We are committed to the success and well-being of every learner, regardless of background or personal circumstance…. Our learners will be resilient, imaginative, compassionate and ambitious - they will aim high and achieve their goals (Welsh Government, 2017, p.2). 
This essay examines inclusivity in the National Curriculum in Wales from the viewpoint of the more able and talented and whether the primary and secondary education system in Wales is keeping these promises to this cohort of children.
Importance of developing the more able and talented child

For a national education system, maximising the potential of its most talented students is typically considered to be of paramount importance. At its logical extreme, failure to do so can have a profound impact on the future of a country's research and development (and by extension, its economic wellbeing) and even on national security (Hockett, 2009). Both Csikszentmihalyi et al (1993) and Tannenbaum (1983) suggested that society is dependent on a population that holds a variety of different abilities that can be called upon to direct society's current functions and to determine its future direction. The relationship between the more able individual and society is described by VanTassel-Baska:

At a fundamental level, the gifted develop as individuals in a reciprocal relationship with their society; thus, their creative work carries meaning beyond themselves whether it is fully intended to or not. By the same token, a society is enriched by having individuals actively engaging in self-chosen creative endeavours (VanTassel-Baska, 1993, p. 383).

The Welsh Government action plan document Education in Wales: Our national mission sets out a number of key aims for the education system in Wales between 2017 and 2021 and includes as one of its enabling objectives a goal to have "strong and inclusive schools committed to excellence, equity and well-being" (Welsh Government, 2017, p.31). The Programme for International Student Assessment (PISA) results have been adopted by the Welsh Government as a key benchmark for the performance of the education sector as they reflect "the skills needed to equip our young people properly for the complex, connected and exciting world in which we live" (Welsh Government, 2017, p.3). As well as measuring the performance of an education system as a whole, PISA can also provide a valuable insight into the performance of its highest achievers. According to the most recent PISA results, Wales had a significantly lower share of top-performing students in science, mathematics and reading when compared to England and, while the gap to the other constituent countries of the UK was narrower, nevertheless Scotland and Northern Ireland both had a larger share of top performers than Wales (OECD, 2015). (Although comparing Wales's share of top performers against the most highly ranked national education systems - such as Singapore - reveals an even wider gulf in achievement, it is important to note that many such countries have highly selective education systems and do not have the same focus on equity that the Welsh Government prescribes.) 
Leaving aside the wider importance to national education systems of realising the potential of more able and talented children, there is also the importance of fully meeting the needs of the more able learners themselves. According to Vernon et al (1977), gifted children in the classroom are typically way ahead of the majority of their peers and require little attention from the teacher to help them to tackle the exercises that the rest of the class are set. These children typically receive good marks for this work but they are very often bored. In referring to the work of psychologist Leta Hollingworth, Vernon et al (1977, p.7) note the damning statistic that a child with an IQ score of 140 wastes half of their time in an ordinary, non-differentiated classroom while a child with an IQ score of 180 and above is wasting almost all of it. Similarly, George (2011) highlights the challenge of these 'young, gifted and bored' pupils whose true abilities may only be revealed through personality traits rather than through their work. Freeman (1998) observed that gifted but bored children may become disenchanted with learning and may look to relieve their boredom by daydreaming, causing disturbances or by testing the rules. In the longer term, Freeman cautioned of the risk that children who find learning easy may never fully acquire the discipline to study and then struggle when confronted with more difficult work at a later date.
In examining the needs of the individual, Stopper (2000) and George (2009) both suggest that gifted children may require a recognition of their abilities and talents in order for them to develop a healthy sense of self and that progression to the final of the seven stages of Maslow's Hierarchy of Needs - self-actualisation - can only be achieved where the children's cognitive needs are fully satisfied.
