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How do Speech, Language and Communication Needs (SLCN) impact the overall development of a child? 

The ability to communicate is one of the most fundamental life skills. United Nations International Children’s Emergency Fund (UNICEF) and the World Health Organisation (WHO) identified effective communication as one of the top ten core life skills (UNICEF, 2012). For most pupils, the development of language happens without any problems or causes for concern, so that by age five a child will have grasped the basic building blocks of language.  They then spend the rest of childhood and their academic lives refining and using these skills so they can be used for a diverse variety of tasks. These children interact and communicate with good language role models and take part in many communication opportunities which help them to gain and progress their language skills. 

In Wales, the Government (2020a) recognise the importance of speech and language on a pupil’s development during the academic years. By 2020, the Welsh Government’s objective was to guarantee that no children are living in poverty in Wales. They aim to ensure that each child living in the most deprived areas of Wales, is given the greatest start to life and can achieve their maximum potential. Due to this, speech, language and communication have been made a priority as one of the four core rights for children (Welsh Government, 2017). The Welsh Government (2020b) are committed to ensuring children living in Wales are able to access specialist support of the highest quality to develop their individual speech, language and communication skills. For children to realise the four purposes of the New Curriculum for Wales (2019), there must be an increased focus on the Languages, Literacy and Communication Area of Learning and Experience especially early oracy and phonological awareness. With the development of this new curriculum, recognising the impacts of speech, language and communication needs (SLCN) on children is essential to provide appropriate support for these children to achieve.

Estyn (2017) found that when children are able to effectively communicate, they become engaged and enthusiastic learners. The National Assembly for Wales (2019) support this by acknowledging that language is essential for children to learn. They state when a child has SLCN this has a direct impact on school performance and this, in turn, puts pupils at risk of other long term consequences. Bercow (2018) warns that a poor understanding of SLCN and insufficient resources mean too many pupils are still receiving inadequate support impacting on their educational development, emotional development and in future their employability. 
It is well documented in literature that speech, language and communication skills are important for child development however many pupils are starting school with speech, language and communication skills that are not at an appropriate level to access the 
Foundation Phase. “In the classroom, spoken language is the primary medium which teachers teach and children learn” (Lee, 2008, p. 3). Gascoigne (2016) found that Speech, Language and Communication Needs (SLCN) are the most prevalent additional learning need in children aged four to eleven. An accurate understanding of pupils with SLCN is central to ensuring appropriate support can be available. However, this is challenging as the phrase SLCN are used to describe a range of speech, language or communication needs across different educational settings. 

The Bercow Review (2008) defined SLCN as a general label used to encompass any pupils who suffered had difficulties with any part of speech, language and communication including both primary and secondary difficulties. Primary difficulties can include when children find it difficult to understand what others have said, difficulties forming sounds or formulating sentences. Secondary difficulties are when the SLCN is resultant of another development factor such as a hearing disability or due to the child’s cognitive ability. Welsh Government (2017) define SLCN as a persistent need which could be associated with environmental factors, developmental needs, medical needs or without an obvious cause in which an individual’s speech, language or communication is developing in an atypical pattern causing difficulties for the child. It is imperative to note that in this literature review, the definition outlined by the Welsh Government (2008) is the definition that is used. 

To create better chances for pupils with SLCN, teaching staff and health professionals must work together (Pring et al., 2012) to raise awareness and overcome the detrimental impact of SLCN on the development of a child. 


Prevalence

In 2008, the government commissioned the Bercow Report (Bercow, 2008) intending to gain an in-depth understanding of children with SLCN in the UK. The Bercow Report intended to evaluate and subsequently improve the support available to pupils with SLCN and meet each child’s individual needs.  Based upon the findings of this review it was summarised that “a significant proportion of children in both primary and secondary school with special educational needs have SLCN as their primary need” (Lindsay et al., 2008, p.14). The Communication Trust (2011a) found that 1.2 million young people living in the United Kingdom have a long term and persistent SLCN and that SLCN are the most prevalent form of special educational need in pupils. Historically, Boyle et al. (1999) found that the number of children with  SLCN was approximately 6%. Law et al. estimated in 2000, the number of pupils with SLCN had increased and stood at closer to 10% and was continually rising year on year. It can, therefore, be expected, that the majority of adults working with young people in primary schools will directly come into contact with children who have SLCN or speech difficulties daily. Children with SLCN are unable to learn language and communication in the same way as most typically developing pupils and therefore often require specialist support and explicit teaching to develop their communication and language skills. It is, therefore, critical that teaching staff, support staff and any other adults working with a child with SLCN are aware and trained to develop the necessary skills required for the pupil to progress. Linsday et al. (2008) also found that 1% of all pupils have the most severe SLCN and will require targeted intervention and specific specialist support throughout their childhoods. 

