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Abstract 
This paper covers what the author believes to be important teaching practices for a teacher 
teaching the English as a Second Language in the actual classroom situation, with a 
specific emphasis on the role of the teacher and other techniques. The English as a Second 
Language classroom explores the most effective teaching methods to teach in the best way to 
second language learners so that the desired goals are achieved by the teacher at the end of 
the class. The main motto of this paper is to highlight the Meaning Bearing and 
Comprehensive Input along with Communicative Language Teaching and Task Based 
Activities, a teacher could use during the actual classroom situations in teaching English as 
a second language. 

KeyWords: Teaching English, Second Language, Meaning Bearing and Task Based 
Activities 
Introduction 

any of our observations and opinions about language learning are formed early 
on as a student. These opinions not only affect our views of how languages are 

learned, but also the way that we believe languages should be taught. The Teaching 
Philosophy of English as a second language covers a variety of principles, which fall 
under the Communicative Language Teaching (CLT) approach. This approach is the 
centre of teaching and focuses on communication as the goal and means of language 
learning. Even though Communicative Language Teaching is sometimes referred to 
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with varying definitions. CLT is a teaching method that requires students to actively 
use the language throughout the class period in order to communicate (Lee & Van 
Patten, 2003). Teachers should refer to CLT as instruction in which students must 
always be communicating (Littlewood, 2011). It is important for students to not only 
learn oral communication, but be able to communicate through writing and reading 
(National Standards in Foreign Language Education Project, 1999). There are various 
types of communication in Communicative Language Teaching in which Content-
Based Instruction (CBI) help the students to learn more affectively. This approach 
emphasizes using content to learn language, and focuses not only on language 
learning, but also on learning the content (Stoller, 2008). As more language is learned, 
it is believed there is wider access to content (e.g., referring to school-like subject 
matter that does not focus on language learning, or content chosen due to the interests 
of, or job relevance for, the students) (Stoller, 2008). CBI not only allows teachers to 
help students gain access to a wide variety of content, but also brings culture into the 
classroom through the use of these texts (Sederberg, 2013). The using of CLT, along 
with CBI, adds a depth to language teaching as teachers can help students learn to 
communicate through the study of content that sparks communication and covers 
topics in which the students are interested. Under the categories of CLT and CBI, 
several principles are believed the most important in shaping the skills of the teacher. 
The main principles which are responsible for and help him to shape his skills as an 
effective teacher are as:  

1. The use of Meaning-Bearing and Comprehensible Input, 
2. Task-Based Activities, and 
3. Understanding and Utilizing the Role of the Teacher in the Classroom. 

Meaning-Bearing and Comprehensible Input: 
Teachers often have students participate in drills that require them to repeat 

words or phrases that the teacher says. This type of repetition causes students to pay 
attention “to a phonological code rather than a semantic code” (Brown, 2007, p. 43) 
and the student repeats the sounds “without the vaguest understanding of what the 
sounds might possibly mean” (Brown, 2007, p. 43). Although ‘echoing’, or the 
imitation of sounds, does play a role in “phonological acquisition” (Brown, 2007, p. 43), 
it is only helpful when students can connect meaning to the sounds they are making. 
Repeating an unknown dialogue will do nothing for students, that is why 
comprehensible input is important. When students learn the language in a context that 
they understand and relate to; that is when language comes alive. Before moving on to 
discuss Meaning-Bearing and Comprehensible Input, it will be beneficial to define 
input. “Input is the language learners hear that is meant to convey a message; that is, the 
learner’s job is to attempt to understand what is being said” (Lee & VanPatten, 2003, p. 
16). As such, in language teaching, it is important that learners are not simply exposed 
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to a stream of language that is impossible to follow or comprehend. Teachers can make 
input more accessible to learners by modifying or enhancing it. 
I.  Comprehensible Input: 

