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Abstract 

 Within the United States there is a growing number of non-native English speaking adults 

who are currently employed or seeking employment in a variety of settings. Many of these adults 

are limited in their English language proficiency, which poses a problem for both employees 

who need the appropriate language skills to succeed in the workplace and employers who want 

to hire employees who will be able to navigate the demands of the workplace. This paper 

outlines the development of a curriculum intended for use with non-native English speaking 

adults, who are currently employed or seeking employment at a manufacturing company. The 

primary purpose of this curriculum project was to develop a curriculum to improve the safety 

vocabulary and basic English communication skills of Spanish speaking adults who are seeking 

employment or who are currently employed at a manufacturing company.  
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Introduction 

Non-native English speaking adults represent a growing portion of the United States 

workforce. Between 1970 and 2008, the percentage of foreign-born workers in the United States 

nearly tripled and it continues to grow today. In 2008, immigrants represented nearly 16% of the 

U.S. workforce (Terrazas & Batalova, 2009). The growing number of immigrants and non-native 

English speaking populations in the workforce also reflects a growing number of languages 

represented in the workplace. The American Community Survey (ACS) describes the language 

use of the U.S. population age 5 and over who speak a language other than English at home. The 

2007 ACS reported that out of the 281.0 million people surveyed, 55.4 million (20% of this 

population) spoke a language other than English at home. Though the majority of those surveyed 

indicated that they spoke English “very well,” 24.5 million reported their English speaking 

abilities as “well,” “not well” and “not at all” (Shin & Kominski, 2010). In addition to a language 

barrier, many immigrants who are of prime working age face a variety of barriers in obtaining 

work, including socioeconomic barriers such as a lack of formal education and citizenship 

(Batalova & Fix, 2010).  

 As the number of limited English proficient adults entering the workforce continues to 

grow, a call is being made for workplace education and literacy programs that address the needs 

of this population (Batalova & Fix, 2010; Capps, Fix, Passel, Ost, & Perez-Lopez, 2003). This 

paper outlines the development of a workplace English as a Second Language (ESL) curriculum 

project to address the specific workplace needs of non-native English speaking adults who are 

currently employed or seeking employment at a manufacturing facility. The project originated 

when a local manufacturing company requested assistance from the Teaching English as a 

Second Language (TESOL) coordinator at State University at New York (SUNY) Fredonia in 
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developing a workplace ESL curriculum for non-native English speaking adults who were 

currently working at the company or who were requesting to work at the company. The company 

was looking to see these workers gain the basic English language skills necessary to succeed in 

the workplace. The curriculum developer partnered with the TESOL coordinator, a local literacy 

organization and a representative of the company to discuss ideas in curriculum development and 

implementation. However, the company eventually lost interest in the project for reasons 

unknown to the curriculum developer and others involved. Because the local literacy 

organization and one other literacy organization in the area continued to show interest in the 

curriculum and expressed a need for a workplace ESL curriculum for the population in the 

surrounding area, the project continued.  

 The primary purpose of the curriculum project is to develop a curriculum to improve the 

safety vocabulary and basic English communication skills of Spanish speaking adults who are 

seeking employment or who are currently employed at a manufacturing facility. The curriculum 

is intended for use within the literacy centers, meaning that they will be used in individual 

tutoring sessions taught by volunteer tutors. The lessons written for the curriculum follow the 

Sheltered Instruction Observation Protocol (SIOP) Model, which is a popular model for teaching 

ESL students in K-12 settings. This curriculum is also written to adhere to the standards for 

curriculum and instructional materials as outlined by Teaching English as a Second Language 

(TESOL) (2003) Standards for Adult Education ESL Programs. The curriculum is also structured 

around the Secretary’s Commission on Achieving Necessary Skills (SCANS) competencies, 

which outline many of the skills adults need to function in the world of work.  

      

 



LANGUAGE LEARNING  3 
 

 

 

Literature Review 

The following review of literature is intended to provide a basic understanding of the 

conceptual framework that informed the creation of this workplace ESL curriculum. The three 

main themes examined in the literature were: (a) the characteristics of non-native English 

speaking adults, (b) second language acquisition theories that address the language learning 

process of adult learners, and (c) the definition and development of workplace ESL curricula. An 

understanding of this literature will provide the background information necessary to understand 

the specific needs and characteristics of adult English language learners as they seek to learn the 

English they need in the workplace.   

Characteristics of Non-Native English Speaking Adults 

 Adult non-native English speakers in the United States are a diverse population. This 

population includes permanent residents, naturalized citizens, immigrants, refugees and asylum 

seekers (National Center Family Literacy [NCFL] & Center For Applied Linguistics [CAL], 

2008). A permanent resident is a person who has been given permission by the United States 

government to live and work in the United States on a permanent basis. Permanent residents are 

given a proof of residence card that is often referred to as a “green card”. Naturalized citizens are 

foreign-born individuals who have gone through the naturalization process as required by the 

United States government and who have gained U.S. citizenship.  The broad definition of an 

immigrant (may include illegal or legal immigrants) is any foreign-born individual who comes to 

the United States. Refugees and asylum seekers are individuals who flee their home countries 

due to persecution or fear of persecution on account of their race, religion, and political or social 

affiliation (U.S. Citizenship and Immigration Services [USCIS], 2011).    
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  Foreign-born adults who come to the U.S. come from a variety of linguistic and cultural 

backgrounds. The educational experiences of these adults are also mixed. Some individuals have 

little to no educational background, while others may have an advanced degree. Many of these 

adults are English language learners (ELLs), meaning that they are non-native English speakers. 

Though the term ELL is most often used in to refer to students in the K-12 educational setting 

who are learning English, the term may also be applied to adults who are learning English. 

English language proficiency levels of these adults vary, ranging from beginning to advanced. 

As many of these adults begin or continue to develop their English language proficiency and 

understanding of a new culture, they are also caring for their families and are employed or 

seeking employment (NCFL & CAL, 2008).  

  Language proficiency, educational background and the workplace. Of particular 

interest to this project are the language proficiency levels and educational background of non-

native English speaking adults entering the U.S. workforce, as these characteristics would impact 

the education of ELLs in the workplace. Batalova and Fix’s (2010) analysis of the 2003 National 

Assessment of Adult Literacy (NAAL) specifically focuses on adult ELLs and compares the 

characteristics of adults with low oral language proficiency to those with medium oral language 

proficiency. Survey results showed that adults with low oral language proficiency differed 

significantly from adults with medium oral language proficiency in a number of factors 

including: citizenship; income; socioeconomic status; educational background; and ability to 

read, write, and understand English. Among the population surveyed, immigrants with poor 

English language skills were most likely to be recent arrivals to the U.S. and to be non-citizens. 

However, some native born adults were also found to have low English language proficiency, 

suggesting that the English proficiency of their parents or family may impact their own success 
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in developing language proficiency. In terms of educational background, immigrants with low 

English language proficiency were more likely to lack a high school diploma than immigrants 

with medium English language proficiency. Low levels of education among non-native English 

speaking adults presents a disadvantage to them as employees, as these adults may not have the 

literacy skills needed to succeed in the world of work. The inability to obtain a job or to move 

out of a low-paying job due to low levels of English language proficiency and literacy may work 

to keep adult ELLs in poverty (Wrigley, Chen, White & Sordui, 2009). 

 Many non-native English speaking adults are both limited English proficient and have 

limited educational experience. Using data from the March 2002 Supplement to the Current 

Population Survey (CPS), Capps et al. (2003) examines the educational characteristics of 

immigrants in the U.S. workforce. According to this study, 28% of the workforce with less than a 

high school education was classified limited English proficient. Almost all of these workers were 

foreign-born. Unlike their native English speaking peers, immigrants in the workplace were more 

likely to have dropped out of high school and to have had less than a ninth grade education. 

Twenty-three percent of immigrant workers had a bachelor’s degree or beyond, but were also 

classified as limited English proficient.        

 Educational background of Spanish speaking ELLs. Also of particular interest to this 

project are the characteristics of adult ELLs whose first language is Spanish. In the U.S, the 

majority of the foreign-born population comes from Central and South America, or the 

Caribbean Islands (Capps, Passel, Perez-Lopez, & Fix, 2004). Of all the languages spoken in the 

home other than English, Spanish is the most dominant (U.S. Census Bureau, 2003). Seventy-

three percent of immigrant workers in the U.S. workforce who are limited English proficient are 

Spanish speaking (Capps et al., 2003).  Interestingly, there are significant differences between 
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Spanish and non-Spanish speaking adult ELLs in terms of educational background and literacy 

abilities. In their analysis of the NAAL, Wrigley et al. (2009) found that within the adult 

population surveyed, Spanish speaking ELLs reported fewer years of education and 

demonstrated lower levels of literacy skills. This same data revealed that 42% of the Spanish 

speakers surveyed did not complete high school. This was compared to the 11% of non-Spanish 

speaking ELLs who did not complete high school. These statistics reveal that Spanish speaking 

adults may particularly struggle in their efforts to build the English literacy and language skills 

necessary for work because of their limited education in their native language or in the United 

States.   

 Adult ELLs motivations for learning English. In addition to understanding the 

language proficiency levels and educational background of non-native English speakers, it is also 

important to understand their motivations for entering workplace ESL programs. In an effort to 

develop and pilot a questionnaire that measured the learner characteristics of adult ELLs in ESL 

programs in the United States, Lambert’s (2008) study provides a picture of the goals and beliefs 

that these students have about learning English. This study focused on immigrants from a variety 

of countries who were participating in community or workplace ESL programs. Five goal 

composites were identified to describe the reasons why these students were studying English. 

These five goal composites were: “biculturality,” “competence,” “practical concerns,” “upward 

mobility,” and “being informed”. These composites showcased the motivation behind these 

students’ desire to learn English. The “biculturality” component revealed that many of the 

students wanted to learn English in order to obtain a better job in their home country, to make 

friends, and to learn about American people and culture. In terms of “competence” and “practical 

concerns,” many of the immigrants wanted to gain a good grasp of English in order to resolve 
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problems outside of their home, talk about their thoughts and feelings, talk to people at work, 

understand the media, and to feel good about themselves. Some of these ideas overlapped with 

the “being informed” composite, which showed that many of the students wanted to know what 

was happening in the U.S. and the world and to understand the political situation in the U.S. 

“Upward mobility” was also a concern of the immigrants, who expressed interest in getting a 

better job in the United States, in helping their children in school, and in wanting to talk to their 

child’s teacher. In addition to exploring the motives of adult ELLs in learning a second language, 

Lambert (2008) also explored the social contexts in which these students used their second 

language and also their feelings about using English. This group of adult immigrants reported 

that they did not use English at home or work very often and that they had few English speaking 

friends. Many of the immigrants expressed that they were more confident in speaking English 

with immigrants rather than Americans.  

 Chiswick and Miller’s (2002) study of census data reveals that immigrants are correct in 

assuming that English skills would benefit them in their employment endeavors. According to 

the census data examined, foreign-born immigrant males who were fluent in English earned 14% 

more than those who were not fluent in English. In addition, male immigrants who were able to 

use English in order to access and demonstrate their human capital were at an advantage 

compared to those who had more limited language skills. Within this study, the definition of 

human capital included elements such as educational attainment and previous employment. 

Chiswick and Miller (2002) found that male immigrants who had beneficial forms of human 

capital such as high levels of education and previous work experience were unable to use these 

elements of capital because they did not possess the language proficiency to express them. This 

inability to use previous knowledge and experience affected immigrants’ earnings. More 
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recently, the 2010 Current Population Survey Annual Social and Economic Supplement (CPS 

ASEC) showed that the poverty rate increased in the United States between 2008 and 2009. 

Among Hispanics and foreign-born individuals surveyed, the poverty rate increased significantly 

(DeNavas-Walt, Proctor, Smith & United States, 2010). Such data reveals that workplace ESL 

programs, when correctly structured, may better help immigrants achieve their employment and 

income goals.  

Adults and Second Language Acquisition 

 In order to best understand how to develop a workplace ESL curriculum, it is necessary 

to understand the significant factors that affect adults as they seek to learn a second language. 

Along with varying educational backgrounds and ideas about language learning, adults possess 

other significant characteristics that impact their language learning and that make them different 

from a young child who is acquiring or learning a language. One of the most significant 

characteristics of adult learners that make them different from children is their age. Other 

internal and external factors, such as educational background and anxiety about learning a 

language, also impact the ability of adults to acquire a language (Lightbown & Spada, 2006). 

Research surrounding these factors will be discussed below.  

 Age and second language acquisition. One important characteristic of workplace ELLs 

is age. Age and its impact on language have been frequently discussed and is a disputed topic in 

the field of second language acquisition theory and research. In terms of the rate of second 

language acquisition, many people believe that younger children are more adept at language 

learning than adults. This results in a double standard among adults and children as language 

learners. Many people will readily praise and admire an adult for reaching native-like proficiency 

in a second language against what seems like insurmountable odds, while a child may be looked 
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down upon when he or she has not quickly reached high levels of proficiency (Hyltendtam & 

Abrahamsson, 2003; Lightbown & Spada, 2006).  

 Within this section of the literature review, the following questions concerning age are 

considered: Does age affect the ability of an individual to learn a second language? Because 

immigrants entering the workforce are older, does this impact their ability to learn English? 

These questions will be answered through a brief sweep of literature involving age and second 

language acquisition theories and research. Though not intended to provide a comprehensive 

review of all literature and terms surrounding the subject of age and second language learning, 

this section of the literature review is intended to provide a picture of how age may impact the 

language learning of adults in workplace ESL classrooms.   

 Critical period hypothesis. Within the realm of second language acquisition theory, 

individuals who support the “innatist” perspective are those who hold to the belief that language 

learning is facilitated by innate, inborn mechanisms. Linked to this perspective on second 

language acquisition is the critical period hypothesis.  The basic idea behind the critical period 

hypothesis is that there is a “critical period” for optimal language learning. Inherent in this 

hypothesis is the belief that there are specific points in human development during which the 

brain is predisposed to language learning. As the brain matures and develops, however, the 

nature of second language acquisition changes (Lightbown & Spada, 2006).  

 According to the critical period hypothesis, individuals who are learning a language 

following the critical period may not have access to the innate, biological mechanisms that 

assisted them in acquiring their first language in childhood. As a result, learners who have passed 

the critical period do not possess the optimal biological language resources needed to fully 

acquire language. Many researchers believe that at or around puberty, individuals lose the ability 
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to fully acquire many of the elements of a second language. Proponents of the critical period 

hypothesis believe it would be very difficult for adult language learners to learn a second 

language because they have passed the developmental stage in which their brains are predisposed 

to language learning. Instead of being able to use innate language mechanisms to acquire 

language, adults may only be able to use general learning mechanisms to aid them in the 

language learning process (Lightbown & Spada, 2006).  

 Though it would appear that the ability to test this hypothesis would be fairly 

straightforward, the body of research that seeks to examine the critical period hypothesis is 

extremely complicated (Hyltenstam & Abrahamsson, 2003). In his review of the literature 

examining the critical period hypothesis, Singleton (2005) argues that the variety of ways in 

which researchers interpret the critical period hypothesis and apply it in research thwarts an 

overall understanding of this hypothesis and the ability of researchers to adequately test its 

relevance in second language acquisition. Because of such variation in theory, Singleton (2005) 

believes that the critical period hypothesis cannot be considered as an authentic scientific 

hypothesis because it cannot be effectively proved or falsified. Hyltenstam and Abrahamsson 

(2003) also point out that research examining the critical period hypothesis is based on differing 

conceptualizations of the hypothesis, which results in a fairly confusing body of literature that 

contains few empirical studies that remain uncontroversial. Yet, in spite of the controversy 

surrounding the critical period hypothesis in the academic world, it is commonly perceived 

among language learners and educators that children possess a certain innate ability that causes 

them to acquire language in a faster or better way than adults. An examination of some of the 

research surrounding the critical period hypothesis, then, would be valuable in determining the 

value of this assumption. 
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 Evidence contrary to the critical period hypothesis. Some studies that have discounted a 

strong version of the critical period hypothesis demonstrate the ability of adolescents and adults 

to successfully learn a second language (Snow & Hoefnagel-Hohle, 1978; Nikolov, 2000). 

Focusing on English speakers who were acquiring the Dutch language in naturalistic settings, 

Snow and Hoefnagel-Hohle (1978) tested these language learners on various elements of the 

Dutch language during their first year in Holland to determine if there was a critical period 

affecting second language acquisition. The results showed that 12-15 year olds and adults were 

the most rapid language learners during the first few months of acquisition, which disproved the 

critical period hypothesis by showing that it was possible for individuals who had passed puberty 

to acquire language. It also showed that early on in the process of language acquisitions, adults 

may be better at learning a second language than children. 

 In another study showing the ability of adults to attain high levels of second language 

proficiency, Nikolov (2001) used taped interviews to see if native speakers were able to 

determine which individuals interviewed were native speakers or second language learners of 

Hungarian or English. Upon listening to the interviews, the native speakers were instructed to 

identify and distinguish between the native speakers of the language and the second language 

learners. The results of the study showed that adult language learners are able to attain native like 

proficiency, as some of the native speakers judging the interviews were unable to distinguish 

between native speakers and second language learners.  

 Age as the determining factor. Snow & Hoefnagel-Hohle (1978) and Nikolov (2000) 

showed that adults can be successful in learning a second language and that early on in language 

learning, adults and adolescents may learn language at a more rapid rate than children. But this is 

not the end of the debate surrounding the critical period hypothesis. Other studies investigate the 
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relationship between the critical period hypothesis, age of immigration, and second language 

learning (Johnson & Newport, 1989; Birdsong & Molis, 2001; Hakuta, Bialystok & Wiley, 2003; 

Fledge, Yeni-Komshiam  & Liu 1999). As many immigrants in workplace ESL settings have 

come to the U.S. in search of work and arrive as adults in this country, it is valuable to examine 

if their age would impact their second language learning process. Is age the determining factor of 

success in language acquisition or are there other factors involved? 

 Johnson and Newport’s (1989) study of the critical period hypothesis is considered a 

classic in the field. The purpose of this study was to determine if age affects the ability of second 

language learners to learn the grammar of a second language. The nature of the relationship 

between age, rate of learning, and ultimate performance in the second language was examined, 

along with the possibility that experiential and attitudinal factors played a role in language 

learning. Participants in this study were 46 Chinese or Korean speakers who learned English as a 

second language, all of whom varied at the age in which they came to the United States and were 

exposed to English. These participants were assessed on their knowledge of English grammar 

through a number of tests in which they were asked to judge the grammaticality of a variety of 

spoken English sentences. They were also interviewed about their language backgrounds in an 

effort to explore the experiential and attitudinal factors that may have affected their language 

learning. The results of Johnson and Newport’s (1989) study supported the idea of a critical 

period for second language learning. The researchers found that language ability declined as the 

subjects’ age increased. Participants who had arrived in the United States at an earlier age and 

who had acquired English earlier, obtained higher scores on the grammar tests than the older 

subjects. Following puberty, language learning ability appeared to reach a plateau, which again 

supported the presence of a critical period in language learning. In terms of experiential and 



LANGUAGE LEARNING  13 
 

 

 

attitudinal factors, it was determined that age of arrival in the United States was a better measure 

of language learning ability than attitudinal values and experiential factors. 

 Birdsong and Molis (2001) produced a replica of Johnson and Newport’s (1989) study. 

However, one major difference in this study was that the participants were Spanish speakers. 

Birdsong and Molis (2001) justified this difference in methodology by claiming that the results 

of Johnson and Newport’s (1989) study could be replicated across languages, since the effects of 

the critical period hypothesis should be seen across all languages. Like Johnson and Newport’s 

(1989) study, Birdsong and Molis (2001) found that age affected language learning and that age 

of arrival in the United States was the strongest and most reliable predictor of second language 

performance. However, contrasting to Johnson and Newport (1989), Birdsong and Molis (2001) 

found that age continued to affect the subjects’ second language performance beyond puberty. 

As a result, Birdsong and Molis’ (2001) study does not support the critical period hypothesis 

proposed by Johnson and Newport (1989) because age continues to have an effect on language 

learning after puberty. In addition, the results of Birdsong and Molis’ (2001) study found that 

exogenous factors, such as the amount of second language use, strongly influenced the 

participants’ level of second language attainment.  

 Other studies investigating the validity of the critical period hypothesis also showcase the 

influence of age, experiential and attitudinal factors on second language learning (Hakuta et al., 

2003; Fledge et al., 1999). Hakuta, Bialystok, and Wiley’s (2003) investigation of Chinese and 

Spanish speaking immigrants’ responses to items on the 1990 census report found that in 

addition to age of immigration, socioeconomic factors, especially the level of formal education, 

played a strong role in predicting the ability of immigrants to learn English. Instead of supporting 

the critical period hypothesis, the researchers in this study hypothesized that the decline of 
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language learning ability across age groups was the result of normal cognitive aging. In their 

study of Korean immigrants and their second language learning ability, Fledge, et al. (1999) 

found that the age of arrival of these immigrants’ impacted their scores on a grammaticality 

judgment test and also their pronunciation of English. These researchers hypothesize that the age 

effects on pronunciation and phonology may be due to a critical period. However, they also 

proposed that difficulties in pronunciation were more likely due to the interaction between the 

immigrants’ first and second language. In terms of grammar and age effects, the researchers 

determined that variations in language use and education were correlated with age of arrival and 

that the ability to learn grammar was not determined by a critical period. 

 As the above research has shown, there has been a move away from trying to explain 

adult second language acquisition solely through the examination of the critical period 

hypothesis, age and maturational factors. Though in many of the studies age proved to be an 

important factor involved with language learning, other experiential factors played a role in the 

ability of adult immigrants to acquire English. 

 Motivation and its impact on second language learning. There are a variety of theories 

that seek to explain the progress of second language learning by examining specific learner 

characteristics, personality traits, experiences, motivation and attitudes toward language learning. 

