19

CHAPTER II

REVIEW OF RELATED LITERATURE
This chapter presents some review of related theories; it covers of the teaching and learning speaking, the definition of autism and the development of language for autism.
A. Review of Related Theory

1. Teaching and Learning Speaking

A large percentage of the world’s language study English in order to develop proficiency in speaking. The ability to speak a second or foreign language well is a very complex task if we try to understand the nature of what appears to be involved. Speaking is used for many different purposes, and each purpose involves different skill. When we use casual conversation, for example our purpose may be to make social contact with people, to establish rapport, or to engage in the harmless chitchat that occupies much of the time we spend with friend. When we engage in discussion with someone, on other hand, the purpose may be to seek or express opinions, to persuade someone about something, or to clarify information. In some situation, we use speaking to give instruction or to get things done. We may use speaking to describe things, to complain about people’s behavior, to make polite request, or to entertain people with jokes and anecdotes (Jact & Willy, 2002:201)

Learning to speak foreign language requires more than knowing its grammatical and semantic rules. Learners must also acquire the knowledge of how native speakers use the language in the context of structured interpersonal exchange, in which many factors interact. Therefore, it is difficult for EFL learners, especially adults, to speak the target language fluently appropriately. In order to provide effective guidance in developing competent speakers of English, it is necessary to examine the factors affecting adult learners oral communication, components underlying speaking proficiency, and specific skill or strategies used in communication.

Speaking language is especially difficult for foreign language learners because effective oral communication requires the ability to use the language appropriately in social interaction. Diversity in interaction involves not only verbal communication, but also paralinguistic element of speech such as pitch, stress, and intonation (Jact & Willy, 2002:204)

a. Method to Support in Teaching Speaking
Communicative Language Teaching (CLT)
1) Background 
According to Richards and Rodgers (1986 ) CLT is regarded more as an approach since the aims of CLT are a) to make the communicative competence the goal of language teaching and b) to develop procedures for the teaching of the four language skill that acknowledge the interdependence of language communication (Richards and Rogers, 1986:66). CLT deals more with assumptions about language and language learning and Larsen-Freeman (1986) names it the Communicative Approach.


2) Basic Assumptions about Language Learning

Richards and Rodgers (1986) argue that little has been written about learning theory of CLT. They state further that elements of an underlying learning theory may be discerned in some CLT practices. One of the elements of learning theory of CLT is that activities that involve real communication promote learning (Richards and Rodgers, 1986:72). This implies that language learning will learn the target language optimally when they communicate in the language. They should use the language to carry out meaningful tasks, not just learn the language. Communication practice is believed to develop linguistic skills. It seems that the role of teacher is likely to be teaching communication via language, not teaching language via communication (Allwright, 1983:167). Allwright (1983:170) acknowledges that this strategy may be argued since absolute beginners cannot be expected to solve communication problems. Language beginners seem not to be able to use the target language for conveying meanings. They are in the process of learning to convey meanings by using the language. The problem that language learners are not yet able to use the language for communication needs alternative techniques of CLT

A principle that may be regarded as another assumption about language learning in CLT is that the grammar and vocabulary the students learn from the function, situational context, and the roles of the interlocutors. Larsen-freeman provides an example of the assumption by observing a class taught through CLT that after the role-play is finished the students elicit relevant vocabulary. This seems in accordance the first assumption that the emphasis of teaching a language is communication. After communication, as well as games and role ply, is finished the students may discuss the elements of the language grammar and vocabulary. The elements of the language come later after the first priority of language grammar and vocabulary. The elements of the language come later after the first priority of language teaching communications is over (Bambang, 2006: 141)

b. Factors Affecting Learners in Oral Communication or Speaking
1) Age or Maturational 

The interactive behavior of EFL learners is influenced by number factors. Age is one of the most commonly cited determinant factors of success or failure in L2 or foreign language learning. According to Krashen, long, and scarcella (1982) argue that acquirers who begin learning a second language in early childhood through natural exposure achieve higher proficiency than those beginning as adults.   
2) Aural Medium 

The central role of listening comprehension in the L2 or foreign language acquisition process is now large accepted. And there is little doubt that listening plays an extremely important role in the development of speaking abilities. Speaking feeds on listening, this precedes it. Usually, one person speaks, and the other responds through attending by means of the listening process. In fact, during interaction, every speaker plays a double role both as a listener and as a speaker. According to Medelsohn & Rubin (1995, p.35) “While listening, learners must comprehend the text by retaining information in memory, integrate it with what follows, and continually adjust their understanding of what they hear in the light of prior knowledge and incoming information”. If one cannot understand what is said, one is certainly unable to respond. So, speaking is closely related to or interwoven with listening, which is the basic mechanism through which the rules of language are internalized. 
3) Socio cultural Factors

According to Dimitracopoulou (1990), many cultural characteristics of a language also affect L2 or foreign language learning. From a pragmatic perspective, language is a form of social action because linguistic communication occurs in the context of structured interpersonal exchange, and meaning is thus socially regulated. According to Carrasquillo, (1994, p. 55) In other words, “shared values and beliefs create the traditions and social structures that bind a community together and are expressed in their language”. Thus to speak a language, one must know how the language is used in a social context. It is well known that each language has its own rules of usage as to when, how, and to what degree a speaker may impose a given verbal behavior on his or her conversational partners 
4) Affective Factors

According to Oxford, (1990, p.140) “the affective side of the learner is probably one of the most important influences on language learning success of failure”. The affective factors related to L2 or foreign language learning is emotions, self-esteem, empathy, anxiety, attitude, and motivation. L2 is a complex task that is susceptible to human anxiety (brown, 1994), which is associated with feelings of uneasiness, frustration, self-doubt, and apprehension. Speaking a foreign language in public, especially in front of native speaker, is often anxiety-provoking. Sometimes, extreme anxiety occurs when EFL learners become tongue-tied or lost for word in an unexpected situation, which often leads to discouragement and a general sense of failure (Jact and Willy, 2002:205) 
c. Components Underlying Speaking Effectiveness for learners

Building on Hymes’s theory, Canale and Swain (1980) propose that communicative competence includes grammatical competence, discourse competence, sociolinguistics competence, and strategy competence, which reflect the use of linguistic system and the functional aspects of communications, respectively. In the framework of Canale and Swain (1980), we can sow graphically the abilities underlying speaking proficiency.