Meschi et al. (2012) found although the internationally accepted prevalence figure is currently 10%, in the UK only 3% of pupils in schools are ever recognised as having SLCN. This can be supported by Lindsay and Strand (2016) who state that while the number of children with their primary need identified as SLCN has risen by 70%, children are still continually being missed. Based upon this, Lindsay et al. (2016) hypothesise that, due to the continued inconsistency of speech development the identification of SLCN continues to challenge professionals. 


Causes

No definitive studies are concluding the main cause of SLCN and therefore it may be possible that the individual difficulties of each child are resultant of a variety of influences. 
Lindsay et al. (2008) describe that SLCN can often be associated with another diagnosis’ that the child may also have, such as global developmental delay, learning difficulties, autism spectrum disorder (ASD) or many other difficulties. For these pupils, the SLCN could be a secondary difficulty albeit still present. One example of this is that communication needs are one of the main characteristics of ASD and are therefore SLCN are always present in children with a diagnosis of autism. 

It is well documented that the development of language differs between boys and girls. Interestingly, a study by Dockrell et al. (2012) found that SLCN is significantly more common amongst males than females, with nearly 3 times as many boys having communication needs than girls. The slower development of young boys is mirrored in social development. Boys not only develop slower when acquiring the language skills but additionally when developing social communication (Adani and Cepanec, 2019). This is significant, as often SLCN in boys are often missed due to the well-known fact that boys develop slower than girls. This could have a major detrimental effect on the time taken for support for their needs to be gained, therefore have an adverse impact on boy’s development. 

Finally, the relationship between socioeconomic status and SLCN is strong. “Approximately 50% of children in some socio-economically disadvantaged populations have speech and language skills that are significantly lower than those of other children of the same age” (Bercow, 2008, p. 13).  This can be detrimental for pupils as their language development is not at an adequate level to allow them to access the curriculum, listen to instructions or communicate effectively with adults and peers. Ultimately, according to Bee and Boyd (2007) for children to become effective communicators, they must develop adequate receptive and expressive language. However, in many children, this does not always happen. Pinker (2002) argues that language accusation is determined by genetics whereas social construction theorists (Woolfolk, Hughes and Walkup, 2008) maintain that children’s language development is a result of their upbringing and interaction with adults. Meadows (2010) highlights that parenting is one of the key mechanisms between socioeconomic status and poor language accusation. This links to Vygotsky’s (1978) theory the ‘Zone of Proximal Development’, in which young people learn and develop through interacting and collaborating with someone more capable. Vygotsky’s (1978) theory places a high value on the interaction between parents and child. Concluding this, Ginsberg and Tardif (1995) support this by suggesting that parents from higher socioeconomic status’ believe it is of higher value to encourage children to talk. It is vital to note that pupils from all socioeconomic areas and backgrounds can have SLCN however, the link between low socioeconomic status and language development is significant, as language ability prior to attending school is a predictor of future academic achievement (The Communication Trust, 2014).


Academic Development

Language underpins almost every aspect of learning and communicating therefore appropriate language skills are crucial to ensure children can access the firstly the Foundation Phase and then the curriculum. As acknowledged by Ellis and McCartney who stated that “in the primary classroom, spoken language is the main medium through which teachers teach and pupils learn.” (2011, p. 243) When pupils start in primary school, it is anticipated that each child will be able to understand most of what is said to them, express ideas, communicate how they feel and get their needs met. Rose (2006) emphasised that this level of proficiency is vital for children to progress cognitively, socially and is essential for their emotional well-being.  According to, children’s language charity, ICAN (2015) “Language also forms firm foundations on which to base later literacy and academic achievement.” (p. 2) Palmer (2010) noted that it is universally acknowledged that success throughout school life is highly dependent on capable language skills. In a breakthrough study, Bishop and Adams (1990) followed a group of pupils, who prior to attending school, presented with language needs. When entering junior school, they discovered those who no longer presented with a language need at age five had developed appropriate reading and spelling skills – however, those who had a persistent SLCN had not. An investigation by the Basic Skills Agency (2002) discovered that in the United Kingdom as many as 50% of pupils starting school lacked essential skills required to access education, with notable mention to communication, language and literacy. The new Draft Code (Welsh Government, 2018) asserts children with additional learning needs (ALN) should be provided with a fully inclusive learning environment, where all learners are supported and provided with an education that meets their needs and enables them to reach their full potential. The push for an inclusive education has resulted in a growth of children with SLCN in mainstream classes (Lindsay et al, 2008) and has increased the demand for schools to deliver an inclusive curriculum. Teachers are accountable for guaranteeing all learners can access school subjects and that all barriers are reduced (Gross, 2013). This drive to educate pupils with SLCN in mainstream classrooms continues to influence and impact the children and provision in many ways. 

