrate that with 
hard work, anything is possible. To help my students gain the confidence to struggle through 
tough problems, I am authentic about my own challenges in mathematics: in graduate school, I 
failed an exam that other members of my cohort passed with ease. Falling short of my own 
expectations was discouraging, but I embraced the struggle and pushed through to be 
successful on the final exam. This is a story I share with students to communicate that I value 
progress, not perfection. Further, I discuss research in cognitive psychology about learning and 
memory to support students in improving their study skills, and I incorporate these ideas into my 
course design through regular assessment and in-class activities.  

Because of mathematics, I believe that I can master any skill I set my mind to, and I want 
to empower my students with this same confidence. By learning to embrace their struggles in 
mathematics, students cultivate a precious skill: resilience. I want students to believe in the power 
of mathematics as a practice that helps develop their ability to communicate complex ideas, to 
collaborate with others to tackle tough problems, and to know when to seek support when facing 
difficulty. To provide students with the opportunity to develop their mathematical knowledge 
as a life skill, I am dedicated to creating an equitable and welcoming environment in my 
classroom. I do this by setting clear expectations and being transparent about my pedagogical 
choices. This starts in my syllabus and continues throughout the course. During class, I choose 
activities that allow for all of my students to think and respond rather than only the fastest hand 
or the loudest voice, and I provide opportunities for students to make and resolve mistakes 
through group problem-solving and presentations. 
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Statement of Inclusivity 
 

Mathematics, as part of the STEM pipeline, is an important subject in the college careers 
of many students. Unfortunately, students often cite their undergraduate mathematics courses as 
a reason for leaving STEM to pursue a different field of study. This disproportionally affects 
students from underrepresented populations, who may find it especially challenging to feel a 
sense of belonging in the mathematics classroom. It is still a pervasive belief that mathematics is 
best-suited for men from privileged backgrounds.   

Mathematics is often thought to be a purely objective and logical field of study, but my 
students are never separated from their personal contexts and experiences. Therefore, I am 
explicit about accepting and acknowledging any identities my students bring with them into the 
classroom, and I am not afraid to share with students the ways in which my feminist perspective 
informs my pedagogical choices. As a teacher and a leader, I am intentional about fostering an 
environment where students can focus on process rather than product and pursue personal 
growth through learning mathematics. I also aim to continually hone my teaching craft, 
acknowledging that my development as a teacher will always be in-progress. 

When students first encounter a new concept, I can often tell they are uncomfortable using 
the vocabulary and are afraid to make mistakes. As a learner, I often feel this way about equitable 
teaching – although I have experience developing and enacting curriculum about diverse and 
inclusive classrooms, I still sometimes find myself unsure about the best way to support my 
students who are underserved by the current educational system. As an educator, I firmly believe 
that it is my responsibility to provide all of my students with equitable learning opportunities, and 
so I continue to seek out ways to better empower my students. For the first few years of my 
teaching development, my concerns were primarily about classroom management, content 
delivery, and course organization and planning, and so my focus was improving facilitation. As I 
have gained more confidence, my goals have shifted. Now, I am working to teach in ways that 
challenge assumptions about who can be a mathematician, create learning experiences to foster 
community, and support and empower my students in pursuing their goals.  

 
Assessment and Alignment 

 
 When designing a course, I am deliberate about using backward design to create a set of 
course goals, learning outcomes, and learning objectives that are carefully aligned. Each learning 
outcome is associated with a course goal, and each learning outcome has a set of corresponding 
learning objectives. This practice helps me when I write worksheets, quizzes, and tests, and it 
communicates to students what we will be learning in the course.  

I believe active learning supports student success, 
and so I prioritize creating space for students to do 
mathematical work with their peers. I enact this through my 
teaching by including a formative assessment activity in all 
of my class sessions, typically in the form of a worksheet 
that is completed by students in small groups and is graded 
for participation. Additionally, I include weekly quizzes as a 
way to facilitate students’ retrieval practice of key concepts. 

For writing summative assessment, my exams are 
strictly aligned to my learning objectives. In practice, this 
means that when I am assembling an exam, I make a note of which objectives are covered in each 
question and compare this with the full list of learning objectives. Then, I include additional 
problems to cover what is missing or adjust existing problems to attend to multiple objectives. 
Aligning my assessments in this way ensures that I am testing my students on the skills that I 
intend for them to learn.  