1) Grammatically Competence

“Grammatical competence is an umbrella concept that includes increasing expertise in grammar (morphology, syntax), vocabulary, and mechanics. With regard to speaking, the term mechanics refers to basic sound of letters and symbols, pronunciation of word, intonation, and stress” (Scarcella & Oxford, 1992, p.14). in order to convey meaning, EFL learners must have the knowledge of word and sentence: That is, they must understand how word are segmented into various sounds, and how sentences are stressed in particular ways. Thus, grammatical competence enables speakers to use and understand English-language structures accurately and unhesitatingly, which contributes to their fluency.   
2) Discourse Competence 

In addition to grammatical competence, EFL learners must develop discourse competence, which is concerned with intersenteatial relationship. In discourse, whether formal or in formal, the rules of cohesion and coherence apply, which aid in holding the communication together in a meaningful way. In communication, both the production and comprehension of language require one’s ability to perceive and process stretches of discourse, and to formulate representations of meaning from refers in both previous sentences and following sentence. Therefore, effective speakers should acquire a large repertoire of structure and discourse markers to express ideas, show relationship of time, and indicate cause, contrast, and emphasis (Scarcella & Oxford, 1992).  
3) Sociolinguistic Competence  

Knowledge of language alone does not adequately prepare learners for effective and appropriate use of the target language. Learners must have competence which involves knowing what is expected socially and culturally by users of the target language; that is, learners must acquire the rules and norms governing the appropriate timing and realization of speech acts. Understanding the sociolinguistics side of language helps learners know what comments are appropriate, how to ask questions during interactions, and how to responds nonverbally according to the purpose of the talk.
4) Strategic Competence 

Strategies competence, which is “the way learners manipulate language in order to meet communicative goals” (brown, 1994, p. 228), is perhaps the most important of all the communicative competence elements. Simply put, it is the ability to compensate for imperfect knowledge of linguistic, sociolinguistic, and discourse rules (Berns, 1990). With reference to speaking, strategic competence refers to the ability to know when and how to clear up communication breakdown as well as comprehension problems (Jact and Willy, 2002:207)

d. Interactions as The Key to Improving EFL Learners’ Speaking Abilities
The functions of spoken language are interactional and transactional. The primary intention of the former is to maintain social relationship, whereas that of the latter is to convoy information and ideas. In fact, much of our daily communication remains interactional. Being able to interact in a language is essential. Therefore, language instructor should provide learners with opportunities for meaningful communicative behavior about relevant topics by using learner-learner interaction as the key to teaching language for communication because “communication derives essentially from interaction” (rivers, 1987, p. xiii).

Communication in the classroom is embedded in meaning-focused activity. This requires teacher to tailor their interaction carefully to the needs of learners and teach them how to listen to others, how to talk with others, and how to negotiate meaning in a shared context. Out of interaction, learners will learn how to communicate verbally and nonverbally as their language store and language skill develop. Consequently, the give-and-take exchanges of message will enable them to create discourse that conveys their intentions in real-life communication. (Jact and Willy, 2002:208)
e. The Importance of Repetition in Speaking Learning

Repetition has always played a part in language learning, even if its efficiency in helping students to transfer knowledge from their short-terms to their long-term memories is not firmly established. Nevertheless, we suppose that if students think about what they are repeating and try to organize it in their heads; they stand a better chance of remembering what they are learning than if they merely repeat it without thought.

However, one kind repetition is of vital importance in language learning, and that is the repetition of encounter with language. It this repetition which really helps fixes things in the mind. In other word, if students see or hear some language once, they might, even when they notice it, forget it fairly quickly. But the more they comes across this language – than more repeated encounters they have with it – the better chance they have of remembering (and being able to use)

However, repeating something a number of times, one after the other, isn’t especially useful. What language student need is repeated encounters with language which is spaced out – that is, language which students come back to again and again, with time lapses in between. 

Students also seem to again from repeating tasks. Thus, if they have told a story, for example, and though about how they did it, telling the story again allows them to re-use word and grammar, re-formulating what they said the first time in a way that helps them to think about language even as they use it. Perhaps this will provoke the structuring and re-structuring of ‘noticed’ language that necessary if the learner is to adjust the hypotheses they have formed (Harmer, 2007:56)

The value of repetatition: Each new encounter with a word or phrase help to fix in the students memory. Repetition has other benefits, too: it allows students to improve on what they did before. They can think about how to re-word things or just get a feel for how it sounds.

When students repeat speaking tasks they have already done once (or twice), their first attempt is like a rehearsal for the final effort. Each rehearsal gives them more confidence as they are not attempting to get the word out for the first time when they try to speak in subsequent ‘performance’.

Repetition works even better if students get a chance to analyze what hey have already done. This analysis may come from fellow students or from the teacher, but if they get a chance to evaluate what they have done – or least get feedback about it – their performance second or third time round can only get better. Paul Howart (2001 a and b) describes this as process speaking, characterized by the pattern:

Plan – perform – analyze – repeat 

If we ask student to make presentation or tell stories, repetition obviously make sense in the same way as getting students to draft and re-draft their writing. But letting students rehearse conversational exchanges work, too. If students have had a chance to try out the exchange, they will do it much more confidently and fluently when they do it a second time (Harmer, 2007:346)

f. Characteristics of Communicative Competence in Speaking Learning

What is it that one needs to know and be able to do in order to speak in another language? Of course, one needs to know how to articulate sounds in a comprehensible manner, one needs an adequate vocabulary, and one needs to have mastery of syntax. These various elements add up to linguistic competence. However, while linguistic competence is necessary, it is not sufficient for someone who wants to communicate competently in other language. In the sociolinguist Dell Hymes (1974) proposed the nation of communicative competence as an alternative to Chomsky’s linguistic competence. Communicative competence includes linguistic competence (although see Canale and Swain for an alternative perspective), but also includes a range of others sociolinguistic and conversational skill that enable the speaker to know how to say what to who, when. In the early 1970s, Sandra Sauvignon conducted an important study into the development of communication skill built on a model of communicative competence containing several essential characteristics. She defined communicative competence as “the ability to function in a truly communicative setting – that is, in a dynamic exchange in which linguistic competence must adjust itself to the total informational input, both linguistic and paralinguistic, of one or more intericutors” (p.9). In addition to being dynamic, rather than static, and involving the negotiation of meaning for Sauvignon, communicative competence is not restricted to spoken language, but involves writing as well. It is also context-specific, which means that a competent communicator knows how to make choices specific to the situation. Finally, it is distinct from performance is what one does (Nunan, 1999:226)

2. Autism

a. The Definition of Autism

Autism is a neurological developmental disorder that affects brain function; damage the brain development of the central area of ​​social interaction and communication skills. Hitipeuw (1999:17) says that autism is the term aberrations that arise in children very early on, which is on the mark with a disturbance in language development and communication and social skills. Meanwhile, according to Judarwanto (2004), autism is a pervasive developmental disorder in children who are on the mark with a disturbance in the field of cognitive, language, behavior, communication and social interaction. The word pervasive states that a person suffers damage deep inside, covering the whole itself (Peeters, 2004:4)

Mc Candles (2008:4) explains that the diagnostic criteria for autism that was approved by nearly all the authorities are: severe impairment in reciprocal social relations, the development of communication (including language), the behavior is limited and repetitive (repetitive), limited joy, imagination and activities and the early signs occur at an early age.

b. Definition Of Autistic Disorder in DSM-IV are As Follows:

There are at least six principal from group 1, 2, 3 which includes at least two points of group 1, at least one subject from group 2 and at least one subject from group 3.

