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This paper takes a terminological approach to the concept of high intellectual abilities, highlighting the distinctive aspects of the way it is addressed in the Portuguese educational context. It outlines the existing conceptual differentiation in the field of higher abilities, emphasizing how the main characteristics are described and including the strengths and weaknesses of current teaching and learning processes in Portugal. As we will show, educational work with these students in Portuguese schools is characterized by unequal regulation compared to other educational needs, by an imbalance of educational processes aimed at these gifted students, and by clear underdiagnosis that sometimes leads to them being ignored in the classroom, with the consequent harm that this can cause to their overall development and to their academic and professional careers. The paper emphasizes the importance of teacher training in Portugal as an aspect that could be key to reversing, as far as possible, this gap in educational processes—which currently include educational inclusion for all their students as part of the key action principles in the Portuguese educational system.
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Introduction

Education is a key element for strengthening a democratic, cohesive society. One of its many goals is to facilitate the inclusion of all students in the educational process with a view to anticipating and preventing the appearance of attitudes of exclusion and discrimination (González-Gil and Pastor-Martín, 2014; Vázquez et al., 2020; Torres, 2022). This is necessary regardless of each student’s personal characteristics (Alves, 2019; Espada et al., 2019) or whatever circumstances may be hindering their learning (Arnaiz, 2019; Reyes-Parra et al., 2020). Individualized attention will help lead to a positive working atmosphere in the school and therefore, a more inclusive, integrated society.

Traditionally, education for students with special needs was marked by ignorance and discrimination, and they were often relegated to the background (Arnaiz et al., 2020). Social and educational movements over recent years have helped to change that segregationist approach in Portugal. There has been significant progress in the field, and nowadays the Portuguese educational system prioritizes the principles of inclusion and equity in their educational policies, leading to progress in the democratization of education. This integration has led to the generalization of numerous measures and actions that are increasingly incorporated into educational contexts (Meijer and Watkins, 2019; Jia et al., 2022), including that of Portugal (Alves, 2019).

These measures and actions are put into practice by teachers in collaboration with other educational agents. Portuguese education professionals must be aware that a basic premise of their educational praxis is to ensure the inclusion of all their students (Colmenero et al., 2015; Polo and Aparicio, 2018; Alves, 2019; Miller et al., 2022; Torres, 2022), promoting increasingly integrative school practices regardless of students’ characteristics and potential. In this regard, teachers become mediators of inclusive, equitable, high-quality teaching and learning processes, and they must be aware that each person is unique, and everyone’s potential must be addressed individually in day-to-day education. In Portugal, teachers with more training and experience in inclusion show more positive attitudes toward the development of inclusive educational practices (Torres, 2022).

This teaching role in students’ inclusion has been underscored by various studies (Alves, 2019; González-Gil et al., 2019; Perlado et al., 2019; Pérez-Gutiérrez et al., 2021; Torres, 2022; Yada et al., 2022), including studies referring to education for highly intellectually able students (García-Perales and Almeida, 2019; Ezzani et al., 2021; García-Perales and Jiménez-Fernández, 2022; Piske et al., 2022; Rocha et al., 2022).

Teacher training is crucial to adequately supporting students with high intellectual abilities and promoting equity in education (Sayı, 2018), considered as key in initial teacher training in Portugal (Martins et al., 2020). Most of the time, Portuguese teachers are not given specific training to teach students with high intellectual abilities (Antunes et al., 2020), which can lead to under-identification and these students’ being undervalued. Furthermore, teachers without adequate training may not be able to provide the necessary challenges and learning opportunities for highly intellectually able students. Teacher education in Portugal can help fill this gap and enable teachers to properly identify and support students with high intellectual abilities (Fleith et al., 2010).

With proper training, teachers can learn to create distinctive learning environments, provide opportunities for enrichment and acceleration, and adapt the curriculum to meet these students’ needs. At the same time, teacher training can help to promote equity and social justice in Portuguese education (Torres, 2022), as students with high intellectual abilities often come from different socio-economic and ethnic backgrounds. By receiving proper training, teachers can be better prepared to deal with the diversity of these students and provide a fairer, more inclusive educational environment (Sayı, 2018).

This article examines educational inclusion of highly intellectually able students, mainly in the Portuguese educational context. In order to understand how education for these students is delivered in Portugal, teaching is considered as the core work to analyze, in order to address factors from teaching practice that might affect the educational response directed toward these gifted children. Understanding these factors could be key in bridging the current gap in Portuguese education aimed at these students. In line with this, in the final part of the article we underscore the importance of teacher training as a key element in combatting the current discrimination in how these students are educated.