• Daily worksheets 
completed in groups  
for participation 

• Weekly quizzes to 
practice retrieval of 
important concepts 

• Exams aligned to 
learning objectives  
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Annotated Syllabus 

When creating a syllabus for a mathematics course, I have certain components where I 

specifically use my teaching philosophies to inform how I provide course information. In this 

section, I will highlight aspects of a syllabus from one of my classes and explain my intentions and 

process behind the choices I typically make when creating my syllabi.  A full version of the syllabus 

shown here can be found in the Appendix. 

The first information on my syllabus is my contact information. It is important to me to 

be clear about how students can reach me and when I am available outside of class time. I regularly 

remind my students about my office hours and my tutoring hours to normalize asking for help 

and encourage my students to reach out to me for any type of support they may need. Second, an 

essential component of my courses is aligned course goals, learning outcomes, and learning 

objectives. Therefore, the goals for the course, the largest category I use for alignment, are listed 

immediately after my contact information. 
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My syllabus also includes grading information on the front page. Grades and assessment 

are often a primary concern for students, and so I want to provide this information as soon as 

possible in my syllabus. However, I intentionally include few details about how I will assign 

grades. As a teacher, I value progress and growth. I encourage students to put in their best effort 

and persevere through any struggles they may face rather than worry about the effect of each 

assignment on their final grade. To emphasize this philosophy, I limit the amount of space I spend 

in my syllabus explaining my grading system. A short summary of each assignment category is 

also provided, including brief information about how each assignment will be assessed; this will 

not be highlighted here but can be viewed in the full version of the syllabus provided in the 

Appendix.  

 

Learning outcomes are an important component of my instructional design. When 

creating assessments, I am especially intentional about aligning learning objectives to learning 

outcomes and mapping each part of my exams and quizzes to any corresponding learning 

objectives. Although much of this work happens behind the scenes of what students see during 

class time, the presence of learning outcomes and objectives is clear in my courses and thus clear 

in my syllabus. 
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The final two sections in my syllabus include information about services for students with 

disabilities and a statement about academic honesty. Although this information appears last in 

my syllabus, these topics are not forgotten during my instruction. I believe that we do not spend 

enough class time discussing resources available for our students, and so I try to frequently 

incorporate information about academic and non-academic resources available on campus into 

my class sessions. Accommodations for students with disabilities, my expectations for academic 

honesty, and information about student health services, tutoring options for non-mathematics 

courses, and cultural resource centers are examples of the types of topics I discuss with my 

students.  
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College Algebra Teaching and Research 

 When I decided to research undergraduate mathematics education as a graduate student, 

I was quickly drawn to College Algebra. As reported by the Mathematical Association of America 

in 2007, half of all students enrolled in College Algebra across the United States fail to pass to the 

next course. After observing similarly low pass-rates at Oregon State University, many projects 

have been launched within the university to investigate College Algebra instruction. My personal 

dedication to improving College Algebra instruction is reflected in my involvement in these 

projects through both my research and teaching.  Throughout my time in graduate school, I have 

dedicated a significant amount of my scholarship to improving College Algebra instruction. My 

passion for researching and teaching College Algebra is guided by the following question: 

 

 

 

 

 

Research in College Algebra Instruction 

 In Fall 2015, I began working with Dr. Mary Beisiegel to study the mathematical content 

provided during College Algebra instruction. During a previous redesign of the course, four 

College Algebra instructors’ class sessions had been recorded regularly throughout a 10-week 

term. The instructors met weekly and the course had common exams, homework, and in-class 

activities. Because of the similarities in the course organization and structure, we anticipated that 

the video-recorded lessons would feature similar presentations of the mathematics. To keep our 

investigation focused, Dr. Beisiegel and I narrowed our analysis to video clips featuring 

instructors’ presentations of completing the square and solving rational equations. Additionally, 

we used the Mathematical Quality of Instruction (MQI) observation protocol to provide a lens for 

How can we change the way we teach College Algebra to 
support student success and increase student performance? 
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our observations. Surprisingly, we found wide variations in the mathematical content provided 

by instructors.  