1) Disturbance in qualitative social interaction in the show by at least two of the following:
a) Disorder traits are evident in the use of various non-verbal behaviors (not oral) such as eye contact, facial expression, gesture, and motion cues for social interaction.
b) Inability to develop peer relationships appropriate friendships with developmental level.
c) Inability to feel for the excitement of others.
d) Complete lack of emotional reciprocity in touch with others.
2) Qualitative disorders in which the show communication by at least one of the following:
a) Delays or deficiencies in the overall oral language (not accompanied by efforts to keep up with the use of gestures or facial expressions as an alternative way of communicating.
b) Characteristic of a clear disruption in the ability to initiate or continue a conversation with another person even in simple conversation.
c) Repetitive use of language (repeated) or stereotypes (mimetic) or are idiosyncratic (odd).
d) Less diversity of spontaneity in the game to pretend or imitate others in accordance with the level of development.
3) The pattern of behavior that interest is limited, repetitive, and stereotyped as the at least one of the following:
a) Include preoccupation with one or more patterns of limited interest or stereotypes that are abnormal either in intensity or focus.
b) Compliance appears to be driven by specific routines or rituals (certain habits) are nonfunctional (not related to the function)
c) Repetitive behaviors and stereotyped movements (such as hand-held continuous unscrewed, twisted fingers or hands or move your body in a complex manner)
d)  Constant preoccupation of the parts of an object. (Peeters, 2004:1)
c. Adding to the perception of meaning: a limited ability to interpret and understand
The development of imagination / imagination (the addition of meaning in perception) and social behavior are very different in young children with autism. If they were invited to play and "pretend", they prefer to look for activities that focus on pure perception, such as stacking objects or lined-shaped line. The absence of symbolic play shows us how little understanding of the people around him.

Different cognitive types of people with autism can be summed up as follows. Wherever this world, children born with biological traffic programmed to add meaning to the perception of only a few stimulation / social stimuli. Thanks to this ability intuitively they would rather like the human voice, the way they analyze and understand human communication and to communicate their own end. With this same ability they can also advance human behavior and then, stick with this understanding, capable of behaving that are socially unacceptable. Actually, this is an innate biological ability of the affected in autism. Ability is not "no thing" but is interrupted. Many people with autism actually understand the specific meanings, which in the show through communication, social behavior and imagination. Difficulties they have in addition meanings may be different at higher levels. (Peeters, 2004:22)
d. Teaching about communication

1) Inputing Meaning

A programme to teach about communication may mean going to the very early stages of communication where the caregiver imputes communicative intent to what are in reality mere responses to the childs own states and thereby teaches the child what it means to intend. However, it is not just that the child with autism has missed these experiences and need to go back over them; autism is a biological disability which means that child is not ‘programmed’ to recognise the social signals inherent in communicative exchanges. Therefore it is not enough to go through early stages of development again; the process has to be made explicit.

A good example is the fact that children with autism do not share joint attention with others by automatically looking where others are looking or even where they are pointing, but they can do this if they are specifically instructed to do so. Teachers, then must be aware of this need for explicit instruction so they can say, for example, “look at I’m holding up” before talking about it and not assume thet the mere (communicative) act of holding something up means that it is necessarily the focus of regard. (Jordan and Powell, 19995:54)

2) Understanding Inference

In the same way, pupils with autism will need to be taught to notice the different ways things are said and the gestures , facial expressions and body postures that go with different meanings (indeed it is noteworthy that many pupils with autism learn more easily from the mechanical voice of a computer where such nuances are not present). At the same time, academic learning can be accelerated through computer-assisted learning or written instructions because the child is not having to decipher simultaneously all the confusing massages conveyed through natural speech. Most of our understanding comes from understanding people, and we respond to what we infer the speaker means rather than what the words means. But the child with autism lacks his natural inferential process and will have to learn that words have more than their literal meaning; they will need to be taught how to infer what the speaker means which in turn requires that these normally implicit processes will have to be made explicit. (Jordan and Powell, 19995:54)

3) Communicative Functions

Teaching the least able individuals with autism a verbal or signed label for an object is unlikely to lead to success in using that ‘label’ unless prompted in some way. Alternatively, it may result in inappropriate use as the individual runs desperately through his or her repertoire of learned (but meaningless) actions or sounds in the hope of hitting on the one that will give him or her what is wanted in this context. Children with autism need to be taught how to use and understanding the lebels they are given, which means they must be taught communicative functions. Request is often the best communicative function to start with since it is the earliest, and sometimes the only, function acquired by individuals with autism and it is the one whose meaning is easiest to demonstrate. (Jordan and Powell, 19995:55)

4) Giving Communication Priority

Undesirable behaviour can often be treated as a communicative attempt. The individual may be at the stage where outbursts are a simple reaction to need without communicative intent at all. However, the teacher can use such outbursts to impute the communicative intent of a request (if that is what the situation suggests is appropriate) and teach the individual to grab; if the individual already tries to grab (or grabs the teachers hand and ‘throws’ it at the desired item) then the communication training starts there. Teaching the individual to stop and look at the teacher, by the interrupting the ‘grab’ sharply with a restraining hand (and thus usually causing a momentary glance at the person causing the obstruction) can be built on until the individual gives that checking look spontaneously when reaching for the item. This can be extended to a variety of contexts and, once it is secure, the grabbing hand can be gradually shaped into a point until the individual has the communicative act pointing and looking. Teaching pointing, without these preliminaries to teach the meaning, will only lead to meaningless pointing, which might occur even when there is no one in the room to see the point.

In our view the teacher also needs to give communication priority over behavioral conformity. Thus, merely getting the child to ask politely for something that is in front of him/her teaches cultural forms of polite behaviour but does nothing to help the child understand about communication. In fact it assumes that communicative understanding is already there. The child with autism needs to learn to ask for something when there is a reason for doing so and not just as a mechanical habit. The desired item should be clearly in the control of someone whom the child must then ask in order to obtain it (for example, on high shelf, or locked away when that person has the key). The teacher may need to ‘engineer’ many of these situations throughout the day.  (Jordan and powell, 1995:54-56)
3. The Development of Language for Autism
a. The Range of Language Competence

It is communication rather than language difficulties that are characteristic of autism in spite of the very obvious abnormalities and delays in the development of language that are often present. Because autism is a beological disorder affecting brain function, it is likely that whatever has led to the autism may have caused additional disturbance to brain function, and ‘pure’ autism, without additional developmental problems, will only be present in a minority of cases. Many individual with autism, therefore, will have additional problems which lead to further language difficulties. Severe learning difficulties or associated specific language difficulties often mean that general language development is severely delayed and in a significant minority of cases the individual remains mute.