School inclusion in the Portuguese educational system

The legislation establishing the legal framework for Inclusive Education was approved in 2018, through Decree-Law No. 54/2018 (Ministério da Educação da Portugal, 2018). It calls for inclusive schools, which include all students, with access to education and training for everyone, moving away from the narrow concept of Special Educational Needs and rejecting the idea that intervention needs categorization. On the contrary, the focus is on the education the school delivers to all students (Saragoça and Candeias, 2019), with guidelines based on universal design and a multilevel approach (Antunes et al., 2020).

The importance of this Decree in promoting inclusive education is undeniable, anchored in Sustainable Development Goal number 4, which aims to ensure access to inclusive, quality, equitable education and promote lifelong learning opportunities for all (Naciones Unidas, 2015). It also reiterates the concept of inclusion, which runs through the Salamanca Statement (Naciones Unidas, 1994)—a statement that expounds the holistic, balanced view that includes “disabled children and gifted children, children living in the street and working children, children from remote or nomadic populations, children from linguistic, ethnic or cultural minorities and children from other disadvantaged or marginalized groups or areas” (p. 6).

It is in this context that we propose a revision of Decree-Law No. 54/2018 (Ministério da Educação da Portugal, 2018), which makes no reference to measures for highly able students or their characteristics. Despite this omission, article 28 of Regulatory Circular no. 1 – F/2016 (Ministério da Educação da Portugal, 2016), regulating evaluation and certification of learning for students, and the measures that can be adopted for follow-up and learning delivery, focuses on particular cases where students who demonstrate exceptional learning ability and suitable levels of maturity can be moved up.

In our view, another reading of Decree-Law No. 54/2018 (Ministério da Educação da Portugal, 2018) is possible, one which is broader and more positive, although clearly a document of this nature will have the life and interpretation that schools generally, and teachers in particular, want to give it. In this regard, it is essential in this Portuguese educational context to reduce the existing gap between educational legislation and inclusive teaching practice, so that teacher training in educational inclusion is an essential means of implementing inclusive pedagogical strategies (Torres, 2022).

On the one hand, and sharing the view of Miranda and Almeida (2019) that an inclusive education cannot be restricted to deficit, one potential reading of the Decree is that it never uses the word “gifted.” Indeed, this omission shows both the scant public policy investment in terms of giftedness and the lack of commitment in terms of the legal framework, which goes against the Decree itself—which values and supports inclusive schooling, equal opportunities, and pedagogical differentiation.

In addition, it seems pertinent to remember that the same document defines inclusion as a political priority embodying the “right of each student to an inclusive education that responds to their potential, expectations and needs within the scope of a common and plural educational project that provides everyone with participation and a sense of belonging in effective conditions of equity, thus contributing decisively to higher levels of social cohesion” (p. 2918). The decree illustrates a broad understanding of an inclusive school as one that is capable of including everyone despite their differences, whether in talent or potential, or difficulty participating in the standard curriculum; differentiated paths, that “allow everyone to progress in the curriculum with a view to their educational success” (p. 2919), ensuring every student finishes compulsory schooling (Ministério da Educação da Portugal, 2018). Dealing with gifted students as well as students with other specific needs means inclusive educational practices.

So despite giftedness not being mentioned anywhere in the Decree, what we would like to reiterate, contrary to what might be expected after reading the first few lines of the document, is that from our point of view, the constant references to the potential of diversity suggest inclusion of talents and giftedness. Evidence for that conviction lies in article 1 of Decree-Law No. 54/2018 (Ministério da Educação da Portugal, 2018), which defines the purpose and scope of Inclusive Education, stating that “this Decree-Law establishes the principles and standards that guarantee inclusion as a process which aims to respond to the diversity of needs and potential of each and every one of the students, through greater participation in the learning process and in the life of the educational community” (p. 2919).

Other evidence includes the theoretical assumptions the Decree stresses, namely, the insistence on adapting the teaching process to the individual characteristics of each student. This means deploying various means which in turn requires commitment to the autonomy of schools and education professionals—who must be trained to develop skills that accompany curricular diversification, “taking each and every one to the limit of their potential” (Ministério da Educação da Portugal, 2018, p. 2919). Similarly, equity and personalization are two of the guiding principles of inclusive education (cf. article 3 of Decree-Law no. 54/2018, Ministério da Educação da Portugal, 2018), which reiterates the need to individualize educational processes, an essential principle in educating gifted students (Rocha et al., 2021).