Children with SLCN may not have the ability to understand spoken language or have an awareness of the rules of sentence structure. Some children with SLCN may not comprehend 
and therefore, process words being spoken to them by the teacher. Consequently, when an instruction or explanation is given by the class teacher, children with SLCN may have difficulty understanding what has been said. Understanding and using correct vocabulary is essential for learning, however, Haynes (1992) determined that vocabulary deficit is one of the key issues impacting pupils with SLCN. Reilly et al (2005) noted that the capability and confidence to ask questions is an essential skill for promoting new thinking. In recent years, there has been a drive towards using talk as a tool to enrich learning. Alexander (2013) advocates the use of talk within the classroom to develop understanding, communicate ideas and reflect upon learning taking place. By contrast, ICAN (2008) warns that this style of teaching can be particularly problematic for children with SLCN so important learning opportunities can often be missed. In addition to this, children with SLCN may also find it difficult to process language. They may need a longer amount of time to process information. According to a study by Rowe (1972), it was discovered that in a typical lesson, educators often left less than one second before responding to their question or choosing another child to answer.  Although outdated, wait-time has received considerable attention in literature since. (Department for Education, 2004) It is due to this, that children with SLCN find it hard to remember information given orally, which in turn makes it challenging for them to follow more than one given command at a time. 

It is well documented in research that literacy is challenging for children with SLCN. “Almost all children with SLCN have difficulty with some aspect of learning to read and write.” (ICAN, 2008, pp. 3) and the Communication Trust (2016) highlight that there is a significant relationship concerning pupils with SLCN and struggles with literacy. When pupils become literate, literacy and language development assist one another and go hand in hand, consequently, children with SLCN can suffer great impairment. Children with SLCN may have a delay in acquiring developmentally appropriate speech sounds. This is significant because this hinders them in successfully processing speech sounds that are blended to form words. When children are unsuccessful in producing speech sounds, conversational breakdowns occur and therefore the person listening is unable to understand the child (Yont et al. 2002). This significantly impacts a pupil’s ability to make their views understood. The Communication Trust (2008) warns that this can directly impact learning, not only in literacy but across all subject areas, due to making it difficult for children to contribute during lessons, answer questions and join in conversations with peers. Carroll and Snowling (2004) found that pupils with SLCN also have difficulty identifying the different speech sounds that makeup words and therefore are unable to recognise which sounds come at the start of words or are unable to split words up into their individual sounds. Lees (2008) emphasises that these skills are fundamental for pupils in school as they learn to read and spell. The link between letters and their matching sounds and being able to split words into these corresponding sounds is an important tool in learning to read. 

It is widely recognised that learning to read is dependent on phonological skills. The reading process involves an interaction between printed words, phonology and semantics (Rayner and Reichle, 2010). Therefore, it can be deduced that children with SLCN who have problems with speech sounds will also have associated difficulty reading. The Communication Trust (2009) found that as many as 50-90% of pupils with SLCN go on to have reading difficulties. Brouwer et al. (2012) recognise that these difficulties with literacy will impact on pupil’s motivation to read, write and in turn, will negatively affect their learning. SLCN also impacts phonological memory. This is the capability to store sounds in the short-term memory for short periods of time.  The development of the ability to decode sounds develops automatically for some pupils, but lack of vocabulary and an incomplete understanding of language means it can often be problematic for pupils with SLCN to understand what they have read (Kinnane 2017). For pupils that have word retrieval difficulties (the ability to automatically decode words), reading aloud can cause problems even though they can correctly sound out words. (Lees, 2008). Additionally, Cain (2010) noted that it is common for pupils with SLCN to have oral language difficulties. Pupils with pragmatic language problems, particularly those with ASD, can present as hyperlexic (ICAN, 2008). This is where their word reading levels greatly exceed reading comprehension skills leading to perfect decoding but not extracting meaning from what they have read.  Pupils who are unable to quickly identify word meanings to decode words have a higher chance of finding it difficult to develop the fluency necessary to read successfully (Lees, 2008). Pikulski and Chard (2005) describe fluency as the link that connects accurate word recognition to comprehension. Ehri (2004) found that as pupils develop their reading skills, they move away from sounding out words to recognising words and thus turn most of their attention to comprehension. this developing successful comprehension. However, for children with SLCN, this bridge often does not happen. Rose (2006) advocated that the main goal of learning to read is comprehension. Reading comprehension is crucial for children to understand and learn from what they have read. 