In an effort to integrate various theories about motivation and second language learning, Dornyei 

(1994) incorporates learner characteristics, personality traits, experiences, and attitudes into a 

motivational framework for learning a second language. This framework consists of three levels: 

the language level, the learner level, and the learning situation level. The first level, called the 

language level, focuses on the second language learners’ motivation for learning a second 

language and their orientation toward the second language. Learners’ motives may include an 
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integrative and/or instrumental motive. The integrative motive centers on the language learners’ 

affective predispositions, which may be influenced by social, linguistic, and ethnolinguistic 

factors. These are largely intrinsic responses toward language learning, relating to how an 

individual reacts to the language learning process and environment. Instrumental motives involve 

extrinsic motives, which center on how the learner may eventually use the language. The second 

level, the learner level, incorporates the cognitive and affective factors that contribute to an 

individual’s overall personality traits. Dornyei (1994) categorizes these traits into two 

motivational processes: need for achievement and self-confidence. The category of self-

confidence encompasses issues such as language anxiety, perceived competence in the second 

language, self-efficacy, and beliefs about past experiences in language learning or education.  

The final level is the learning situation level. This level includes course-specific motivational 

components, teacher-specific motivational components, and group-specific motivational 

components. All these components point to the idea that the context in which a person is learning 

a language impacts how he or she will acquire the language. 

 Dornyei’s (1994) framework concerning motivation and second language learning is 

valuable because it incorporates a variety of factors into the language learning process. 

According to his framework, second language learning is not only impacted by the learner’s 

attitudes, beliefs, and experiences, it is also impacted by factors outside the learner. These 

outside factors include teachers, classroom environments, and the social context in which 

learning takes place. By examining research into these factors, one gains a larger picture of how 

both internal and external factors influence the second language learning process. 

 Individual characteristics and second language learning. Adult ELLs bring a wide 

range of skills to language learning, including a wide range of reading and language skills, 
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various kinds of educational experiences, and differing cognitive abilities (August, 2006). They 

also bring with them a variety of attitudes and beliefs about language learning. Individual learner 

characteristics can contribute to levels of achievement in second language learning.  

 In a study examining the relationship between learner characteristics and achievement in 

adults learning French as a second language, d’Anglejan and Renaud (1985) found that students 

who had more schooling, a higher degree of nonverbal reasoning skills and field independence; 

who made greater use of the second language outside of the classroom context; and who were 

competent in their first language were better language learners. Second language learners who 

had lower levels of education, who were illiterate, and who expressed much anxiety about 

language learning were poorer second language learners.  

 In a similar study investigating how specific learner characteristics such as motivation, 

perceived competence, and anxiety affected the acquisition of a second language, MacIntyre and 

Charos (1996) found that these internal factors, combined with specific social contexts, impacted 

adult students learning of French as a second language. The results of this study revealed that the 

ability of these students to communicate in a second language was related to a willingness to 

engage in communication using the second language, the specific motivation for using the 

language, the opportunity for using the language, and also the individual language learners’ 

perception of competence.  Anxiety about speaking the language, level of intellect and also 

social context influenced how confident the learners’ were in their language proficiency.  

 This research focusing on some of the external and internal factors that affect adults’ 

second language learning capabilities gives insight into the complexities of language learning. 

Adult language learners, as they step into the second language classroom, are impacted by a 

variety of external and internal factors that help or hinder their acquisition of a second language. 
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Workplace ESL 

 Attention is now turned specifically to workplace ESL programs and curricula, their 

characteristics, the need for such programs, how to structure effective workplace ESL curricula 

and examples of such curricula. Much of the research surrounding these areas has been informed 

by an understanding of the characteristics of adult learners and the theories of second language 

acquisition previously discussed in this literature review.  

 Definition and characteristics. Workplace ESL programs serve adult ELLs who are 

seeking to improve their language and communication skills for the workplace. English language 

and literacy instruction within these programs are taught alongside specific skills needed for 

employment (Teaching English to Speakers of Other Languages, 2003). Workplace ESL 

programs are generally customized to fit the needs of both employers and employees. Workplace 

ESL programs fulfill the needs of employers who are seeking workers who have developed 

specific workplace related skills and who have the language to express these skills. They also 

fulfill the needs of employees or potential employees as they seek to develop the language, 

literacy and skills necessary for the workplace (TESOL, 2003; Ekkens & Winke, 2009). The 

specificity of workplace ESL programs results in curricula that focus on a variety of language 

and skill sets. Some programs focus mostly on oral language development, while others focus on 

both literacy and oral language. All these curricula focus on developing specific skill sets related 

to the workplace, whether it be manufacturing, carpentry, hospitality industries, healthcare or 

others (e.g. Gallo, 2002; Case, Ainsworth, & Emerson, 2004; Gerdes & Wilbershied, 2003; Duff 

& Ping, 2000).  

Workplace ESL and adult ESL education. Workplace ESL programs are part of a 

larger body of adult education ESL programs in the United States. Adult education ESL 
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programs provide educational services to adults who are not fully fluent or literate in English. 

The general goal of these programs is to help adults develop their ability to speak, listen, read 

and write in English. Within adult education ESL programs, there are a variety of programs that 

exist to address the specific and diverse needs of adult ELLs. Such programs include life skills or 

general ESL, family ESL literacy, citizenship preparation classes, pre academic ESL, content 

based ESL, vocational ESL, English for specific purposes, and workplace or workforce ESL. 

These ESL programs are implemented in a variety of settings including schools, workplaces and 

community organizations. The distinct populations served within such programs, the number of 

program types and settings and differing instructional practices among teachers within these 

programs reflects the diverse nature of this field (TESOL, 2003; National Center for ESL 

Literacy Education [NCLE], 2003). 

 When considering adult education ESL programs and workplace ESL programs, it is 

important to note the difference between these programs and general adult education programs. 

Though general adult education programs such as Adult Basic Education (ABE) and other adult 

literacy or workplace literacy programs can and do serve adult ELLs, these programs generally 

seek to serve native English speakers who need to improve basic skills such as math, reading, 

writing, or workplace related skills. Like native English speakers in ABE classes or adult literacy 

programs, adult ELLs may need to improve on these basic skills. However, the general 

curriculum within these programs may not specifically address the language needs of adult 

ELLs. Adult ELLs require language instruction and support to acquire the language they need to 

not only express what they already know in terms of workplace and basic skills, but also to learn 

the skills and language they need in order to succeed. In an effort to meet the diverse needs of the 

populations they serve, some general workplace education programs are now including ESL 
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classes within their curriculum (TESOL, 2003; Jurmo, 2003; Jurmo,  2004). Adult education 

ESL programs help adult ELLs specifically develop both the language and skills they need to 

succeed in their area of study (TESOL, 2003; NCLE, 2003).  

  Need for workplace ESL.  Batalova and Fix’s (2010) analysis of the 2003 NAAL 

provides insight on the link between English language proficiency and occupational success. 

Most of the immigrant men with low English language proficiency surveyed in this assessment 

were employed. However, the majority were working low-skilled, low-paying jobs. Such jobs 

offered these men little opportunity for mobility within the job market and often did not provide 

them with enough income to support their families. The types of jobs that immigrants with low 

English language proficiency were most likely to hold included jobs in construction, 

transportation industries, service-related occupations, production and food preparation. In 

contrast, adults with higher English language proficiency were more likely to hold jobs in 

management or professional occupations. Higher levels of English language proficiency 

correlated with advancement in the workplace and with better pay (Miles, 2010; Chiswick & 

Miller, 2002).  This link between language proficiency and job type indicates that language skills 

play a large part in economic and occupational success. In a similar analysis of the NAAL, 

Wrigley, Chen, White and Sordui (2009) found that though both low literacy and low language 

proficiency may not necessarily stop adult ELLs from finding employment, low literacy and 

language skills may limit their access to well paying jobs. In the manufacturing context, as in 

other occupational situations, limited English proficiency skills among employees can potentially 

cause workers to be disadvantaged in a variety of tasks and limit their ability to receive 

promotions, access training or take advantage of company benefits (Duval-Couetil & Mikulecky, 

2011).     
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 Among employers who hire adults with low English language proficiency, there is a 

concern about the impact that limited English language proficiency may have on the success of 

their business. In a survey of 126 businesses in central New York, 68% of businesses with low 

English proficient workers indicated that the language skills of their workers were important to 

the success of their business. Limited English skills were seen to impact business productivity 

and turnover rate (Center for an Urban Future, 2009).  In their examination of supervisors’ 

perceptions of limited English proficient employees in manufacturing companies, Duval-Couetil 

and Mikulecky (2011) found that though many supervisors believed that employees with limited 

English skills were highly dependable and productive in their work, they needed to improve in 

areas involving communication, including the improvement of skills that required more complex 

language use. Such skills included writing, talking on the phone and understanding training 

materials.   

In summary, limited English proficiency has the potential to restrict adults to low-paying, 

low-skilled jobs and also impacts how their employers view their job skills. In addition, 

employers who hire workers with limited English proficiency have concerns over the effect that 

this may have on the success of their businesses. Though there are existing adult ESL programs 

that could address the needs of these workers, many workers and employers do not take 

advantage of such programs (Center for an Urban Future, 2009; Wrigley et al., 2010). This 

indicates a need for better access to workplace ESL programs that may provide support to adult 

non-native English speaking employees.  

Dynamics of the workplace and the role of workplace ESL. In addition to being a place 

where adult ELLs struggle to advance economically, the workplace environment also has the 

potential to be disempowering for ELLs. Though many non-native English-speaking adults may 
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have the skills needed to succeed in the workplace, they may need to learn how to manage the 

social and interpersonal aspects of language in the workplace (Holmes, 2000). In an action 

research study involving a variety of workplace ESL programs, Moore (1999) found that a 

shifting workplace culture emphasizing teamwork, worker autonomy and employees’ 

independence in determining their own productivity and quality goals was negatively impacting 

workers who were ELLs. Such procedures involved in this new workplace culture required 

immigrants to work within teams that were largely English speaking and also involved filling out 

a large amount of paperwork. As many of the adult ELLs were still building their language 

proficiency, they were often relegated to the lower ranks of the teams. The result was that these 

workers were often not valued for their work skills.  Instead, English proficiency and 

communication skills were valued over job performance and skill. Such an environment worked 

to disempower and discourage the non-native English-speaking employees. In situations such as 

these, the businesses also are at a disadvantage because they are unable or unwilling to access the 

rich experiences and skills that these adults may bring into the workplace (TESOL, 2003).   

Katz (2000) found similar results to Moore (1999) in her ethnographic study of a workplace 

literacy program serving immigrants in California. Though the company represented in this study 

perceived language and literacy skills as neutral tools that workers could gain through 

participation in a literacy program, Katz (2000) found that workplace training involved more 

than acquiring language and literacy skills. ESL workers within this environment were also 

required to understand a new culture and workplace discourse. Cultural clashes involving modes 

of communication and work ethics contributed to a growing frustration between immigrant 

employers and immigrant employees within the workplace environment. Consequently, Katz 

(2000) concludes that language is not a neutral tool that can be simply acquired and used in the 
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workplace. Language cannot be separated from culture. In turn, culture and language cannot be 

separated from an individuals’ understanding of competence in the workplace. Both Moore 

(1999) and Katz (2000), in response to the disempowerment of ESL workers, propose a variety 

of ways to structure the workplace ESL classroom in order to help ESL workers learn language 

within this environment. 

Katz (2000) suggests that workplace literacy programs, instead of becoming places that seek 

to perpetuate a majority group ideology or discourse structure, could provide “interdiscursive” 

spaces where students may explore and ask questions about the new workplace culture that they 

are experiencing. This would acknowledge the connection between language and culture. Such 

restructuring of literacy programs would require both employees and employers to be willing to 

explore linguistic, cultural and social differences and constructs.  This would also require 

employers and employees to acknowledge the issues of power and status within the workplace 

environment.  

 Moore (1999) advocates for the use of workers’ native language within the classroom. 

Her rationale behind this is that in order to be empowered within a new workplace culture or 

environment, students must value their own identity and language. Moore (1999) also 

acknowledged that using the native language in the classroom could aid students in learning 

their second language. Research supports the use of students’ native language in the classroom, 

as students’ can transfer their literacy skills in their first language to cultivating literacy in a 

second language (August, 2006). In addition, the students may respond positively to the use of 

their native language in the classroom because it helps students incorporate their life 

experiences into learning a second language, allows learners to become involved with the 
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development of the curriculum, and reduces anxiety about learning a language (Brooks-Lewis, 

2009; Moore, 1999). 

Effective Workplace ESL 

 Focused on authentic language and tasks. Within workplace ESL programs, there is an 

emphasis on building the curriculum around authentic materials and situations that could be 

found in the workplace. Such tailoring of the curriculum, along with an emphasis on the 

necessary language to describe materials or navigate certain workplace situations, allows 

workers to practice the specific language they would need in the workplace. Practicing language 

in pairs or groups within the classroom allows workers to mimic realistic situations that they may 

face in the workplace. This also allows workers to develop communicative competence, which 

includes developing vocabulary, pronunciation skills and the ability to use language in specific 

social situations (Friedenberg, Kennedy, Lomperis, Martin & Westerfield, 2003; Lightbown & 

Spada, 2006). 

 Learner centered. Workplace ESL programs should also be learner centered, reflecting 

the diverse needs and backgrounds of the students they serve. Learner centered instruction 

involves students in the process of structuring the lessons in the classroom. This type of 

instruction is effective because it allows students to build on previous experiences and 

knowledge, as well as giving the students the opportunity to take responsibility for their own 

learning. Within the workplace ESL classroom, learner centered instruction also acknowledges 

the ability of adults to take control of their own learning, provides insight into what kind of 

instruction would be immediately relevant to their own lives and, allows the instruction to 

become problem-based and authentic (Fridenberg et al, 2003). As adult learners, participants in a 

workplace ESL programs benefit from language and skills instruction that is contextualized, that 
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emphasizes real life communication and that draws on the participants’ background knowledge 

(TESOL, 2003). 

 Examples of workplace ESL curriculum development. In an effort to build an 

effective curriculum, research outlining specific issues in the development of specific workplace 

ESL curriculum was examined. These studies will inform the development of this curriculum. 

 Workplace texts.  Forey (2004) found that English as a Foreign Language (EFL) teachers 

and employees perceived workplace texts differently. When examining two sample workplace 

memos, teachers tended to talk about whether the text portrayed the appropriate level of 

politeness and power. Along with being concerned about the interpersonal nature of the text, the 

EFL teachers focused on whether or not the texts were written in such a way that reflected a 

good grasp of writing skills. In contrast, the employees tended to view the texts more 

pragmatically and were more concerned with what it meant to correctly respond to what was 

being asked of them as employees. Such different interpretations of texts by the teachers and 

employees indicates a gap between what EFL teachers may tend to emphasize in their teaching 

and the way that employees perceive language in the workplace. This may reflect teachers’ 

limited ability to gain direct access to the workplace culture and language that may need to be 

addressed in the language classroom. This indicates a need for workplace ESL teachers to reflect 

on how their perception of their students’ workplace impacts their teaching and to gain some 

knowledge of the workplace before teaching about it. 

 Assessing language gains in the workplace. Ekkens and Winke (2009) examined how 

two different types of assessments, standardized exams and learning journals, measured the 

language gains of employees in various workplace ESL programs. The results of standardized 

exams given to students both before their participation in workplace ESL programs and after 
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their completion of 26 weeks in an ESL program showed that students made marginal and non-

significant gains in their language skills. This may reflect the students’ lack of familiarity with 

how to take standardized exams and their limited literacy and educational backgrounds. In 

addition, because workplace ESL classrooms are customized to include language specific to the 

workplaces, these standardized exams may not measure the type of language the students may 

have learned in the classroom. In contrast, the learning journals suggested that learners grew in 

their language skills, including both their ability to understand and speak the language. Because 

the learning journals were written by students, they reflected the specific language skills that the 

students were learning in the classroom. They also allowed students to provide teachers with 

examples of their language development, including both their failures and successes and helped 

teachers to assess the learners’ self-confidence and motivation for learning language and 

workplace skills. Though the learning journals do not provide teachers with direct measures of 

student gains and are only useful when students choose to write in them, the use of learning 

journals in this context provided a bigger picture of student gains. Such results point to the need 

for workplace ESL classrooms to provide a variety of measures to assess student gains in the 

classroom. 

 Learner centered curricula. Case, Ainsworth and Emerson (2004) outline the 

development of a workplace ESL literacy program for Spanish speaking carpenters involved in 

an apprenticeship program. By completing a needs analysis, which involved interviewing the 

Spanish speaking carpenters about the skills they needed and wanted to learn, the curriculum of 

the workplace literacy course was constructed around what the participants felt was most 

important to learn. The result was a language program that connected the concepts and language 

learned in the classroom to the real life situations that carpenters were facing. The three-week 



LANGUAGE LEARNING  26 
 

 

 

long course emphasized safety and basic workplace language and literacy skills that focused on 

specific workplace materials. Participants in this program responded positively to this type of 

instruction.   

 Similarly, Gallo (2002) describes the development of a learner-centered workplace ESL 

program for factory workers. Workers in this program came from a variety of language 

backgrounds. Within this program, the curriculum that centered on the workers’ specific needs 

and perspectives was developed using photos taken by the employees. These photos documented 

the students’ lives both inside and outside of the workplace. The photos were used in classroom 

discussion and helped to structure the language and content learned within the classroom. Key 

themes and vocabulary were gleaned from student photos. The photos also allowed students to 

create picture dictionaries. In addition, students used some of the photos to create a memo 

expressing their desire for certain changes within the workplace environment and sent this to the 

workplace management. Other employees were also able to view student work, as some of the 

work was posted for display within the factory. The use of a worker centered curriculum such as 

this helped students to build on social experiences, share their experiences with co-workers, and 

build specific vocabulary necessary for the workplace. It also acknowledged the multifaceted 

lives and experiences of the workers. Finally, this worker-centered program empowered workers 

by allowing them to express specific workplace concerns and build the curriculum according to 

their needs. 

 Gerdes and Willbershied (2003) describe the development of a workplace ESL program 

for non-native English speaking employees in a restaurant. Within this workplace environment, 

native English speaking employees and non-native English speaking employees worked side by 

side.  The developers of this workplace program decided to ask the native English-speaking 
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employees to work as peer tutors to help the ELLs learn the language and skills necessary for the 

workplace. A needs analysis that included the input of the restaurant management team, the non-

native English speaking employees, and the native English speaking employees resulted in the 

development of a curriculum that focused on specific vocabulary and literacy skills associated 

with the restaurant. The cooperative nature of the lessons implemented in the curriculum allowed 

native English speakers and non-native English speakers to interact with one another in an 

environment that was meant to cultivate the language skills of non-native English employees. 

This collaboration spilled over to the workplace, as the ELLs gained more confidence in 

interacting with native English speakers in the workplace. 

 Auerbach and Wallerstein (2004) built a learner-centered workplace ESL curriculum in 

which the content and language that students learn is tailored to their specific life experiences. 

Auerbach and Wallerstein’s curriculum is based on the ideas of Paulo Freire and his model of 

problem-posing education. Problem-posing education involves students in their own learning 

process. In such a model, the teacher is not the only person offering the knowledge to be learned. 

Instead, through problem-posing education, students are active teachers. They learn not only the 

educational content they need to learn, but they also learn how to reflect on their own lives and 

experiences and learn for themselves and teach others how they may better their lives. Through 

this reflection students are encouraged and empowered to use their knowledge to change the 

world around them (Kidd, 2001). Auerback and Wallerstein’s curriculum is built in such a way 

to allow students, their fellow peers and their teachers to become co-learners and to create a 

space in the classroom where people can learn to believe in themselves and their ability to 

change their own circumstances. Much of this curriculum and the theory behind it fits with the 

research of Katz (2000) and Moore (1999) who believe the experiences and culture of students 
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should be accessed in the workplace ESL classroom to provide a more learner-centered 

environment.  

 This review of literature focusing on the characteristics of non-native English speaking 

adults, second language acquisition theories and research and the definitions and development of 

workplace ESL curricula, provides insight into many issues that need to be considered while 

developing a curriculum for adult ELLs in the workplace. Adult ELLs are a unique population 

that brings specific needs and skills to the workplace ESL classroom. This body of literature has 

informed the methodology behind the creation of this workplace ESL curriculum and allows for 

the consideration of the unique needs of adult ELLs in the workplace.    

Methodology  

Purpose of this Project 

 The original, primary purpose of this project was to develop a curriculum to improve the 

safety vocabulary and basic English communication skills of Spanish speaking adults who were 

seeking employment or who were currently at a manufacturing facility located in a rural area in 

New York. A secondary purpose of this curriculum was to design lessons to prepare potential 

employees to take an entry-level skills test in English that was required by the manufacturing 

company. Overall, the use of this curriculum was intended to assist potential and current non-

native English speaking employees at the company to gain the language and skills they need to 

succeed in the workplace. However, soon after the initial meetings with the company 

representative took place, the representative from the company who had been providing key 

information for the development of this curriculum stopped communicating with myself and the 

other parties involved with the curriculum and the proposed ESL class. This lack of 

communication eventually made it apparent that the company would not have an active role in 
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the development of this curriculum and would also not be using the curriculum in the immediate 

future. As a result, the purpose of this project changed to embrace a more generalized curriculum 

for adult English language learners who were seeking entry level manufacturing positions in 

Western New York. The focus of the project was to develop a curriculum to improve the 

workplace vocabulary, safety vocabulary and basic English communication skills of Spanish 

speaking adults who are seeking employment or who are currently employed at manufacturing 

facilities. This change in purpose reflected a desire to make the curriculum a more generic ESL 

curriculum that could assist adult English language learners in gaining the language skills to 

work well in a manufacturing company or gain employment in a manufacturing company.  

Participants  

 This workplace ESL curriculum was developed for use with Spanish speaking adults who 

need to improve their basic English skills in order to obtain a job at a manufacturing facility or to 

improve their ability to communicate at their current job. Two organizations within the area 

surrounding the manufacturing company that had expressed a need for the curriculum, Literacy 

Volunteers and The Literacy Center, expressed interest in using this curriculum to help teach 

adult English language learners some of the language skills they need to succeed in the 

workplace. Because these organizations recruit volunteer tutors to teach individual learners, the 

curriculum would most likely to be used in one-on-one tutoring sessions. The curriculum would 

also be taught by tutors who have gone through training offered by their respective 

organizations.   