Defining and identifying the more able and talented child

Defining and identifying more able and talented children can represent something of a challenge. Davidson (2009) notes that, although giftedness as a concept has existed for centuries, there is still no consensus as to what it actually means.  According to Freeman (1998), there are four commonly used methods of identifying very able children - intelligence testing, teacher recommendation, peer nomination and self-nomination - and there are potential problems with all of them. For example, intelligence is commonly measured using IQ tests and these have been criticised for measuring only a narrow aspect of intelligence and take no account of learning and thinking processes, nor of levels of creativity. Teacher recommendations can be affected by teachers' attitudes to gifted pupils, which means that in some cases a child's abilities are over-estimated and in others that they are under-estimated. In considering a number of different research studies into the effectiveness of teacher recommendation, Freeman (1998) concluded that there were a number of "potential problems of misjudgement" (p.12) in teacher recommendation. Parent recommendation - when not backed up by any test results - is even more fraught with problems, as evidenced by the commonly recorded 2:1 ratio of boys to girls put forward by parents, and peer recommendation is deemed to be ineffective in identifying pupils' hidden abilities.
While more dynamic assessments of children's ability are more desirable and more accurate than the methods described above, as Freeman (1998) notes they may require special educational techniques and specific training for teachers. Furthermore, these contemporary dynamic models for assessing giftedness "tend to be more complex and multidimensional" (Davidson, 2009, p. 82) and as such, may be difficult to incorporate into the busy classroom teacher's routines. Furthermore, both George (2009) and Eyre (2002) highlight that a particular danger of the more rigid systems of identification commonly used in schools is that underachieving gifted children whose work is not exceptional may not be identified unless the teacher observes certain behavioural warning signs.
How more able and talented children are identified in Welsh schools
Currently, approximately 20% of school children in Wales are identified as 'more able and talented', while the top 2% are identified as 'most able' or 'exceptionally able' (Estyn, 2018, p. 44). The Welsh Government documents Meeting the Challenge (Welsh Government, 2008) and A Curriculum of Opportunity: Developing Potential into Performance (Wallace and Donnelly, 2004) provide a definition of 'more able and talented' pupils as those who need "enriched and extended opportunities across the curriculum in order to develop their abilities in one or more areas" (Welsh Government, 2008, p. 6). The term encapsulates pupils who are more able across the school curriculum, as well as those who have a talent in one or more particular area. Nevertheless, many schools choose to use their own definition (Welsh Government, 2015). Furthermore, as the Welsh Government does not recommend any particular method that should be used to identify more able and talented children, schools in Wales typically use a variety of different identification techniques in tandem with one another. Almost all schools rely on teachers' formative assessments and teacher nomination and a significant majority use end-of-stage summative assessment and the results of national reading and numeracy tests. Around 50% of schools take into account parental nomination while between 20% and 25% consider children who have self-nominated or have been nominated by their peers (Welsh Government, 2015). Although schools' systems are described as "[ensuring] that learners' hidden abilities and talents are identified", it is interesting to note that a number of the methods used have been judged as potentially problematic by Freeman's review of international research on educating gifted children (1998). 
Reviews of more able and talented provision carried out in the early 2010s found that the systems in place to identify more able and talented children were unacceptably weak (Estyn, 2011 and Estyn, 2012), while a later review of more able and talented provision in Wales (Estyn, 2018) found that, in a minority of schools, variations in the identification criteria used resulted in a lack of consistency between the different phases in school and between primary and secondary school. 
Teaching the more able and talented child
As Lee-Corbin and Denicolo (1998) note, while able children are typically rewarding to teach and are assets to the schools they attend they nevertheless present challenges for the busy classroom teacher. In mixed-ability classes it appears that it is the more able child that typically suffers, with teachers typically teaching to the middle-ability child (Lee-Corbin and Denicolo,1998, p.33) and often failing to include the more able child in their differentiation planning, instead focusing the majority of their efforts on those who are struggling (Hertberg-Davis, 2009).
Olenchak (2001) found that differentiation for more able and talented children in North American schools could be viewed under two broad perspectives; either where the main aim is to differentiate the instruction (where mainstream classroom activities were adapted to suit the gifted child) or to differentiate the curriculum (where more rigorous enhancements to the curriculum are made taking into account the nature of the gifted child).