Finally, pupils with SLCN often have difficulties with writing however Godin et al (2018) highlight that there is very limited research on this. Just 15% of children with SLCN reached expected levels in writing at the end of primary school (Bercow, 2018). Lees (2008) found that written work produced by children with SLCN was often comprised of short sentences, poorer organisation and limited vocabulary. This can be explained, due to SLCN impacting language development, and subsequently, expressive language informs writing. Furthermore, as Kinnane (2007) pointed out there are many more ways to write a sound than ways to pronounce letters consequently, work produced by children with SLCN can often contain spelling errors. On the other hand, remarkably, ICAN (2008) found that the less linguistically challenging aspects of written work specifically punctuation and capitalisation less difficult. Through these studies research confirms that literacy can be challenging for pupils with SLCN. 

SLCN have a substantial impact on literacy (Dockerell et al. 2007), and as the ability to read and write is the principal tool for assessment across the curriculum this increasingly restricts pupil’s with SLCN outcomes. It is for this reason, difficulties in education for children with SLCN are not limited solely to literacy. Donlan et al. (2007) explored the importance of language in developing mathematical understanding and reported that language impairments in children can inhibit the progression of mathematical fluency. Baroody (2003) acknowledged that the understanding of mathematical concepts is the main indicator in mathematical development. This hinders the progress of children with SLCN in maths as conceptual understanding is frequently taught through verbal instruction. (Canobi, 2005) Subsequently, Maths No Problem (2019) explain that many words introduced to children in maths such as difference, even and volume have alternative meanings, which pupils may have learnt previously. This can be confusing, especially for a child with SLCN. Nevertheless, difficulties in mathematics are not limited to conceptual understanding, children with SLCN can also encounter obstacles with numbers. The National Numeracy Strategy (2001) found that often children with SLCN have difficulty writing numbers due to their rigidity with their thinking. A common example of this is the child will know how to represent six hundred in numerals however will find it difficult to understand why six hundred and forty will look different to how they expect (60040). Considering these factors, it is unsurprising that only one-fifth of pupils with SLCN achieve the expected levels for their age in mathematics at age eleven. (The Communication Trust, 2011b) 

For the majority of pupils, language continues developing throughout their academic years and even when they become adults. They can improve the necessary skills needed to problem solve and develop appropriate communication skills. Problem-solving is an essential tool required for many subjects across the curriculum. With the scheduled introduction of the new curriculum in Wales (Draft Curriculum for Wales, 2019) children are expected to think creatively to reframe and solve problems across all areas of the curriculum. Learners are expected to develop the skills required to ask meaningful questions, evaluate information, evidence and situations. However, as Jordan (2007) found children with SLCN have language deficits which inhibit problem-solving. Pupils with SLCN are required to find the skills needed to make sense of what they are being asked to do before tackling the problem itself (ICAN, 2011). Strategies that have been recognised by pupils as useful when developing the tools to problem solve are listening to peers as models of the appropriate use of language, practising words and having the confidence to ask for support have been acknowledged as beneficial by children with SLCN. On the other hand, a study completed by Barnes (2012) investigated how children with SLCN performed in drama lessons. The drama based sessions promoted communication and storytelling through facial expressions, body movements and sounds which gave the pupils the opportunity to develop their expressive language through gesture and body language. Comparably, Annand (2011) had observed similar findings in a study where 78% of pupils with SLCN showed an assessed improvement in speaking and listening following taking part in drama sessions. Allowing children to express their thoughts and ideas through a medium that doesn’t require spoken language can develop confidence and self-esteem. 

For many pupils in primary school with SLCN, their level of language is not at an appropriate level to be used as a tool to support them and consequently, they are at a disadvantage before learning has even started. This can be increasingly frustrating for pupils and can have a significant effect on how they value themselves and how they are viewed by other members of their class.



Social development 

The association between pupils with SLCN and social development can be complicated. There is evidence to show that pupils with SLCN describe a lesser quality of life in terms of social development and describe feeling they have less of a change of being socially accepted than their typically developing peers (Lindsay and Dockerell, 2012). The difficulty to develop socially can hugely affect pupils with SLCN and we know from a study completed by Clegg et al. (2005) that these social impacts can be persistent with long-term wide-ranging consequences.