Setting 

 It is anticipated that the curriculum will be used at Literacy Volunteers, which is located 

close to the manufacturing company that had an interest in the curriculum, and at The Literacy 
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Center, which is located in a city not far from the manufacturing company. Both of these 

organizations provide free tutoring to interested individuals, offering tutoring in basic literacy 

and math skills, basic computer skills, GED preparation, workplace exam preparation and ESL. 

The tutoring sessions offered by these organizations often take place onsite. Both organizations 

are centrally located within each community to offer ease of access to interested individuals. In 

their respective communities, these organizations are also surrounded by manufacturing 

companies that could potentially employ adult English language learners.  

  The manufacturing company that had initiated this project is located in a Western New 

York city of about 13,000. This company is in close proximity to Literacy Volunteers, meaning 

that Literacy Volunteers could still potentially use the curriculum with the company’s 

employees. The company employs about 400-500 people from the surrounding area. Within the 

city surrounding the company, there is a significant population of people who speak a language 

other than English in their homes. Out of 12,255 people age 5 and over surveyed in this city in 

2000, 19.9% reported speaking a language other than English in their homes. One thousand nine-

hundred and fourteen people reported that they spoke Spanish in their homes. Out of this 

population, 6.8% reported speaking English less than “very well” (R. Watson, personal 

communication, March 31, 2011; U.S. Bureau of the Census, 2000a). The local high school 

reports that in 2009-2010, 36% of the student population was Hispanic or Latino (New York 

State Education Department, 2011a).  

 The Literacy Center is located in a city about 30 miles south of the manufacturing 

company. This city also has a significant population of English language learners. Out of 29,370 

people age five and over surveyed in this city in 2000, 8.4% reported speaking a language other 

than English in their homes. One-thousand two-hundred and twenty two people reported 
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speaking Spanish in their homes. Out of this population, 2.3% reported speaking English less 

than “very well” (U.S. Bureau of the Census, 2000b). In 2009-2010, this city’s school district 

reported that 12% of its student population was Hispanic or Latino (New York State Education 

Department, 2011b).  Both these communities have a growing Spanish speaking population, 

indicating that many of these students and adults may be the future employees of manufacturing 

companies in the surrounding area. It is within this larger setting that individuals will be 

recruited for involvement with Literacy Volunteers and the Literacy Center.   

Design 

 Needs analysis. Prior to the formulation of this curriculum project, there was a meeting 

held with all parties involved to determine the specific needs of the manufacturing company and 

the type of workplace ESL curriculum that would best address these needs. Participants in this 

meeting included an onsite manager from the initiating manufacturing facility, the TESOL 

program coordinator from SUNY Fredonia, the director of the local Literacy Volunteers, a 

former teacher who was volunteering with Literacy Volunteers and who had agreed to teach the 

curriculum, and myself, a graduate student in SUNY Fredonia’s TESOL program volunteering to 

write the curriculum. In this meeting, we focused on the needs of the company as expressed by 

the representative from the company.  

 The initial problem that was first articulated by the representative was a concern for the 

safety of employees who were not native English speakers and their ability to understand safety 

procedures, rules, and general instructions in English. The safety of the workers was a priority 

and it was articulated that some of the employees did not have the ability to respond to or 

describe safety procedures and general instructions in English. In addition, some of the 

employees were unable to understand basic expectations or commands put forth by supervisors. 
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Such misunderstandings lead to frustrations within the workplace between employees and 

supervisors.  Along with this concern for safety, the company representative also described the 

need for employees to possess the basic English communication skills needed to succeed in the 

workplace. 

 Following the meeting with the company representative, I met with SUNY Fredonia’s 

TESOL coordinator to discuss the needs articulated in the first meeting and to structure the goals 

and objectives of the curriculum. We discussed the needs of the company, their expectations for 

their current and prospective non-native English speaking employees and the language that the 

employees would need to know to fulfill these expectations. We also used a list of safety terms 

and phrases given to us by the company representative to determine some of the specific 

language and content that would be used in the curriculum. This list may be found in Appendix 

A.  Though the purpose of the curriculum changed following this needs analysis, much of the 

information acquired during this process still played an important role in the development of the 

curriculum. These meetings provided real-world insight into the problems faced by English 

language learners in the workplace and the people who seek to employ them. Because these 

meetings also helped to provide real language goals for employees in the workplace, some of the 

vocabulary discussed in the meetings was incorporated into the curriculum.  

 Additional meetings were held with the TESOL program coordinator, the director of 

Literacy Volunteers, and the volunteer teacher to discuss the structure of the curriculum. Once it 

was decided that the manufacturing company would not be involved with the development of the 

curriculum, there was a meeting held with these individuals to determine how the curriculum 

would be structured. It was decided that the curriculum would be written for use within the 

Literacy Volunteers center and would be taught to adult English language learners by volunteer 
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tutors. Consequently, it was decided that the curriculum would no longer be designed for use 

with a group of students and would instead include lesson plans to be used with individual 

students.   

 Curriculum Structure. Because the original manufacturing company was no longer part 

of the development of this ESL curriculum, this gave the curriculum writer the freedom to revise 

the curriculum goals and objectives to reflect the basic needs of many adult English language 

learners. It also gave the curriculum writer the ability to structure the curriculum around what 

was read in the literature, in an effort to create a workplace ESL curriculum that empowered 

adult English Language Learners and incorporated their life experiences into the curriculum. The 

previously developed goals and objectives, along with the revised goals and objectives may be 

found in the Appendix B.   

 A variety of workplace ESL curricula were reviewed to assist in the formation of the 

goals, objectives and lesson plans for this curriculum. A brief summary of each of these curricula 

may be found in Appendix C.  Along with the reviewed curricula, the curriculum writer also 

reviewed a variety of ESL web resources for use with the curriculum. A list of the web resources 

used within the curriculum may be found on a resource reference page at the conclusion of the 

curriculum in the findings section.  

 SIOP Model. The lesson plans within this curriculum follow the guidelines of the 

Sheltered Instruction Observation Protocol (SIOP).  SIOP is a framework for planning and 

delivering instruction in content area K-12 classrooms that serve ELLs. The SIOP integrates both 

language and content objectives into lesson plans in an effort to help students grow in both 

language proficiency and in content area understanding. Use of the SIOP in the classroom allows 

teachers to modify the way that they teach so that the language they use in the classroom is 
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comprehensible for ELLs (What Works Clearinghouse, 2009). SIOP has been found to increase 

student achievement in the classroom and also has been found to be a reliable and valid 

assessment of quality sheltered instruction (Echevarria, Vogt & Short, 2004).  Though SIOP has 

been created and implemented for K-12 ESL classrooms, Friedenberg (1995),  Hassel (1991), 

and Lesser (2004) have argued that sheltered instruction (or content-based instruction) is an 

instructional method that can be effectively used in the adult ESL classroom. SIOP will be used 

in this curriculum to help students learn both the content (e.g. safety instructions) and language 

(e.g. verbs used in the safety instructions) specific to the workplace. However, instead of 

focusing on both language and content objectives, this curriculum was written using only 

language objectives, as this is the main focus of the curriculum. The content of the material is 

wrapped within these specific language objectives.  

 Vogt and Echevarria (2008) outline eight components of SIOP that help teachers create 

lessons and deliver their instruction in a way that makes it beneficial and understandable to 

ELLs. The eight components are: preparation, building background, comprehensible input, 

strategies, interaction, practice and application, lesson and delivery, and review and assessment. 

A description of each these components and how they contribute to a lesson plan that follows the 

SIOP is included in Appendix D.  The lesson plans were written in a format adapted from Vogt 

and Echevarria (2008).  

 TESOL Standards and SCANS. This curriculum is written to adhere to the Teaching 

English as a Second Language (TESOL) Standards for Instruction. These standards outline the 

kinds of activities that TESOL organization believes should be found in a quality adult ESL 

program. This curriculum is also written to reflect the Secretary’s Commission on Achieving 

Necessary Skills (SCANS) competencies. The SCANS competencies were created by Elizabeth 
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Dole, the Secretary of the Department of Labor in 1990, in an effort to describe some of the 

skills that students need to achieve positions in entry level jobs. The competencies were 

developed by asking commissioners what they believed were important workplace skills, by 

observing successful corporations who place much importance on the skills of their employees 

and by exploring relevant research related to workplace skills (Whetzel & ERIC, 1992). A full 

list of the standards addressed in the curriculum can be found in Appendix E.  A scope and 

sequence of the material covered by the curriculum, along with a standards alignment, can be 

found in Appendix F. 

 Creating an empowering workplace ESL culture. The development of this curriculum 

was informed by the previously reviewed research which described how the workplace ESL 

classroom has the potential to become an empowering place for non-native English speaking 

workers (Moore, 1999; Katz, 2000; Auerbach, & Wallerstein, 2004). Taking this research into 

consideration, along with the needs expressed by the manufacturing company which initiated this 

project, the activities within this curriculum were written in a way to help workplace ESL 

students not only learn the culture of the workplace, but to also develop their ability to reflect on 

the culture and skills they bring into the workplace. The lesson plans are structured to tap into 

students’ prior knowledge and experiences, specifically knowledge and experiences that relates 

to their skills and previous employment. The use of resources in the students’ native language is 

also incorporated into the lesson plans in an effort to help students’ connect with the content and 

language of the lessons and bring students’ language and culture into the tutoring sessions.  

 The development of this curriculum was also informed by other previously reviewed 

research outlining the development of successful workplace ESL programs (Gallo, 2002; Case, 

Ainsworth, & Emmerson, 2004; Gerdes & Wilbershied, 2003; Duff & Ping, 2000; Ekkens & 
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Winke, 2009; Forey; 2004; Fridenberg et al, 2003). Efforts were made to discuss the 

characteristics of the original manufacturing company’s workplace culture and environment with 

the company’s onsite manager so that the lessons will authentically address issues that 

employees or potential employees may face in the workplace. Online research also allowed the 

curriculum developer to examine photographs of workplace materials and machines to 

understand the kinds of authentic materials and issues that should be addressed in the 

curriculum’s lesson plans. These discussions and materials allowed the curriculum writer to gain 

a more authentic picture of the workplace environment and will provide the workplace ESL 

students with realistic materials to interact with in the lesson plans. The curriculum is also 

learner-centered. The lessons include a variety of activities that will allow the teacher to 

differentiate the activities to fit students’ needs and interests. Authentic, activity based, student-

centered materials were developed and incorporated into the curriculum to measure students’ 

progress in achieving the language and content goals. These specific efforts to structure the 

curriculum contributed to the process of building an empowering environment for the adult 

English language learner. 

 Pilot of lesson plans. Three lesson plans were piloted at Literacy Volunteers early on in 

the process when the original manufacturing company was still involved in the process. To 

facilitate the pilot of these lesson plans, I contacted Literacy Volunteers and asked if any tutor 

would be willing to try the lesson plans with his or her student. I wanted to do this so that I could 

be sure that the format of the lesson plans and the language in them were written in a way that 

would be understandable to someone who would not be familiar with the SIOP format. After 

contacting the center, I was informed that a tutor at Literacy Volunteers was going to use some 

of these lessons in her tutoring sessions with an employee from a manufacturing company. I 
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went to Literacy Volunteers and observed a lesson. It was the employee’s and tutor’s first 

tutoring session together. The employee was a Spanish-speaking male who did not speak 

English. Coming into the tutoring session, I had assumed that the tutor had supplemented the 

lesson plan. I assumed this because three lesson plans were intended to be used with a group of 

at least ten students and had many group activities in them, as they were going to be used by a 

manufacturing company with a group of students. Consequently, I thought that the tutor had seen 

these group activities and had changed them to fit an individual tutoring session. However, as we 

began the tutoring session, the tutor began to use the vocabulary lesson plan as it was written. 

When she reached a point where there was a group activity, she asked me for some ideas on how 

to supplement the lesson. Because I had walked into the tutoring session prepared to be only an 

observer, I was not readily prepared to supplement the lesson. As a result, the tutor simply used 

the other activities that could be used with an individual from the other two lesson plans to 

continue the tutoring session. 

 Following this tutoring session, the volunteer tutor and I reflected on the experience. She 

had come into the session thinking that she had to teach the lesson plans as they were written. 

She had not supplemented the lesson plans. Also, because I had not yet written the supplemental 

materials for the vocabulary lesson plan, she had been unable to use portions of this lesson plan 

because she did not know what some of the vocabulary terms were supposed to symbolize. She 

told me that she had some ideas about how she could have supplemented the lesson plans. 

Together, we brainstormed some possible activities to supplement the lesson plans.   

 After the pilot of the lesson plans, I met with the TESOL coordinator to discuss the 

current use of these lesson plans and the future use of the curriculum. Because we were not 

seeing a large enough number of students being recruited for the workplace ESL program to 
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warrant the beginning of an ESL program at the manufacturing company and because the 

curriculum was beginning to be used with individual students instead of a group of students, we 

decided that the lesson plans may need to be changed to reflect this trend. In considering the 

observations from the pilot lessons, it was determined that the lesson plans in the curriculum 

would also need to include supplemental materials so that they could be used with individual 

students. Though the experience with piloting these lesson plans was a somewhat difficult one, 

as the purpose of the project changed and it became clear that the curriculum was going to be 

used within the literacy centers with individual students, this experience proved to be beneficial 

in helping me determine how to best structure the curriculum. It gave me insight into the kinds of 

supplemental materials I would need to build into the lessons. It also showed me that it would be 

valuable to include a variety of activities within each lesson that tutors could use as they see fit. 

 Later on in the project, I emailed an entire unit of the curriculum to both the program 

director at The Literacy Center and at Literacy Volunteers. I asked them to encourage two of 

their tutors to look over the unit of lesson plans, one tutor who had many years of experience in 

tutoring and another who was new to tutoring. I asked the tutors to answer specific questions 

about the curriculum in an effort to determine if the curriculum was written in a way that would 

be understandable to them. Though one set of material was sent to tutors at one of the locations, I 

did not hear back from any tutors in either of the organizations.  

Limitations and Validity Considerations 

 One major limitation to this curriculum project was that the curriculum developer wrote 

the curriculum using a theoretical base of students. A second and related limitation is that there 

was no involvement of an employee in the needs analysis conducted with the manufacturing 

company prior to the development of the curriculum. This left the curriculum developer to rely 
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solely on theory and research in writing the curriculum, without the benefit of a real base of 

students and teachers to work with in developing the curriculum’s goals, objectives and lesson 

plans. Consequently, even though efforts were made to make the curriculum a learner-centered 

and participatory curriculum, the true participatory nature and effectiveness of the curriculum 

will be unknown until it is implemented. Another limitation was that the curriculum writer was 

unable to gain good feedback about the structure of the lesson plans from tutors who would be 

using the plans. This makes it difficult to know if the lessons are written in a way that the tutors 

would be able to understand.  

Findings 

 The following pages contain the curriculum which showcases the findings of this project.  
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Curriculum Welcome 

 Thank you for your interest in helping adult English language learners to gain the language skills 

necessary to succeed in the world of work. This workplace ESL curriculum is written with three goals in 

mind: 1) to help adult English learners gain the basic English communication skills that are specific to the 

workplace, 2) to help adult English learners to gain a basic understanding of the U.S. workplace culture and 

3) to help adult English language learners comprehend and use English vocabulary specific to working in a 

factory setting. The curriculum is split into three units that reflect these goals. Each unit contains 4-5 

language objectives and lesson plans that will assist students in achieving these goals. This welcome section 

of the curriculum will introduce you to the philosophy and format found in the curriculum. 

 

Philosophy  

 This curriculum is student-centered curriculum. The lesson plans are written in a script describing how 

you may structure a tutoring session to help students achieve specific language goals. Integrated within 

these lessons are activities that will help you get to know your student. As you are working with adult 

learners, it is important for you to be aware of the rich knowledge and experiences that your student 

brings to the table as he or she seeks to learn a new language. Though your student may not be able to 

articulate this knowledge in a way you can understand, it is a valuable endeavor to unlock this knowledge 

and use it to help your student in the process of learning a new language. Do not hesitate to use the 

student’s native language during the tutoring sessions, even if you speak a limited amount of the language. 

Using the student’s language in the session helps your student make links between their own language and 

the new language they are learning. A good tool to facilitate communication between you and your student 

would be a Spanish-English dictionary. Many of the activities within this curriculum also include real life 

materials that students may encounter in the workplace. In addition to tying lessons into your student’s 

prior knowledge and experiences, the act of using real life and materials in your tutoring sessions makes 
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learning relevant to your student. Many of the lessons require you to be active in looking for ways to tie 

what your student is learning to his or her specific community and workplace context.  

 

Format 

 The lesson plans within this curriculum follow the guidelines of the Sheltered Instruction Observation 

Protocol (SIOP).  SIOP is a framework for planning and delivering instruction in content area K-12 

classrooms that serve English language learners, though it can also be used with adult learners. SIOP will 

be used in this curriculum to help students learn language specific to the workplace.  

 There are eight components of SIOP that help teachers create lessons and deliver their instruction in a 

way that makes it beneficial and understandable to English language learners. The eight components are 

preparation, building background, comprehensible input, strategies, interaction, practice and application, 

lesson and delivery, and review and assessment. The lesson plan format reflects a variety of these 

components and is adapted from Vogt and Echevarria’s (2008) lesson plan format. As you read the lesson 

plan, you will see that it built in a chart form, which you read from left to right. Each lesson plan begins 

with a key showing you how to read the abbreviations found on each lesson plan. The next section shows 

the title of the lesson, along with the goal and objective that it covers. Next there is a description of the 

lesson plan. The key vocabulary covered by the lesson is listed in the first box, along with the materials 

needed to implement the lesson plan. The next section includes ways that you may tap into your student’s 

prior knowledge and experiences in an effort to link prior understanding with the new information that you 

are teaching your student. The largest section of the lesson format includes the lesson objective, which 

outlines the goal of the lesson. The next column outlines the activities you may do within the lesson plan to 

accomplish this goal. The last section is the review and assessment section which shows how you may assess 

your student’s learning though out the lesson. The final box on the lesson plan is a wrap-up which 

recommends a way to close the lesson. Following this box, there is a list of ways to modify the lesson 
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according to your student’s language level. This list also includes some supplemental activities you may use 

to expand your lessons. Following this list are the materials needed to complete the lessons.  

 To help students take further advantage of these lessons, assist your student in creating a personal 

dictionary or journal that can help them record their language learning experiences. You need not make 

this journal or dictionary a requirement or structure it in a specific way, but simply offer it to the student 

as a tool to record their own experiences and learning.  

 

The First Lesson 

 Your tutoring center may require new students to take an assessment to determine their level of 

English language proficiency. If you are able, obtain the results this assessment and examine it for ways 

that you may specifically assist your student in learning English. Reflect on your students’ assessment and 

think of some ways that you may successfully communicate with your student during your first lesson. Your 

first lesson with your student need not be extremely structured. Take this opportunity to introduce 

yourself to your student and get to know your student. Bring pictures of your family to introduce yourself 

to your student. Bring a map of your student’s country so that he or she can show you where he or she is 

from. Help your student be relaxed in the tutoring session. Ask your student what his or her goals for the 

tutoring sessions may be. Observe how your student responds and use this information to determine how 

will be approach the coming tutoring sessions and what lessons from the curriculum you would like to focus 

on.  
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The Final Goal 

 The final goal in all of this is to see your student make steps in learning English. For many students, this 

process may be slow and difficult. Encourage your students in this process and do not become frustrated in 

how slow it may seem to be going. Celebrate little steps in the right direction and encourage your student 

to take ownership of their learning. Connecting what you are teaching your student in your lessons to the 

community around you is a sure way to make learning relevant to your students and see them begin to take 

ownership of the process. Let your students teach you and shape how you format your sessions.  

 Thank you again for your efforts in teaching English! May your journey be an enjoyable one!  
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Goals and Objectives:  

The goals and objectives of the curriculum are as follows:  

 Goal 1: Students will gain basic English communications skills that are specific to the workplace. 

Objectives: 

1. Students will be able to exchange appropriate greetings and make introductions. 

2.  Students will be able to name, identify and write numbers and letters. 

3. Students will be able to give basic information in oral and written form. 

4. Students will be able to ask for and give directions.  

5. Students will be able to confirm information. 

 

 Goal 2: Students will gain a basic understanding of the U.S. workplace culture. 

Objectives: 

1. Students will be able to talk about the job search process using the following vocabulary. 

 

2. Students will be able to talk about past work experiences. 

 

3. Students will be able to respond to basic questions commonly asked in a job interview. 

4. Students will be able to talk about work schedules. 

 

 Goal 3: Students will comprehend and use English vocabulary specific to working in a factory setting. 

Objectives: 

1. Students will be able to identify objects commonly seen in a factory setting.  

2. Students will be able to recognize the written names of objects commonly seen in a factory 

setting.  

3. Students will be able to comprehend and respond to commands related to these specific 

objects. 

4. Students will be able to produce commands related to these specific objects  

5. Students will be able to recognize common safety signs used within a factory setting.  
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Unit 1: Students will gain basic English communication skills that are specific to the workplace. 

 

Objectives 

1. Students will be able to (SWBAT) exchange appropriate greetings and make introductions. (2 lessons) 

2. SWBAT name, identify, and write numbers and letters. (2 lessons) 

3. SWBAT give basic information in oral and written forms.  

4. SWBAT ask for and give basic directions.  

5. SWBAT confirm information.  

 

As you can see by the goals and objectives of this unit, unit 1 seeks to help students develop some basic skills that 

they would need to communicate in the workplace. Some of the lesson objectives in this unit are specifically built 

for students who are just beginning to learn the language. If you have a student who is a beginner, you may want to 

spend a good amount of time with these lessons. Depending on your student’s ability, you may choose to only focus 

on specific sections of a lesson for a tutoring session and then move on to the next portion of the lesson in the 

next tutoring session. Take your time with your student and help him or her become confident in these basic 

language skills. If your student is not a beginning English language learner and you can see that he or she has 

already mastered these skills, review the modifications and supplemental activities sections to see if there is any 

way you may review the skills with your student. If your student is well beyond any of these activities, feel free to 

simply pick and choose from these lesson plans or incorporate elements of these lessons into other lessons that you 

feel are more on target for your student.  
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SIOP Lesson: Making Introductions     Lesson : (G1,O1)                                                      

Description: Students will learn to introduce themselves. They will learn to introduce other people (e.g co-worker, supervisor) and use pronouns 

correctly in their introductions. 