This may be because of specific language difficulties which mean the child has no natural inborn mechanism for learning the structure of language. It is known that autism is associated genetically with language disorder and that there are often language difficulties in family members of individuals with autism. But this association is not there in every case and some individuals with autism have an ability to acquire the structural aspect of language as a special ‘is let of ability’ (which may extend to foreign languages) 
More commonly, however, there are difficulties in acquiring language which extend to all its form, including sign, as we have seen. Spoken language ability in autism ranges from muteness to an apparent facility. Where language is acquired, a faciity with the structure and form may mislead the naïve listener into a false sense of the individual’s comprehension. It is usual to assume that understanding prcedes production but this is not necessarily the case in autism where, even though speech has good structural form and may be prolific, an analysis will show that the individual’s understanding of the lnguage may be well below his or her ability toproduce it. Speech in autism will tend to be non-productive, often showing both immedieteand delayed echolalia. It will also tend to be pedantic and utterend in a monotone or with unusual intonation and stress. Reading may be easier than telling a simple story or relating a past event coherently. (Jordan and Powell, 19995:71) 
b. Problem with the Language of Teaching and Learning 

1) Language Before Communication

The pupil with autism will autism will have problems in the educational uses of language, which build on the assumption that communicative uses have already been firmly established in the pre-school years. It is only in autism that children may acquire language and then have to learn the communicative uses for it. The child with autism will not understand about communication and so will have little idea of what language is for. Effective communication, as we has seen, requires playing attention to what speaker intends but this is liable to be lost on the child with autism. As a corollary to this, the teacher will be unprepared for the child’s interpretations and thus will make interpretations of the childs responses that do not allow for the childs lack of communicative understanding.

Even in specialist setting for those with autism, it is difficult to maintain this constant awareness of what to us is such an alien interpretation, as the following incident illustrates. The school were in the middle of a project on sheep and this particular assembly was about wool. The teacher leading the assembly held up a fleece and asked: ‘does anyone know what this is called?’ hands were rised and the teacher chose one by from this class where this topic had been well covered and who seemed eager to respond. ‘yes’, said the boy, ‘I do’, and sat down again. The teacher realized  his mistake (that the child had interpreted the question literally) but in this itempt to retrieve the situation fell into exactly the same trap. ‘Its called fleece’, he said, and added, turning to the boy who had just answered so literally, ‘do you know why it is called a fleece, john?’ ‘yes’, said john happily, and promptly sat down. Since this was a specialist school, the teacher at least realised that it was he who had made the same mistake twice and did not, as might well have happened in a mainstream setting, interpret the boy’s behavior as rude or cheeky.  (Jordan and Powell, 19995:72)
2) Literacy and Spoken Language

There are also problem with the assumption that literacy amerges from spoken language development, since this may well not be the case in autism. Many pupils with autism will find reading and even writing easier to understand and use than spoken language and certainly reading a story may well come earlier then being able to tell one, even from a picture book without words. As we have seen, the structure of even a simple narrative may be best approached through reading rather than trying to get the child to tell the teacher, regardless of spoken language skill. Written language could be easier to understand than spoken language since it is more static and changes less with intonation and voice quality. Children with autism, then may learn to read and write without ever learning to speak, or as a precursor to it, and may read beyond their level of understanding (hyperlexical). No asmption can be made, therefore about a particular relationship between the ability to read and the ability to understand and use spoken language.
3) Classroom Language 

It is not only the way that language is used in the classroom that causes difficult, however but the kind of language that is used. Educational language moves away from the here and how and begins to talk about things beyond children’s immediate and personal understandings, introducing abstract concepts with abstract language. Teachers are also likely to introduce new concepts by using metaphors on the, normally valid, assumption that it is easier to understand something new if it is explained in terms of something familiar. Now it is possible to understand a simile (that something is like something else) through a literal interpretation of the words and, providing they have sufficient language ability, this will present no problems fo children with autism. But metaphors require an understanding of mental states, in that the listener has to divorce the image of the real object (as would be expressed by the literal use of the word) from its mental image (as avoked by the metaphor). As we have seen, his is very difficult for children with autism to grasp. Thus, we would expect them to be happy with expressions such as ‘I want you all to be as quit as mice but completely at a loss if this is expressed as I want you all to be little mice.  (Jordan and Powell, 19995:73)
Even more difficult for children with autism are those expressions used in classrooms that rely not only on understanding mental states but also on being aware of an attitude to that mental state (a second order mental state). This is what is involved in irony or sarcasm where the listener has to understand that what is said may be contrary to the literal meaning and is deliberately so, thus revealing the speaker’s true feelings. Even the most able pupils with autism may puzzle over such uses of language.

For example, a young man with autism, now in his twenties, recently met his support teacher from 12 years proviously and greeted her with, ‘when you said “thank you very much!” you were being sarcastic. The teacher knew he had been having lesson in understanding sarcams for a number of years, so she guessed the context of his utterance, but could not remember the incident to which it referred. The young man, of course could and reminded her of an incident where they had been sharing a table on which on which all her files were spread out. As the session finished, the boy (then 12) got up rather clumsily and knocked the files on to the floor. The teacher, without thingking, said sacastically ‘thank you very much !’ the boy had not queried this at the time and the teacher had clearly forgotten it, but it had been a source of bewilderment to him which he had only been able to resolve years later following specific teaching. This illustrates the unconscious stress and confusion a tescher can cause by unthinking use of language, but also shows the incredible tenacity which many individuals with autism will display in trying to resolve their own difficulties. (Jordan and Powell, 19995:73)

4) Language as an Added Confussion

For the less able pupil with autism, or those with additional language difficulties, the mere use of language a mode of instruction can be source of difficulty. Teachers should therefore look at the use of alternative or at least argumentative forms of instruction whrever possible. The majority of pupils with autism learn more effectively without additional verbal explanation or direction. The ideal situation seems to be where there is enough visual and/or kinaesthetic and haptic (from the movements involved and the feel of the task meterials) information in the presentation of the task for the child with autism to be able to understand immediately how to tackle the task and when it is complete.