According to Lee and Van Patten (2003), two aspects of input can make it easier 
for the learner to understand. The first type is comprehensible input. That is, “the 
learner must be able to figure out what the speaker is saying if he is to attach meaning 
to the speech stream coming at him” (p. 26-27). Nation and Newton (2009) emphasize 
the need for “meaning-focused input” (p. 1), and suggest that one way to make input 
meaning focused, or comprehensible, is to engage students by talking about a topic 
that is familiar to them., there is a diverse range of interests and topics the students 
would like to cover. Giving them the option to pick topics for the class helps to keep 
students more interested and enthusiastic about what they are learning. It also allows 
students to draw on background knowledge when talking about topics with which 
they are already familiar. Without background knowledge, students will struggle to 
understand new words and phrases because when students negotiate the meaning of 
an oral communication or written text, they rely on previous knowledge of the subject 
in order to understand (Shrum & Glisan, 2009). Previous knowledge also helps them 
make accurate inferences of meaning that otherwise would be lost if they did not 
already have background knowledge of the subject. One important way to help 
students to utilize their background knowledge of a subject is by encouraging them to 
share their personal experiences and stories that relate with the content being covered. 
Hooks (2010) highlights the importance of allowing students to share in this way. This 
allows students the chance to learn to express and think critically about their views 
and beliefs. It also gives the teacher a glimpse into the progress of the students’ 
learning, opening up doors to investigate what needs to be done further to help these 
students take the next step along their journey of learning (Hooks, 2010). According to 
Freire (2005) that in listening to students, teachers increase the chance that students 
will also listen to them. It is important for them to draw on their personal stories to 
relate to each other and to the context they are covering while using this background 
knowledge to work to understand each other. Along with background knowledge, 
context is a crucial part of negotiating the meaning of interaction. In the actual 
classroom situation, the making of input comprehensible through a variety of methods 
using different contexts viz a viz, using of visuals, teaching aids, and body language 
help the students to learn in better way. For example, using the pictures as teaching 
aids helps put the topic into the correct context for the students. Without the picture of 
a familiar item, saying the name of the item would have been meaningless to the 
students. Showing the picture of the item also negates the use of the first/native 
language (L1) equivalent of the vocabulary word. It would be almost impossible for a 
teacher to give the equivalent of the word in the L1 anyway because so many different 
languages are represented in most ESL classes. However, using pictures along with 
words is an example of comprehensible input because students are able to correlate 
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the new vocabulary with a picture of an item with which they are already familiar. 
This is known as “binding” (Terrell, 1986) 
II. Meaning-Bearing Input 

Good input for SLA is not only comprehensible, but also meaning-bearing. 
Meaning-Bearing Input “must contain some message to which the learner is supposed to 
attend. Thus, meaning-bearing input has some communicative intent; the purpose of the 
speaker is to communicate a message to a listener” (Lee & VanPatten, 2003, p. 27). One 
condition that is vital for meaning-bearing input is that the interest of the learner is 
engaged through the interaction, and that he/she desires to understand what he/she 
has read or heard (Nation & Newton, 2009). In order to ‘attend’ to a message, it must 
be interesting to the student, or the message must require something from the student 
(Lee & VanPatten, 2003). In other words, after the student has heard and understood 
the message, they will need to recall and use that information again for some kind of 
an activity, discussion, or assignment that allows the teacher to see that the student has 
‘attended’ to the message. To make the information interesting to the students, it is 
important for the teacher, to find out about their interests and hobbies. This gives him 
a chance to integrate students’ interests into the curriculum. Finding what the students 
already like to do on a regular basis and connecting that with the curriculum. When 
they enjoy the topic and can relate to it, they participate enthusiastically and 
contribute more to the group and class work. It is important for students to be able to 
get past the basic information presented in the curriculum and be able to move to 
making personal connections with and critically analyze the material (Escamilla et al., 
2013). It is through the analysis and connections that they will learn the most because, 
as they are able to make connections to the material, learning will come more naturally. 
When students are interested in the topic and feel that they are in a safe environment, 
their motivation to learn about the subject will also increase (Lightbown et al., 2006). 