In 1978, the government commissioned the Warnock Report (DfES, 1978) which changed the way that children with additional needs were viewed in society. This report examined a wide range of topics including the social benefits of educating children with additional needs in mainstream schools. Spooner (2011) recognised that integration of pupils with ALN featured strongly in the Warnock Report and similarly, this drive to educate children with additional learning needs in mainstream classes has taken place in the UK and internationally as a result of the Salamanca Statement (UNESCO, 1994). Consequently, it is due to the increase of inclusive practice within primary schools that children with SLCN are increasingly interacting with pupils in their classes that may be typically developing (Webster and Carter, 2007). Ainscow (2005) warns, however, that there are still misinterpretations surrounding inclusion and that attending doesn’t necessarily mean included. Tilstone and Rose (2003) maintain that for pupils to be fully included pupils must be able to contribute to the school day academically and socially. This can be supported by UNICEF (n.d.) who strongly advise that for an inclusive education to be successful, a diverse range of children need to all benefit and develop the skills they need to thrive. UNESCO (1994) also believe that inclusive teaching is the most effective form of education for pupils with SLCN. The increased contact with typically developing children allows children with SLCN to develop skills to positively impact social development. 

Spoken language is essential for a child’s development, as it is not only one of the most essential tools in learning, it is also the main tool in allowing children to make friends. Bercow reported “The ability to communicate is an essential life skill for all children and young people and it underpins a child’s social ... development.” (Bercow, 2008, pp. 6). Blatchford et al. (2005) state that in the UK, children’s academic achievement is mainly measured through attainment in the core subjects, however, children’s optimal progress also requires the development of social competence. Significantly, primary school children must learn to form relationships and interact with their peers through experiences within their educational settings. Creating and maintaining friendships is very important for pupils in primary schools however Bercow (2018) warns that often without effective communication skills, pupils with SLCN will struggle to make friends. 

Durkin and Conti-Ramsden (2007) highlight that friendships in primary school pupils are reliant heavily on language however this has received little attention in literature despite Asher et al. (1996) asserting that communication is fundamental when forming close relationships. Hart et al (2004) hypothesise that it is because of the basic responsibility of language in social interactions that social difficulties stem directly from the language difficulties experienced by children with SLCN. Many children with SLCN develop a withdrawn social interaction style, meaning they are unlikely to start a conversation with other pupils. This relationship can be explained by the social adaption model, in which Raymond and Rice (1998) proposed that pupils with SLCN adapt to their language difficulties by avoiding social interactions in which they are likely to have difficulty communicating. The Communication Trust (2018) recognise that it can often be challenging for pupils with SLCN to communicate with others. This can often be due to difficulties with speech. The inability to produce clear speech can have a substantial effect on the pupil’s ability to make themselves understood (Goswami and Bryant, 2007) which leads to difficulties joining in conversations with peers. Durkin and Conti-Ramsden (2007) emphasise that to achieve successful friendships, communication is essential. For children that do not have SLCN, a natural form of communication develops through talking to one another. When a child has SLCN the skills needed to communicate do not develop in the appropriate way. One reason for this, Symonds (2016) found was that often children with SLCN do not understand the words being spoken to them. This makes it increasingly difficult to keep up with conversations with friends, therefore leaving them left out or negatively affecting their confidence to join in (ICAN, 2008). It is documented in literature that children with SCLN are less likely to join in conversations with peers, leaving them to play alone and consequently, being less liked by their peers (Coster et al. 1999). The conventional academic curriculum provides no mention of the development of social skills, yet friendship, collaboration and the skills needed to manage conflicts are highly regarded in adults professional and personal lives (Attwood, 2005). The ability to make and maintain friendships is particularly difficult for pupils with SLCN (ICAN, 2008).

These difficulties become more apparent as a pupil progresses through education where children develop an increased understanding of reciprocity. This is highlighted in the Draft Curriculum for Wales (Welsh Government, 2019) where pupils are required to lead the conversation but also play different roles in teams effectively. Children with SLCN lack the understanding of language and reciprocity so find it difficult to engage in teamwork and collaboration. Reciprocity is an essential tool in maintaining human co-operation and is fundamental in language development (Fehr & Fischbacher, 2004). Through the early years of school, pupils develop the ability to reflect on the impact of their actions and in turn plan what they will do in return (Lees, 2008) Children develop the understanding of sharing with other children and therefore, receive acceptance and possible friendship in return. In line with this, research by Dahl et al. (2013) has shown that children are more likely to share toys with children who have previously shared toys with them. This involves an emotional understanding and a consideration of how other people are feeling and requires language to communicate these feelings effectively. Throughout the school day, there are frequent occasions for children to play and develop interactions in class and during playtimes. This allows children to interact through communication and language and subsequently allows them to develop the ability to effectively manage emotions and behaviour. For older children, these are essential life-skills required for team sports and group work in the classroom. Pupils with SLCN do not possess these skills (ICAN, 2008), which can often result in frustration and displays of behaviour that may be seen as unacceptable to other children consequentially resulting in breakdowns of friendships. Cross (2004) found that often, these situations could be straightforwardly resolved through communication and language however, for children with SLCN, these are not skills they have. 