Turning to the realization of these theoretical assumptions, and in terms of methodological options, there is once again no reference to measures in the context of giftedness. However, there are measures to support learning and inclusion based on a universal design and a multilevel approach, which aim to adapt to each student’s needs and potential. We return to the words of Rotigel and Fello (2004), who affirmed that talented or gifted students in a certain area require teaching methodologies that promote learning with greater depth of content and more complex problems to tackle instead of tasks that require learning by repetition and practice.

Some more legal support is necessary, similar to the education policy in the Autonomous Region of Madeira, which includes legislation for gifted and highly able students. This is exemplified by Regional Legislative Decree No. 33/2009/M, of December 31, which establishes the legal regime for special education, the transition to adult life and rehabilitation of people with disabilities in the Autonomous Region of Madeira, and particularly article 1, point 2, indicating the importance of measures in the field of early care and high intellectual capacities (Ministério da Educação da Portugal, 2009).

In fact, there are studies that have highlighted the importance of educational policies and practices that recognize and support these highly able students in Portugal, not only to promote their academic and personal success, but also to improve equity and social justice in the Portuguese educational system (Miranda and Almeida, 2018; Antunes et al., 2020). Therefore, it is essential that Portuguese education policy explicitly recognizes the importance of supporting these students and provides clear guidance on how schools can do so.

In addition, the inclusion of highly able students in the Portuguese educational system is a challenge that requires suitable attention and training on the part of teachers. Some authors have highlighted the need for Portuguese teachers to receive specialized training about these students’ needs so that they can properly identify and support them in the classroom (Miranda and Almeida, 2018; Martins et al., 2020; Reis-Jorge et al., 2021). Therefore, Portuguese educational policy needs to provide clear guidelines and resources for teacher training in relation to gifted students’ needs.



Giftedness: conceptualization and distinctive characteristics

Various authors have focused on identifying a specific definition of the term giftedness. The literature ranges from the search to explain what triggers the phenomenon and possible ways to analyze it, to identification of typical characteristics, different profiles, and respective manifestations. This is increasingly necessary research given the importance of intervening with children, young people, and adults with these skills who deviate from typical development.

Giftedness, in general, includes intellectual components, as well as other variables associated with psychological (for example, personality) and social (for example, value system) factors (Rocha et al., 2020). The importance of each variable in the development and expression of high abilities varies according to the different ways of analyzing this potential, from theories that address more cognitive components (for example, Renzulli’s Three Rings Theory), to others which cover socio-emotional and contextual components (for example, Gagné’s differentiated model of giftedness and talent), and cultural components (for example, Pfeiffer’s tripartite model).

Based on the characteristics, there are four main profiles for categorizing this potential. They are intellectual precocity, giftedness, talent and double exceptionality. Giftedness seems to be identified with high capacities or talents, with the intellectual and academic areas also including the artistic area, sports, scientific research and business management. These capacities emerge in favorable contexts of learning and development and are expressed in combination with other psychological constructs such as personality, creativity, motivation or value systems.

The first profile refers to children who exhibit above-average ability at a preschool age and early development of psychomotor, cognitive (for example, language or numerical reasoning), metacognitive, linguistic, and/or socio-emotional abilities (Engle et al., 2007; Guenther, 2011; Martins, 2013; Bildiren, 2017). These children usually have a large vocabulary and demonstrate creativity in their play, seeking to acquire new knowledge and skills, along with exhibiting constant curiosity and a need to understand everything around them. They ask more complex questions about more advanced content that their parents or peers do not usually show an interest in Kwiatkowska (2020). Some children may even acquire skills such as reading, writing, or more complex mental arithmetic early, while others may excel in other areas where early skill acquisition is not as noticeable (Bildiren, 2017).

Giftedness is identified as above-average potential from school age onwards, with development of skills and acquisition of knowledge that produces exceptional performance in various domains of activity (Renzulli, 2018; Gagné, 2018a,b). Many studies have attempted to provide good explanations of this phenomenon, and initially there was a complete association with intellectual abilities, that is, a focus on higher intelligence. However, in recent years research has shown that giftedness is not only associated with IQ, but also covers other areas of human potential such as creativity, socio-emotional, sensory, and motor skills (Gagné, 2018a), and that people can excel in non-academic areas such as artistic performance and sport, or in their interpersonal skills, among others (Rocha et al., 2020).