One method the teacher should use to encourage students’ attentiveness to the 
message is providing a handbook or worksheet for them to record information that 
they have gathered or learned. Having students turn in these worksheets also gives an 
opportunity to assess if students have ‘attended’ to the information and have 
understood the message or information to which they were exposed. Receiving input 
is vital to achieve proficiency, but doesn’t “ensure that the outcome will be native-like 
performance” (Swain, 1985, p. 236). Students need opportunities to practice the 
language and produce output (Swain, 1985). For most students, learning another 
language means being able “to know other people and [learn] about new cultures 
through those personal connections” (Ballman, Gasparro, & Mandell, 2001, p. 9). This 
means that the teacher should focus on teaching what friends, family, colleagues, 
classmates, and acquaintances talk about, and the language skills students need to 
form these personal connections with people from other cultural and language 
backgrounds. There is no doubt that task-based activities are the most effective way 
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for a teacher to help the students to produce more output and practice talking about 
these topics. 
III.  Task-Based Activities: 

Task-based activities are those that help students practice L2 vocabulary and 
grammar principles they are learning through oral communication, writing, and 
reading. As students are given the chance to discuss what they have heard, read, or 
written with their classmates, they will be able to “use and hear new language” 
(Escamilla et al., 2013, p. 149). As such, Task Based Activities provide students with 
opportunities to not only “communicate with their existing knowledge of the language 
but actually extend this knowledge” (Littlewood, 2011, p. 548). According to Swain 
(1985), allowing students to practice the language gives them the chance to test out 
some hypotheses about the language and see what actually works. Using the language 
also pushes them “to move from semantic processing to syntactic processing” (Swain, 
1985, p. 249). As such, using the language is a critical source that will cause learners to 
recognize the grammar rules and help them to gain a more native like proficiency. 
Even if there are no native speakers in a class, Task Based Activities will help students 
naturally acquire knowledge about the language as they interact with each other, listen 
to recordings of fluent speakers, or read authentic texts. In addition to “a long period 
of regular interaction with people speaking the language,” Garrett (2006) stresses that 
students also need “help with making sense of what’s going on linguistically” (Garrett, 
2006, p. 133). This is an integral part of Task Based Activities because in fulfilling these 
communication activities, it is vital that students are required to do something 
contextualized with the language to fulfil the class period’s specific objective or 
communicative goal. This allows teachers the chance to explain what students need to 
know linguistically to fulfil the task. Instead of focusing on drills and memorization, 
TBAs equip students with the tools they need to successfully communicate in the real 
world. Task Based Activities are designed to foster communicative interaction, which 
leads to language acquisition because language is learned, “not as a series of separate 
discrete items but as an integrated system” (Brown, 2007, p. 29). Using TBAs allows 
students to see how the language works as a whole, as they participate in activities 
encouraging them to solve problems, discuss articles or books, share ideas, tell stories, 
explain cultural differences, etc. Task Based Activities are more than just activities 
designed to get students talking, etc. In addition to communication, Slavin’s (1995) 
research shows that there are “strong improvements in student learning when 
students work in groups that have structured objectives”. Group work should require 
specific outcomes and cover topics that are meaningful for the students. TBAs allow 
students to practice communicating in a variety of ways in a group setting that 
resembles communication they normally would have in their L1. Ortego (2009) says 
that, “in characteristically human behavior, we use language not only to communicate 
to specific audiences, but sometimes to address ourselves rather than others, as in self-
talk, and other times to address collective, unknown audiences, as when we 
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participate in political speeches, religious sermons, internet navigation, commercial 
advertisements, newspaper columns or literary works” (p. 1). Teachers should use 
TBAs to stretch students’ abilities to interact in the L2 as they characteristically would 
in their L1. For example, a contextualized goal of a TBA would be for students to work 
with a committee in determining the pros and cons of a given controversial issue. Then, 
as a group, they would write a persuasive speech to try to convert the other groups in 
the class to their views. An example of a topic would be “Why it is good/bad for 
Mothers to Work Outside of the Home”. As the teacher builds up to this end goal, 
students learn how to discuss their opinions of an in issue in the L2, determine the 
pros and cons as a group (which may require compromise), use persuasive language, 