[bookmark: _GoBack]In order for pupils to develop socially, it is essential that they feel confident. Mruk (2013) comprises self-esteem as a combination of competence and worthiness. The National Council for Special Education (2018) build upon this definition of self-esteem by adding that it is the belief that a pupil feels not only capable but also accepted. It is vitally important that education settings recognise the importance of self-esteem, as it is reported that an increase of self-esteem has a direct positive impact on academic achievement, and vice versa (Covington, 2001). Cigman (2004) supports this by acknowledging that self-esteem plays a central role in education through academic achievement. Research by Hallam & Ireson (2003) found that teachers in mainstream schools find it easier to teach when children are grouped by ability. However, Hallam et al. (2004) commented that this technique of organising pupils by ability has been found to create feelings of low self-esteem and social isolation in pupils with SLC. As previously reviewed pupils with SLCN in primary schools, frequently experience academic and social difficulties. As academic progress and social acceptance are held with high value in primary school culture, when children with SLCN experience difficulties in these areas self-esteem is diminished (Jerome et al, 2002). As pupils get older they become more able to create comparisons between themselves and their typically developing classmates and are more conscious of negative opinions from peers. Research by Capps, Sigman, & Yirmiya (1995) observed significantly less self-esteem in pupils with SLCN than their typically developing peers. Consequently, when exploring the effect of lower self-esteem on pupils with SLCN, Lerner (1996) feared that feelings of low self-esteem stops many pupils from having the competence and confidence to participate fully when learning and therefore has a direct impact on attainment. Hosogi et al. (2012) also warned that the impact of these feelings of low self-esteem increases the risk of pupils being at a social and psychological disadvantage. 

When reflecting on the drive to educate pupils with SLCN in mainstream schools, it is important to consider the notions of inclusion on self-esteem. Hodkinson & Vickerman (2009) highlight the governments use during the push for inclusion of ‘disability’ and ‘need’ pinpointing the language of a medical deficit. An inclusive education is the delivery of high standard mainstream education for all pupils, regardless of ability (Liasidou, 2012). Therefore, it should be assumed that due to low self-esteem affecting pupils with SLCN and ALN, that support for this should be embedded within school practice. 

When left unsupported, it has been reported that SLCN can have a harmful impact on the wellbeing and mental health of pupils in primary school. Pupils with SLCN are three times more likely to develop mental health problems than their typically developing peers (Law et al, 2009) and The Survey of Mental Health of Children and Young People in England and Wales found that up to one-third of pupils with SLCN will go on to develop some type of mental health difficulty (NHS Digital, 2017). Lindsay and Dockrell (2012) warn that SLCN mental health has a direct detrimental effect on the quality of life, leaving pupils with a reduced chance of social acceptance and more prone to bullying. 

Over the past few years, schools have increasingly emphasised the importance of pupils personal and social well-being through the development of anti-bullying policies (NICE, 2008). Although these policies are designed to support all children, Lindsay and Dockrell (2012) highlight that the introduction of these policies have drawn attention to the fact that pupils with additional learning needs are exceptionally vulnerable. In 2002, the Welsh Government embraced the social model of disability. Cigman (2010) defines the social model of disability by stating that disability is caused by barriers created by society that hinders a person’s ability to be fully included. When these barriers are removed, it allows the individual to fully participate in society, therefore becoming independent and equal. In school settings, this ethos is fundamental in creating a fully inclusive setting where all pupils are equal through an effective anti-bullying policy. (Welsh Government, 2019) 

A pupil can be negatively affected socially and emotionally by the presence of bullying. Byers et al (2012) completed a systematic review of bullying and determined that children with additional learning needs and/or disabilities have a considerably higher chance of being subject to bullying. Research by Cross (2017) clarifies this further by identifying that bullying is more likely to be experienced by pupils with SLCN. It is thought that bullying and teasing often occur for children with SLCN because they are different. ICAN (2012) state that pupils with SLCN experience bullying more often than their typically developing peers due to the struggles they face whilst speaking. Early Support (2012) also hypothesis that children with SLCN can often be subject to more frequent bullying because they find it difficult to make sense of social situations and often have difficulties separating friendly banter from teasing. It is important to note, however, that not every pupil with SLCN will be subject to bullying. Lindsay et al. (2007) describe that although not all pupils with SCLN report bullying, it is one of the main concerns for many pupils. Elklan (2019) infer that this combination of social isolation and poor self-esteem can cause pupils to perform actions outside of what is socially acceptable, to gain acceptance or impress their peers. Consequently, this often results in poor behaviour. 