This raises the need to reinforce other variables in addition to IQ. Renzulli (1978, 1986) suggested an analysis associated with the interaction of three components, namely, above-average ability (from general to specific), creativity (potential for the creation of products, originality of ideas and innovation of actions) and motivation or commitment to the task (great focus, interest and persistence in the acquisition of knowledge and/or achievement orientation). This way of analyzing giftedness makes it easier to identify people with both intellectual and creative potential. More recently, Renzulli (2018) reinforced the idea that there are two main profiles of giftedness, academic and creative/productive. The former refers to the manifestation of superior intellectual abilities that stand out in the academic context, with performance assessed in intelligence and aptitude tests. In the latter, above-average abilities are applied in other areas of greater personal interest, in the creation of original and innovative products, not necessarily connected to the school curriculum (Renzulli, 2018).

Talent is associated with capabilities that develop over time and are subject to the process of learning and constant practice (Gagné, 2004, 2007). Gagné’s (2009) Differentiated Model of Giftedness and Talent (MDST) arose from the need to distinguish talent from giftedness.

This type of high capacity is distinguished from giftedness, since it refers to a field of human activity based on transforming aptitudes into systematically trained competencies (knowledge and skills), which can be extremely varied (for example, sports and music), as opposed to giftedness which is characterized by natural, untrained, spontaneously expressed aptitudes in one or more domains; either intellectual, creative, socio-affective or sensorimotor (Gagné, 2004, 2018a). Following this idea that each person can manifest their potential in one or more areas, it is worth highlighting Gardner’s (1999) Multiple Intelligence Model, which describes seven main domains of intelligence, linguistic, logical-mathematical, kinesthetic, interpersonal, intrapersonal, spatial, musical, and naturalistic, in addition to other additional dimensions such as spiritual, moral, and existential intelligence. More recently, Gagné recognized that family and school are two crucial contexts for optimum development of cognitive abilities (Gagné, 2018b).

In addition, it is worth noting Pfeiffer’s (2013) work emphasizing the importance of including cultural components in the analysis of high abilities. According to Pfeiffer’s (2013, 2019) Tripartite Model, potential is perceptible when people manifest notable results or productions in one or more areas valued in their culture and society, based on their experiences and opportunities.

Finally, the double exceptionality profile is a difficult concept to explain, since it is associated with a continuum with two poles, with high capacities at one end and one or more neurodevelopmental disorders at the other (Baum et al., 2017). Thus, double exceptionality refers to people who show achievement potential in one or more domains and who, simultaneously, show one or more neurodevelopmental disorders (for example, Specific Learning Disorder, Autism Spectrum Disorder, Hyperactivity and Attention Disorder) (Baum et al., 2017; Gierczyk and Hornby, 2021).

Despite categorizing high abilities into these profiles, and although there is a huge variety in the way they are expressed, there is a set of cognitive and socio-emotional characteristics that are usually associated with high abilities, as Table 1 summarizes.



TABLE 1 Characteristics associated with high intellectual capacities.
[image: Table1]

All this potential associated with high intellectual capacities needs favorable learning and development contexts in order to be perceived (Rocha et al., 2020). However, there is a huge gap in the socio-educational responses to these people, especially due to school settings with limitations ranging from a lack of professional knowledge—particularly in teachers (Ivarsson, 2023)—to the resources needed to meet these students’ needs.



Strengths and weaknesses in the educational response

Teaching is a complex task with a multitude of elements and circumstances that can have an impact on it. Teachers’ work nowadays is multidimensional and interdisciplinary, with increasingly heterogeneous educational processes involving greater participation of professionals from various fields (Alves, 2019; Torres, 2022). Bearing this in mind, elements can be defined within teaching practice that may promote or hinder the educational response aimed at highly intellectually able children in Portugal. We emphasize the role of the teacher in the individualization of teaching and learning processes for all of their students in order to ensure a personalized academic trajectory. We will define three areas of study to analyze how that education is delivered: students, teachers, and context—in terms of the role of the educational administration, social background, and family (Figure 1).
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FIGURE 1
 Dimensions of analysis.


In the following section, we outline the strengths and weaknesses of how highly able students are educated in order to clarify these children’s reality, considering the teaching perspective. All the aspects indicated could be taken into consideration for generalization of educational policies by the responsible authorities to plug the current gap in terms of the educational response for these children.



Strengths

The first of the strengths, related to students, is that their education is a fundamental right that must allow comprehensive development (Naciones Unidas, 1989, 2015; Torrente et al., 2022). This means that there must be a universal, compulsory, free period of schooling for everyone. It also means that every teacher has to tailor educational processes to the characteristics and potential of all the students in their classrooms (Alves, 2019). They must be aware of their students’ existing needs to promote full, comprehensive development. That includes those with high intellectual capacities, who must be considered in individualization of teaching and learning (Antunes et al., 2020).