Key Vocabulary: what is your/his/her name?, my/his/her name is ________, nice 

to meet you. Workplace specific titles: e.g. boss, supervisor, co-worker. 

Materials: pictures of a man and a girl with their names written underneath 

(possibly family pictures), marker board, dry erase marker, pronoun cards, pronoun 

worksheet, pictures of a supervisor and group of workers, workplace people 

flowchart.  

 

 

Language Objectives: 
1. SWBAT make introductions.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Meaningful Activities: 
1.1 TW point to herself and say “My name is 

____________.” She will point to the student and say 

“What is your name?”. 

1.2 SW will answer with his/her name. 

1.3 TW respond by shaking the student’s hand and say 

“Nice to meet you.” 

1.4 TW point to herself and say her name. She will point 

to a student and say his/her name. 

1.5 TW write on the board “My name is ______”. She will 

then point to herself, and say the phrase out loud. 

1.6  TW write on the board “What is your name ?” She 

will then approach the student and say the question out 

loud, directed to the student.  

1.7  SW respond to the question.  

 

Review/Assessment: 

 

 

 

 
1.2 TW observe the student’s ability to answer 

the question, which will determine if the student 

is understanding.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Connections to Prior Knowledge/Building Background Information: 

TW (with a co-worker or other student) model an introduction for the student. 

SW observe the role play. 

TW ask the students how they make introduction in their own languages. 
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2. SWBAT introduce another person.  

 

 

 

 

 

 

 

 

1.8  TW reply with “Nice to meet you” and will shake the 

student’s hand. 

1.9  TW write the phrase “Nice to meet you” on the board. 

1.10  TW say the phrase “My name is ________and then 

write her name in the blank on the board. 

1.11  TW ask the student “What is your name?” and have 

the student write his/her name in the blank as s/he says 

“My name is __________.” (The student may need 

assistance in writing his or her name). 

1.12  TW respond to the student, saying “Nice to meet 

you.” 

1.13  TW switch roles with the student. The student will 

ask the teacher “What is your name?” and will end the 

conversation with the phrase “Nice to meet you!” and 

shake the teacher’s hand.  

2.1 TW show students the pictures of the man and woman. 

She will point to the picture and say “His name is 

______” and “Her name is __________”. 

2.2  TW point to herself and say “My name is 

_________.” She will point to the pictures and say 

“His name is _______” and “Her name is ________”.  

2.3 TW post the pronoun cards on the board and have 

student repeat each word.  

2.4 TW write the following phrases on the board 

underneath the correct pronoun card: “His name is 

________.” “Her name is ____________.” “My name 

 

 

 

 
 

 

 

 

 

 

1.11 TW assess the student’s understanding of 

the conversation by observing his/her ability to 

respond to the questions.  

 

 

 

 

 

 

1.13 TW assess the student’s understanding of 

the conversation by observing the student’s 

ability to say the phrases in the correct order.  
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is___________.” “Your name is ____________.” 

2.5 SW say each phrase out loud with the teacher and say 

the correct name with the teacher as she write it in the 

blank.  

2.6 TW ask a student, “What is your name?” 

2.7 SW respond to the question. 

2.8 TW point to the picture of the man and say “What is 

his name?” and will reply with “His name is 

_______”. The teacher will repeat this with the second 

picture (e.g. Her name is ________). 

2.9 TW ask the student “What is his/her name?” and point 

to a picture. 

2.10  SW respond with the correct phrase. 

2.11  TW assist the student in completing the pronoun 

worksheet (reading the worksheet aloud, but allowing 

the student chose the correct pronoun from the word 

bank and write the word in the blank) 

2.12  SW role play the following conversation with the 

teacher: 

T: My name is ______. What is your name? 

S: My name is _________. 

T: Nice to meet you. (Shake hands). 

T: (pointing to card) What is his/her name. 

S: Her name is _________. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

2.11 TW assess student’s understanding of the 

pronouns by observing his/her ability to 

complete the pronoun worksheet.   

 

2.12 TW assess student’s understanding of the 

key vocabulary involved in introduction by 

observing his/her ability to successfully 

complete the role play.  
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3. SWBAT use specific workplace terms in 

their introductions (e.g. supervisor, boss, 

co-worker).  

3.1 TW use the photos of the workers and the workplace 

flowchart (e.g. supervisor and co-worker) to introduce 

these terms to the students. Discuss with the student 

what makes a supervisor a supervisor by observing 

what the supervisor is wearing, what he is doing and 

by using synonyms for supervisor (e,g, boss). Do the 

same with the pictures of the co-workers, 

 

3.2 TW use the photos to role play a conversation. “This is 

Mark. He is a supervisor.” This role play can be 

repeated with the co-worker photos as well. 

 

3.3  SW follow the teacher’s example and introduce the 

co-worker(s) and supervisor to the teacher. “This is 

Marsha. She is my co-worker”. 

 

3.4  SW respond appropriately to the introduction by 

saying “Nice to meet you.”         

 

 

 

 

 

 

 

 

 

 

 

3.4 TW assess student’s understanding of the 

workplace vocabulary by observing his or her 

ability to successfully complete the role play.  

 

 

 

 

 

 

 

 

Wrap-up: SW work with the teacher to fill out their own workplace flowchart, describing who they work with. 
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Modifications 

 Beginner: May participate in all activities. You may want to do the third language objective as a separate lesson. 

 Intermediate: May participate in all activities.  

 Advanced: Depending on language level, you may spend more time on the third objective. You could expand the workplace vocabulary 

to include other people that the student may encounter in the workplace (e.g. secretary, human resources director, manager, team leader, 

etc.)  

Supplemental Activities and Suggestions 

 You can modify this lesson by using more photos or cutouts to mime various introduction role plays. In addition, you can role play 

introductions yourself with the student. If possible, you can also take the student around the tutoring center and introduce him or to others who 

work there or who are being tutored there. 

 If your student is able to write, you may write out the introduction process and have a written conversation to practice the vocabulary.  

 You may consider bringing in photos of employees from your own workplace and “introduce” these people to your student. Or you may bring 

in photos of your family and “introduce” your student to your family members. You student may also bring in pictures and introduce his or her 

family members as well.  

 As an extension of some of the vocabulary in this lesson, you may choose to explain how a work team is organized. This would introduce 

more workplace vocabulary to your student.  

 

 

 

 

 

 



Key: SW=Students will; TW=Teacher will; SWBAT=Students will be able to… 

 

6 

© Casey Trask  

People/Pronouns Flashcards and Pictures 

 

    

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

My Your Her His 

George 

Anna 
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Pronoun Worksheet 

 

Write the correct pronoun in the blank.  

1. Hello!  _____ name is _________. What is your name? 

2.     _______ name is Sara. 

 

 

3.     This is my friend. ______ name is Dan. 

 

 

 

 

Sara 

 

Dan  

My      Your    His     Her 
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4. My name is Charlie. What is ______ name?  

 

5.     ______ name is John.   

 

 

  

6. ________ name is ___________.  

7.   

 What is ______ name? His/Her name is Mary. 

 

 

 

John 

 Mary 
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8.   What is _____ name? ______ name is Kevin. 

 

9. Your name is ___________. 

 

10. Hello! ____ name is ________. 

 

What is _______ name? 

 

______ name is _________. 

 

 

Kevin 
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Mark is a supervisor. 

 

Marsha and Tim are co-workers. 

 

Mark, Marsha and Tim work at a 

manufacturing company.  
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Workplace Flowchart 1 

Employer 

 

 

    Supervisor 

 

 

 

 

           Your name        Co-Worker 

 

   Co- Worker       Co-Worker 

 

  

                                                           
1
 Workplace flowchart adapted from “At Work in the U.S.: Reading and Language for Job Success. Lesson 3” Classmates and Co-workers, p. 26.  

Manufacturing Company 

Mark 

Tim  

Marsha  
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 My Workplace 

            Employer 

 

 

          Supervisor 

 

 

 Your Name        Co-worker 

 

  

                               Co-worker       Co-worker 
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SIOP Lesson: Greetings                         Lesson : (G1,O1)     

Description: The student will learn basic greetings and practice these through role play. The student will be able to also use their knowledge of 

greetings in their introductions.  

Key Vocabulary: hi/hello, how are you? how is he/she?, how are they? good/happy; 

fine/well/ok; not well/sick/ill, good morning, good afternoon, good evening 

Materials: pictures/scenes of people depicting good/fine/well, not well and sick; 

marker board, dry erase marker, emotions worksheet. 

 

 

  

Language Objective: 
1. SWBAT use and respond to 

appropriate greetings.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Meaningful Activities: 
1.1 TW continue to model the Hello/Hi! And “How are you?” 

greetings with a student, using the previous lesson‟s vocabulary. 

The conversation will be as follows: 

Teacher: Hi! My name is ______. What is your name? 

Student: My name is ________. 

T: Nice to meet you, ________. How are you? 

 

1.2 TW write the phrase, “How are you?” on the board and read 

the phrase out loud to the student.  

1.3 SW repeat the phrase out loud. 

1.4 TW post the scenes depicting the emotions on the board. 

1.5 TW role play the conversation using the phrase written on the 

board by pointing to the phrase “how are you?”, reading it out 

loud and then using each of the picture cards to respond (e.g. 

I‟m good, I‟m fine, I‟m well, I‟m not well, I‟m sick).  

1.6 TW will mirror her own facial expressions after the pictures to 

Review/Assessment: 
1.1 Teacher will observe students‟ response to the role 

plays, which will show if they remembered the previous 

lesson‟s vocabulary. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Connections to Prior Knowledge/Building Background Information: 
TW review vocabulary from previous lesson through initiating a role play with the student, starting with the phrases “Hello. My name is ________. What is your name?” 

SW participate in the review role play with the teacher.  

TW review other “Introduction” vocabulary with the student as needed (his/her/my/ your name; nice to meet you; co-worker and supervisor). 

TW ask a student “How are you?” 
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model the expression. 

1.7 TW instruct the students to repeat the name of the emotions 

out loud, as she points to each picture.  

1.8 TW ask the student “How are you?” 

1.9 SW respond to the question.  

1.10 TW post pictures of men and women depicting various 

emotions on the board. These pictures will be labeled so that 

each character has a name.  

1.11   TW ask students “How is he/she?” indicting the card she is 

referring to. She will write the phrase “He/she is” under the 

corresponding cards. 

1.12   SW respond using the correct pronoun and emotion. (e.g. 

“He/she is good, fine, well, not well, sick). 

1.13  TW introduce the phrase “They are” to refer to groups of 

people. 

1.14  TW role play an entire conversation with the students, 

building on phrases/vocabulary from previous lessons. 

T: Hi! My name is _______. What is your name? 

S: My name is ________. 

T: Nice to meet you! How are you? 

S: I‟m ______.   

 

1.15 TW switch roles in the conversation with the student. 

1.16 TW ask students about one of the people on the pictures. (e.g. 

What is her/his name? How is she/he?) 

1.17  SW respond with the correct adjective and pronouns that 

 

 

 

 
 

 

1.9 TW assess student‟s understanding of the 

vocabulary by seeing how the student responds to the 

question. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1.14 TW observe students‟ role play to see if they are 

integrating key vocabulary into their conversations. 

 

 

 

 

 

 

 

 

 

1.16 TW observe students‟ response to the questions, 

observing if students are able to use the correct phrases 

(My name is, how are you, etc.), adjectives (fine, well, 

not well, etc.) and pronouns (I, he, she).  
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correspond to the picture. 

1.18  TW introduce other greetings to the student using the pictures 

depicting morning, noon and night. Teacher will say “Good 

morning,” and then point to the „morning picture‟ (and so on 

until all greetings are repeated). 

1.19  SW repeat the greetings after the teacher. 

 

 

 

 

 

 

 

 

1.19 TW assess the student‟s understanding of the 

greeting by observing their ability to complete the role 

plays on the worksheet. 

 

 

 

Modifications 

 Beginner: Student may participate in all activities. 

 Intermediate: Student may participate in all activities. 

 Advanced: You may add other types of greetings to this lesson for the student (e.g. How are you doing? How is your day going). You 

may discuss the differences between formal and informal greeting. You may compare and contrast how the student may have greeted 

another person in their own culture. 

Supplemental Activities 

 As with the previous activity, you may take your student around the tutoring center and review introductions with the student with other 

students/employees in the building. You may have the student practice saying “how are you?” 

 The student may draw his or her own pictures of people and ask you “How is he/she?” In this way you could assess the student‟s 

understanding of the adjectives in these lessons. 

 

Wrap-up: 

SW complete the greetings worksheet. 
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Emotions 

 

 

 

 

 

 

 

 

 

 

  

 

Good 

Well 

Happy 

 

Fine 

Ok 

 

 

Not well 

Sick 

Ill 
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Ellie 
Sandy 

Jaime 

Molly and Emma 
Nathan 

Paul 
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John, Mike, Ana and Kim 

Polly 
Nicole 

David Talia 
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Good Morning 
Good Afternoon 

Good Evening 
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Emotions Worksheet 

Pretend you are greeting your co-workers. Use the words from the word bank to fill 

in the blank.  

 

 

 

1. Good ____________, Sally. How are you? I’m _____________.  

 

 

 

2. Good ___________, Paul. How are you? I’m _______________.  

 

 

 

 

morning  fine  well  not well  evening  afternoon  

sick   good 
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3. Good _____________, Ana. How are you? I’m ______________.  

 

 

 

4. Good _______________, Jen. How are you? I’m _____________.  

 

 

 

 

5. Good _______________, John and Laura. How are you? We are _____________. 
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Key: SW=Students will; TW=Teacher will; SWBAT=Students will be able to… 

SIOP Lesson: Letters                       Lesson : (G1, O2)    

Description: Students will be introduced to the English alphabet. They will learn to name, identify and write letters.   

Key Vocabulary: letter(s), name.  Materials: letter strip, letter lists, letter cards, letter tracing worksheets. 

 

 

Language Objective: 
1. SWBAT name, identify and write letters. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Meaningful Activities: 
1.1 TW show the student the letter strip. 

1.2 TW ask student to read any of the letters on the strip.  

1.3 If the student is unable to name letters on the strip, the teacher 

will go through each letter and the students will repeat the 

letter after her. 

1.4  SW repeat the names of the letters after the teacher. 

1.5 TW show the student the letter cards, along with the picture 

card that has an object that starts with the letter sound. TW say 

the letter name, the letter sound and the name of the objects 

out loud (emphasizing the letter sound). 

1.6 SW repeat the letter name, letter sound and word after the 

teacher. 

1.7 TW set up a memory game with the letters. The teacher will 

model the memory game for the student, trying to match the 

picture of an object with the correct letter sound. 

Review/Assessment: 
 

 

1.2 TW assess student ability to 

name/identify letters by observing their 

ability to name the letters and the letter 

sounds. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Connections to Prior Knowledge/Building Background Information: 

TW ask the student if they know how to write their name. 

TW ask the student when and for what the student had needed to write their name and other personal information. 
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Modifications 

 Beginner: May participate in all activities.  

 Intermediate: May participate in all activities.  

 Advanced: May participate the majority of activities, though more emphasis may need to be place on developing writing skills.  

Supplemental Activities 

1.8 SW play the memory game with the teacher and will say the 

letter name and object name out loud as her/she turns over 

each card. 

1.9 TW say his or her name and then spell his or her name using 

the alphabet cards. 

1.10  SW say his or her name and then spell his or her name using 

the alphabet cards.  

1.11 TW work with the student to complete a letter tracing 

worksheet.  

 

1.8 TW assess the student’s ability to 

remember and say the letter names by 

listening to how the student pronounces the 

letters and words. 

 

 

 

 

 
 

 

1.11 TW assess the student’s ability to write 

letters by watching how s/he does with the 

tracing worksheet. 

 

 

 

Wrap-up: 

If needed, TW give the student other letter tracing worksheets to practice writing the letters at home.  
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 Locate a picture dictionary (in print or online) and use the pictures to review letters and words that start with specific sounds or letters. 

 With the student, write the objects that you see around the room onto index cards. Then, sort these words into piles according to what 

letter they start with. You may also choose to write down a list of workplace objects or obtain pictures of workplace objects and have the 

student sort these alphabetically as well. 

 If the student continues to need practice in forming the letters, continue using tracing worksheets in the other lessons. Also, you may 

choose to have students write out conversations or key vocabulary.  
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Alphabet Strip and Cards 

A  B  C  D  E  F  G    H  I 

J  K  L  M  N  O  P   Q 

R  S  T  U   V   W  X   Y 

Z 
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 D E F 

A B C 

G H I 
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J K 

M N O 

P Q R 

S T 

L 

U 
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V W X 

Y Z 
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Tracing Worksheets 

 Laternfish: http://bogglesworldesl.com/alphabet_worksheets.htm 

 ESL Writing Wizard: 

http://www.writingwizard.longcountdown.com/handwriting_practice_worksheet

_maker.html 

Other Alphabet Resources 

 Simple Photographic Dictionary: http://photographicdictionary.com/ 

 ESL Flashcards: http://www.eslflashcards.com/ 

  

http://bogglesworldesl.com/alphabet_worksheets.htm
http://www.writingwizard.longcountdown.com/handwriting_practice_worksheet_maker.html
http://www.writingwizard.longcountdown.com/handwriting_practice_worksheet_maker.html
http://photographicdictionary.com/
http://www.eslflashcards.com/
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Key: SW=Students will; TW=Teacher will; SWBAT=Students will be able to… 

SIOP Lesson: Numbers (1-10)                         Lesson : (G1, O2)    

Description: Students will be introduced to the English number system. They will learn to name, identify and write numbers. They will create 

number flashcards and will play a game with the flashcards. Students will write their phone number, address and birthday on a personal 

information card.  

Key Vocabulary: number(s), count, write, phone number, address, street/apartment 

number, birthday  

Materials: number strips, index cards to make flashcards, markers, pictures that 

correspond to number amounts (see attached worksheets), number worksheet, local 

area map, calendar, local phone book, personal information card. 

 

 

Language Objective: 
1. SWBAT name, identify and write 

numbers. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Meaningful Activities: 
1.1 TW show the student the number strip. 

1.2 TW ask the student to read any of the numbers on the strips.  

1.3 If the student is unable to name numbers on the strip, the 

teacher will go through each number (in this lesson, 1-10) and 

the students will repeat the number after her. 

1.4 TW post pictures of number amounts (dots) on the board and 

will write the numbers one through ten on the board. 

1.5 After giving the student some index cards, the TW work with 

the students to create their own flashcards to help them learn 

the number names.  

1.6 TW write a number on the board (e.g. 1), will say the name of 

the number out loud and write the name of the number on the 

board.  

1.7 SW copy the number and number name on the board onto an 

Review/Assessment: 
 

 

1.2 TW assess student ability to 

name/identify numbers by observing their 

ability to name the numbers on the number 

strip.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Connections to Prior Knowledge/Building Background Information: 
TW ask the student if they know how to write their phone number, age or specific number.  

TW ask the student when and for what the student had needed to write this type of information. 
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index card.  

1.8 TW match the picture of the number with the number. 

1.9 SW draw the number amount on their flashcard.  

1.10  TW repeat this process for numbers one through ten. 

1.11 TW erase numbers from the board and leave only the pictures 

of the numbers. 

1.12  TW name a number and ask the student to hold up the 

flashcard that names this number and say the name of the 

number out loud.  

1.13 After doing this for number one through ten, TW have the 

student come to the board and point to a card on the board, 

name a number and lead the game. The teacher will then hold 

up the correct number flashcard.  (This step can be repeated by 

changing the game so that the student will have to match the 

written number name to the number, the amount to the number 

name or the number name to the amount, etc).  

1.14  TW show the student the number worksheet and assist the 

student in completing it. The teacher may also instruct the 

student to say the number names aloud as s/he writes them. 

1.15  TW show the student the personal information card, pointing 

out the particular places where the student will need to use 

numbers to fill in the information. Using the calendar, phone 

book and map, teacher will help the student understand the 

words “birthday,” “address,” and “phone number”. 

 

 Birthday- the teacher and student will locate their 

birthdays on the calendar. Together, the teacher and 

 

 

 

 

 

 

 

 

 
 

 

 

1.12 TW assess student ability to identify 

number names by observing their ability to 

hold up the correct flash cards.  

 

 

 

1.13 TW assess the student’s ability to 

produce number names by observing their 

ability to say the number name and “quiz” the 

teacher. 

 

 

 

 

 

1.14 TW assess the student’s ability to write 

the numbers by watching them complete the 

worksheet. If needed, the student may 

complete the number tracing worksheet.  

 

 

1.15 TW assess the student’s ability to apply 

their knowledge of numbers by observing 

their ability to fill out the information card.  
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Modifications 

 Beginner: May participate in all activities. May need more practice in tracing numbers.  

 Intermediate: May participate in all activities. You may teach these students the number 10-20 as well and modify the activities to reflect 

this. 

 Advanced: May participate in all activities. May move on to number 20-100. Practice and identify place values with these students (tens, 

hundreds, thousands, millions). 

 

 

 

student will count the months and write down which 

month their birthday falls on. The teacher will assist 

the student in writing their date of birth on the card. 

 Phone Number- The teacher and student will look 

through the phone book together to locate their own 

phone numbers and/or the phone numbers of 

friends/companies. The teacher will assist the student 

in wring their phone number on the card. 

 Map/Phone book- The teacher and student will use 

the map to locate their street. The teacher will assist 

the student in writing their address on the card.  

 

Wrap-up: 

SW be asked to memorize the information they put down on their personal information card.  
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Supplemental Activities 

 Bring small objects (e.g. coins, play money, marbles) for your student to count. You may create stations around the room where the 

student needs to count the objects and report the numbers of objects to the teacher or write the number of objects down. 

 Have your student participate in a “missing numbers” game. Write a set of numbers in order on the board. However, leave one number out 

of the sequence. Instruct students to find the missing number. 

 Play number BINGO. Students can create their own BINGO boards by writing numbers in the slots themselves. Students can take turns 

calling numbers.  