Behavioural Development 
The ability to communicate defines all children (ICAN 2008). It is one of the main ways in which children judge and are judged by peers and is the pivotal way relationships are formed. Pupils with SLCN have difficulties with communication and this can frequently be presented as challenging behaviour. Behaviour is often described as a form of communication. Many children who suffer from behavioural difficulties, also have speech, language and communication needs. In his study on SLCN and behaviour, Hollo et al. (2014) found that eighty-one per cent of pupils with behavioural disorders had a significant speech, language or communication need. Correspondingly, in a study by Clegg (2014) it was discovered that when investigating exclusions from school, two-thirds of pupils were identified to have a persistent SLCN. Looking at the evidence of young people with SLCN who are young offenders could be important when examining the behavioural development of a child. The DfE (2019) also reported that pupils with SLCN have a higher chance of being excluded. Similarly, Bryant (2004) described that young males with SLCN are disproportionally represented in the criminal justice system with a significant percentage of young offenders identified as having SLCN. 
The connection between behaviour and SLCN was noted in the mid-20th century (Stringer and Clegg, 2006), however historically, the main concern for pupils with SLCN was related to academic achievement. More recently this attention has shifted and there is an increased focus on the link between behaviour and communication needs (Owen, 2014a).  This link between SLCN and social, emotional behavioural difficulties were highlighted in research by Dockrell et al (2014) who identified that one of the main themes surrounding children with SLCN was behavioural difficulties.
Historically, Vygotsky (1962) suggested that linguistic ability was a self-regulatory function that guides behaviour by facilitating problem-solving to conquer goal-directed tasks. Theoretically, Vallotton and Ayoub (2011) state pupils with higher levels of language ability will have enhanced internal representations of self-regulatory speech. So, as stated by Petersen et al. (2014), children with more developed language skills will be more effective at using internal speech as a tool to guide them, resulting in better self-regulation. With this understanding of language having a consequential role in childhood development of self-regulation, it is comprehensible why SLCN are apparent in many children with behavioural disorders. Yew and O’Kearney (2013) completed a meta-analysis and found a positive correlation between language ability and behaviour difficulties. Interestingly, this can be cemented by research by Horn et al. (2005) who investigated children with hearing difficulties. Children who received the cochlear implant sooner developed a stronger ability to regulate behaviour responses.  For pupils with SLCN, it can be difficult for them to find the words to explain their own feelings. This leads to difficulty with coping with their own emotions and children with SLCN are often unable to calm themselves. Ursache, Blair and Raver (2012) insist that these self-regulation skills are critical for pupils to be school ready. 
Through history, self-regulation is desirable within schools due to its positive impact on behaviour (Reid, 1996). Zimmerman (2001) defines self-regulation for pupils as the ability to transform mental thoughts into functional skills. Through this process, pupils have the ability to understand their thoughts and feelings and manage their behaviour appropriately. For children with SLCN, it is increasingly difficult for them to internalise these feelings and therefore results in negative behaviours. Notably, for a child to successfully self-regulate they must be able to manage excitement or frustrations and calm themselves down after something upsets them. As pupils with SLCN may find it difficult to find the words to describe these feelings this often results in displays of inappropriate behaviour. 
Children with SLCN often find it difficult to understand the rules of communication and therefore find it difficult to interact in social situations. This use of social language is called pragmatic communication. DSM-5 identified that often children with SLCN struggle to develop these skills and describe these pragmatic communication difficulties as persistent difficulties in the social use of communication (American Psychiatric Association, 2013). Whitehouse et al. (2009) previously found that pupils who have difficulties with pragmatic communication often suffer from wide-ranging, long-term effects on their ability to display appropriate behaviour. For children to develop their understanding of pragmatic language, social development must be embedded (Martin and McDonald, 2003).  This requires children to access contextual cues to interpret the speakers meaning and therefore engage in a social situation (Coplan and Weeks, 2009). We know from previous research that pupils with SLCN lack these skills, therefore, are disadvantaged in social situations. Owen (2014a) identified that there is a strong relationship between difficulties in pragmatic language and behavioural difficulties. Similarly, Mackie and Law (2014) identified, in their study, boys who showed less understanding of pragmatic language scored lower on behavioural assessments completed by teachers. These findings display a correlation between less developed understanding of pragmatic behaviour and poor behaviour. Bishop (2003) interprets this by stating a child who interprets a social situation incorrectly and consequently chooses an inappropriate response is unlikely to perform effective social exchanges. Owen (2014b) explains that when a child is subject to a social environment, such as a school situation, children are required to read cues from adults and peers to determine how to behave. A pragmatically confident child will manage this correctly however, a child who is not pragmatically developed may seem to be wilfully disobeying adult instruction. To summarise, pupils who have not yet become pragmatically competent have a higher chance of miscommunicating. Owen (2014b) highlights that children with SLCN, are less aware of social signals such as non-verbal signs, therefore, are more likely to “take things the wrong way” (p. 1) Children with underdeveloped pragmatic ability are more likely to misread social situations and have no understanding of unwritten social rules and such children are often described as rude or distracted. 
Comparably, The Royal College of Speech and Language Therapists (RCSLT, 2019) warns that pupils with SLCN can often find it difficult to understand instructions and conversations when things are not directly stated. Children with SLCN may also find it difficult to understand indirect requests. Beitchman et al. (2013) noted that these children may then appear uncooperative, disobedient or oppositional when in reality, they did not understand the instruction. The RCSLT also explains that due to their SLCN, children are then also unable to explain why they have not followed the rules. This leads to negative perceptions of the child’s behaviour. 
Working memory is another essential indicator when investigating cognitive capacity. Hambrick et al. (2005) explained that the working memory provides the capability for pupils to retain important task information in an accessible state over a temporary amount of time. Working memory is responsible for storing and processing verbal tasks for tasks to be carried out. (Oberauer et al., 2003) Archibald, (2016) hypothesises that in children with SLCN, a deficit in working memory means the ability to retain information over time decays quicker than that of their typically developing peers. Consequently, children with poor working memories are more prone to becoming easily distracted such as from the sound of talking from outside the classroom or the ticking of the clock. Children with SLCN, therefore, require repetition of important information.  Snow (2018) found that these difficulties are often misunderstood as being lazy or can often be mistaken as wilful want to frustrate teaching staff. 
Children with behavioural needs resulting from SLCN should be taught the skills they need to develop socially acceptable behaviour. This will allow them to fully access the curriculum and develop the ability to make and maintain social relationships. These barriers to communication should be removed and pupils with SLCN should receive the appropriate support required to feel empowered in education and therefore behave well. 