In terms of the second area, the teacher, it is worth noting their general predisposition toward inclusion and individualized education for all their students. They generally have favorable attitudes toward inclusion (Álvarez-Castillo and Buenestado-Fernández, 2015; Sharma and Jacobs, 2016; Torres, 2022). Despite this, there is still a long way to go (Nilsen et al., 2019; Sundqvist and Hannås, 2021), particularly in the case of highly intellectually able children (Martins et al., 2020), as we will see below. In addition, teachers demand more training, and training that is varied and suited to current conditions so that they can deal with the full range of characteristics in their classrooms (Collado-Sanchís et al., 2020; Florian and Camedda, 2020; Quesada, 2021; Falla et al., 2022). Teachers’ roles as dynamic elements of social transformation is undeniable (Nilsen, 2017), which makes it essential to examine how teacher empowerment can be improved to cope with the inherent diversity in educational processes.

Finally, in relation to contextual aspects, it is important to highlight the necessary opening of schools to families and external services. On the one hand, the family is the key area for children’s primary socialization, so establishing good communication channels with teachers is essential. This makes the schools’ role of offering advice and guidance to families fundamental, including families of highly intellectually able children, who need specific guidance that teachers must know and must know how to communicate. External services, such as support groups and associations, also have an undeniable influence on educational processes, meaning that teachers must be able to develop relationships with them and find suitable points for dialogue, coordination, and joint reflection. At present, there are associations and groups serving children with high intellectual abilities and their families, and teachers should be aware of any treatment they receive outside of school so that any interventions are complementary and mutually inclusive. In this necessary collaboration between families and external services, it is worth highlighting the role of ANEIS in Portugal, an association with an essential role related to the educational, social and family response aimed at these students with higher abilities.



Weaknesses

In contrast to the aspects that might help these students’ education in Portugal, weaknesses are elements that might make their schooling more difficult. We use the same starting points of student, teacher, and context.

In relation to the school, it is worth highlighting aspects related to how high intellectual ability is conceptualized, the prejudices and stereotypes there are about highly intellectually able people, and discrepancies in the numbers of identified cases. When it comes to conceptualization, operational terminological clarification is essential (Tourón, 2020), allowing differentiation between potential and talent in order to understand the heterogeneity in this group of students (Mendioroz et al., 2019). Prejudices and stereotypes must be considered (Reis-Jorge et al., 2021), bearing in mind that these highly able children exhibit a different understanding of the world that can make them feel or live differently to others. Teachers must be aware that these children often demonstrate performance that is not in line with their potential, they may not show interest in, or be motivated by, all the activities presented to them, they can make mistakes in simple tasks, exhibit poor study habits, and present an emotional maturity that does not fit with their age. Teachers should analyze these conceptions as a basic aspect in improving their professional development (Mendioroz et al., 2019; Reis-Jorge et al., 2021; Klimecká, 2022). In addition, these prejudices and stereotypes may lead, not only to difficulties in identifying highly able students and educational intervention, but may also contribute to the appearance of disorders such as personality disorders (Baudson and Preckel, 2016). Finally, the current discrepancy in the prevalence of cases appears to be characterized by underdiagnosis, which is even more striking for girls (Antunes, 2019; García-Perales and Jiménez-Fernández, 2022), with the numbers of cases identified still insufficient (Antunes, 2019; García-Perales and Almeida, 2019; García-Barrera et al., 2021). It is essential to generalize the processes for identifying these students in an educational system that seeks inclusion for all its students (Pfeiffer, 2017; Flynn and Shelton, 2022), this reality is also evident in the Portuguese educational system (Antunes et al., 2020; Martins et al., 2020).