 Use calendars, maps and other real life objects to help your student practice numbers. 

o Calendar- teach the student the number names for each month (September is the 9
th
 month) and teach your student how to write 

the date in variety of ways (9/1/11, September 1, 2011, 9-1-11). 

o Maps- Use maps to teach students the significance of street numbers and house or apartment numbers. Go for a walk around town 

with your students and have them read and indentify street numbers and house or apartment numbers.  
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Number Strips and Cards 

 

1 2 3 4 5 6 7 8 9 10 

  

 
four five 

six 

one two three 

seven 
eight nine 
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ten . 

… …. ….. 

…… ……. …….. 

……… ………. 

.. 
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Number Worksheet 

Count the dots. Write the number and number name next to the dots. 

Dots Number Number Name 

. 
 

1 

 

one 

.. 
  

… 
  

....  
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….. 
  

…… 
  

…….. 
  

…….. 
  

……… 
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………. 
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Personal Information Card 

Name ___________________________________________________ 

  First    Last                                     Middle Initial  

   

Address _________________________________________________ 

   Street  Apt. No.   City  State  Zip Code  

 

Phone Number _________________      Date of Birth (D.O. B) ___________ 
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Numbers Resources 

 Numbers Flashcards- ESL Flashcards: http://www.eslflashcards.com/ 

 Tracing Worksheets- Laternfish: 

http://bogglesworldesl.com/number_spelling_worksheets.htm 

http://www.eslflashcards.com/
http://bogglesworldesl.com/number_spelling_worksheets.htm
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SIOP Lesson: Basic Information                         Lesson : (G1, O3)    

Description: The student will be able to recite their name, address and phone number. They will fill out a personal information card and use this 

card to fill out the first half of a mock job application.  

Key Vocabulary: apply\application, spell\write, address (house number, apt. 

number, state) name, phone number, zip code.  

Materials: Map, phone book, calendar. Basic information card. Interview 

question cards. Sample forms (a variety of job application forms).  

 

 

Language Objective: 
 

1. SWBAT recite their name, address, 

date of birth and phone number.  

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Meaningful Activities: 
1.1 TW ask the student(s): “What is your name?” After the student 

replies, the teacher will ask: “Can you spell/write that for me?”  

1.2 SW say his/her name and spell it for the teacher.  

1.3 TW model the use of the basic information card by reading 

each section and filling out the form. If review is needed, the 

teacher may use real life objects (phone book, maps, etc.) to 

provide context for vocabulary on the card.  

1.4 SW fill out the personal information card. 

1.5 TW use the interview cards to ask the student the questions 

about their personal information, as if they were doing a mock 

introduction or phone call.  

1.6 SW answer the teacher’s questions. 

1.7 TW give the student a sample job application or other type of 

work form. The teacher will point out the name, phone 

number and address sections of the form.  

Review/Assessment: 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1.6 TW listen to the student’s ability to 

answer the questions.  

 
 

 

 

Connections to Prior Knowledge/Building Background Information: 

TW review the numbers and letters with the student. 

TW review the vocabulary words “address, phone number and birth date” using the personal information card and map, phone book and calendar from the numbers 

lesson.  

TW ask student if s/he has ever applied for a job and what s/he had to do to get a job. TW explain the meaning of the word “apply”.   
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Modifications 

 Beginning- May participate in all activities. You may review the numbers and letters lesson with the student prior to beginning the lesson. 

 Intermediate- May participate in all activities. 

 Advanced- May participate in all activities. You may supplement this material with other types of forms (see the supplemental activities). 

 

 

Supplemental Activities  

 If possible, try to get some samples of forms that your students may encounter in their specific workplace. Go over these forms with the 

student, simplifying the language of the forms if necessary to help students understand their meaning.  

 You can extend this lesson by discussing with the student other vocabulary found on other sections of the job application worksheets. 

Though some of this vocabulary will be covered in other lessons, starting on this vocabulary now will help build background for the 

coming lessons.  

 1.8 TW use a sample form  to model how to fill out the name, 

phone number and address section on the form.   

1.9  SW fill out a variety of the sample work forms.  

 

 

 

1.10 Eventually the TW give the student a 

form and expect him/her to locate the 

name, address, phone number and date of 

birth section themselves and fill them in 

themselves.  

 

 

Wrap-up: TW instruct students to review their basic information cards and practice saying the information so that they can memorize the information.  
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o More key vocabulary: W-4 form, Insurance Card, Social Security Number, Work History, Education, Marital Status 

o To help teach students this vocabulary, you may create a set of flashcards that contain a word and picture that the student may 

draw to help him or her remember the meaning of the word.   

 You may review material in this lesson, along with the material taught in the greetings and introductions lessons, by running mock 

interviews or mock phone calls.  
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Interview Cards  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

What is your name? 

What is your first name? 

What is your middle initial? 

What is your last name?  

What is your address?  

House number or Apartment 

number? 

Street number?  

Street name? 

City or town? 

Zip code? 

 

What is your phone number? 

What is your date of birth?  

What month were you born? 

What day were you born? 

What year were you born? 
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Basic Information Card 

 

 

Personal Information Card 

Name ___________________________________________________ 

  First    Last                                     Middle Initial  

   

Address _________________________________________________ 

   Street  Apt. No.   City  State  Zip Code  

 

 

Phone Number _________________      Date of Birth (D.O. B) ___________ 
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Sample Work Forms  

 The best way to teach this portion of the lesson would be to get job application 

forms and other workplace related forms from places in the surrounding local 

businesses. This will make the practice feel more real and legitimate for the 

student. Best case scenario would be to help the student to fill out an application 

for a job that he or she would be interested in and use this in teaching the 

lesson. 

 If you are unable to find satisfactory job applications, you can print some online 

applications.  

 To extend the lesson and to review other workplace vocabulary, you may also 

bring in sample tax forms, insurance cards and social security cards.  
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SIOP Lesson:  Ask for and give directions                      Lesson : (G1, O4)   

Description: Students will learn basic directions. Students will describe the location of people and places in a building. Students will learn how to ask for 

directions and will give directions.  

Key Vocabulary: left, right, up, down, where, next to, I’m looking for 

________..., can you help me?, Where is _______, I/you/he/she is in. 

Materials: marker board, dry erase marker, drawing of a building layout with 

specific rooms, pictures of student and teacher and others to be placed in the 

specific rooms,  key vocabulary (right, left, up, down) written on strips.  

 

 

  

Language Objective: 
1. SWBAT ask for and give directions.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Meaningful Activities: 

 
1.1 TW post the direction arrows on the board and say the words 

aloud, pointing in the correct direction as she says the word. 

1.2 SW say the word with the teacher and move their arm in the 

correct direction.  

1.3  TW say a direction out loud and instruct the students to 

move their arms in the correct direction. 

1.4 SW switch roles with the teacher and call out directions so 

that the teacher must point in the correct direction. 

1.5 TW look at the building layout with the student (or you and 

the student may work together to draw one). 

1.6 TW read the names of the rooms with the student and 

describe the purpose of each room. 

1.7 TW ask the student if any of the names of the rooms are 

familiar.  

1.8 TW write the following cloze sentence on the board. “Where 

is ___________?” “________ is in the ____________” 

1.9 TW model the completion of these sentences. “Where is Ed” 

(points to Ed) “Ed is in the breakroom.”  

Review/Assessment: 
 

 

 
 

 

 

 

1.3 TW observe the student’s ability to understand 

the direction words by seeing if they move their 

arms in the correct direction. 

 

1.4 TW observe the student’s ability to reproduce 

the vocabulary.  

 

 

 

 

 

 

 

 
 

 

 

 

 

 

Connections to Prior Knowledge/Building Background Information: 
TW ask student if he or she has ever gotten lost or has needed to ask help to find someone or something in the workplace 

SW reply to question 

TW explain that today they will be studying words that help you ask for and give directions 
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1.10 TW ask the student to complete the cloze sentences, asking 

the student to answer the question “Where is (character 

name)?  

1.11 TW move the characters so that students must create new 

sentences.  

1.12 TW write a new cloze sentence on the board “Where is the 

breakroom?” It is next to the cafeteria.”  “Where is the 

production room? It is next to the breakroom?” 

1.13 TW model a few more cloze sentences about the location of 

rooms for the student. 

1.14 SW provide their own answers to the cloze sentences, 

prompted by the questions asked by the teacher.  

1.15  SW take over the cloze activity, asking a question to the 

teacher (e.g. Where is the breakroom?). 

1.16  TW have the student “help” a certain character to get to a 

certain location. The teacher will model the following 

conversation with the student. 

T: Hello, (student name). How are you? 

S: I am well. How are you? 

T: I am well. I am new here. Can you help me find (name of 

room)? 

S: Yes, the _______________ is  (next to, to the right/left of, 

down the stairs).  

1.17 SW  switch roles with the student 

1.18 Along with the role play, TW work with the student to write 

a list of phrase that allow the student to ask for help (where is the, 

can you help me?, can you help me find). They may also make a 

list of phrases that indicate direction (to the left/right of, next to, 

down the stairs).  

1.9  TW assess students’ understanding of location 

by observing their ability to complete the cloze 

sentences.  

 

 

 

 

 

 

 
 

 

 

 

 

 

1.14 TW observe the student’s understanding of the 

location vocabulary by listening to his or her 

response to the cloze sentences. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1.17 TW assess student’s understanding of the 

vocabulary by observing his or her ability to 

complete the role play.  

 

 

 Wrap-up: SW describe to the teacher the location of the tutoring center (to the left of… to the right of…next to). 
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Modifications 

 Beginning: May participate in all activities. Teacher may choose to use a simpler floor plan. 

 Intermediate: May participate in all activities. 

 Advanced: The student may draw a floor plan of their own home or workplace and then “guide” you through it using the direction words.  

Supplemental Activities 

 You may modify the activities so that student learns how to talk about the location of objects. To accomplish this, you and the student may 

bring in objects that are regularly encountered in the student’s workplace.  

 Using a community map, the teacher and student may role play asking for directions and giving the directions needed to get to a certain place 

in the community. This could involve a lesson in which the student and teacher talk a walk around town. 
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Building Floor Plan 

Manufacturing Company 11 

 

 

 

                                                           
1
 Chao Center Manufacturing Facility. Floor plan retrieved from http://www.thechaocenter.com/facilities/index.asp.  

http://www.thechaocenter.com/facilities/index.asp
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Store2 

 

  

 

 

                                                           
2
 The Health Rabbit. “Marketing Tricks @ Grocery Stores.” Retrieved from: http://www.thehealthrabbit.com/705991321/marketing-tricks--the-grocery-store/.  

 

http://www.thehealthrabbit.com/705991321/marketing-tricks--the-grocery-store/
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Office Building3 

 

 

  

                                                           
3
 Pacific Tower Suite 309. “Office Layout.” Retrieved from http://pacifictower.wordpress.com/.  

http://pacifictower.wordpress.com/
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Characters 

                                

 

 

Direction Strips 

 

 

 

 

 

 

Mary Ed Carl Liz 

Right Left 

Up Down 
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SIOP Lesson: Confirming Information                         Lesson : (G1, O5)    

Description: The student will be able to confirm and correct information, including personal information. The student will also be able to ask for 

clarification. One of the primary goals of this lesson is to help students become comfortable and familiar with the pattern of conversations that 

may require them to clarify or confirm information. Much of this lesson can also function as a review of the “Basic Information” lesson and may 

be supplemented by a review of the “Ask for and Give Directions” lesson.  

Key Vocabulary: Is that right/correct, that is correct/not correct, what?, could 

you repeat that? Could you speak more slowly? Yes/no.  

Materials: Student’s and teacher’s basic information card filled out incorrectly.  

 

 

Language Objective: 

 
1. SWBAT confirm and correct information.  

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Meaningful Activities: 
1.1 TW show student a basic information card with the student’s 

information filled in on the card. On the card she will have 

written a variety of things incorrectly (spelled the student’s 

name wrong, wrote her phone number in the address section, 

etc.).  

1.2 TW point to a portion of the card that she has done 

incorrectly, read it out loud and ask the student: “is this 

correct?” or “is this right?”  

1.3 SW respond to the question. 

1.4 If the student is unable to answer the question or answers 

incorrectly, TW prompt the student by asking them the 

question again and then nodding yes or no. 

1.5 TW say “no it is not correct” and then ask the student to 

correct the information (e,g, “what is your name, how do you 

Review/Assessment: 
 

 

 

 

 

 

 

 

 

 

1.3 TW assess the student’s understanding 

of these phrases by observing how and if 

s/he responds.   

 

 

 

 

 

 

 

 

Connections to Prior Knowledge/Building Background Information: 
TW ask the student if s/he has ever been in a situation where s/he had to correct someone, repeat information and/or ask someone to repeat information. 

SW describe the situation.  

TW explain that today they will talk about how to correct and confirm information (make sure the information is right).  
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spell that?”). 

1.6 SW correct the name on the information card.  

1.7 TW point to the corrected information and ask: “is that 

correct?”  

1.8 SW respond with a yes or no. 

1.9 TW repeat steps 1.1-1.8 with the student and ask them about 

the other incorrect parts of the information card. Each time 

asking the student a variation of the question: Is that correct? 

Is that right?”  

1.10  TW write out the conversation on the board. 

T: Is this your name? 

S:  No. My name is (student name).  

T: (teacher re-writes name) Is this correct? 

S: Yes 

1.11SW work with teacher to create a definition for the words 

correct/incorrect, wrong/right.  

1.12 SW switch roles with the teacher and will ask the teacher 

questions about her own basic information card.  

1.13 TW have the following conversation with the student: 

T: What is your phone number? 

S: (recites phone number) 

T: What? Can you repeat that? Can you speak more slowly? 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1.12 TW assess the student’s 

understanding of the vocabulary and of the 

conversation flow by observing how they 

complete the role play.  
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Modifications 

 Beginning- May participate in all activities.  

 Intermediate- May participate in all activities. 

 Advanced- May participate in all activities. May add supplemental activities to the lesson (see below).  

 

Supplemental Activities  

 Using some of the situations you and the student discuss in the “wrap-up” activity, you and the student could role play other discussions 

that deal with these situations where the student needed to confirm information or ask for help in understanding information. 

S: (Repeats information) 

1.14 SW work with the teacher to create a definition of the word 

repeat.  

1.15 TW ask the student other personal information questions and 

then ask them to repeat the information.  

1.16 SW work with the teacher draw pictures depicting the 

important phrases reviewed in the lesson: Is that correct? That is 

correct/not correct/right/wrong. Can you repeat that? Can you 

speak more slowly?   

 

 

 

 

1.15 TW assess the student’s 

understanding of the word “repeat” by 

observing how the student responds to the 

questions.  

 

 

 

Wrap-up: SW brainstorm with teacher other situations when he or she needs to confirm information. They may also brainstorm other ways to ask for help 

and clarification of information.  
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 You could supplement this activity by asking the student to confirm directions, thereby reviewing some of vocabulary of the “Ask for and 

Give Directions” lesson. Using the floor plans or maps from this lesson, you could talk with the student about a false set of directions, 

asking him or her to correct your mistakes. 
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Basic Information Card 

 

 

 

Personal Information Card 

Name ___________________________________________________ 

  First    Last                                     Middle Initial  

   

Address _________________________________________________ 

   Street  Apt. No.   City  State  Zip Code  

 

 

Phone Number _________________      Date of Birth (D.O. B) ___________ 
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Unit 2  

 

Goal 2: Students will gain a basic understanding of the U.S. workplace culture. 

 

Objectives: 

1. SWBAT talk about the job search process. 

2. SWBAT to talk about past work experiences. 

3. SWBAT to respond to basic questions commonly asked in a job interview. 

4. SWBAT to talk about work schedules. 

 

This unit begins to address some of the specific language skills that your students will need to obtain a job. The 

lessons in this unit were written so that they could be flexible to your student’s needs. There is a lot of 

information and language packed into each lesson, so you may focus on the specific skills that you and your student 

feel are most important. The activities in the lessons are meant to be jumping off points for you and your student 

as you seek to equip your students to understand how to navigate finding a job in the U.S. As you work with these 

lessons, take care to understand the work experiences and knowledge that your student already has and work with 

them to build on these experiences and knowledge. Some of these lessons may be difficult for beginning students, 

but by choosing a specific activity to master in each lesson may help them build their confidence in looking for a 

job and navigating the workplace culture in the U.S.  
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SIOP Lesson: Looking for a Job     Lesson : (G2,O1)                                                      

Description: Students will learn a variety of ways to look for and apply for jobs.  

Key Vocabulary: apply/application,  help wanted ads, job opening, salary, 

resume, cover letter, call, interview. 

Materials: Pictures of a newspaper, computer, group of friends talking, help 

wanted sign; sample job ad, job sequence cards, prompt cards, sample job 

application, resume and cover letter, phone to use in mock phone call.  

 

Language Objectives: 
1. SWBAT talk about the job search 

process.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Meaningful Activities: 
1.1 TW lay out pictures of things that people use to find 

jobs. 

 

1.2 SW read the name of each card with the student and 

will say whether or not s/he has used that specific 

medium to look for a job, responding to the teacher’s 

questions about the pictures on the card. (For example: 

“Have you looked for a job in the newspaper?” “Have 

you talked to your friends about finding a job?”) 

 

1.3 TW ask student what they have used the most in 

helping them find a job. 

 

1.4 SW respond. The teacher may use the following cloze 

sentence to aid their student in responding: 

 

I have used _______________to help me find a job. 

 

You may repeat this cloze sentence in order to 

emphasis this new vocabulary.  

 

1.5 TW read the sample job advertisement out loud, with 

the student following along.  

 

1.6 SW work with teacher to define the highlighted words 

in the sample job advertisement.  They will work 

Review/Assessment: 

 

 

 
 

 

 

 

 

 

 

1.3 TW assess the student’s 

understanding of these search words by 

observing how they use them in their 

response.  

 

 

 

 

 

 

 

 

 

 

 

 

Connections to Prior Knowledge/Building Background Information: 
TW ask the student if s/he has a job or is looking for a job. 

SW discuss with the teacher how s/he is looking for a job or how s/he found a job. 

TW tell the student that today they will be learning some of the ways they can look for a job.  
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together to create flashcards of key vocabulary by 

drawing pictures of the definition on the flashcards. If 

possible, translate key vocabulary into the student’s 

native language. Key vocabulary includes words and 

phrases such as: send resume and cover letter, apply, 

call, salary, part-time, full-time, benefits, etc.  

 

1.7 TW picture flashcard to help the student understand 

the sequence of events that happen when you apply for 

a job. 

 

1.8 SW role play the sequence with the teacher, using 

stations around the room to show each stage. To assist 

in staging the role play, prompt cards may be used. 

Specific language skills may be practiced at each 

station.  

 

 

 

 

 

 

 

 

 

 

 

 

 

1.8 TW assess what the student may 

need to work on in this sequence. 

Questions to consider would be: Can the 

student use a variety of ways to look for 

a job? Can the student fill out a job 

application? Can the student mimic a 

phone call in which they accept a job 

interview?  

Wrap-up: 

TW ask the student where they feel confident in this process and where they do not.  

  

 

 

 



Key: SW=Students will; TW=Teacher will; SWBAT=Students will be able to… 

 

3 

© Casey Trask  

Modifications 

 Beginner: May participate in all activities. Because of the vocabulary rich nature of this lesson, you may want to split it up over a couple 

tutoring sessions. Focus on the basics with your student and pull out specific details and vocabulary to practice. 

 Intermediate: May participate in all activities.  

 Advanced: May participate in all activities. With these students you may focus more on the pattern of conversation and their ability to 

pronounce key words. You may practice conversations to help them make their conversation flow.  

Supplemental Activities and Suggestions 

 Break down this lesson into specific language goals that your student may need to work on. If your student does not want to apply for a 

job that requires a resume or cover letter, skip that portion of the lesson. Help students practice the language specific to the type of job 

they want. 

 

 The following site had many good resources and activities for assisting students in gaining job-related language skills: 

http://www.eslflow.com/jobandcareerlessonplans.html. 

 

 For this lesson, use as much authentic material as possible. Obtain job advertisement, application and resume and cover letter samples that 

would be of particular interest to your study. 

 

 Take a field trip to a career resource center. Go look at a real “help-wanted” bulletin board. Help students be aware of the organizations 

and places in the community that can help them in their job search.  

 

 Help students learn the basics of job hunting on the internet.  

 

 

 

 

 

http://www.eslflow.com/jobandcareerlessonplans.html


Key: SW=Students will; TW=Teacher will; SWBAT=Students will be able to… 

 

4 

© Casey Trask  

Finding a job flashcards: 

 

 

 

 

 

 

   

 

 

 

 

 

    

 

Help Wanted Signs and 

Bulletin Boards 

 

Newspaper 

 

 

Internet 

 

 

Talk to my friends 
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Sample Job Advertisement 

 You may clip job advertisements from the local newspaper prior to the tutoring 

session to use as sample advertisements in the session. 

 You may also go onto the internet and use any search engine to locate job 

advertisement. 

 There are a variety of sample job advertisements at the following site: 

http://www.careerfaqs.com.au/siteguides/sample-job-advertisement. 

 Look for specific job ads that will particularly interest your student.  

 

Finding a Job: Sequence Flashcards 

 

 

 

 

 

Look for a job 

 

Prepare cover letter and 

resume 

 

Have someone check 

your resume and cover 

letter 

 

http://www.careerfaqs.com.au/siteguides/sample-job-advertisement
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Fill out a job application 

 

Mail or Email your job 

application 

 

Wait a few days 

 

Call to confirm that they 

received your paperwork 

 

Wait for someone to call 

and set up an interview 

 

Go to the interview 
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Wait for someone to call 

and confirm that you got 

the job 

 

Enjoy your new job! 
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Prompt Cards 

 

 

 

 

 

 

 

  

 

 

 

 

Looking for a job: 

I am looking for a job. Are you hiring? 

Do you know where any place that is 

hiring right now? 

 

 

Preparing a resume or cover letter: 

Do I need to send in a resume or cover 

letter with my application? 

 

 

Checking your resume or cover letter: 

Can you help me check my resume? 

Can you help me write my resume? 

 

 

Filling out the job application: 

May I have a job application? 

I am finished. Where do you want me 

to put my application? 

To what address should I send my 

finished application? 
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Confirming that they received your 

paperwork: 

Hello, my name is ___________. I sent 

in a job application. I was wondering if 

you received it? 