Because of their own verbal ways of learning, teachers might have their own preferences that cause them to talk their pupils through tasks, even where such talk is superfluous. Also, it may seem somehow demeaning, for example, to manipulate a child through tying his or her shoelaces without a running commentary on the lines of, ‘we just put this like this dear, and then, see that little hole? We’re just going to put this loop…’. It seems as if talking in this way is part of expressing a caring attitude and recognising the other’s humanity and we feel uncomfortable in not doing so. We are diffident, therefore, in suggesting a course of action that may lead to a less caring attitude to those with autism, and weell we would suggest in that teachers and carres be aware that language is mere often a source of confusion than help and that, even where it is usesd, it should be backed with supporting information from other sources. (Jordan and Powell, 19995:74)

5) Classroom Discourse as A Model

It should be remembered that classroom are social situation in their own right with their own form of culture. Part of that culture is a particular style of discourse, appropriate to that setting. Classroom discourse styles may be hard for the pupil with autism to learn but, in fact they may be acquired more readily than freer conversational modes. This carries the danger that pupils with autism might adopt this rigid form for informal situations also – taking, for example, the ‘teacher’ style of adherence to a single topic regardless of addressees interest or responses, asking questions when the answer is already known, and so on. Clearly this is not a model discourse style for someone who has not already mastered the interdependent nature of most natural conversations. It is not already mastered the interdependent nature of most natural conversations. It is not generally feasible to alter the style of classroom discourse entirely, but teachers should be aware of this danger and provide other times for, and specific teaching of, more informal styles. They will also need to ensure that the different styles are clearly ‘marked’ for the pupils with autism and that they understand the appropriateness of each to different contexts. 
c. Teaching Language 

The 1960s and 1970 saw the growth of behavioural methods in all aspect of education for those with special educational needs. The included the teaching of language and many programmes were introduced to teach both pre-linguistic and linguistic skills. These were taught in one-to-one sessions out of context and using extrinsic and often non-functional rewards. But dissatisfaction soon developed with those methods, especially for language teaching, when the results were seen to lack generalisation and not to lead to any spontaneous skill.

The usual argument for a more natural approach is that such an approach utilises the natural ability of all children to acquire language. The counter argument is that where there is a spesific language impairment there is no natural language learning ability to tap into, and in the case of autism there is no foundation of communication skills which can act as a ‘bootstrap’ for learning language in a natural way. The problem with autism is that, while this is true for natural language learning, it is also true for teaching language in a more directive way. Just as the more able children with autism may acquire the structural aspects of language but fail to understand the pragmatic aspects of how language is used in its social context, so it may be possible to teach the formal structural aspects of language but wih equal lack of success in teaching pragmatic understanding.

It may be that one-to-one sessions with a language therapist will be very effective for some aspects of language learning. Assessment of the formal aspect of language, foer example is best carried out in this way and this kind of individual teaching may also be necessary for initial vocabulary learning, to help understanding or particular language forms, or for building up communication skill with one other person. Even so, such teaching should have a functional and communicative bias. And language is taught in rigidly behavioral way, divorced from its communicative context, then this will make it difficult for pupils with autism to learn about language in its social context. Learning will be sterile unless children are taught the social meaning of what they learnt and how and when to use those forms for communication. (Jordan and Powell, 19995:75)
To illustrate this difference, consider the case where the teacher wants the pupil to learn colour names. A behavioural approach to this might be to show a colour, verbally prompt its name and reward the child (perhaps with a piece of chocolate) for repetition of the correct name. subsequently, the prompts would be gradually faded until the child was being rewarded for giving the name when shown the colour. There would then be a programme of ‘overlearning’ when the child would be given losts of practice at naming the colour while the rewards were reduced. Finally, the response would be generalised by rewarding responses to that colour in other situation, for other object, with other people and to gradually increasing colour range that would normally be classified as the same colour. This might well be successful in enabling the child to name that colour, but it has done nothing to explain the ommunicative aspects of such naming. Children with autism who have been taught language forms in such a mechanisticway often display their lack of understanding of the pragmatic aspects by using them inappropriately, blurting out the name of the colour whenever it is seen, for example regardless of the appropriateness of doing so.

There needs to be away of teaching, in this example colour names that takes account of the childs difficulties with understanding when, how and to whom to use the terms (the pragmatics). The first step is to get the child to name the colour in a context where there is some communicative purpose in doing so. The teacher could place some favourite item of the childs in one of several identical containers distinguished from the others only by that particular colour painted on its side. The containers should be in such a position that the child needs to ask the teacher to obtain access to them. If the child then indicates in some way (perhaps by naming the object, pointing at the container or throwing the teachers hand towards it) that he or she wants the hidden object, the teacher will say ‘where is your x [the object in question]? Oh ! it’s in the y [the colour being taught] box. Do you want me to open the y box? Say “y” ‘. The child is still being prompted to say the name and will still get rewarded for saying it, but this time there is a communicative link between the child saying the colour and being given the reward; that is, there is a reason for naming the colour of the box which makes sense in a communicative context. The familiar techniques of the behavioural programme may, then, only need minor adaptations to fit a currriculum which takes account of the communicative difficulties of the child. (Jordan and Powell, 19995:76)      
Pupils with autism may be more appropriately called asocial rather than anti-social since they do not seem very aware of the social world around them. However, their reactions to the confusing social world my appear anti-social and the danger is that they frighten people from attempts at social interactions. The priority for such children is that they are taught how to be comfortable with others so that others are comfortable with them. We would suggest that this has a higher priority even than basic self-help skills since it will have a more profound effect on the immediate quality of life and make all future learning and teaching more successful. They may need direct teaching (a form of desensitisation) to enable them to tolerate others, and they may need direct help in controlling their own reactions to others. This may be particularly true of those with additional severe or profound learning difficulties and sensory problems. For such children, however, direct instruction is seldom appropriate, but the explicitness of social signals can be enhanced by slowing them down, exaggerating them and making sure they are received and attended to by the child.

Educationists should remember that the pupil with autism or asperger’s syndrome is unlike to pick up social interaction skill through osmosis mixing with normally developing peers provides great potential for learning through imitation, but only if the pupil has been taught to imitate and the peers have been taught toleration and understanding. (Jordan and Powell, 19995:15)      
d. Specific Language Problem 

1) Pronoun Reversal 

There is well-documented difficulty with speaker-addressee pronouns in autim (‘I’/’me’/’you’). Them term ‘pronoun reversal’ is really a misnomer since it very rare for the child to actually reverse the use of these pronouns. More commonly, children with autism will not use the first person pronoun but will refer to themselves as ‘you’ or even with the use of the third person pronoun (‘he’ or ‘she’), presumably because these are the terms that are used to, or about, the child that the child has learnt. Because of the confusion, adults will often use proper names instead of pronouns (as they would with young normally developing children) and so many children with autism come to adopt this strategy both in self reference and to refer to others. 

Research by one of the authors has shown that the problem is not due to lack of differentiation between self and other since individuals recognize and can use proper names with correct reference. Rather, the difficulty lies in the way in which reference is determined in pronominal expressions. ‘I’ and ‘you’, for example refer not to individuals but to roles within a conversational structure. ‘I’ is largely redundant in understanding ehat the speaker means, serving a purely indexical function of ‘the one who is speakng’. Children with autism will have little understanding of the need to indicate conversational roles and thus are unlikely to use ‘I’ until they learn to do so as a rote form. Since they are also severely delayed in enganging in the kinds of pretend play in which social roles are taken, they will have less opportunity to use and practice such forms as part of imitated speech patterns, prentending to be daddy in the home corner, for example. (Jordan and Powell, 19995:77)
Some of the difficulty and delay in using ‘I’ may, however come from the difficlty in establishing a sense of an experiencing self. Children begin to use ‘I’ around the age when they are becoming self-assertive and developing a strong sanse self-agency so that phrases such as ‘I do it!’ are amongst the earlies uses. The child also needs to understand abut conversational roles before learning the labels for them. Otherwise, the child merely learns the lable as a ‘name’ for a person rather than a role, and this leads to the characteristic confusions. Merely correcting the terms used without increasing the child understands will not be very effective.