Turning to teachers, it is important to note the weakness of their training for dealing with everything involved in these children’s education, diagnosis and intervention, and the inconsistency of educational processes aimed at them (Almeida et al., 2016). Both initial training of teachers and their continuing professional development are essential to adapt and optimize teaching to the educational, social and cultural demands of each point in time. Teacher training in terms of high intellectual abilities has occasionally been scarce and deficient (Gali et al., 2017; Martins et al., 2020; Barrera-Algarín et al., 2021; García-Barrera et al., 2021), which has led to educational processes that are a poor fit to these students’ potential (Reis and Renzulli, 2010). Teacher training affects the perceptions and expectations in relation to these students’ education (Conejeros-Solar et al., 2013; Reis-Jorge et al., 2021). Generalizing quality training processes on this subject is essential (Muglia and Tonete, 2016), in both initial training and continued development (García-Barrera et al., 2021). The poor training and the preconceptions mean that teachers demonstrate an inconsistent approach to how these students are educated (García-Perales and Jiménez-Fernández, 2022). That inconsistency is generally characterized by poor planning and being a poor fit to these children’s characteristics and potential, along with a lack of protocols for teachers to follow. This is all the more striking when considering that these children’s education should be an essential part of educational processes (Böker, 2021), and that these are the students who will be called on to lead change and drive innovation.

Lastly, in terms of contextual weaknesses, it is important to note the unequal regulation, the guidance and advice given to parents, and the involvement of external services in schools. The legislative frameworks covering education for these students vary widely between regions and between countries, or simply do not exist (García-Perales and Jiménez-Fernández, 2022), as specifically pointed out with Decree-Law No. 54/2018 in Portugal. This leads to inefficient education that is a poor fit to the students’ potential. When it comes to advice and guidance for families, teachers not having the proper training and skills might contribute to the spread of prejudices and stereotypes noted previously (Reis-Jorge et al., 2021). Families are key in the teaching and learning processes in the Portuguese school environment. Establishing suitable channels of communication and collaboration between the school and the family will affect students’ wellbeing, and that includes highly intellectually able students (Rocha et al., 2020; Peebles et al., 2023). Finally, Portuguese teachers sometimes view the involvement of external services in schools with suspicion or as a threat. These expectations should be changed into attitudes that are more open to dialogue and to working together. Collaboration between those in the Portuguese educational community is fundamental, regardless of whether they are internal or external to the school or whether they are strictly educational or not (Valentim et al., 2023).



The importance of teacher training

Alongside the weaknesses of the educational response to the needs of highly intellectually able students and the emergence of more comprehensive legislation that recognizes the peculiarities of this group (Torrano and Sánchez, 2014; Tourón and Freeman, 2017), the central role of the teacher has been highlighted (Guenther, 2012; Belur and Oguz-Duran, 2017), an aspect that has been examined in the Portuguese educational context (Miranda and Almeida, 2018; Martins et al., 2020; Reis-Jorge et al., 2021).

In fact, working with this specific group requires educational practices that promote development of their abilities, recognizing that some of these students present difficulties (Tourón and Pfeiffer, 2015) that can lead to poor adjustment at school, rejection, or exclusion when their specific educational needs are not met. Students who have high intellectual abilities can demonstrate cognitive or non-cognitive characteristics (Zaia et al., 2018), and both must be given the same level of importance in diagnostic and intervention processes. There are many obstacles to overcome in terms of inclusive educational practices (Arnaiz, 2019; Spandagou, 2021), especially the need for training (Martins et al., 2020; Scanlon et al., 2022). As Matos (2015) showed in a Portuguese study about teacher training in relation to highly able or gifted students, teachers do not feel sufficiently trained to work with these students, and even exhibit a certain lack of interest in educating them.

Based on these assumptions, we accept that it is each teacher’s responsibility to change the educational practices prevailing in the classroom (Antunes et al., 2020), promoting inclusive measures and “pedagogical leadership favorable to excellence” (Antunes et al., 2020, p. 131). At the same time, there is an urgent need to create proper educational responses for all students (Syed and Ozbilgin, 2015), adapting and personalizing educational practices (Zeichner, 2018). This accountability is, in our view, anchored in attitudes that value differentiated and differentiating pedagogical dimensions, attitudes that recognize the need for instruments which promote pedagogical differentiation and serve highly able and gifted students (Antunes et al., 2020).

However, this inclusive teaching, based on a flexible approach to the curriculum, means reorganizing the educational space (López, 2020) at the macro and micro level, which in turn presupposes appropriate teacher training (Martins et al., 2020).

In fact, the many needs and challenges nowadays mean a need to invest in training for teachers (Pacheco, 2019), who, particularly when it comes to highly able students, know little about the subject and ignore intervention (Mendonça et al., 2020).

This complexity of this educational reality was underlined by González-Rivera (2022), who emphasized permanent training for education professionals. International organizations have also emphasized this, such as UNESCO, which highlights the importance of teacher training to meet the Sustainable Development Goals in the 2030 Agenda (Naciones Unidas, 2015). This underscores the need for teacher training with a humanistic approach and learning potential, which allows teachers to fully develop their students’ potentials (González-Rivera, 2022).