 

Accepting an interview: 

Yes, I would like to come in for an 

interview. When can I come in? What 

day? What time? 

 

Going to an interview. 

Hello, my name is ___________. I am 

hear for an interview.  

 

Confirming that you want the job: 

Yes, I would like to take the job. 

Thank you! When do I start? What do 

I need to do next? 
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SIOP Lesson: Talking about Past Work Experiences
1
  Lesson : (G2,O2)                                  

Description: Students will learn to talk about past work experiences and their strengths and weaknesses.   

Key Vocabulary: work experience, work/worked, skills, strengths and 

weaknesses.  

Materials: Spanish-English Dictionary, occupations and jobs flashcards, 

questions worksheet, strengths and weaknesses T-chart.  

                                                           
1
 Adapted from Auerbach, E., & Wallerstein, N. (2004). Problem-posing at work: English for action. Edmonton: Grass Roots Press. Lesson 5, pp 44 “Working in 

a new Country.”   

Language Objectives: 

 

1. SWBAT talk about past work 

experiences.  
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Meaningful Activities: 

 

1.1 TW ask the student to describe any jobs that they 

had in the past. Also ask the student about how 

they gained the skills needed to do this job. If 

students are struggling to say specific words, the 

teacher may work with the student to look up 

these words in a Spanish-English dictionary. 

 

1.2 SW describe past work experiences. 

 

1.3 TW work with the student to write down key 

words and phrases that the student uses to 

describe their work experiences. You may use 

the following cloze sentence to help them 

describe their experience: “I was 

______________in my country”.  

 

1.4 If needed, to practice these key vocabulary 

words and phrases, TW read the words out loud 

and have the student repeat them. 

 

1.5 Using the mock questions worksheet, TW work 

with the student to help him or her create 

Review/Assessment: 

 

 

 

 

 

 

 

 

 

 

1.3 TW observe students ability to 

articulate their past work experiences 

effectively.  

 

 

 
 

 

 

 

 

 

 

 

Connections to Prior Knowledge/Building Background Information: 

TW layout the job and occupations flashcards and will ask the student if s/he has ever done one of these jobs. 
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sentences that describe their past work 

experiences and answer the questions and 

understand the key words highlighted in the 

questions.  

 

1.6 SW read these sentences aloud with the teacher. 

 

1.7 TW work with the student to create a dialogue 

using these sentences. 

 

1.8 SW practice the dialogue with the teacher. 

 

1.9 TW work with the student to help them 

memorize key phrases from the dialogue.  

 

1.10 TW show students the strengths and weaknesses 

T-chart. 

 

1.11 SW fill in the blank on the T-chat, using 

vocabulary describing their strength and 

weaknesses as related to their job abilities. 

 

1.12 TW work with the student to help them create 

phrases relating to their strengths and 

weaknesses. You may use the following cloze 

sentences to help students describe their 

strengthes and weaknesses: “I can _________.” 

And “I can’t _____________.” 

 

 

 

 

 

 

 

 

 

 

 

1.8 TW listen to the student participate 

in the dialogue and note the student’s 

strength and weaknesses in the dialogue 

(e.g. pronunciation, use of past tense, 

etc.). 
 

 

 

 

 

 

1.11 TW observe the student’s ability to 

talk about their strength and 

weaknesses. 
 

 

 

 

 

 

Wrap-up: 

TW will use the information learned about the student to help them discuss what kind of job they would like to look for. Ask the student how they can use the 

information they just discussed in looking for a job. 
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Modifications 

 Beginner: You may want to break this lesson into a few sessions. Focus on helping the student understand the questions in an interview 

that may relate to past work experiences and help them learn key phrases to use to respond to these questions. You may focus only on 

work experiences and skip the strength and weaknesses section altogether. You may also help the student complete phrases by giving them 

cloze sentences to complete.  

 Intermediate: May participate in all activities. Pay particular attention to if the student is using the correct tense in their phrases. 

 Advanced: If the student is able to generate phrases well, you may help them practice different ways to articulate these same phrases. 

Supplemental Activities and Suggestions 

 Create dialogues with your student that model both a good way and bad way to talk about their past work experiences, strengths and 

weaknesses. 

 

 If needed, help the student to distinguish between past tense verbs and present tense verbs.  

 

 Use what was taught in this lesson to help the student better develop their resume, if they are applying for a job that requires one. 

 

 Discuss with your student if they are able to use their education and job experiences they had while working in their home country in their 

current job (or if they would like to use their past experiences in their current job). Discuss what may be keeping them from doing this. 
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Occupation Flashcards 

 You may access job and occupations flashcards at the following 

site: Free ESL Flashcards 

http://www.eslflashcards.com/preview.php?id=45. 

Questions Worksheet2 

1. “Tell me about your most recent job.”  

2. “Where have you worked?” 

3. “Why did you leave your last job?” 

4. “What two or three accomplishments give you the most pride?” 

5. “How have your previous jobs and education prepared you for 

this experience?” 

                                                           
2
 Adapted from: http://www.wellesley.edu/cws/students/mockquest.pdf & 

http://www.ourfactsyourfuture.org/admin/uploadedPublications/2746_Interview_Act.pdf.  

http://www.eslflashcards.com/preview.php?id=45
http://www.wellesley.edu/cws/students/mockquest.pdf
http://www.ourfactsyourfuture.org/admin/uploadedPublications/2746_Interview_Act.pdf
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T-Chart  

Strengths Weaknesses 
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SIOP Lesson: Basic Interview Questions
1
    Lesson : (G2,O3)                                                      

Description: This lesson will allow students to combine information from previous lessons to answer basic job interview questions. Prior to this 

lesson you may want to review the greetings and introductions lesson with the student and the lesson on talking about past work experiences.     

Key Vocabulary: interview, strengths/weaknesses, work experience, current/past Materials: List of job interview questions, job interview worksheet, Spanish- 

English Dictionary.  

 

                                                           
1
 Adapted from:  http://www.thirteen.org/edonline/adulted/lessons/lesson11_activities.html 

Language Objectives: 

 

1. SWBAT answer basic interview 

questions.  
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Meaningful Activities: 

 

1.1 TW review with the student key phrases from 

previous lessons (e.g. what is your name, where 

do you work, etc.) 

 

1.2 TW tell the student that will be doing a mock 

interview today. The main theme they will be 

focusing on is how to introduce yourself and talk 

about yourself in an interview. If possible, choose 

a local company that interests the student and is a 

place where the student may want to apply.  

 

1.3 TW review the characteristics of this company 

with the student (e.g. what they produce, why the 

student would want to work there and what kind 

of job the student would want to do there). They 

may fill out the company profile together.  

 

1.4 SW role play an introduction with the teacher.  

 

T: Good morning. 

Review/Assessment: 

 

1.1 TW use this review to determine if 

the student needs more practice in 

particular areas. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1.4 TW observe the student’s ability to 

successfully complete the introduction.  

 

Connections to Prior Knowledge/Building Background Information: 

TW ask the student if s/he has ever done a job interview or has talked to a friend who has completed a job interview. 

TW ask the student how they feel about doing a job interview and what they would want to learn to help them through the process.  

 

 
 

 

 

http://www.thirteen.org/edonline/adulted/lessons/lesson11_activities.html
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S: Good morning. My name is ___________. I 

am here for a job interview. 

T: Good. Could you begin by telling me a little 

bit about yourself?  

 

1.5 TW break down the question: “Could you tell me 

a little about yourself” with the student by using 

the interview worksheet. 

1.6 SW practice their responses to the question. 

 

1.7 TW ask the student the next question: “Why do 

you want to work for this company?” and will 

help the student break down the question on the 

worksheet. 

 

1.8 SW practice their responses to the question. 

 

1.9 TW ask the student the last question: “Where do 

you see yourself in five years?” and will help the 

student break down the question on the 

worksheet. 

 

1.10 SW practice their responses to the question.  

 

1.11 SW participate in the entire mock interview.  

 

 

 

 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1.10 TW observe the student’s ability to 

answer the questions using the language 

they have studied during the lesson.  

Wrap-up: 

TW role play the entire interview with the student. 
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Modifications 

 Beginner: Again, you may break this lesson into many sessions. In order to help the student gain vocabulary specific to talking about 

themselves, you may choose to create a “My Story” book. The student could write simple sentences about themselves and draw 

illustrations about them to help them gain the vocabulary they need to talk about themselves. 

 Intermediate: May participate in all activities. You may want to review the meaning of the wh- question words (who, what, when, where, 

why) with the student  

 Advanced: May participate in all activities. Rather than using the cloze sentence worksheet, you may want to see if the student is able to 

generate answers to the questions on their own.    

Supplemental Activities and Suggestions 

 You may supplement this lesson plan by combining it with information from the previous lesson to provide a full practice for an interview.  

 

 You may choose to use this lesson to talk about adjectives and discuss ways of describing people, places and things.  
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Interview Worksheet2 

1. Tell me a little bit about yourself. 

I am from _________________. I like to _____________.  

(describe where you are from and some of the things you like 

to do.) 

2. Why do you want to work for this company? 

I would like to work for this company because 

______________. I am interested in ________________. I 

have experience in ______________________. I like 

_____________. 

(try to use information about the company you are applying for 

in your answer) 

 
                                                           
2
 Adapted from: http://www.wellesley.edu/cws/students/mockquest.pdf & 

http://www.ourfactsyourfuture.org/admin/uploadedPublications/2746_Interview_Act.pdf.  

http://www.wellesley.edu/cws/students/mockquest.pdf
http://www.ourfactsyourfuture.org/admin/uploadedPublications/2746_Interview_Act.pdf
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3. Where do you see yourself in five years? 

In five years I would like to _____________________. 

(if possible, connect your answer to the job you are applying 

for.) 

Company Profile 

 

Name: 

 

What it produces: 

 

What kind of job you want there: 

 

Why you want to work there:  
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SIOP Lesson: Reading a Schedule
1
                         Lesson : (G2,O4) 

Description: The student will be able to read a basic schedule and will be able to create their schedule. Prior to this lesson it may be beneficial to review the 

“numbers” lesson, if needed.  

Key Vocabulary: schedule, on/off schedule, lunch, break, on time, it’s time for, 

clock, calendar.  

Materials: mock work schedule, clock, calendar. 

 

                                                           
1
 Adapted from Auerbach, E., & Wallerstein, N. (2004). Problem-posing at work: English for action. Edmonton: Grass Roots Press. 

 

Language Objective: 

 

1.1 SWBAT talk about work schedules.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Meaningful Activities: 

1.1 TW show the student the mock work schedule. TW 

explain that a schedule helps a person know when s/he 

works and when s/he does not work. 

1.2 TW review the days of the week with the student.  

1.3 SW repeat each day of the week as the teacher reads 

them out loud.  

1.4 TW model how to read the schedule (e.g. Juan works 

on Monday from 8-3), using the clock and calendar to 

depict the time and the day.  

1.5 TW use the clock to teach the student vocabulary 

related to time (e.g. o’clock, am, pm). TW ask the 

student to read various times on the clock.  

1.6 SW model their understanding of the clock by reading 

the time on the clock and/or responding to the 

Review/Assessment: 

 

 

 

 

 

 

1.2 TW assess the student’s understanding of 

the days of the week by observing their ability 

to identify the days of the week.  

 

 

 

 

 

 

1.5 TW assess student’s understanding of the 

clock by observing students’ answers to her 

questions.  

 

 

Connections to Prior Knowledge/Building Background Information: 

TW ask student to describe his or her daily schedule.  
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Modifications 

 Beginner: May participate in all activities. You may use this scheduling activity to review number names with the students, with a specific emphasis on 

how to read the clock. You may also take the opportunity to teach students the days of the week.  

 Intermediate: May participate in all activities.  

 Advanced: May participate in all activities. You may use this lesson to discuss with the student what they would like their ideal work schedule to be like 

and the reasons they would want this specific schedule. You may also discuss obstacles to achieving this schedule.  

 

 

 

teacher’s questions about time (e.g. what time do you 

wake up in the morning)?  

1.7 TW work with the student to read the work schedule 

and to answer the questions on the schedule worksheet. 

 

1.8 SW use their understanding of the schedule to create 

their own work schedule (or ideal mock schedule) and 

answer the questions about their own schedule.  

 

 

 

 

1.7 TW assess the student’s understanding of 

the schedule by observing how he or she 

answers the questions on the worksheet.  

 

 

 

Wrap-up: 

SW verbally describe their schedule to the teacher.  
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Supplemental Activities and Suggestions 

 You may bring in other types of schedules for the students to read (e.g. bus schedules, class schedules). Try and use schedules that would be relevant to the 

student’s life experiences. 

 You may use this lesson to discuss with students the types of work and work schedule that they would like to have. You may discuss what kind of hours 

they would like to work, including which shift.  

 

Sample Schedule2 

 Sun Mon Tues Wed Thurs Fri Sat 

Juan  Day Off 8-3 8-3 8-3 8-3 8-3 OT 8-12 

Carlos 12-8 10-6 10-6 Day Off Day Off 7-4 8-4 

Leeann 8-3 8-3 7-2 10-6 8-3 OT 2-8 Day Off 

Nicole Day off 9-5 9-5 9-5 9-5 9-5 Day Off 

 

 

                                                           
2
 Adapted from Jablon, P. M., & Vacco, E. E. (2003). At work in the U.S: Readings and language for job success. Syracuse, N.Y: New Readers Press. 
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1. What time does Juan have to work on Wednesday? 

2. When does Nicole have her days off? 

3. When does Leeann work overtime? 

4. Who works with Leeann on Monday? 

5. What time does Carlos work on Friday? 

6. How many hours does Nicole work on Tuesday? 

Your Schedule 

 Sun Mon Tues Wed Thurs Fri Sat 

         

        

 

1. What time do you go to work? 

2. What days do you work? 
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3. What days do you have off? 

4. Do you get a lunch break? For how long? 

5. Do you get any other breaks? 

 



 

© Casey Trask  

 

 

Unit 3  

 

 Goal 3: Students will comprehend and use English vocabulary specific to working in a factory setting. 

 

Objectives: 

1. Students will be able to identify objects commonly seen in a factory setting.  

2. Students will be able to recognize the written names of objects commonly seen in a factory 

setting.  

3. Students will be able to comprehend and respond to commands related to these specific 

objects. 

4. Students will be able to produce commands related to these specific objects. 

5. Students will be able to recognize common safety signs used within a factory setting.  

 

This unit addresses some of the vocabulary and skills that your students would need if they were working in a 

factory setting. Because it is difficult to determine the exact vocabulary that your student would face in a specific 

factory, you may use these lesson plans to introduce some vocabulary and language that your student may see in 

such a setting. You may also use the basics of these lesson plans to adapt them to your student’s specific setting. I 

encourage you to locate specific objects or pictures of objects that your students encounter at work to help them 

learn the language. Some lessons within this unit can be adapted to other disciplines, such as the commands and 

safety sign lessons.  
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SIOP Lesson: Objects in the Workplace     Lesson 1: (G3,O1)    

Description: Students will be able to verbally identify objects they may encounter in a factory setting. They will use flashcards to help them learn some basic 

vocabulary words.  

Key Vocabulary: box, bag, machine, trash Materials: objects that represent key vocabulary words or/and pictures of 

key vocabulary words (2 pictures of each object, with name of object 

written underneath), tape, marker board, dry erase markers 

 

 

Language Objective: 
 

1. SWBAT verbally identify the objects from the 

key vocabulary list.  

Meaningful Activities: 

 
1.1 TW show the student flashcards of the objects (or the 

objects themselves if available).TW ask the student to 

name the objects using English if they can or their native 

language if they do not know the English word. 

1.2 SW name the objects. 

1.3 TW show the cards/objects to the students, name each 

object out loud in English and ask the students to repeat 

the name of each object. 

1.4 SW repeat the name of the objects. 

1.5 TW show the cards/objects to the students again and will 

name the objects out loud, tape the card to the board and 

write the name of the object under the card.  

1.6 SW say the name of the object after the teacher. 

1.7 TW point to each card/object and will instruct the student 

to say the word out loud with her. 

1.8 SW name the objects out loud with the teacher. 

 1.9 TW will point to each object/card and instruct the 

Review/Assessment: 

 
1.1 TW observe how many of the objects the 

students can name and what language they 

use to name the objects. 

 

 

 

1.3 SW will demonstrate their knowledge of the 

objects. 

 

 

 

 

 

 

1.9 SW name the object that the teacher points to. 

Connections to Prior Knowledge/Building Background Information: 

TW ask the students to describe any prior work experience they have had and what kind of materials/objects they worked with in that specific job. 

SW verbally respond to the question, naming the type of job(s) they have had and the material(s) they used within that job. 

TW explain that today we will be learning about objects that are specific to working in a factory. 
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Modifications 

 Beginner: May participate in all activities. With the “Big Picture” activity, focus on naming objects in the pictures (e.g. machine, girl, boy, man, etc). 

Focus on the pictures that show a factory setting.  

 Intermediate: May participate in all activities.  

 Advanced: May participate in all activities. Instead of simply naming the objects, have the students write sentences using the key vocabulary words. 

 

students to name the object. 

 1.10 TW tell the student that they are going to play a game 

called “memory” with the cards. The student will be 

shown that each card has a matching pair. The cards will 

be laid facedown on a table. TW model the “memory” 

game for the students and will flip over the cards, 

looking for matching pairs. As the teacher flips over 

each card, she will name the object. 

1.11  SW observe the teacher model the game.  SW will take 

turns playing the game with the teacher. 

1.12 TW show the student pictures from the “Big Picture” 

website. TW discuss these pictures with the student, 

identifying and naming relevant manufacturing 

vocabulary in the pictures. 

1.13 SW practice identifying and saying the vocabulary 

words found in the pictures. SW add these words to their 

personal dictionaries.  

TW observe the ability of the student to name 

the object without assistance. 

 

 

 

 

 

1.11 SW correctly verbally identify and match 

objects. 

 

 

 

 

Wrap-up: 

TW ask the student: have you ever been in a job in which you used some of these objects? 
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Supplemental Activities and Suggestions 

 There are many ways that you may supplement this lesson using the “Big Picture” materials. Below are some suggestions: 

o Compare and contrast two pictures from the website. 

o Discuss with the student the conditions in some of the factories represented in the pictures. Use this opportunity to discuss what kind of laws are in 

place in the United States that protect workers. 

o Discuss with the student they types of factories found in the pictures. Ask the student what he or she would want to do if she or he worked in a 

factory. 

 Below are three lists of manufacturing vocabulary. After discussing with your student their goals for this unit (e.g. improve communication at a factory job 

or work on the English skills needed to get a manufacturing job), choose words from these lists that you think would be most relevant to your student.  

 If your student currently works in a factory, do some research about what is made at this factory. Use your research to help you focus on specific 

vocabulary words you think the student would need to know. Ask the student to describe his or her job. Use their description to help you focus on specific 

language. Make vocabulary flashcards for these objects.  

 If possible, ask the student’s supervisor for pictures of equipment and objects used within the specific factory. You may also ask for permission to tour the 

factory and take notes on the language skills the student may need to succeed in the job.  

 

 

 

 

 

 

 



Key: SW=Students will; TW=Teacher will; SWBAT=Students will be able to… 

 

4 

© Casey Trask  

Manufacturing Flashcards                                                            
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Manufacturing Pictures 

“The Big Picture” http://www.boston.com/bigpicture/2009/02/at_work.html 

 Look at these pictures with your student. Discuss the objects in them and add relevant objects 

to the student’s personal dictionary.  

 

 

 

 

 

 

 

 

 

 

 

http://www.boston.com/bigpicture/2009/02/at_work.html
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Manufacturing Vocabulary Words-List 11 

antislip  

assemble-to-order product  

to assemble  

assembly - assembly process  

assembly line  

automation  

auxiliary materials  

backlog  

bar chart  

bar code  

batch  

breaking load  

bulk production  

by-product  

colleague  

computer-designed  

computer-integrated manufacturing  

consumption per unit  

continuous processing line 

custom-made goods  

defect  

to design  

designer 

direct cost  

direct product profitability  

distribution expenses  

to draw a plan  

dynamometer - tensile-strength tester  

electrostatic charge  

endurance test  

energy costs  

equipment  

equipment purchase  

factory  

factory overheads - industrial overheads  

to pack - to wrap  

packing - packaging  

packing department  

personnel management  

personnel rotation  

personnel turnover - personnel replacement  

piece-work  

piece - item  

pilot plant  

plant manager  

price tag  

processing method 

produce - to manufacture  

product 

product analysis  

product design  

product mix  

product range  

product specialization  

production - output  

production constraints  

production cost  

production cycle  

production factors  

production index  

production management  

production manager  

production methods  

production overheads  

production planning  

production potential  

production prices  

production process  

 

                                                           
1
 Retrieved from http://esl.about.com/od/businessenglishvocabulary/a/lx_production1.htm.  

http://esl.about.com/od/businessenglishvocabulary/a/lx_production1.htm
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Manufacturing Vocabulary Words- List 22 

faulty - flawed  

feasibility  

final inspection  

finished goods inventory  

finished product  

fixed manufacturing costs  

floor manager - department manager  

flow production  

flowchart  

goods lift (GB) - goods elevator (US)  

hanging tag  

in process of completion  

in progress  

in stock  

industrial area  

industrial espionage  

industrial plant  

industrial processes  

industrial production  

industrial property  

inflammable  

to innovate  

innovation  

innovative  

input  

invest in equipment 

job order  

know-how  

to label  

label  

laboratory  

laboratory test  

labor cost per output unit  

labor hand-work - manual labour  

large scale production  

production progress  

production standards  

production statement  

production time - manufacturing time  

production volume ratio  

production worker  

productive  

productive capacity  

productivity  

productivity indicators  

program - to schedule  

progress control  

project  

Project mangement 

project manager  

project planning  

prototype  

quality certificate  

quality circle (QC) 

quality control  

quality criteria  

quality of output ratio  

randomized sample  

raw material  

research and development (R&D)  

research laboratory  

safety device  

safety measures  

safety stock - safety inventory  

scatter chart  

semi-finished goods  

semi-finished product  

sequencing  

shortage of raw materials  

spare part 

                                                           
2
 Retrieved from http://esl.about.com/od/businessenglishvocabulary/a/lx_production1_2.htm. 

http://esl.about.com/od/businessenglishvocabulary/a/lx_production1_2.htm
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Manufacturing Vocabulary Words- List 33 

learning curve  

line worker  

logistics  

machine-hours  

to machine  

machine loading  

machine tools  

machinery and equipment  

main product  

maintenance  

Maintenance and Repair Handling 

(MRH)  

to make to order - to make on 

request  

manometer - pressure gauge  

manufacturer's brand  

manufacturing  

manufacturing cost  

manufacturing expenses  

manufacturing industry  

manufacturing overheads  

manufacturing plants  

to mass-produce 

mass production  

notice board  

off-the-shelf  

one-off production  

operations scheduling  

optical scanner - reader  

to order  

order backlog  

out of order  

output  

output of a plant  

overcapacity  

overhead costs - overheads  

to overproduce  

overproduction  

specific-purpose equipment  

sticker  

stock (GB) - inventory (US)  

stock card - inventory listing  

stock depletion  

stock level  

stock turnover - inventory turnover  

storage costs  

to store - to stock  

store - warehouse  

substandard  

supplier  

tag  

technical consultant 

technical sheet  

technological gap  

tensiometer  

to test  

tester  

throughputs  

timing - time scheduling  

total output  

toxic  

twist counter  

to unpack  

unsold stocks - leftover stocks  

warehouse - stockroom  

warehouseman - storekeeper  

to waste  

waste goods  

work-in-process products  

work order cost  

working conditions  

workstation  

zero-defect purchase  

 

                                                           
3
 Retrieved from http://esl.about.com/od/businessenglishvocabulary/a/lx_production1_3.htm.  

http://esl.about.com/od/businessenglishvocabulary/a/lx_production1_3.htm
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SIOP Lesson: Objects in the Workplace     Lesson 1: (G3,O2)   

Description: The student will be able to recognize the written names of key vocabulary words.  