Conclusion

There can be no doubt that SLCN have a direct impact on the development of a child. Accurate identification of pupils SLCN is fundamental to gain a complete understanding of the impacts on a child’s development and therefore provide these pupils with appropriate support. As identified by research, with the majority of pupils with SLCN attending mainstream provisions, it is essential that education professionals and health providers need to work together to identify and subsequently differentiate support for pupils with SLCN,

As we have discovered, SLCN are the most prevalent special educational need in young children and a significant proportion of children in the UK have SLCN as their main need. (The Communication Trust, 2011a). It can thus be assumed that teaching professionals will come into direct contact with pupils with SLCN daily. It is critical that all adults working with children have an awareness of these impacts. 

The impacts of SLCN on a child have been highlighted to be persistent with a wide range of impacts that have a direct effect on chances later in life. The significant impact of SLCN on pupil’s development is shown by the elevated status the Welsh Government has put on SLCN by making it a priority. Speech, language and communication skills build a solid foundation in which all learning is built upon. Language is an essential tool for learning and therefore these skills are essential for a child to access the curriculum. It is through interactions that pupils develop socially. Language is the main way in which children communicate and when children experience difficulties with speech, language and communication, these have a significant effect on how children view themselves and how they are viewed by peers.
The complex nature of language means that pupils with SLCN are more likely to develop literacy difficulties, which in turn puts them at increased risk with their educational development. As children progress through education they have difficulties interacting with peers, difficulties in school and subsequently their SLCN transforms into a negative behaviour label. SLCN limit pupil’s ability to develop appropriate life skills that would allow them to be fully participating members of society. This has an adverse effect on the outcomes for the pupil but also has wide-ranging effects on their family, peers and teaching staff.  
It is clear by examining relevant theory and academic literature that speech, language and communication needs have a direct consequential impact on the development of a child. 
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