It is from this perspective that we support the training of specialist teachers, especially when it comes to dimensions related to identification and intervention for highly intellectually able students so that each teacher can: (i) understand these students’ characteristics; (ii) respond to their learning needs; (iii) be familiar with instruments used to identify these students; (iv) meet associations/experts that support gifted students; (v) understand and implement educational measures/pedagogical strategies for these students.

Teachers at every educational stage must be aware of this reality, which necessarily means including these topics in the initial teacher training curriculum, but also investing in training and planning ongoing training (García-Perales and Jiménez-Fernández, 2022). As the study in Portuguese schools by Lança (2014) demonstrated, much of the didactic knowledge on giftedness came from scientific events. Therefore, there is a clear need to generalize the processes of initial and continuous teacher training related to high intellectual abilities in Portugal (Matos, 2015; Antunes et al., 2020).



Conclusion

The multidimensionality of high abilities means it is possible to identify a set of distinctive characteristics, some of which are more inherent to superior ability itself and others which are more associated with development and learning opportunities, not always for the best. The development of high intellectual abilities needs favorable individual and environmental conditions, which are not always present. It does not depend exclusively on the personal variables of the individual (Belur and Oguz-Duran, 2017; Mendonça et al., 2020; Lo et al., 2022; Peebles et al., 2023; Valentim et al., 2023), but instead it is clear that school, family, society, and culture play an essential role in this process, and can either help or hinder it.

Teachers are essential to this adjustment (Conejeros-Solar et al., 2013; Falla et al., 2022; Sigstad et al., 2022). Every educational measure needs trained teachers to implement it, and we must be aware that Portuguese teachers sometimes feel frustrated by the existing limitations to achieving quality, inclusive education, and they call for greater recognition and greater collective investment in inclusion, since this objective cannot fall only on their shoulders (Torres, 2022).

Highly intellectually able students tend to learn more, and learn fast, which requires deep, diversified, accelerated teaching, and a challenging, more cognitively-complex curriculum. In general, all educational measures call for teachers to master the content they teach and have the teaching skills to be able to promote inductive learning methods and help their students develop self-efficacy and intrinsic motivation (Martins et al., 2020). Knowledge and perceptions about these students’ education are essential aspects (Ivarsson, 2023).

In line with this, it is important to pay serious attention to individual abilities, interests and learning styles, with a focus on self-directed and independent learning, and less attention to characteristics such as age or school year. This means that teacher training is important and necessary in this area (Mendioroz et al., 2019; García-Barrera et al., 2021), something that has also been observed in the Portuguese educational context (Fleith et al., 2010; Martins et al., 2020). There needs to be raised awareness and training for all involved in education in order to create positive environments for these students and put measures into place that stimulate them and encourage their overall development (Baudson and Preckel, 2016; Rocha et al., 2020; Barrera-Algarín et al., 2021; Torrente et al., 2022; Peebles et al., 2023).

In a society that is more tolerant of differences, it is important that schools and teachers know how to respect those differences through different teaching and assessment practices (Arnaiz et al., 2020; Torres, 2022). When highly intellectually able students experience school failure, despite their abilities, we infer that the school has become dysfunctional and unattractive for these students. No principle of justice is fulfilled by pretending to treat all students equally when, in reality, they are all different!

An inclusive school must know how to equip itself with the technical means and the human resources needed for effective differentiation of its educational practices, as this is the only way to respect individual differences and serve everyone (Martins et al., 2020; Klimecká, 2023). The fundamental goal is that highly intellectually able students find, in their families, their schools, and their community, stimulus for fulfillment and personal excellence.



Data availability statement

The original contributions presented in the study are included in the article/supplementary material, further inquiries can be directed to the corresponding author.



Author contributions

RG-P, AR, AA, and AISA have participated in writing, revising and submitting of the article to the journal. All authors contributed to the article and approved the submitted version.



Funding

This work has had the collaboration of the University of Castilla-La Mancha (UCLM, proyect 2022-GRIN-34408), the Instituto Superior de Ciências Educativas do Douro, the Instituto Politécnico de Viana do Castelo, the Associação Nacional para o Estudo e Intervenção na Sobredotação (ANEIS) and Research Center in Psychopedagogy and Psychopedagogical Research [CIPsp].



Conflict of interest

The authors declare that the research was conducted in the absence of any commercial or financial relationships that could be construed as a potential conflict of interest.