Key Vocabulary: box, bag, machine, trash, and other key vocabulary chosen 

from the previous lesson.  

Materials: Materials: objects that represent key vocabulary words or/and 

pictures of key vocabulary words (2 pictures of each object), tape, 

marker board, dry erase markers, the student‟s picture dictionary of key 

vocabulary and written terms, computer access to “The Big Picture”  

 

 

Language Objective: 

 
1. SWBAT recognize the written names of 

key vocabulary words.   

 

Meaningful Activities: 

 
1.1 TW continue to use cards and/or objects and/or Big 

Picture photos to review key vocabulary. TW hold up a 

card or point to an object and ask the student to name 

the object out loud. 

1.2 SW recite the name of the objects out loud. 

1.3 TW layout the vocabulary cards and “Big Picture” 

photos containing a pictures of vocabulary words on the 

table.  

1.4 TW explain that she will write the name of a vocabulary 

word on the board. The student will match the correct 

picture to the vocabulary word.  

1.5 TW begin the activity by calling out a vocabulary word 

and writing it on the board (e.g. “box”). TW do this until 

all the vocabulary words are on the board. 

1.6 SW identify the correct picture or vocabulary card and 

write the vocabulary word on the photo or pictures. 

Review/Assessment: 

 
1.1 TW assess students‟ retention of key vocabulary 

by observing students‟ correct identification of 

the objects.  

 

 

 

 

 

 

 

1.6 TW assess students‟ understanding of the 

vocabulary by observing students‟ response 

to the activity and their ability to correctly 

match cards with words. 

Connections to Prior Knowledge/Building Background Information: 

TW review vocabulary words from the previous lesson by setting up the “memory” game for students to play. As the students play the game, the teacher will ask 

students to name the objects out loud.  

SW will play the “memory” game, naming each object out loud.  
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1.7 TW review the cards with the student once the cards and 

photos are all labeled. This can be done through choral 

reading of the words on the board.  

1.8 SW add photos or drawings snd/or words to their 

personal dictionaries.  

1.9  TW introduce the „find the fib‟ activity. TW explain to 

the student that three cards will be placed on the board 

and their names written underneath them. However, one 

of the three cards will have the incorrect name 

underneath it. This is the „fib‟. TW instruct the students 

to use their personal dictionaries to help them find the 

„fib‟.  

1.10  TW begin the „find the fib‟ activity by posting three 

cards to the board and writing their names underneath 

them, including one term and card that do not match. 

TW not read the terms out loud, which will cause the 

student to recognize the written terms. TW ask students 

to „find the fib‟. This will activity will continue until all 

the vocabulary terms have been reviewed.  

 

 

 

 

 

 

 

 

 

 

1.10 TW assess students‟ ability to recognize the 

written vocabulary words by observing their 

ability to „find the fib.‟ If students are unable 

to recognize the written terms, the teacher 

may modify the activity by reading the three 

terms out loud for students. 

 

 

 

 Wrap-up: 

TW ask students to use their dictionaries to review the vocabulary prior to the next lesson.  
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Modifications 

 Beginner: May participate in all activities. You may wish to have the student practice writing some of the key vocabulary. You may also use this writing 

opportunity to review letters and letter sounds.   

 Intermediate: May participate in all activities. You may have the student read sentences that include the key vocabulary terms and observe their ability 

to identify the written word.  

 Advanced: May participate in all activities. After a quick review of the vocabulary, you may ask the student to chose one of the “Big Picture” photos that 

interests them and have the student write a short paragraph about the picture using some of the key vocabulary.  

Supplemental Activities and Suggestions 

 If you have a student who is currently working in a factory setting, have your student write a few sentences about what they do at work and the tools they 

use. If the student is unable to write, transcribe the student‟s sentences as they say them.  

 Ask the student why it would be important to be able to recognize some of these vocabulary words in writing. (e.g. they may receive written directions 

from a supervisor or they may need to read instructions on a machine).   

 

Flashcards 

 Use the key vocabulary cards from the previous lesson. 

 “The Big Picture” http://www.boston.com/bigpicture/2009/02/at_work.html 

 

 

http://www.boston.com/bigpicture/2009/02/at_work.html
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SIOP Lesson:   Recognize Safety Terms                     Lesson : (G3, O3)    

Description: The student will be able to physically respond to commands.  

Key Vocabulary: move, stop, that’s dangerous, go get the…, watch out, 

make/move boxes, lift, bag them, push them. 

Materials: cardboard boxes, garbage bags, marker board, dry erase markers, 

index cards to create action verb flashcards 

 

 

  

Language Objective: 
1. SWBAT comprehend and respond to 

these specific safety terms (move, 

stop, that’s dangerous, go get the…, 

watch out, make/move, bag them, 

push them).  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Meaningful Activities: 
1.1 TW use the cardboard box to depict the action verbs/safety 

terms. For example, the teacher will say “move the box” and 

then pick up the box and move it across the room.   

1.2 TW write the word “move” on the board and draw a simple 

picture of the action below. 

1.3 SW repeat the phrase “move the box”. 

1.4 TW repeat steps 1-4 until all safety phrases/action verbs 

have been reviewed.  

1.5 TW  give the student an object and give them a command/ 

1.6 SW respond to the command by doing the correct action.  

1.7 TW erase the drawings from under the commands on the 

board. TW say the command and ask student to draw a 

picture of the command.  

1.8 SW will repeat the command after they have finished 

drawing a picture.   

Review/Assessment: 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1.6 TW assess students’ understanding of the 

commands by watching how they respond and what 

they do.  

 

1.7 TW assess students ’understanding of the 

commands by observing their ability to draw 

commands.  

 

 

Connections to Prior Knowledge/Building Background Information: 
TW introduce the game “red light, green light” to the student or simply discuss the importance of stoplights.  

SW discuss why it is important to pay attention to stoplights.  

TW explain that in this lesson, the student will be learning safety terms. 
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Modifications 

 Beginner: May participate in all activities. Be sure to keep the commands simple and focus on the student’s ability to respond correctly to the commands.  

 Intermediate: May participate in all activities. For these students you may make the commands more complex. Ask them to do specific things with the 

objects and combine key terms (e.g. Bag the box and put it in the trash). 

 Advanced: May participate in all activities. Increase the complexity of the commands by combining key vocabulary words and commands (e.g. Bag the 

box and put it in the trash outside). You may have the student practice the terms by having them say the commands while you respond to them.  

 

Supplemental Activities 

 You may create a BINGO game using the student’s drawings. The student may draw pictures of the commands into a BINGO card. The person calling the 

commands may simply say a command and then the students should find the drawing that represents that command. 

 You may use other objects besides the key vocabulary to help the students understand that these commands relate to other objects.  

 You may review pronouns (he, she, I’m) and ask the students to create sentences using these pronouns. You may find pictures of people doing some of 

these actions and ask students to write sentences about the people in the picture. You may use photos from “The Big Picture” in the previous lessons.   

 

Wrap-up: 

SW add these commands and safety terms to their personal dictionaries.  
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SIOP Lesson:    Produce Safety Terms                    Lesson : (G3, O4)  

Description: The student will be able to verbally produce commands in a way that is understandable.  

Key Vocabulary: move, stop, that’s dangerous, go get 

the…, watch out, make/move boxes, lift, bag them, push 

them. 

Materials: cardboard boxes, marker board, draw erase marker, bowl or coffee can. Student’s 

drawings of the action verbs. Pictures of people moving, lifting, bagging, etc. other objects.  

 

 

  

Language Objective: 
1. SWBAT to produce commands related to 

specific safety terms.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Meaningful Activities: 
1.1 TW read each sentence on the board. 

1.2 SW repeat the sentences after the teacher chorally and then 

volunteers will repeat the sentences individually. 

1.3 TW put the bowl or coffee can at the front of the room, the 

can is full of the drawing of the action phrases. 

1.4 SW draw a paper from the can and then say the action out 

loud. 

1.5 SW demonstrate the action. 

1.6 TW post pictures to the board that depict people completing 

the targeted commands with different objects.  

1.7 SW work with the teacher to create sentences to go along 

with these pictures. This may serve as a review of pronouns 

(he, she, it) along with other action verbs. 

Review/Assessment: 
 

 

 

 

 

 

 

 

 

 

 

1.5 TW assess the students’ understanding of and 

ability to produce commands by observing their 

ability to complete the task. 

 

 
1.7  TW assess students understanding of specific 

commands by observing their ability to create 

sentences using the specific action verbs. 

 

 

 

 

Connections to Prior Knowledge/Building Background Information: 
TW write the phrases from the previous lesson on the board (move boxes, go get the boxes, etc). 

TW read a phrase out loud. 

SW demonstrate the sentence. 

Wrap-up: 

SW add these phrases to their personal dictionary if desired.  
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Modifications 

 Beginner: Students may participate in all activities. Focus on the student’s ability to correctly pronounce the phrases. Practice pronouncing the phrases 

together.  

 Intermediate: Students may participate in all activities. 

 Advanced: Students may participate in all activities. You may also write a dialog together using the key phrases and practice the dialog together.  

 

 

Supplemental Activities 

 Advanced students may write a paragraph or tell a story about a picture using the specific safety terms and action verbs.  

 Teachers and beginning students may complete speaking drills and simply repeat phrases (I am moving the box, I am pushing the box, I am lifting the box, 

etc.). 
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Verb Flashcards 
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SIOP Lesson:   Recognize Written Safety Terms & Signs                     Lesson : (G1, O5)   

Description: The student will be able to recognize written safety phrases. They will also be able to understand the meaning of safety signs. Students will use 

flashcards to help them learn the meaning of this vocabulary.  

Key Vocabulary: move, stop, that’s dangerous, go get the…, 

watch out, make/move boxes, lift, bag them, push them. 

Materials: cardboard boxes, marker board, draw erase marker, bowl or coffee can. Students’ 

drawings of the action verbs. Written action verbs.  Pictures of common safety signs and index cards 

explaining the signs’ meanings.  

 

 

Language Objective: 
1. SWBAT recognize specific safety terms in 

print and sign form.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Meaningful Activities: 
1.1 TW post the student’s drawings of the actions and safety 

terms on the board. The teacher will also write the safety terms 

on the board.  

1.2 SW match the picture of the action verb/safety phrase with 

the written phrase. 

1.3 TW post the student’s drawings of the action and safety 

terms on the board. The teacher will also write the safety 

terms on the board.  

1.4 SW write the correct phrase under the picture on the board, 

copying from the teacher’s writing if necessary. 

1.5 TW again post the pictures of the board and write a sentence 

frame next to the pictures (e.g. _________ the boxes). 

1.6 TW ask the student “what is he/she doing,” referring to the 

person in the picture. 

1.7 SW respond by placing the correct word in the blank.  

1.8 TW show the student the safety signs. 

1.9 SW discuss what they think each of the signs mean and 

discuss when and where they have seen that sign. 

Review/Assessment: 
 

 

 

 

 

1.2 TW student’s ability to match the phrasing by 

observing their ability to match the phrases with the 

pictures.   

 

 

 

 

 

 
1.4 TW assess students’ ability to recognize the 

safety phrases by observing the ability of students to 

find and write the correct phrase.  

 

 

 

 

 

 

 

 

 

Connections to Prior Knowledge/Building Background Information: 

SW participate in the “canned questions” game, depicting the action verbs and saying the commands together.  
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Modifications 

 Beginner: Students may participate in all activities. Focus on the student’s ability to recognize key vocabulary words in the written phrases. 

 Intermediate: Students may participate in all activities. 

 Advanced: Students may participate in all activities. Instead of writing the phrases for the student, you may dictate the phrases to the student and have 

them write it next to the correct image.   

 

 

Supplemental Activities 

 If a student is working at a particular manufacturing company, you may choose to find and focus on safety terms and signs that may be specific to that 

student’s work environment. 

 You may take a walk around the neighborhood with your student and work together to find common safety signs and talk about their meanings. 

 The following website provides a variety of workplace safety worksheets that you may use to supplement this lesson: 

http://www.eslflow.com/healthandsafetylessons.html 

1.10  TW explain the meaning of each sign and/or will use role 

play to show the student the meaning of each sign. TW focus 

on a key word or concept that the student should focus on 

when responding to the sign. 

1.11 TW point to a sign and ask the student to say a key word in 

response to the sign, or act out the meaning of the sign.   

 

 
 

 

 

 

 

1.11 TW assess students’ understanding of the signs 

by observing their ability to convey the meaning of 

the sign.  

Wrap-up: 

SW play a memory game with the new safety signs, matching to the signs and to its written meaning.  

 

 

 

 

 

 

http://www.eslflow.com/healthandsafetylessons.html
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Manufacturing Safety Signs 
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      Keep Work 

Area Clean  

Turn machine 

off when not 

in use  

Storage 

Room   
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Discussion 

Purpose of this Project 

 The original purpose of this project was to develop a workplace ESL curriculum for use 

with groups of adult Spanish speakers who wanted to develop specific language skills to be 

successfully employed at a specific manufacturing company.  Following a needs analysis and a 

variety of meetings with the company, the company representative eventually lost interest with 

the project and discontinued his part in the development of the curriculum. As a result, the 

curriculum does not completely match the original purpose of this project. However, the 

completed curriculum does match the revised curriculum project purpose and also retains some 

of the elements of the original purpose.    

 The revised purpose of the project was to develop a curriculum to improve the workplace 

vocabulary, safety vocabulary and basic English communication skills of Spanish speaking 

adults who are seeking employment or who are currently employed at manufacturing facilities. 

Though the curriculum does not perfectly match the original research problem proposed at the 

start of this project, it does match some aspects of the original research problem, as it is intended 

to be used with the same target population of Spanish speaking adults who are currently working 

in or want to work in a manufacturing facility. Though the curriculum was also originally 

intended to be used with groups, the revised problem statement required it to be structured in a 

way that it could be used with individual students in a tutoring session. The curriculum is written 

in the SIOP format, though all components of the format may not be addressed, as this particular 

lesson plan format is meant for use in group settings. In spite of these mismatches between the 

originally proposed problem and the resulting curriculum, the majority of the curriculum 

matched the newly proposed curriculum problem. It is built for adult English Language Learners 
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and contains lessons that when used with these students may help improve their basic 

communication skills and better improve their ability to communicate in a specific job setting. 

 It was difficult for me to face the change of purpose in this project. When the project 

began I was really excited to be working with the manufacturing company to help them solve a 

real problem that they were facing. I was also very interested in working closely with Literacy 

Volunteers and the teacher who had volunteered to teach the curriculum and eventually see the 

curriculum being used to address the issues that the company was facing. When the company 

representative eventually started showing disinterest in the project, it was a frustrating 

experience. I had a good base of information from the needs analysis and various other meetings 

with the company representative and others involved to build what I thought would be a good 

curriculum that when taught would assist the company well. When it became evident that the 

company would no longer be involved, I struggled with what to do with this base of information. 

However, with further research, the development of this curriculum took a new turn and I was 

still able to use some of the information I had learned from the meetings with the company. 

Development of the Curriculum 

 As I revised the purpose for this curriculum project, I came to realize that I could now 

build the curriculum in such a way that it would reflect some of the research I was reading. With 

the original purpose of the project, I was restricted to the language and content that the 

manufacturing company wanted me to cover. Now, with the revised project goal, I was able to 

cover some of this same real-world content and language, while at the same time incorporating 

principles into the curriculum from some of the research I was reading. While working to revise 

the project’s purpose, goals and objectives, I continued to look for research about how workplace 

ESL programs could empower workers. I was very interested in the finding of Katz (2000) and 
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Moore (1998) and how they saw education and language not as neutral tools meant only to 

educate workers on the dominant work language and culture, but rather as tools to help workers 

incorporate their own knowledge and experiences into their attempts to learn a new language and 

culture. The workers’ own knowledge and experience became key assets in their efforts to learn 

English. It was while digging deeper into this type of research that I stumbled upon Auerbach 

and Wallerstein’s (2004) work based on Paulo Freire’s ideas. This curriculum and the way it 

sought to engage learners by helping them build an understanding language and their ability to 

change their circumstances interested me greatly. As a result, I worked to shape my curriculum 

in a way to reflect some of these ideas. Though I regret that I was not able to dig as deeply into 

Freire’s ideas and how they could be built into the curriculum, I believe I was able to shape the 

curriculum in such a way as to encourage the tutors to take into consideration the knowledge and 

experiences that their students will bring to the table. I also worked to make the curriculum apply 

to real life situations that students would face.  

 My efforts to build such a philosophy into the curriculum were not without difficultly.  

Some of the specific language goals in the curriculum (e.g. learning letter and number names) do 

not lend themselves to fluid lesson plans that can really engage the learner and access their prior 

knowledge and experiences. In addition, from my own experiences as a tutor and teacher, I know 

that sometimes there is a tension that exists between just trying to come to a point in a lesson 

where the student understands the material and trying to engage the student in the material. I 

acknowledge that some tutors will simply want the lesson plans to be a recipe that they can use 

to structure tutoring sessions, while others may want to dig deeper into the ways they can engage 

their students in the lesson and let the student teach them in some aspect. Neither way is 

necessarily right or wrong. I kept this tension in mind as I wrote the curriculum, in hopes that I 
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have created lesson plans that allow the tutors to follow a specific structure and/or dig deeper 

into the ways they can connect what they are trying to teach their students to their students own 

experiences and knowledge.     

Limitations of this Project  

 There are some limitations to this specific curriculum project. One limitation is that no 

English language learners were involved in the needs analysis that helped to structure the content 

and purpose of this curriculum project. Without this key input from the target population, I was 

left to write the curriculum with a theoretical population in mind. This limits the validity of the 

curriculum because it is not known if the key vocabulary and language skills written in the lesson 

plans are indeed the language skills and vocabulary that the targeted population of adults feels 

they need to learn. A second limitation is that there was little feedback offered to me from the 

tutors who would potentially be using this curriculum in their tutoring sessions. Even though a 

sample unit of lesson plans was sent to the literacy center directors and tutors who could 

potentially implement this curriculum, none of the tutors returned feedback to me. This means 

that I do not know if the lessons were written in the way that would be understandable to the 

tutors or if the tutors would be willing to use the curriculum with their students. If I were to do 

this project again, I would be more intentional about involving the literacy centers’ tutors and 

directors in the development of the curriculum and would seek to implement more pilot studies 

in an effort to see if the curriculum would truly be successful. I would also want to work with the 

tutors in order to help them understand the overarching goal of the curriculum in connecting 

what students are learning to their own lives and experiences. Without knowing if this 

curriculum is understandable to the tutors, I am unsure if they understand the presence of this 

goal and if they would be confident in trying to achieve it. Because of this, I wonder if it would 
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be necessary to train the tutors in how to implement the curriculum prior to their using it with 

their students. On my part this would have also required further research in how to implement 

such ideals within a curriculum.  In addition, I would also want to interview adult English 

Language Learners to see what they would want in a workplace ESL curriculum. It would be 

important for them to be involved in structuring the lessons and curriculum so that they would 

truly feel that they would be learning what they needed and wanted to learn. 

Future Plans for the Project 

 I plan to offer this curriculum project to the two previously described literacy centers who 

have expressed interest in this project and who have provided input into its creation. It is hoped 

that tutors in these literacy centers will be able to successfully implement the curriculum and see 

adults grow in their language skills. It is also hoped that both the tutors and students will be 

empowered by this curriculum and see how learning and teaching can be tailored to students’ 

specific life experiences and goals. I would like to eventually teach adult English language 

learners, and hope to someday implement this curriculum in my own classroom or tutoring 

session.  

Conclusion 

  Non-native English speaking employees face a variety of challenges when entering the 

workforce in the United States, challenges which may be perpetuated by limited English 

proficiency. This curriculum project is intended to be implemented such a way as to address the 

linguistic challenges faced by adult English language learners who do not have the basic English 

language skills needed to succeed in the workplace environment. It is anticipated that this 

curriculum will be successfully implemented within the tutoring centers and will assist non-

native English speaking employees in developing the language skills necessary to succeed in the 
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workplace. This will benefit all parties involved, including the future employees, the companies 

that seek to employ them, and the community. Development of English language proficiency 

will benefit the employees, who will be better able to navigate the workplace environment and to 

express the skills they may already possess. It will enrich the companies as they welcome a 

population that brings a diversity of skills and knowledge to the workplace environment. Lastly, 

the use of this curriculum will benefit the community as it opens the opportunity for community 

members to gain access to employment and allows the community to access the skills and 

knowledge of a significant population.  
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Appendix A 

Safety Vocabulary and Phrases 

Make boxes 

Move boxes 

Lift 

Bag them 

Push them 

Taper-tape machine 

Watch out 

Move  

Stop  

Dangerous 

Go get the: wafers, boxes, sticks 

Pick that up 

Put in the trash 
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Break 

Lunch 

Overtime 

On schedule 

Off schedule 

Safety  
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Appendix B 

Original Curriculum Goals and Objectives 

The goals and objectives of the curriculum are as follows: 

 Goal 1: Students will comprehend, produce and respond to specific safety terms in 

English (specific terms provided by onsite manager). 