The confusion over ‘you’ is more profound and more clearly related to difficulty in understanding mental sates. ‘You’ refers to the addressee but it may not be an addressee who is physically present. The only way of establishing the real reference for ‘you’ is to appreciate who the speaker intends to be the addressee of his or her remarks. Explicit teaching of the reference for ‘you’ in a contrived situation where there are two adults to model the role of speaker-addressee pronouns, can help individuals with autism resonve this problem, for situations where the addressee is physically present. But pronoun assigment is likely to remain mysterious when it is the speaker’s intentions only that determine reference, for example for written prose that addresses the reader directly. Even when the addresses is present there is likely to be confusion in English in there is more than one other there; the listener must use eye gaze, body posture or pragmatic understanding what the speaker intends, to work out of everyone is being addressed by the ‘you’ or which subset it refers to. All these are key areas of deficit in autism and so it is not surprising that there is extreme delay in understanding the reference for ‘you’. There may be some clues to reference in languages that have a plural and singular form for this addressee pronoun but then there is additional confusion when usage of these forms obeys politness rules rather than rules of number. (Jordan and Powell, 19995:78)

Although there is absolutely no evidence to support a psychodynamic view of the aetiology of autism, or confusion over a sense of self, the sense of self is nevertheless crucial in the use of the first person pronoun. This pronoun only refers to the self as a conversational role, or an experienced agent of action (‘I’)  or recipent of action (‘me’). Individuals with autism will have little understanding of conversational role and, without an experiencing sense of self, may not express this agent or recipent role either. Thus, general work within a cognitive curriculum, that can help the individual build up a sense of them selves performing actions, will help in the acquisition of this pronoun.

 In a more direct way, the child can be taught to lebels his or her own assertive acts, using the ‘I’ pronoun, even if this is only in imitation at first. It is often in the imitative use of ‘I’, while taking on adult roles in symbolic play, that the young normally developing child first comes to use this pronoun. Similarly, ‘me’ can be taught directly in the course of everyday social exchanges. Care should be taken, however that ‘me’ is taught alone, because the child cannot be relied upon to understand the correct referential breaking points in speech. Thus, a girl of ten with autism and severe learning difficulties was taught to use ‘me’ to refer to herself instead of referring to her self by name, in the context of receiving a drink. She was taught to respond to the question ‘who would like a drink?’ with the polite phrase ‘Me, please’. Unfortunately, she had little understanding of the process and ten years later still refers to herself as ‘me please’, which is more confusing and bizarre than if she were still using her own name as self reference.

It has been shown that normally developing children resolve the dilemma of the reference for ‘you’ (which they commonly first take to be another name for themselves, since that is the most salient use of ‘you’ that they hear) when they observe others being referred to with this label. Children with autism do not observe the conversation of others in this interested fashion and so do not expose themselves to this learning. It is up to teacher, therefore to contrive situation in which others, as well as the child, are addressed as ‘you’ and in which the child is rewarded for recognizing correctly the reference for you in each case. Experiment attempting to teach pronoun resolution in this way with children with autism have shown that the more able can learn if they are given these very structured and spesific lessons, but that those with severe learning difficulties and language disorder or delay, are not able to master pronoun use in this way. In such cases it may be better to allow the use of names instead of pronouns to avoid confusion. (Jordan and Powell, 19995:79)    

2) Literal Understanding 

 A characteristic of the used and understanding of language by individuals with autism is that they pay attention to the literal meaning of what is said (what the words and phrases mean) rather than to what the speaker intends to say. This is not surprising, given the kinds of difficulties noted above with understanding about intentions, but it is a complete reversal of the way normally developing children behave. Individuals with autism do not make allowances for the speaker’s intentions and in that way they behave like a computer that will obey instructions to the letter even if the instruction will wipe out several days of work. Modern computer systems now make allowances for this failure to impute meaning, by getting the program to check the intentions of the user at key points and by making the consequences of particular actions explicit. This is what is needed when working with individuals with autism, but we seldom think to provide it. (Jordan and Powell, 19995:82)
There are several consequences that flow from this difficulty. One is the failure to understand polite or conventional moods of expression, and instead to take a literal interpretation. Thus, if the teacher says ‘would you like to get on with your work now Michael instead of chatting’, Michael is likely to say ‘No’. this may be interpreted by the teacher as extreme rudeness and disobedience of the implied command, whereas Michael has innocently and honestly responded to the question he was asked wethout even registering the implication. The same difficulty is apparent in understanding idiomatic expressions such as ‘crying your eyes out’ which can make individuals with autism fearful that their eyes will fall out when they cry.

This literal interpretation and failure to the account of the speaker’s intentions can lead to problems in interpreting instructions or dealing with ambiguity. Inexperienced teachers of pupils with autism will often have had the experience of sending the child, for example to take the register to the school office only to have the child return several minutes later still clutching the register. When the teacher than says rather crossly, ‘I thought I told you to take the register to the office’, the child is bewildered, because that is just what he or she has done. What the teacher did not say was to leave the register in the office and to come back wethout it, because the teacher assumed such instruction would be superfluous. The teacher relied on the child realishing what was meant, in spite of what was or was not said, in that it would ben most unlikely that the teacher wanted the child to take the register for a walk. But this kind of common-sense knowledge seems to be the most difficult for individuals with to acquire, since it relies on understanding motivations and intentions.

In concersation, a failure to appreciate what others can be expected to know will lead individuals with autism into characteristic dicorse styles. On the one hand thyey may assume no shared knowledge and thus give all the information they wish to convey in explicit detail, producing a very boring pedantic style. This effect is increased by their lack of awarness of listener signals of boredom such as loss of eye contact, yawning, or attempts to interrupt or shorten the exchange. Indeed, it is often the case that if the listener is successful in interrupting the speaker with autism in an attempt to shorten the monologue, individuals with autism my go back to the ‘beginning’ and reiterate everything that has been said before, once they have regained the floor. (Jordan and Powell, 19995:83)
Learning to be less pedantic , as well as less ambigous, involves learning about shared information and that information can be withheld by oneself or others. Games can be devided that aim to teach these concepts, albeit in a vary basic way, and the child can be halped to generalise to more complex linguistics modes of expressing and withholding information. One example of such a game is ‘Kim’s Game’ and is meant to be a test of visual memory. Items are displayed infront of the participants in the game and than covered by a cloth. The person who is ‘it’ then puts his or her hand under the cloth and picks up an item and wraps it in the cloth in a single movement so that no one can see the item that has been taken. The other participants must deduce what has been taken by remembering what was there originally. The point of the game for teaching about shared and private information, however, lies not in the memory aspects of the game but in the role of the person who is ‘it’. When he or she is ‘it’, the individual with autism gains direct experience of having information (what is in the cloth) and others not having this information. There is also the chance to learn how information may be gained not just from what is seen or what one is told but also from logical deductions based on memory. (Jordan and Powell, 19995:86)
3) Spontaneous Speech and Conversational Skills

Conversation requires spontaneity not only in the production of utterences but in establishing the menthal models of the discourse that will enable the individual to monitor its progress and actively listenmodels of the discourse that will enable the individual to monitor its progress and actively listen to the contributions of others in order to match his or her own utterance in terms of topic relevance, style and timing. It is not surprising, therefore that the speech of those with autism is often described as ‘uproductive’ and lacking in creativity while even the most able have considerable difficulty in establishing and maintaining conversation with others.