and prepare a speech to perform in front of an audience. There are many such 
examples of TBAs. In Task Based Activities, the group work requires students to 
participate in conversation, and students who may usually act shy are more actively 
involved during group work. Shy members are especially engaged when each member 
of the group has some of the information needed to fulfil the task. Folse (2006) 
addresses this type of task, known as a two-way task. Folse (2006) explains that one-
way tasks are those in which information is simply shared. For example, students may 
be asked to share their favourite childhood memory. Even though both partners share 
their stories, the information is not used or recorded in any way, which does not 
produce the communicative interaction that is most beneficial for students. This type 
of task can be adapted and become a two-way task by having the students record 
certain facts about the story on a handout, which will encourage the use of negotiation 
of meaning (Long, 1996). Negotiation of meaning occurs when another student, or the 
teacher, is able to clarify the meaning of a phrase or word that a student does not 
understand through different negotiation techniques. These techniques consist of 
repetitions, confirmation checks, reformulations, or clarification requests (Long, 1996). 
Requiring students to record information from their interaction with their partner will 
necessitate active participation from each partner as they ask for clarifications so that 
they can understand and record the needed information requested by their teacher 
(Folse, 2006). In research that looked at the effect of one-way and two-way tasks, Pica 
and Doughty (1985-1986) state that, “when [the students] used two-way tasks, in 
which information exchange was required, [the authors] did find statistically 
significant differences” compared with one-way tasks. Thus, using two-way tasks in 
language teaching is more likely to enhance students’ communication in the real world 
as they gain the ability to negotiate the meaning of the input they receive orally or 
through written work. Clarifying questions students may use to negotiate meaning 
include such phrases as Could you please repeat what you just said? and What does the 
word mean? and Did you say? or Did you understand the last paragraph of the story to mean? 
When compared to fill-in-the-blank exercises, memorization drills, rote repetition, or 
other such teaching methods, lessons designed around TBAs are better able to meet 
students’ needs because TBAs give students the chance to practice communication that 
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is similar to what they will need to use in everyday life when speaking in a L2. These 
types of activities also prepare students to effectively communicate in L2 situations 
that they have not previously experienced because of the language strategies they have 
learned while participating in TBAs. It is not enough to simply give students the 
chance to talk together (Christian, 2011). Teachers must use TBAs as an opportunity to 
‘design the task’ that will help students use “strategies that will promote language 
development” (Christian, 2011, p. 15), as they proceed through the task. The classroom 
can imitate real-world environments and social interactions (Walsh, 2006), and using 
TBAs helps the class to transform and take on these different scenarios and contexts. 
These activities also encourage greater interaction between students, which is believed 
to lead to more L2 acquisition (Long, 1996). This is important because gaining oral 
proficiency is the motivation of most students for learning a language, and the success 
of a course, or their personal ability to learn a language, is often judged by this aspect 
(Lee & Van Patten, 2003; Richards, 2006). Even though students primarily desire oral 
communication, TBAs can also give students practice in reading and writing. In 
today's classrooms, there is rarely, if ever, room for students to use their imaginations 
to expand on the text, but Hooks (2010) discusses how talking about the research or 
text within an open classroom dialogue will actually deepen students’ understanding 
of the text and how it connects to the world. TBAs provide opportunities for students 
to discuss and expand the text, as good literacy activities not only include reading and 
writing, but discussions about what have been read or written (Escamilla et al., 2013). 
These types of discussions are important because, “engaging in dialogue provides 
students with ample opportunities to use and hear new language that helps them 
interact with the text and take part in meta linguistic discussions to help them meet the 
literacy and oracy objectives” (Escamilla et al., 2013, p. 149). According to Hooks (2010), 
conversation is the “key to knowledge acquisition” (p. 44), TBAs play a vital role in the 
L2 classroom in creating an environment conducive to conversations. Through TBAs, 
students are able to discuss what they have read, written, or heard with their 
classmates. These discussions increase not only their oral and literacy skills, but also 
help students deepen their understanding of the input they have received. 
Conversations such as these do not just happen “in an acquisition rich classroom, [it] is 
instigated and sustained by the teacher. While learners clearly have a significant role 
to play, it is the teacher who has prime responsibility” (Walsh, 2006, p. 19). 
IV.  The Role of Teacher 