 Intrigued by our findings, I chose to further study this data set for my Masters thesis. My 

interests in College Algebra teaching are primarily about the mathematical content that is specific 

to College Algebra and how instructors choose to present this content. With this focus, I chose 

two mathematical concepts to study: identifying asymptotes of rational functions and solving 

quadratic inequalities. Through this work, I learned about observation protocols for viewing 

mathematics lessons and was trained to use to Mathematical Quality of Instruction (MQI) 

protocol. Being exposed to a variety of observation tools provided me with a unique lens for 

viewing College Algebra instruction that has continued to impact my teaching and my work with 

teams of College Algebra instructors.  

Dr. Beisiegel and I presented our initial findings at the Psychology of Mathematics 

Education North America (PME-NA) conference in Fall 2016. I completed my Masters degree in 

December 2107, and I presented the results of my Masters thesis at multiple professional 

conferences including Mathfest and the Joint Mathematics Meetings. Furthermore, I continued 

to share my insight into College Algebra instruction both at conference workshops, including the 

Northwest Mathematics Conference in Fall 2017, and through professional development with a 

team of College Algebra instructors at Oregon State University. 
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 Assessment Alignment and Adaptive Instruction  

 In Winter 2017, the term immediately following the completion of my Masters degree, I 

taught a section of College Algebra for the INTO program at Oregon State University. INTO is a 

pathways program for international students to strengthen their English skills and to prepare for 

the transition to United States higher education. My class met four times per week with 19 

students. This was my first time teaching an INTO course, and I had only some informal 

mentoring to guide my course design to support international students. My personal goals for the 

term were to emphasize and model precise mathematical language and to have students engage 

in active learning every day of class through completing a worksheet in small groups.  

 While the lead instructor for this course, I was also currently enrolled as a student in a 

course design class as part of the Graduate Certificate in College and University Teaching 

(GCCUT) program at Oregon State University. Since I was learning about course design while I 

was also teaching a class of my own, I was careful but determined to integrate my new knowledge 

into the course I was currently teaching.  

The most significant change I made during the term was to explicitly align my assessments 

to a set of learning objectives. As a formative assessment, my students were already completing a 

two-page worksheet every day of class. Since no explicitly stated learning objectives previously 

existed in the College Algebra curriculum at Oregon State University, I used the worksheets to 

assemble a list of learning objectives. When it came time to write a summative assessment, the 

first midterm exam, I made sure that each problem on my exam assessed at least one of the 

objectives. Then, I compared the complete list of objectives to the those covered by the exam and 

added or adapted questions to ensure that all of the objectives were included in the assessment. 

An overview of this process is described on the following page.    
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Below is a sample of the types of learning objectives I created: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Then, each problem from the formative assessments was mapped to an 
objective to ensure that I had a complete list of objectives: 
 
 
 
 
 
 
 
 
 
 
 
 

After compiling a list of learning objectives, I wrote my first midterm and 
recorded which objectives were being tested by each problem. A sample of this 
is given below: 
 
 
 
 
 
 
 
 
 

Complete examples of the alignment process are provided in the Appendix. 
 
 
 
 



 

 Claire Gibbons 12 

There are many benefits to aligning summative and formative assessment. For example, I 

created learning objectives from assignments that had been completed in class, and so I knew that 

my students had been introduced to the content and the tools they needed to succeed on each test 

problem. Further, I gave my students a list of the learning objectives I created, and many of them 

used this list when studying for their exam by identifying problems from the daily activities to test 

their ability in completing specific objectives. Aligning my summative assessment to my learning 

objectives helped me guarantee that my exams were an appropriate difficulty. Also, by ensuring 

that my learning objectives were being assessed in my exam, I was confident that I tested students 

on all of the skills I intended for them to learn.  

In further exploring ways to improve my assessment and alignment, I decided to use an 

online grading program for grading my exams. Gradescope is an online grading system that takes 

scanned versions of completed exams and facilitates more streamlined grading rather than 

flipping through physical copies of exams. As the instructor, I create a rubric for each problem in 

the exam. Then, Gradescope allows me to grade problems in any order and simply shows me the 

student’s solution to a problem rather than the entire page of the exam.  

Using Gradescope helps me reduce my bias while grading. First, each student is graded 

with the same rubric, eliminating the possibility of accidentally giving two students differing 

scores for the same mistake. Second, no identifying information is visible while grading each 

problem, and so, unless I choose otherwise, I will not know how a student has performed on the 

exam until I have finished grading all of the exams. Additionally, Gradescope provides statistics 

for each problem, even showing how frequently each rubric item was used. This data helps me 

assess student progress toward my learning objectives and gives me data to inform my assessment 

design for the next time I teach the course.  