Some of outward forms of conversational behaviour can be taught. Children can be taught to take turns by having a movable ‘conch’ (or a microphone attached to a PA system) to indicate each speakers turn. They can be taught rules for entering conversations and ways of changing topic politely and even ways of closing conversations, although that is more difficult. It may even be possible to get children with autism to pay attention to what others are saying by playing games like the ‘suitcase’ or ‘shopping trolley’ game where the child has to repeat in order the items others have placed in the suitcase/trolley before adding  his or her own. What is far more difficult is to teach appropriate timing for these behaviours or the very subtle responsiveness to different circumstances which are the hallmark of fluent behaviour. Videoing conversations and using them as ‘micro teaching sessions’, to let the individuals with autism examine their own and other peoples  behaviour, can be helpful, at least in dealing with some of the grosser abnormalities. (Jordan and Powell, 19995:87)
4) Echolalia 

Echoing what has just been said (within two conversational turns) is known as immediate echolalia whereas reproducing something overheard from longer than tow turns (and the original occurrence may be from weeks or even years ago) is termed delayed echolalia. Both forms feature as part of normal language acquisition, although there is cosiderable individual variation in thhe use echolalia as a language learning strategy. The use of echolalia in autism is notable for the length of time the strategy is used and for particular ‘parasitic’ form the echolalia takes. However, there are features in the use of echolalia in autism that are common to its use in normal language acquisition and may suggest the functions that are serving. (Jordan and Powell, 19995:88)
Until recent years echolalia had been considered to be an aberrant form of behaviour described as ‘self-stimulatory’ and ‘obsessive’. There was much energy devoted to trying to eliminate echolalia and replace it with more productive forms of communication. Different techniques employing behavioural principles or social learning theory were used, but the results were usually disappointing in terms of the results achieved and the effort expended. But recently, echolalia has been viewed in a more favourable light and it has been recognised that immediate echolalia is seldom completely non-communicative, having at least the recognition that communication consists of turns, and that delayed echolalia usually progresses along a continuum of communicativeness with or without intervention. A more effective approach, therefore concentrates on recognising and building on the level of communication displayed in the echolalic response, and an understanding of the reasons for the echolalia will help with this proccess. (Jordan and Powell, 19995:89)
The situations that give rise to immediate echolalia in autism mirror those in normal language development. Where there is a failure to understand what has just been said (and it may be only one word that causes the difficulty) the individual will echo the phrase instead of responding to it. This also accurs where there is not so much a failure to understand the words but rather where there is such an overload on the individuals processing capacity (perhaps because the individual is already concentrating on something else) that he or she cannot spare the intellectual effort to proccess the utterance and formulate a reply. The easiest option in such circumstances is to use the language that is already ‘there’, in the sense that it is in short-term memory, and echo the utterance. Situations that produce echoing in individual with autism can be altered so that the words used are known and the processing demands are less, and the echoing has then been found to give way to more productive uses of language. Similarly it has been found that in situations where individuals with autism are being pressured to speak, there is an increase in immediate echolalia whereas situations without pressure, where the interlocutor waits for spontaneous utterances, produce less overall speech from individuals with autism, but what there is far less echolalic. 

It has been suggested that some of apparently aimless repetition of past phrases in non-communicative contexts by individuals with autism may involve a process of analysis and recombination, as in normal development, from which new phrases may imerge. What is more firmly establshed is that individuals with autism do begin to use apparently non-communicative phrases in increasingly communicative ways and begin to alter them to fit new communicative contexts. Thus children with autism may begin by using the echoed phrase ‘Do you want a biscuit?’ to indicate that they would like a biscuit themeselves. To begin with they may use this to mean they want anything but later they will alter it to produce phrases such as ‘Do you want a drink?’ or even ‘Do you want a time to go out now?’ – recombining elements of two echoed phrases. In time they may even learn to dchange the pronoun appropriately and may produce a range of utterences whoese origins in echolalia are no longer apparent. (Jordan and Powell, 19995:90)
The first step in dealing with echolalia should be an observational analysis to determine exactly how the echolalia is being used and the form it is taking. This should include analysis of the sitiations in which the echolalia is occurring and the linguistic form it is taking, including the way it relates linguistically to the echoed utterance. Of course, this is easier to accomplish for immediate echolalia where the ‘model’ utterence is directly observable. Analysis of delayed echolalia may need to infer the utterance being echoed, but it will still be possible to analyse the communicative functions being served by the echolalia and to make some deductions about the conditions that are triggering it. 

Once there is a detailed and comprehensive picture of how the child is communicating and how the use of echolalia fits into this, teaching approaches will be easier to determine. At one extreme we could have a child almost all of whose utterences are echolalic, where the echoed utterences are completely ‘parastic’ in that they copy exactly the grammar, vocabulary, accent and intonation of the speaker, where there is no evidence of communicative intent beyond the recognition of ‘taking a turn’ in a dialogue, where echolalia is triggered by most circumtances in an unpredictable way and where this degree of echoing has continued for a number of years. It is clear that this case presents one of very little comprehension of what is being said and very little functional use. The priority in such a case would be to improve the childs understanding of spoken language, to increase the proportion of spontaneous utterences and to introduce planned variation of the echoed utterances that could be taught to the child specifically as functional ways of achieving particular communicative ends. (Jordan and Powell, 19995:91)
For example, improving understanding of spoken language involve adopting the strategies of early child-directed speech in that the teacher would talk to the child about ehat he/she was doing at that moment (to ensure joint attention and ease of reference) and would do so in simplified language forms involving a lot of repetition, redudancy (talking about objects or events that were obvious to both participants in the situation) and exaggerated stress on relevant features. At the same time, the adult would introduce a lot of structured pauses for the child to ‘fil’ and would pauses for the child to ‘fil’ and would pause for exaggerated lengths of time for this to accur. By making incomplete sentences on a rising contour (e.g ‘Hre’s a lovely…..’) instead of questions, the adult make it easier for the child to supply the missing item. The long pauses and the slowing of interaction have also been shown to be effective in increasing the proportion of spontaneous utterences compared the echolalic ones. If the atmosphere of such sessions is relaxed, with little overt pressure on the child to speak (with the interaction continuing, supported by the adult, regardless of the contribution of the child), then this too will increase the likelihood of spontaneous utterances.