The teacher’s role in the classroom is that of an architect or facilitator (Lee & 
Van Patten, 2003). It is their responsibility to not only plan, organize, and conduct 
lessons that encourage interaction, but also to create a classroom environment that is 
conducive to learning. A teacher can affect the mood of a classroom, allowing for new 
and original thought, and inspire students to question and investigate ideas, thoughts, 
and beliefs. As learning a language takes a lot of time (Garrett, 2006), it is a teacher’s 
role to help students get as much meaningful practice as possible inside the classroom. 



INSIGHT Journal of Applied Research in Education, Vol. 24, No. 1, 2019 

 232

The teacher, as the architect, designs detailed lesson plans based on a specific 
communicative language goal or “terminal objective” (Brown, 2001, p. 150). Objectives 
are specific knowledge or skills that students should master by the end of the lesson or 
unit (Hamayan, Genesee, & Cloud, 2013). This ultimate goal or objective should be 
contextualized as a real-life situation or problem. In his article, Brown discusses the 
formation of a lesson plan. Each day should have “an overall purpose or goal” that 
students should be able “to accomplish by the end of the class period” (p. 149). In 
planning to help students reach this terminal objective, teachers use “enabling 
objectives” (p. 150). These “are interim steps that build upon each other and lead to a 
terminal objective” (p. 150). It is the teacher’s task to design activities to help students 
meet the enabling objectives. Thus, the specific language skills and knowledge needed 
to meet the ultimate goal for the unit or lesson should be determined ahead of time 
(Hamayan, Genesee, & Cloud, 2013). Then, the teacher can plan activities that focus on 
using the new words and grammar principles needed to build their language skills so 
that they can eventually reach the terminal objective or communicative goal, through 
the smaller activities that help them complete the enabling objectives. When students 
reach the terminal objective, the teacher can then measure their language progress and 
abilities (Brown, 2001). Thinking about lesson planning in this way encourages the 
teacher to analyze the overall objective and what parts of the language students need 
to reach the terminal goal. As students work through the enabling objectives, they gain 
the language skills they need to fulfill the terminal objective. This has been a successful 
approach for teachers because it helps them to be more organized in their lesson 
planning. Instead of just picking a topic they would discuss in class, they must 
critically think about the end goal of the class and what language tools their students 
need to reach that goal. At the end of the lesson, it also gives them a chance to look 
back and assess whether their students are able to perform the overall objective. In 
coming up with these activities, it is important to use TBAs that allow students to do 
these activities through communication in small groups, with partners, or as a class. 
Brown says that smaller objectives are needed to reach the overall goal of the lesson, 
and TBAs are an effective way to help students achieve these smaller objectives 
because as each TBA builds on the previous one, students should gain the needed 
skills to meet the communicative goal for the lesson. The teacher must carefully plan 
each activity to focus around that lesson’s communicative goal (Lee & Van Patten, 
2003), which should be a skill that students will use in real-life communication outside 
of the classroom. Planning activities that allow students to practice the language in a 
contextualized situation is a challenging job for a teacher. According to Folse (2006), 
teachers must not only be able to point out the grammar rules of the L2, but must 
know how to “construct a lesson around an important language component…” (p. 23). 
Besides knowing the structural rules, teachers need to be able to plan lessons that help 
students practice using these rules. After the teacher recognizes which grammar rule(s) 
and patterns are needed to fulfil the goal for the lesson, it is important that the teacher 
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provides activities that help the students learn how to use these new rule(s) and 
patterns in a communicative context (Ballman, Gasparro, & Mandell, 2001. In addition 
to recognizing the need for grammar rule(s), teachers must also pick end goals and 
enabling objectives that are achievable. While planning and structuring in class 
activities, teachers should remember that the goal is for students to be in an 
environment “in which [they] are stimulated, engaged in activities that are appropriate 
to their age, interests, and cultural backgrounds, and, most importantly, where 
students can experience success” (Lightbown, Spada, Ranta, & Rand, 2006, p. 185). 
Folse (2006) claims teachers who focus on oral communication should be able “to 
choose a topic, narrow it down to a more specific subtopic, and then select or design 
the right kind of task” (p. 27). Designing subtopics about a broader topic, and then 
specific daily tasks and activities about these subtopics, will increase students’ abilities 
to communicate freely outside the classroom about the topic with which they have 
been practicing. If too much information is given, or the information is not well-
focused, students can become confused or frustrated. Giving students a free topic 
discussion will not benefit them nearly as much as engineering a specific topic to 
discuss (Yoon & Kim, 2012). It is important for teachers to carefully plan and execute 
organized lessons on specific subjects (Lee & Van Patten, 2003). Even though planning 
is a critical part of the role of the teacher, sometimes “good decisions are those that are 
appropriate to the moment, not ones which ‘follow the plan’” (Walsh, 2006, p. 19). As a 
teacher, it is important to be prepared with a plan, but teachers should also be flexible 
to adapt plans and change course if the students are showing signs of 
misunderstanding, boredom, or frustration. One of “the principal [ways] that teachers 
can influence learners’ motivation is by making the classroom a supportive 
environment” (Lightbown, Spada, Ranta, & Rand, 2006, p. 185). Planning, organizing, 
and facilitating effective TBAs for a class is an important role of a teacher, but being 
able to create an atmosphere that is comfortable and conducive to learning is also 
essential.  
Conclusion 