 In Spring 2017, I was selected to be one of four graduate teaching assistants working with 

a College Algebra project at Oregon State University funded by a grant from the Association of 

Public and Land-Grant Universities (APLU). As part of the grant, a team of instructors was tasked 
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with restructuring and reimagining how College Algebra is taught at Oregon State University. In 

particular, the grant encouraged the use of adaptive learning techniques and active learning in the 

classroom. To this end, the team of instructors reordered the course content, created a set of 

online modules in ALEKS, an adaptive homework system that adjusts to students’ current level of 

knowledge, and wrote an entire term of new lesson plans to be executed using Learning Catalytics, 

an online tool for clicker-type questions.  

As a graduate teaching assistant working on this project, I attended the three class sessions 

each week and participated in  weekly team-building and professional development meetings for 

the instructors and teaching assistants. My primary role in the classroom was to assist with the 

Learning Catalytics problems, helping students with mathematical ideas and interpreting 

solutions as they were submitted via the online system to direct the next stages of instruction. 

However, most of my work with this project took place during the weekly meetings with the 

instructional team.  

 

 

 

 

Early in the term, I demonstrated Gradescope to the instructors and shared my experience 

using it during the previous term. The instructional team chose to adopt this type of grading for 

their summative assessments, and so I spent additional time training the instructors on how to 

use Gradescope, providing suggestions for creating rubrics and offering tips for how to use the 

tool effectively. Also, throughout the term I was often consulted about specific mathematical 

concepts and asked to share my insights from my previous research. Lastly, I presented during 

the end-of-term retreat for the instructional team, showing instructors some of my work in 

observation protocols and suggesting ideas for future professional development of instructors 

implementing the adaptive College Algebra course.  

Summary of involvement in weekly meetings with instructors: 
• Assisted with the transition of exam grading to Gradescope 
• Offered mathematical insights from my research 
• Presented ideas for using observation protocols  
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 Professional Development and Future Opportunities 

 As a teacher, I am committed to innovation and implementing instructional techniques 

that support student success. This commitment is highlighted in the experiences I have described 

from my teaching of College Algebra:  

 

 

 

 

   During Summer 2017, I taught College Algebra for the INTO program at Oregon State 

University for a second time. I now had a set of learning objectives that were aligned with 

formative and summative assessments, and so I made improvements to my assessments to better 

capture and address my desired learning objectives and outcomes. Additionally, I switched my 

homework system to ALEKS to introduce an adaptive component to my class. Students who are 

enrolled in the INTO section of College Algebra often have drastically varying levels of 

mathematical experience – ALEKS meets students at their current level of understanding and 

helps scaffold their learning in a personalized way. Further, I incorporated low-stakes weekly 

quizzes as an opportunity for students to engage in retrieval practice and get accustomed to the 

type of questions on my assessments. Each time I teach a course, I aim to improve my instruction 

and course design.  

To continue my growth as a teacher and a researcher, I aim to move my role to be more 

focused in professional development. Specifically, I want to combine my interest in designing 

assessment with my desire to work with instructional teams. That is, in the future I plan to work 

with teams of instructors to guide them through creating common exams with each problem 

aligned to a learning objective. Backward design had not previously been part of the development 

process of College Algebra curriculum materials at Oregon State University, and so assessment 

• Aligning assessment to learning objectives 
• Working with adaptive and blended instructional methods 
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had often been an afterthought. This is likely the case for undergraduate mathematics curriculum 

development at many universities.  

I want to change the way college instructors approach assessment and help teams of 

instructors create exams that they can confidently say assess the learning outcomes they are 

intending for their students to achieve. If I am employed at a smaller university with fewer 

mathematics courses, I would develop a lesson study with instructors. Teaching triads of 

instructors would use the Mathematical Quality of Instruction (MQI) observation protocol to 

reflect on their teaching and specify goals for their future lessons. Regardless of the setting I am 

working in, I am looking forward to the opportunity to help college teachers improve their 

instruction and course design.   
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Summary of Teaching History 

While serving as a Graduate Teaching Assistant at Oregon State University (OSU), I have 

worked both as an instructor of record and a teaching assistant for recitations. A summary of my 

teaching experience is provided in the table below: 