Objectives: 

1. Students will be able to identify objects on the safety list (e.g. box, tape, bag, 

tape, taper-tape machine, wafers, boxes, sticks, trash).  

2. Students will be able to recognize the written names of objects on the safety 

list.  

3. Students will be able to comprehend and respond to commands related to 

these specific safety terms (e.g. move, stop, that’s dangerous, go get the, 

watch out, move/make boxes, lift, bag them, push them).  

4. Students will be able to produce commands related to these specific safety 

terms (e.g. move, stop, that’s dangerous, go get the, watch out, move/make 

boxes, lift, bag them, push them).  

5. Students will be able to recognize these specific safety terms in print form.  



LANGUAGE LEARNING  63 

 Goal 2: Students will gain basic English communications skills that are specific to the 

workplace. 

Objectives: 

1. Students will be able to exchange appropriate greetings and make 

introductions.  

2. Students will be able to give basic information in oral and written form (e.g. 

name, address, phone number).  

3. Students will be able to talk about work schedules (e.g. on schedule, off 

schedule, break, lunch, etc.) 

4. Students will be able to ask for and give directions. 

5. Students will be able to confirm information. 

 Goal 3: Students will gain the English skills necessary to understand and complete an 

entry-level skills test (The Light Industrial Skills Analysis).  

Objectives: 

1. Students will be able correctly respond to commands in the instructions of the 

test (e.g. match, code, measure, inspect, solve, list, compare). 

2. Students will be able to correctly respond to question words and phrases (e.g. 

what, how many, what is the measure). 

3. Students will be able to identify, name and write numbers. 
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4. Students will be able to correctly mark their answer choice on multiple-choice 

questions (e.g. mark with an X or circle the correct answer). 

5. Students will be able to display correct test handling procedures and 

behaviors.   

 

Revised Curriculum Goals and Objectives 

The goals and objectives of the curriculum are as follows:  

 Goal 1: Students will gain basic English communications skills that are specific to the 

workplace. 

Objectives: 

6. Students will be able to exchange appropriate greetings and make 

introductions. 

7.  Students will be able to name, identify and write numbers and letters. 

8. Students will be able to give basic information in oral and written form (e.g. 

name, address, phone number).  

9. Students will be able to ask for and give directions.  

10. Students will be able to confirm information. 

 

 Goal 2: Students will gain a basic understanding of the U.S. workplace culture. 
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Objectives: 

1. Students will be able to talk about the job search process using the following 

vocabulary: apply/application, available, help wanted ads, job opening, salary, 

wage, work experience. 

 

2. Students will be able to talk about past work experiences. 

 

3. Students will be able to respond to basic questions commonly asked in a job 

interview. 

4. Students will be able to talk about work schedules (e.g. on schedule, off 

schedule, break, lunch, etc.)  

 Goal 3: Students will comprehend and use English vocabulary specific to working in a 

factory setting. 

Objectives: 

6. Students will be able to identify objects commonly seen in a factory setting.  

7. Students will be able to recognize the written names of objects commonly 

seen in a factory setting.  

8. Students will be able to comprehend and respond to commands related to 

these specific objects (e.g. move, stop, that’s dangerous, go get the, watch out, 

move/make boxes, lift, bag them, push them). 
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9. Students will be able to produce commands related to these specific objects 

(e.g. move, stop, that’s dangerous, go get the, watch out, move/make boxes, 

lift, bag them, push them).  

10. Students will be able to recognize common safety signs used within a factory 

setting.  
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Appendix C 

Curricula Reviewed 

Auerbach, E., & Wallerstein, N. (2004). Problem-posing at work: English for action. 

Edmonton: Grass Roots Press. 

  This curriculum would best be used with adults at an intermediate to advanced English 

proficiency level. The curriculum is based on the work of Paulo Freire and seeks to address 

the unique problems that adults who are learning English would face in the workplace in the 

U.S. and Canada. The curriculum is written in a way to encourage students to discuss real life 

situations they are facing in the world of work. Within the discussion, specific language 

points are emphasized and practiced. The goal is to assist students in discovering the steps 

they may be able to take to address issues and problems in the workplace. The full 

curriculum includes an educator’s guide outlining the theory behind the curriculum and how 

to best implement it. The student workbook contains a variety of reading, writing and 

speaking activities, many of which are based around the stories and experiences of immigrant 

workers. 

Jablon, P. M., & Vacco, E. E. (2003). At work in the U.S: Readings and language for job 

success. Syracuse, N.Y: New Readers Press. 

  As apparent in the title, this curriculum is focused on primarily language and literacy. 

Built for beginning English language learners, this curriculum focuses on activities such as 

expressing personal information, safety in the workplace and navigating workplace 

relationships. The curriculum is based around the stories of fictional characters that face 

specific problems in the workplace. The language focus of the lesson is reviewed in the story. 
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The teacher’s resource book contains an outline on how to teach the lessons and possible 

extension activities. It also contains photo copy masters, unit tests and answer keys for both 

the photo copy maters and the unit exams. The student workbook contains a variety of 

reading and writing activities. In this workbook, there are some great examples of workplace 

materials that students would see in the workplace. These materials include a sample work 

schedule and time card. The curriculum also includes a cassette tape for listening activities.     

Molinsky, S. J., & Bliss, B. (1994). Day by day: English for employment communication. 

Englewood Cliffs, N.J: Prentice Hall Regents. 

  This curriculum is for beginning to intermediate English language learners. This book 

contains units based on the language necessary to get a job and to communicate effectively in 

the workplace. The curriculum seeks to develop the speaking, reading and writing skills, 

though it seems to focus most on speaking and grammar. The worksheets in the book contain 

many pictures and dialogs for use in the classroom.  

Stafford-Yilmaz, L., & Zwier, L. J. (2004). English for work activities: A picture process 

dictionary. Syracuse, N.Y: New Readers Press. 

  As seen in the title, this curriculum is based around a picture dictionary that uses 

pictures to help students learn the language needed to communicate in the workplace. 

Each lesson in the dictionary includes a picture story with captions describing a work 

process (e.g. taking inventory, drilling and screwing, etc.). Each story outlines the 

experience of a specific character doing a specific process. Key vocabulary is listed on 

the side, split into parts of speech. Additional activities, vocabulary or points of interest 

are listed at the bottom of the page and can be used for extension activities. The teacher’s 
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guide outlines specific vocabulary for each lesson and possible activities that may 

accompany the picture story. The student workbook contains black and white copies of 

worksheets and charts that focus on the vocabulary. Many of the worksheets contain the 

same pictures as the lessons. 
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Appendix D 

SIOP Components   

SIOP Components  

 The following are the eight SIOP components that will be incorporated into each lesson 

plan (Vogt & Echevarria, 2008).  

 Preparation. The preparation component requires teachers to prepare well for their 

lessons. Careful preparation includes clearly defining content and language objectives, choosing 

content that is appropriate for the age and the educational level of the students and the adaptation 

of content to the students’ levels of language proficiency. The preparation component also 

requires teachers to compile supplemental materials that will make the lesson understandable and 

meaningful for the students. These materials may include graphs, visuals, realia and visual 

representations of objects that would help English language learners understand the concepts 

presented. Meaningful activities that help students develop language and content skills are also 

prepared and integrated into the lesson plan.  

 Building Background.  The building background component acknowledges that students 

enter the classroom with a variety of experiences. English language learners entering the 

classroom may have little to no educational background that will help them succeed in the 

United States educational or vocational system, but they carry a variety of experiences with them 

nonetheless. Teachers who help students attach what they are learning in the classroom to 

previous experiences or knowledge help students build the background knowledge they need to 

make sense of what they are learning in the classroom. The building background component 

requires teachers to create lesson plans that link new concepts to students’ background 

experiences and help them make connections with previously learned concepts and the new 
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concept being learned. Building background also involves the emphasis of key vocabulary that 

will help the student make sense of the lesson. 

 Comprehensible Input. In order for English language learners to understand classroom 

instruction, teachers must ensure that they are making their instruction comprehensible. 

Providing comprehensible input for English language learners requires teachers to provide clear 

instruction on how to complete classroom activities, which includes modeling how to complete 

the activities. New concepts within activities must also be represented in a variety of ways to 

help English language learners understand them. Also, to make their speech comprehensible to 

students, teachers must tailor their speech to the level of language proficiency of their students.  

 Strategies. The strategies component of the SIOP helps English language learners to 

acquire the learning strategies they need to succeed in the academic environment. Some 

examples of learning strategies that benefit English language learners and help them to grasp 

new content and concepts include summarizing, note taking, organizing information, predicting, 

self-questioning and evaluating. Asking students higher order thinking questions, and 

introducing them to learning strategies helps students develop critical thinking and problem-

solving skills. Learning strategies also help to scaffold student learning and when used correctly, 

they support student understanding. 

 Interaction. In order for English language learners to successfully learn English, they 

must have the opportunity to practice the language. The interaction component of SIOP requires 

teachers to incorporate a variety ways for students to use English in interactive ways in the 

classroom, whether it is through interacting with their fellow students or the teacher. Effective 

interactive activities allow English language learners to have frequent opportunities to use the 

language in connection with content. They also give students adequate time to construct oral 
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responses and provide students with language support by allowing them to clarify key concepts 

by using their native language with the teacher, aide or peer if possible. Native language texts 

can also be used to help encourage interaction with peers and to help students connect to the 

content.  

 Practice and Application. For students to be able to retain what they learn, they must 

have an opportunity to practice and apply what they have learned. When students practice and 

apply what they have learned in the classroom, this also gives the teacher the opportunity to 

assess students’ understanding of core language and content. The practice and application 

component of the SIOP involves the incorporation of activities that include hands-on materials or 

manipulatives. These activities also include the opportunity for students to use a variety of 

language skills to express their content knowledge. 

 Lesson and Delivery. The lesson delivery component of the SIOP requires teachers to 

consider how they will effectively deliver a lesson plan. To fulfill this component, teachers must 

ensure that the content and language objectives are supported by the way they are delivering the 

instruction, that the students are engaged for 90%-100% of the lesson and that the pace of the 

lesson is appropriate to the abilities of the student. 

 Review and Assessment. The final component of the SIOP is review and assessment. 

Instead of assessing students only at the conclusion of the lesson, the SIOP incorporates 

assessment throughout the lesson plan. This process involves comprehensive review of key 

vocabulary and content concepts. For English language learners, feedback on specific language 

and content progress is also important. Specific feedback helps students to learn to monitor their 

own progress and also helps them adjust their understanding of language and content.  
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Appendix E
1
 

Teaching English to Speakers of Other Languages, Inc. (TESOL) Standards for Instruction 

A. Instructional activities adhere to principles of adult learning and language acquisition. 

These principles include the following: 

 Adult learners bring a variety of experiences, skills and knowledge to the 

classroom that need to be acknowledged and included in lessons. 

 Language acquisition is facilitated through providing a nonthreatening 

environment in which learners feel comfortable and self-confident and are 

encouraged to take risks to use the target language. 

 Adult learners progress more rapidly when the content is relevant to their lives. 

 Language learning is cyclical, not linear, so learning objectives need to be 

recycled in a variety of contexts. 

B. Instructional approaches are varied to meet the needs of adult learners with diverse 

educational and cultural backgrounds. Examples of these approaches include, but are not 

limited to the following: 

 Grammar-based (focus on the basic structure of language, e.g., grammar, 

vocabulary and pronunciation). 

 Competency-based or functional context (focus on application of specific basic 

language skills in areas needed to function in everyday life or at work). 

                                                           
1
 Teachers of English to Speakers of Other Languages. (2003). Standards for Adult Education ESL Programs. 

Alexandria, VA: TESOL. 
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 Whole language (integrated approach using listening, speaking, reading and 

writing in thematic contexts often introduced through learner-generated content). 

 Participatory (focus on developing language and literacy skills to facilitate 

personal empowerment, community involvement and social change). 

 Content-based (focus on developing language to support learner success in 

specific content areas, such as citizenship or vocational training). 

 Project-based (focus on developing language through collaborative work with the 

goal of completing a task or developing a product).  

C. Instructional activities engage learners so that they take an active role in the learning 

process. 

D. Instructional activities focus on the acquisition of communication skills necessary for 

learners to function within the classroom, or in other educational programs (e.g., ABE, 

GED preparation, postsecondary education, vocational training programs). 

E. Instructional activities integrate the four language skills (listening, speaking, reading and 

writing), focusing on receptive and productive skills appropriate to the learners’ needs. 

F. Instructional activities are varied to address the different learning styles (e.g., aural, oral, 

visual, kinesthetic) and special learning needs of the learners. 

G. Instructional activities incorporate grouping strategies and interactive tasks that facilitate 

the development of authentic communication skills. These include cooperative learning, 

information gap activities, role plays, simulations, problem solving, and problem posing. 

H. Instructional activities take into account the needs of multilevel groups of learners, 

particularly those with minimal literacy skills in their native language and English. 
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I. Instructional activities focus on the development of language and culturally appropriate 

behaviors needed for critical thinking, problem solving, team participation and study 

skills. 

J. Instructional activities give learners opportunities to use authentic resources both inside 

and outside the classroom (e.g. newspapers, telephone books, school notices, library 

resources, community agencies, work sites, television and the internet). 

K. Instructional activities give learners opportunities to develop awareness of and 

competency in the use of appropriate technologies to meet lesson objectives. 

L. Instructional activities are culturally sensitive to learners and integrate language and 

culture. 

M. Instructional activities prepare learners for formal and informal assessments situations 

such as test taking, job interviews, and keeping personal learning records. 
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SCANS Competencies
2
 

 resources--identifying, organizing, planning, and allocating time, money, materials, and 

workers 

  interpersonal skills--negotiating, exercising leadership, working with diversity, teaching 

others new skills, serving clients and customers, and participating as a team member 

  information skills--using computers to process information and acquiring and evaluating, 

organizing and maintaining, and interpreting and communicating information 

 systems skills--understanding systems, monitoring and correcting system performance, 

and improving and designing systems 

 technology utilization skills--selecting technology, applying technology to a task, and 

maintaining and troubleshooting technology. 

 

 

 

  

  

  

 

 

                                                           
2
 Whetzel, D., & ERIC Clearinghouse on Tests, M. C. (1992). The Secretary of Labor's Commission on 

Achieving Necessary Skills. ERIC Digest. 
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Unit Goal Language  Objectives Content Context SCANS 

Competencies 

1. Students will gain 

basic English 

communications 

skills that are 

specific to the 

workplace. 

1. Students will be able to 

exchange appropriate greetings 

and make introductions. 

 what is your/his/her 

name?,  

 my/his/her name is.. 

 nice to meet you 

 Workplace titles (e.g. 

employee, supervisor) 

 hi/hello 

 how are you?  

  good/happy; fine/well/ok; 

not well/sick/ill,  

 good morning, good 

afternoon, good evening 

 Questions 

 Pronouns 

 Adjectives 

 Introductions  

 Greetings 

 Workplace Titles 

 

 Describe 

your 

workplace 

 Interprets and 

communicates 

information 

 Understands 

social and 

organizational 

systems 

2. Students will be able to name, 

identify and write numbers and 

letters. 

 Letter names 

 Number names  

 Capitalization 

 Numeracy  

 Spelling 

 Providing basic 

information 

 Know your 

personal 

information  

 Interprets and 

communicates 

information 

 Understands 

organizational 

systems 

 

3. Students will be able to give 

basic information in oral and 

written form (e.g. name, 

address, phone number).  

 

 apply\application 

 spell\write 

 address (house number, 

apt. number, state) 

  name 

 phone number 

 zip code 

 Capitalization 

 Numeracy 

 

 Filling out forms 

 Provide basic 

information 

 

 Filling out 

forms 

 Interprets and 

communicates 

information 

 Organizes and 

maintains 

information 

 Understands 

organizational 

systems 

 

4. Students will be able to ask for 

and give directions.  

 

 left, right, up, down, 

 next to 

  I’m looking for 

________..., can you help 

me?,  

 Where is _______, 

  I/you/he/she is in 

 Prepositions 

 Questions 

 Pronouns 

 Describing location 

 Giving directions 

 Asking for 

directions 

 Describe 

your 

workplace 

 Describe 

your city 

 Interprets and 

communicates 

information 

 Negotiates 

 Works toward 

agreement 

 Acquires and 

evaluates 

information  

 

5. Students will be able to confirm 

information. 

 

 Is that right/correct, that is 

correct/not correct 

  what? could you repeat 

that?  

 Could you speak more 

slowly? 

 Yes/no. 

 Questions 

 Commands 

 Provide 

confirmation 

 Ask for 

clarification 

 Ask for help 

or 

clarification 

 Interprets and 

communicates 

information 

 Negotiates 

 Works toward 

agreement 

 Acquires and 

evaluates 

information  

[Type a quote from the document or the summary of an 

interesting point. You can position the text box anywhere 

in the document. Use the Text Box Tools tab to change 

the formatting of the pull quote text box.] 

Appendix F: Scope and Sequence 
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2. Students will gain 

a basic 

understanding of 

the U.S. 

workplace 

culture. 

1. Students will be able to talk 

about the job search process. 

 

 apply/application, 

  help wanted ads 

  job opening 

  Salary 

  Resume and  cover letter 

 Call 

  interview. 

 Past 

progressive (I 

have looked…) 

 Adjectives and 

sequences 

(First, next, 

last) 

 Talk about the job 

search process 

 Use vocabulary 

specific to the job 

search process  

 Describe 

how you 

have looked 

for a job 

 Interprets and 

communicates 

information 

 Acquires and 

evaluates 

information 

 Uses technology 

 Understands 

social and 

organizational 

systems 

 

 

 

 

 

 

 

 

2. Students will be able to talk 

about past work experiences. 

 

 work experience 

 work/worked 

  skills 

  strengths and 

weaknesses. 

 Past tense 

verbs 

 Contractions 

(can vs. can’t) 

 Answer questions 

 Talk about the past  

 Describe 

your past 

work 

experiences 

 Describe 

your abilities  

 

 Interprets and 

communicates 

information 

 Understands 

social and 

organizational 

systems 

 

3. Students will be able to respond 

to basic questions commonly 

asked in a job interview. 

 

 interview, 

strengths/weaknesses, 

 work experience 

 current/past 

 Past and 

present tense 

verbs 

 Modals 

(talking about 

possibilities) 

 Answer questions 

 Talk about 

possibilities 

 Describe a 

job you 

would like 

 Answer 

questions for 

a job 

interview 

 Interprets and 

communicates 

information 

 Understands 

social and 

organizational 

systems 

 

 

4. Students will be able to talk 

about work schedules.  
 schedule, on/off schedule 

  lunch 

  break 

 on time, it’s time for 

  clock 

 calendar 

 Adjectives 

(Numeral and 

Proper) 

 Tell time 

 Read a schedule 

 Describe 

your 

schedule 

 Interprets and 

communicates 

information 

 Allocates time 

 Acquires and 

evaluates 

information 

 Participates as a 

member of a team 
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3. Students will 

comprehend and 

use English 

vocabulary 

specific to 

working in a 

factory setting. 

1. Students will be able to identify 

objects commonly seen in a factory 

setting 

 box, 

 bag 

  machine 

  trash 

  product 

 Nouns 

 

 Identify objects in 

the workplace 

 Describe 

objects that 

you work 

with in your 

workplace 

 Interprets and 

communicates 

information 

 Identifying 

resources. 

 Selecting 

technology.  

 

2.  Students will be able to recognize 

the written names of objects 

commonly seen in a factory setting.  

 

 box 

 bag 

  machine, 

 trash 

 product  

  other key vocabulary 

chosen from the previous 

lesson. 

 Nouns  Identify objects in 

the workplace. 

 Describe 

written 

words that 

you see in 

your work 

setting 

 Interprets and 

communicates 

information 

 Identifying 

resources 

 Selecting 

technology 

3. Students will be able to 

comprehend and respond to 

commands related to these specific 

objects (e.g. move, stop, that’s 

dangerous, go get the, watch out, 

move/make boxes, lift, bag them, 

push them). 

 

 Move 

 Stop 

  that’s dangerous 

  go get the… 

  watch out 

  make/move boxes 

  lift  

 bag them 

  push them 

 Imperatives 

 Nouns 

 Pronouns 

 Correctly 

understand and 

respond to 

commands  

 Understand 

what people 

at work ask 

you to do 

 Interprets and 

communicates 

information 

 Participating as a 

team member 

 Understanding 

social systems 

 

4. Students will be able to produce 

commands related to these specific 

objects (e.g. move, stop, that’s 

dangerous, go get the, watch out, 

move/make boxes, lift, bag them, 

push them).  

 

 Move 

 Stop 

  that’s dangerous 

  go get the… 

  watch out 

  make/move boxes 

  lift  

 bag them 

 push them 

 Imperatives 

 Nouns 

 Pronouns 

 Say commands in 

a way that people 

can understand 

 Speak 

commands 

in a way that 

other people 

can 

understand 

 Interprets and 

communicates 

information 

 Participating as a 

team member 

 Understanding 

social systems 

 

5. Students will be able to recognize 

common safety signs used within a 

factory setting.  

 

 Move 

 Stop 

  that’s dangerous 

  go get the… 

  watch out 

  make/move boxes 

  lift  

 bag them 

 push them 

 Imperatives 

 Nouns 

 Pronouns 

 Recognize safety 

signs 

 Recognize safety 

terms in writing 

 Recognize 

important 

safety terms 

and signs 

 Interprets and 

communicates 

information 

 Understanding 

systems and 

monitoring and 

correcting 

performance 
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