Friedman and Lee (1996) examined the effectiveness of three popular models of gifted child education with the focus on differentiation of instruction: Renzulli and Reis's 'Enrichment Triad Model', Taylor's 'Multiple Talent Model' and Williams's 'Cognitive-Affective Interaction Model'. Their 'field test' found that all models were effective, with the Cognitive-Affective Interaction Model showing the greatest increase in complexity of teacher-pupil interaction, while the other models were found to boost pupil motivation, involvement and independence. Although these models are all North American in origin, some have been adapted for use in the UK. For example, the Enrichment Triad Model has been conceptualised as the 'Must, Should, Could' model in the UK, where 'must' represents core curriculum elements and 'should' and 'could' represent the intermediate and advanced stages of increasing complexity (George, 2011). Later models for teaching more able and talented children, such as Renzulli's 'Multiple Menu Model' and VanTassel-Baska's 'Integrated Curriculum Model', aim to strike a balance between differentiation of instruction and of curriculum. If implemented as designed, these models would not only meet the individual needs of the particular gifted child (as opposed to the less specific needs of the broader group of gifted children) but also contribute to general education curriculum design (Olenchak, 2001 and Hockett, 2009).
However, a continual challenge for those designing and delivering curricula for more able and talented children is the tension between the external pressures on schools to perform well in standardised tests and the educational needs of the gifted child (Hockett, 2009). Commenting once again on the North American schooling system (although doubtless highlighting issues that would be recognised by UK educators) Olenchak (2001) noted that in spite of the many initiatives designed to meet the needs of more able and talented children, surveys had found that in practice differentiation was absent in the vast majority of schools leaving more able and talented children with little in the way of classroom adjustments and teachers who were either not able or not willing to make these adjustments. Olenchak also observed that, where differentiation was present, it was typically not personalised and was often too easy and so had little or no quantifiable impact on the more able students.
More able and talented provision in Wales

The provision for more able and talented children in Wales has come under scrutiny during the 2010s. Reviews of the level and nature of provision in primary and secondary schools in 2011 and 2012 respectively (Estyn, 2011 and Estyn, 2012) found that more able and talented children in primary schools were not challenged sufficiently and that an unsatisfactory number of pupils achieved above the expected levels at the end of Key Stages 1 and 2. The analyses found that there were too few primary and secondary that offered a satisfactory level of provision, with the majority of primary schools neither adequately identifying more able and talented children nor having teachers with sufficient expertise to provide the necessary level of support or to track these children's progress. It was a similar picture in secondary schools, with the majority failing to challenge their pupils sufficiently and having inadequate processes to monitor and track the progress of more able and talented children.
During 2014 and 2015, the Welsh Government commissioned an independent review of more able and talented provision across Wales. This found that many of the problems in primary and secondary schools that were identified by Estyn in 2011 and 2012 remained and that "positive change in practice in relation to many of the recommendations has been limited, suggesting that MAT provision remains an area for further development in many schools" (Welsh Government, 2015, p. 41).
Estyn published further guidance in 2018 in response to a Welsh Government request for advice and this serves both as a useful snapshot of the current level of more able and talented provision and what constitutes best practice. A picture of best practice, therefore, would be a school in which more able and talented children are successfully challenged by teachers with high expectations who focus their planning around the needs of the individual to provide personalised approaches to learning, mirroring the best practice integrated models as identified by Olenchak (2001). Teaching staff provide high-value enrichment and extra-curricular activities to benefit more able and talented children and children's progress is accurately monitored and tracked throughout their time in the school, ensuring that transitions between stages and between primary and secondary are handled smoothly. Children are provided with mentoring and coaching to help them overcome barriers and are granted a high degree of autonomy (Estyn, 2018). 