Meaning-Bearing and Comprehensible Input are vital for students to be able to 
increase their vocabulary and comprehension of the language while also finding the 
information that they are learning to be meaningful and relevant to them. As new 
topics, vocabulary, and grammar principles are introduced, it is vital that students 
have a chance to contextually utilize this information through TBAs. To help students 
improve their oral communication abilities, these activities must be carefully planned 
and constructed by the teacher around specific themes and sub-topics that help 
students reach specific communicative goals. In planning the curriculum, the teacher 
must make sure that it is relevant to the students. They need to learn the language that 
they will want to use in everyday life. Thus, it is important that teacher acknowledges 
the interests of his students and make these interests part of the curriculum. And 
perhaps the most important role of the teacher is in helping to create a classroom 
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environment that is comfortable for students to make mistakes and conducive overall 
to language learning. In multi-cultural classroom, teacher should plan to give students 
the chance to speak with their classmates and learn from each other’s different 
perspectives. The analysis and talking they do after the reading and writing will be 
what students remember in the long run. Rather than a system for grades or 
memorization, classroom should be a place for students to learn and improve. As 
Meyer (2008) said, “It’s not about how well you can quote theory; it’s whether those 
ideas affect how you act, how will you feel encouraged to go forth into the world” (p. 
221) and make a difference? The students should not leave their class simply listing 
memorized vocabulary or grammar charts, but that as they have studied a new 
language they will have also gained an appreciation for the other languages, ideas, 
cultures, and beliefs that surround them in the world. Learning is not about 
remembering a list of facts, but allowing what we have learned to change our 
behaviour. What we learn should affect our view of the world and encourage us to go 
out and do good in it. 
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