 Winter Spring Summer Fall 

2014 (Started Graduate School in Fall 2014) College Algebra 

2015 College Algebra Business Calculus Business Calculus Differential 
Calculus 

2016 Differential 
Calculus Integral Calculus (Qualifying 

Exams) Vector Calculus 

2017 College Algebra College Algebra College Algebra (Research 
Assistant) 

2018 (Research 
Assistant) 

(Research 
Assistant) 

College Algebra 
(eCampus) 

(Research 
Assistant) 

 

 

 

As an instructor of record, I was responsible of all aspects of enacting the course including 

determining the course schedule, creating learning objectives, designing formative and 

summative assessments, and planning and leading class sessions. As a teaching assistant, my 

primary responsibility was leading recitation sessions. At OSU, recitations are 30-person 

discussion sessions that supplement larger lecture sections of courses. These weekly sessions 

serve as a time for students to engage in group work activities and ask questions about the 

mathematical content. In the next section, I provide documentation of the student evaluations of 

teaching I received while serving in both of these roles. 

  

Teaching Assistant Instructor of Record 
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Student Evaluations of Teaching 

  At Oregon State University (OSU), Student Evaluations of Teaching (SET) are completed 

online at the end of the term. Students have the option to decline the survey, so the response to 

enrollment ratio tends to vary by term. The evaluation includes 12 prompts about the course 

content rated on a 6-point Likert scale:  

The reference name for each prompt is underlined. 

The course as a whole 

The instructor’s contribution to the course 

Clarity of course objectives or outcomes 

Clarity of student responsibilities and requirements  

Course organization 

Availability of extra help when needed 
Instructor’s use of various instructional techniques to accommodate differences in  
     learning styles among students 
Instructor’s interest in my learning 

Instructor’s ability to stimulate my thinking more deeply about the subject 

Instructor’s timely feedback to tests and other work 

Instructor’s ability to develop a welcoming classroom environment for all participants 

Instructor’s evaluation of student performance in accordance with course objectives 

1: Very Poor 2: Poor 3: Fair 4: Good 5: Very Good 6: Excellent 
 

Teaching assistants at OSU typically receive SET scores for each recitation section because 

students register for them separately. However, in two cases I did not receive SET scores as a 

teaching assistant: in Spring 2017, I assisted the instructor of record during regular class sessions 

as part of the College Algebra redesign, and in Summer 2018, I was a teaching assistant for an 

eCampus section of College Algebra online. In both of these situations, I was not responsible for 

a separately-enrolled section of the course, and so I did not receive individual SETs.   
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College Algebra (INTO) Summer 2017 Instructor 23 2 6.0 6.0 6.0 6.0 6.0 6.0 6.0 6.0 6.0 6.0 6.0 6.0

College Algebra (INTO) Winter 2017 Instructor 19 7 6.0 5.9 5.9 5.8 6.0 5.9 6.0 6.0 6.0 6.0 5.9 5.9

23 14 5.7 5.8 5.7 5.7 5.6 5.7 5.6 5.8 5.5 5.7 5.8 5.6

24 15 5.8 5.8 5.6 5.7 5.7 5.8 5.7 5.9 5.8 5.7 5.9 5.8

24 15 5.0 5.4 4.9 5.1 5.0 5.1 5.1 5.6 5.1 5.4 5.6 5.6

21 17 5.5 5.7 5.5 5.7 5.4 5.9 5.5 5.7 5.4 5.6 5.6 5.6

28 13 5.3 5.6 5.5 5.3 5.5 5.6 5.6 5.6 5.3 5.6 5.8 5.8

26 13 5.9 5.9 5.8 5.9 5.9 5.9 5.9 5.9 5.9 5.9 5.9 5.9

22 11 5.6 5.9 5.8 5.4 5.8 5.8 5.6 5.8 5.6 5.9 5.8 5.9

26 21 5.6 5.8 5.6 5.6 5.4 5.8 5.4 5.6 5.6 5.7 5.6 5.6

28 17 5.7 5.8 5.7 5.8 5.7 5.9 5.8 5.8 5.8 5.7 5.8 5.8

30 14 5.6 5.9 5.6 5.6 5.7 5.8 5.7 5.8 5.7 5.8 5.9 5.8

21 14 5.7 5.9 5.7 5.8 5.5 5.9 5.7 5.9 5.8 5.9 5.9 5.8

26 17 5.9 6.0 5.9 5.9 5.9 6.0 5.9 6.0 5.9 5.9 6.0 6.0

24 21 5.8 5.9 5.8 5.9 5.8 5.9 5.8 5.9 5.8 5.9 5.9 5.8

Calculus for M&SS Summer 2015 Instructor 24 15 5.6 5.8 5.8 5.6 5.8 5.8 5.7 5.8 5.7 5.9 5.7 5.7