However, while a small number of schools do indeed provide such an environment for their more able and talented children, there remains considerable variation in the level of provision across Wales and in around a third of schools more able and talented children are not achieving as well as they could. It appears that in many schools, the focus of provision falls mainly on more able children with only very limited provision for talented children. In some cases, opportunities for talented children to further develop their skills have been limited with the requirement to incorporate recent changes to framework of the national curriculum. In schools with weak provision for more able and talented children, teachers typically do not challenge these pupils sufficiently (Estyn, 2018). 
Disadvantaged more able and talented  pupils

Feinstein's (2003) influential work on the effects of social class on children's cognitive development found a direct correlation between a child's academic performance and their parents' socio-economic status (SES). Bright children from high SES households improved their academic performance over the 120 month longitudinal study while for bright children in low SES households the reverse occurred, with their academic performance declining as the months passed. Wallace (2000) identifies a number of potential factors that can inhibit development of more able and talented children from socio-economically disadvantaged backgrounds. She notes that in many low SES households, parents' focus is primarily on generating enough money for the family to survive and consequently they have little time or energy to devote to educationally enriching activities such as reading stories to their children. In addition, there is commonly little money available for cultural activities that could broaden children's interests and outlook. It therefore falls to the school to take on much of the role that in high SES households would be carried out by the parents and to communicate effectively with the learners and their families. However, as Wallace notes, this requires a significant commitment of time and energy on the part of the school and also requires sufficient funding. There is also a possibility that schools may find it difficult to correctly identify more able and talented children from disadvantaged backgrounds because the additional challenges that they face can sometimes mask their ability (Welsh Government, 2014 and Ryan, 2012). 
Current provision for more able and talented pupils from disadvantaged communities in Wales is variable. In many schools, this provision is not always given careful consideration and in only a handful of schools are the progress and achievements of this cohort specifically monitored. It is commonplace that the transition of more able and talented children between primary and secondary school is planned without any specific consideration of the needs of those from disadvantaged backgrounds (Estyn, 2018). Despite it being identified by Wallace (2000) as a key element of the school's role, many schools fall down in their communication with parents of more able and talented pupils from disadvantaged households. Overall "there is not enough focus in schools on helping more able and talented pupils from disadvantaged backgrounds to overcome barriers to their learning" (Estyn, 2018, p.26) and as a consequence "more able pupils eligible for free school meals do not perform as well as other pupils who are more able" (Estyn, 2018, p.3).
Impact of gender 
Various studies have reported conflicting results as to whether the gender of the pupil is linked to achievement. Peer pressure has been found to negatively affect achievement in boys and girls, with high achievers in both groups eager not to stand out from their peers (Lee-Corbin and Denicolo, 1998). Nevertheless, it appears that girls are now less likely than boys to underachieve, with girls having surpassed boys in examination performance across much of the curriculum (Lee-Corbin and Denicolo, 1998, p.57 and Stopper, 2000, p.5). This trend can be observed in Wales, where more able girls in primary and secondary school out-perform more able boys at the higher levels (Estyn, 2018).
Conclusion
More able and talented school children are often overlooked. Their innate abilities commonly enable them to perform to a good standard in mainstream classroom exercises and in national tests, typically without much input from the teacher. However, where more able and talented children are not adequately stretched there is a risk that they will become bored and disruptive and that, having not been required to acquire the discipline of studying at a young age, will fail later in life when having to tackle more advanced level work. Conversely, where schools put in place dedicated programmes and systems designed to support and extend more able and talented children, their needs can be fully met - to their own benefit and to the benefit of the wider society.
Despite coming under increasing scrutiny over the last decade, provision for more able and talented children in Wales remains patchy. While a small minority of schools have in place robust systems of identification, monitoring and tracking and provide excellent enrichment and extra-curricular activities for more able and talented children, in too many schools - primary and secondary - this cohort of children is not performing to its full potential. In addition, not enough is being done to help more able and talented children from disadvantaged communities to overcome the barriers that their backgrounds impose. As a consequence, these children continue to underperform when compared to their non-disadvantaged more able and talented peers.
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