The third part of the programme for such a case would first involve imputing communicative intent to the delayed echolalia responses of the child. For example, assume that the child would say occasionally and apparently at random (in the same intonation pattern that had been used by the teacher in the past) to no one in particular ‘Time to go out to play now’. At this point, the teacher would react as if the child were using the echoed phrase as a request to go out and say ‘Oh! You want to go out. Fine. Out you go!’ and immediately allow the child to go out to play (at least for a while). Having reacted in this way to the child’s spontaneous delayed achoing of this phrase, the teacher would then prompt the child to echo the same phrase, as immediate echolalia, when the teacher perceived that the child did want to go out. Thus, if the child was seen trying the door handle or dragging an adult to the door, the teacher would say in the same intonated phrase ‘Time to go out now. You say it. Time to go out now’. The child would be given time to respond, but would be allowed out after while, whether or not her or she responded.

Once the child had begun to echo the phrase immediately following the teacher on a regular basis, then the teacher would make the echoing of that phrase conditional on being allowed out. It is very probable that the child would soon come to utter the phrase with the communicative intent of being allowed out, without needing a direct model. Once the child was using this phrase readily withb this communicative intent, the teacher would look for other situations where the childs needs were clear and where such a phrase might be adapted to fit a similar communicative intent. Thus, if the child showed sign of wanting to go to lunch, the teacher would prompt the immediate echoing of ‘Time to go to lunch now’ and proceed in the same way as before.

A very different set of teaching priorities would be suggested by an analysis of a child’s echoing that showed much more limited and controlled echolalia. Such a child might only engage in immediate echolalia in the context of complex task instructions or when engaged in informal ‘conversation’ with peers and delayed echolalia might occur only when the child was alone (presumably unaware of the observer) and then with considerable variation in form. In such a case, the echoing would be much closer that found in normal development.

Rather than concentrating on the echolalia, the emphasis here needs to be on building up language comprehension so that it does not provide an intolerable extra burden whenever tasks approach the level of the Childs competence. There is also a need to develop conversational skill (e.g. introducing, maintaining and changing a topic) so that conversation can be managed without resorting to echolalia. The use of delayed echolalia to ‘try out’ different restructurings of phrases could be encouraged as part of normal language acquisition, albeit at a much later stage than for most children.        

Echolalia as an Effort to Have:
If we understand the problems that have children with autism while learning simple words, we can also describe why so many of their words have a characteristic use of language echolalia and why they often do not have the creativity and inventiveness. Confine ourselves to repeat the sentence that has been said by others. Anecdotes often reveal more than one page of the theory. Here are some examples: 5-year-old Liz. He did not speak but can sing about five out of the head of rotten fruit. He sang the words "water", "milk", "bread", but if he is hungry or thirsty, he just pulled his mother's hand and led her into the kitchen. There is a big difference between a word in the back and a word used creatively. When singing a song out of your head using the right brain side. A word and the song is not on the analysis of meaning, but is stored in the brain in a rather shallow and repeated thereafter. To use a creative word you first have to analyze its meaning, and the process is carried out on the left side of the brain. Liz has not reached the stage of analyzing the meaning of it. This will happen later. Now he can not do that. Brian said that "closed door" when they want to be left alone. Easy to understand why, when his mother took him to the room at times when there are problems to calm Brian, his mother always said, "Mother would close the door". In the literature on autism "persistence of the early stages of the learning situation" is always used as a reference. (Peeters, 1992:66)
e. Language and Communication 

Impaired and deviant language and communication – verbal and non-verbal. The range of spoken language difficulties associated with autism is wide. Again, there are extreme cases, where there are additional languageand/or severe learning difficulties, where spoken language never develops. At the other extreme are children who have highly developed language skills in the sense that their grammar and pronunciation are excellent and they may have a special talent for learning foreign languages. Yet, regardless of the level of spoken language competence, there will be problems with all aspects of communication. There will be difficulties in understanding and using facial expressions, expressive gestures, body postures and positioning and (semantic aspect) and pragmatic aspect of language. Pragmatics relates to the social understanding and use of language and so it is communication rather than language itself that is affected in autism. (Jordan and Powell, 19995:2)

f. Partnership with Parents

It is important to involve parents of children with autism in their education for a number of reasons. There are the reasons that apply to all education provision, about the value of home interest and support, about taking account of home and cultural values, and about learning more from those who know the child best and have a unique interest in the child’s development. In addition, it is particularly important to involve the parents of children with autism because the nature of children’s difficulties pervades their development and these problems are not limited to academic concerns (indeed, they may be least apparent in academic areas). Parents are also likely to be under considerable strain in caring for their children with autism and will need (and seek) guidance from professionals about care and management issues. But again, in autism, there is a need for the teacher both to be particularly supportive of the parents in what can be a very bewildering and threatening situation and to work with the parents in quite specific ways towards an enabling of the all-round development of the child. We would agree with a tenet of the teach program, that ‘children are best helped through and with their parents as co-therapist or collaborators with professionals.


There are, however, two notes of caution to be made. Parents of pupils with autism will often have had to face a tremendous battle in obtaining a diagnosis for their child and in obtaining appropriate educational provision. This, and the fact that training for professionals in autism has only recently begun, means that parents will often find themselves more knowledgeable about their child’s condition than the professional whose guidance they seek. This can be a very threatening position for teachers to find themselves in and it reverses the normal power relationship between parents and professionals. Nevertheless, the principles of respecting equivalent expertise still apply, even if the balance or kind of expertise is different, and this should not be a barrier to effective partnership provided the professionals are not defensive and parents are realistic in their expectations.


The second note of caution is for teachers to recognize that their goals for the child are not automatically those of the parent. Part Matthews, the father of a young man with autism, illustrated this with the metaphor that professionals were training for a sprint whereas parents were training for a marathon. It is parents who will have the continued involvement with the individual with autism well into adulthood and who cannot ‘clock off’ at the end of the day or the week or even working life. In seeking to involve parents and work with them, teachers should make sure that the agenda set is a joint one and that ‘partnership’ does not just mean the parents supporting the teacher’s goals. (Jordan and Powell, 19995:146)
B. Previous Studies

Related to this study, there is no previous study research about speaking learning process for autism student, but the researcher find the study about the teaching learning process of speaking for normal student. The study had written Sayyidah Alawiyah (2011), the student of English department of STAIN Tulungagung. The title is “the teaching and learning of speaking at holiday English dormitory program at Pare”. Certainly it is different level object of student and different level of institution also; that we know in Pare is informal institution of education. 
The purposes the study are: the goal of teaching in holiday English dormitory program, the approach that used by tutor in teaching speaking, the speaking materials of holiday English dormitory program, the evaluation of speaking holiday English dormitory program. 
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