21 11 4.3 5.6 4.8 4.8 4.8 5.6 5.3 5.6 5.7 5.6 5.6 4.4

19 14 4.7 4.7 4.7 4.4 4.4 4.7 4.3 5.0 4.3 4.9 4.8 5.1

20 12 4.9 5.0 4.8 4.9 4.8 5.1 5.0 5.0 4.9 5.0 5.1 5.0

19 13 5.3 5.3 5.0 5.1 5.1 5.6 5.0 5.3 4.4 5.0 4.8 5.0

15 10 5.7 5.8 5.8 5.9 5.7 5.8 5.9 5.8 5.8 5.9 5.9 5.8

20 10 5.3 5.2 5.3 5.1 5.2 5.7 5.2 5.1 5.1 5.0 5.0 5.1

17 8 5.0 5.6 5.3 5.3 5.3 5.6 5.6 5.6 5.6 5.6 5.6 5.6

15 9 5.9 5.9 5.9 5.9 5.8 5.9 5.9 5.9 5.8 5.9 5.9 5.9

23 16 4.8 5.1 5.0 4.9 4.8 5.3 4.7 5.0 5.0 4.9 5.1 4.9

22 13 4.8 5.1 5.1 5.0 4.9 5.0 4.4 5.1 4.9 4.9 5.0 5.0

25 17 4.6 4.6 4.9 4.8 4.7 4.4 4.1 4.6 4.2 4.6 4.4 4.3

24 13 5.0 5.7 5.3 5.3 5.4 5.7 5.5 5.6 5.5 5.4 5.4 5.4

College Algebra Fall 2014 Teaching 
Assistant

Teaching 
AssistantSpring 2015Calculus for Management 

& Social Science

Teaching 
AssistantWinter 2015College Algebra

Teaching 
AssistantWinter 2016Differential Calculus

Differential Calculus Fall 2015 Teaching 
Assistant

Vector Calculus Fall 2016 Teaching 
Assistant

Integral Calculus Spring 2016 Teaching 
Assistant

Student Evaluations of Teaching 
Median Scores, 6-point Likert scale 

 
The complete scoring scale and 
question prompts are provided  

on the previous page. 



 

 Claire Gibbons 19 

 
 
 

 

 

 

 

 

 
 
 
 
 
 

Appendix 
  



 

 Claire Gibbons 20 

 
 
 

 

 

 

 

 

 
 
 
 
 
 

This page is intentionally left blank. 
  



MTH-111 College Algebra
Oregon State University

Summer 2017

Instructor: Claire Gibbons
E-mail: gibbonsc@oregonstate.edu
Class Meetings:MTWTh 11:00-11:50am, International Living Learning Center (ILLC) 345
O�ce: Kidder Hall 069
O�ce Hours: MW 10-11am and by appointment
Math and Stats Learning Center (MSLC): Kidder Hall 108
MSLC Hours: TWTh 12-1pm

Course Content: College Algebra is a 4-credit class intended to improve your mathematical
thinking skills! This is achieved through the study of functions. By the end of the term,
my goal for your progress in this course is that you will be able to

• Recall or identify the fundamental characteristics of mathematical functions.
• Recognize mathematical functions and interpret the function’s key features in the
context of modeling situations.

• Believe in the power of mathematical functions.

Online Homework: All homework for this class will be completed online through ALEKS.
You will need to purchase an access code online or through the bookstore. ALEKS can be
accessed through Canvas or at www.aleks.com using the course code Q3PQF-MVYRL.

Calculator: A scientific calculator will be allowed during exams. A graphing calculator may
be used for in-class activities and homework but is not allowed during exams. If you are
unsure what type of calculator you have, please ask! Calculators are also available for
checkout at Valley Library. A useful alternative to a graphing calculator is the online
graphing tool provided by Desmos at www.desmos.com/calculator.

Website: Course documents, announcements, online homework, and grades will be posted
through Canvas and can be accessed at https://oregonstate.instructure.com.

Grading: Your grade and measurement of your progress on course outcomes will be based
on weekly online homework, a series of modeling projects, in-class group problem-solving
activities, two midterms, and a final exam. Grades will likely be awarded on the standard
90/80/70/60 scale, but adjustments may be made as the term progresses.

In-Class Activities 14%
Quizzes 6%
ALEKS Homework 15%
Midterm 1 20%
Midterm 2 20%
Final Exam 25%

www.aleks.com
https://oregonstate.instructure.com


In-Class Activities: Each day of class will include a worksheet that explores the math-
ematical topics for the session. You recieve full points for the in-class activity by
attending class and working on the worksheet in small groups. If you are absent
from class, you have one day to turn in the activity you missed to recieve full points.

Quizzes: There will be seven in-class quizzes, occuring on Thursdays during weeks where
there is not a midterm or final exam. These quizzes are intended to be low-stakes
and frequent to help improve your retention of the material and to provide you with
feedback on your written work. Your lowest quiz score will be dropped, resulting in
six total quiz grades, each worth 1% of your final course grade.

ALEKS Homework: ALEKS is an adaptive online homework system. A module is due
each week that consists of both goal and prerequisite topics. Details about ALEKS
and how it is graded will be provided in Canvas.

Exams: There will be two midterm exams and one comprehensive final exam. Exams
will be completed in two stages. The first stage occurs on Wednesday and is the
individual portion worth 80% of the exam grade. The second stage occurs on Thurs-
day and is the group portion worth 20% of the exam grade. More information about
two-stage tests and how they will work in this course will be provided in Canvas.

The two midterm exams and the final exam will be held during the normal class
time in the regular classroom. If you have a conflict with any of the exam dates,
this must be discussed with the instructor at least one week in advance. Also, there
will be no exam replacement scoring system.

Exam Date
Midterm 1 Week 4: July 19 & 20
Midterm 2 Week 7: August 9 & 10
Final Week 10: August 30 & 31

Prerequisites: One of the following: MTH-095 with grade of C- or better, MTH-103 with
grade of C- or better, ALEKS math placement test score of 46%, math placement test
score of 17, or instructor permission.

Mathematics Baccalaureate Core Learning Outcomes:

• Identify situations that can be modeled mathematically.
• Calculate and/or estimate the relevant variables and relations in a mathematical
setting.

• Critique the applicability of a mathematical approach or the validity of a mathemat-
ical conclusion.



College Algebra Course Learning Outcomes: Upon completing this course, a success-
ful student will be able to:

• Identify the characteristics of a function given its formula or its graph
• Determine the formula or the graph of a function given its characteristics
• Interpret the characteristics of a model created using a mathematical function

Course Schedule Below is an outline of the course schedule for this term. Individual
schedules for each week will be posted on Canvas.

Week 1 Function Fundamentals

Week 2 Compositions and Transformations

Week 3 Quadratic Functions

Week 4 Inverse Functions

Midterm 1

Week 5 Exponential Functions

Week 6 Logarithmic Functions

Week 7 Polynomial Functions

Midterm 2

Week 8 Rational Functions

Week 9 Radical Functions

Week 10 Review

Final Exam

Students with Disabilities: Accommodations are collaborative e↵orts between students,
faculty and Disability Access Services (DAS). Students with accommodations approved
through DAS are responsible for contacting the faculty member in charge of the course
prior to or during the first week of the term to discuss accommodations. For more in-
formation, please refer to the DAS website: http://ds.oregonstate.edu/gettingstarted.

Academic Honesty: Students are expected to be familiar with Oregon State University’s
Statement of Expectations for Student Conduct. The complete student conduct expec-
tations can be found at http://studentlife.oregonstate.edu/studentconduct.

http://ds.oregonstate.edu/gettingstarted
http://studentlife.oregonstate.edu/studentconduct
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MTH-111 College Algebra | Midterm 1 | Learning Objectives

⇤ Write an interval using interval notation, set builder notation, or number line notation

⇤ Determine if a relation is a function from a table of values

⇤ Determine if a relation is a function from a graph

⇤ Identify the domain and range of a relation

⇤ Interpret function notation (x, f(x)) in terms of the story

⇤ Interpret the slope of a linear model in terms of the story

⇤ Interpret the y-intercept of a linear model in terms of the story

⇤ Calculate the average rate of change of a function

⇤ Determine the formula of the composite function given two functions

⇤ Identify the output of a composite function given a set of graphs or a set of tables

⇤ List the transformations present in a given a formula containing the original function

⇤ Identify the correct order that transformations are applied to a function

⇤ Explain in words how each type of transformation changes the graph of the function

⇤ Determine (by graphing) the resulting graph from applying a series of transformations

⇤ Sketch a possible graph of a quadratic function written in vertex form or factored form

⇤ Convert a quadratic function from standard form to vertex form

⇤ Convert a quadratic function from vertex form to standard form

⇤ Identify the vertex of a quadratic function given its graph

⇤ Identify the vertex of a quadratic function written in vertex form

⇤ Decide from a graph if the leading coe�cient a is positive or negative

⇤ Identify the intervals where a quadratic function is increasing or decreasing

⇤ Identify the horizontal intercepts (the roots) of a quadratic function given its graph

⇤ Identify the horizontal intercepts (the roots) of a quadratic function written in factored form

⇤ Convert a quadratic function from standard form to factored form

⇤ Convert a quadratic function from factored form to standard form

⇤ Use the quadratic formula to find the horizontal intercepts (the roots) of a quadratic function

⇤ Determine the formula for a quadratic function given its roots and a third point



⇤ Interpret the vertex of a quadratic model in terms of the story

⇤ Interpret the horizontal intercept(s) of a quadratic model in terms of the story

⇤ Identify the domain and range of a model for a linear model or a quadratic model

MTH-111 College Algebra | Midterm 2 | Learning Objectives

⇤ Determine if a function is one-to-one given a graph or a table of values

⇤ Evaluate the inverse of a function at a given point using the graph or a table of values

⇤ Determine a formula for the inverse of a function given the formula of the original function

⇤ Determine the domain and range of the inverse of a function

⇤ Determine if two functions are inverses

⇤ Determine the formula for an exponential function given the vertical intercept and growth factor

⇤ Determine the formula for an exponential function given the vertical intercept and another point

⇤ Determine the formula for an exponential function given two points

⇤ Determine the domain and range of an exponential function

⇤ Determine the domain and range of a logarithmic function

⇤ Determine if an exponential function models growth or decay given its graph or its formula

⇤ Determine the transformations present in an exponential or logarithmic function

⇤ Convert an exponential equation to a logarithmic equation

⇤ Convert a logarithmic equation to an exponential equation

⇤ Evaluate a logarithmic or exponential expression using their inverse properties

⇤ Determine the solutions to an exponential equation

⇤ Determine the solutions to a logarithmic equation

⇤ Expand or combine terms in a logarithmic expression using properties of logarithms

⇤ Determine an exponential function that models a half-life situation

⇤ Determine an exponential function that models a story about exponential growth or decay

⇤ Interpret the vertical intercept and growth factor in terms of the story



MTH-111 College Algebra | Final Exam | Learning Objectives

⇤ Determine the domain of a polynomial function

⇤ Identify the minimal degree and the sign of the leading coe�cient of a polynomial given its graph

⇤ Identify the sign of the leading coe�cient of a polynomial given its graph

⇤ Identify the roots of a polynomial and whether their multiplicity is even or odd given its formula
in factored form or its graph

⇤ Determine a possible formula for a polynomial given its graph

⇤ Determine the end behavior of a polynomial given its formula

⇤ Sketch a possible graph of a polynomial given its formula

⇤ Determine the domain of a rational function

⇤ Identify any holes in the graph of a rational function given its formula or its graph

⇤ Identify any vertical asymptotes of a rational function given its formula or its graph

⇤ Identify any roots of a rational function given its formula or its graph

⇤ Identify any horizontal asymptotes of a rational function given its formula or its graph

⇤ Determine a possible formula for a rational function given its graph

⇤ Determine the solutions to a rational equation

⇤ Determine the domain of a radical function

⇤ Convert a radical expression to an expression without radicals and with positive exponents

⇤ Determine the solutions to a radical equation

⇤ Determine the domain of an absolute value function

⇤ Determine the solutions to absolute value equations

⇤ Determine the solutions to an inequality given the graph of the function

The final exam is comprehensive and will also cover objectives from Midterm 1 and Midterm 2.