Publisher’s note

All claims expressed in this article are solely those of the authors and do not necessarily represent those of their affiliated organizations, or those of the publisher, the editors and the reviewers. Any product that may be evaluated in this article, or claim that may be made by its manufacturer, is not guaranteed or endorsed by the publisher.



References

 Almeida, L. S., Araújo, A. M., Sainz-Goméz, M., and Prieto, M. D. (2016). Challenges in the identification of giftedness: issues related to psychological assessment. An. Psicol. 32, 621–627. doi: 10.6018/analesps.32.3.259311


 Álvarez-Castillo, J., and Buenestado-Fernández, M. (2015). Predictores de las actitudes hacia la inclusión de alumnado con necesidades educativas especiales en futuros profesionales de la educación. Revist. Complutense Educ. 26, 627–645. doi: 10.5209/rev_RCED.2015.v26.n3.44551


 Alves, I. (2019). International inspiration and national aspirations: inclusive education in Portugal. Int. J. Incl. Educ. 23, 862–875. doi: 10.1080/13603116.2019.1624846


 Antunes, A. P. (2019). Sobredotação no feminino, um oxímoro ultrapassado? Incursão pelo estado da arte. Psicologia Em Estudo 24:e41665. doi: 10.4025/1807-0329e41665


 Antunes, A. P., Almeida, L. S., Miranda, L. C., Xavier, J. O., Ramos, C., and Raffan, J. M. (2020). A sobredotação na Região Autónoma da Madeira: Desenvolvimento de políticas e práticas educativas. Revist. Portuguesa Educ. 33, 121–136. doi: 10.21814/rpe.18654


 Arnaiz, P. (2019). La educación inclusiva: mejora escolar y retos para el siglo XXI. Participación Educ. 6, 41–54.


 Arnaiz, P., De Haro, R., Alcaraz, S., and Mirete-Ruiz, A. B. (2020). Schools that promote the improvement of academic performance and the success of all students. Front. Psychol. 10:2920. doi: 10.3389/fpsyg.2019.02920


 Associação Nacional para o Estudo e a Intervenção na Sobredotação (2021). Características asociadas a las altas capacidades. Available at: https://www.aneis.org/


 Barrera-Algarín, E., Sarasola-Sánchez-Serrano, J. L., Fernández-Reyes, T., and García-González, A. (2021). Déficit en la formación sobre altas capacidades de egresados en Magisterio y Pedagogía: Un hándicap para la Educación Primaria en Andalucía. Revista Investig. Educ. 39, 209–226. doi: 10.6018/rie.422431


 Baudson, T. G., and Preckel, F. (2016). Teachers’ conceptions of gifted and average-ability students on achievement-relevant dimensions. Gifted Child Q. 60, 212–225. doi: 10.1177/0016986216647115


 Baum, S., Owen, S., and Schader, R. (2017). To be gifted and learning disabled: Strength-based strategies for helping twice-exceptional students with LD, ADHD. Mansfield Center, CT: Sourcebooks, Inc.


 Belur, A., and Oguz-Duran, N. (2017). Parents’ guidance resources during the identification process for the gifted and talented students at the Sanhurfa BILSEM. Univ. J. Educ. Res. 5, 1288–1299. doi: 10.13189/ujer.2017.050802


 Bildiren, A. (2017). Developmental characteristics of gifted children aged 0–6 years: parental observations. Early Child Dev. Care 188, 997–1011. doi: 10.1080/03004430.2017.1389919


 Böker, A. (2021). Mission accomplished? Critique, justification, and efforts to diversify gifted education. Soc. Inclusion 9, 337–346. doi: 10.17645/si.v9i3.4316


 Collado-Sanchís, A., Tárraga-Mínguez, R., Lacruz-Pérez, I., and Sanz-Cervera, P. (2020). Analysis of teachers’ attitudes and perceived self-efficacy towards inclusive education. Educar 56, 509–523. doi: 10.5565/rEV/EDUCAr.1117


 Colmenero, M. J., Pantoja, A., and Pegajalar, M. C. (2015). Percepciones sobre atención a la diversidad en la formación inicial del profesorado en Educación Secundaria. Revista Complutense Educ. 26, 101–120. doi: 10.5209/rev_RCED.2015.v26.n1.42616


 Conejeros-Solar, M. L., Gómez-Arizaga, M. P., and Donoso-Osorio, E. (2013). Perfil docente para alumnos/as con altas capacidades. Magis. Revista Int. Investig. Educ. 5, 393–411. doi: 10.11144/Javeriana.m5-11.pdpa


 Engle, P. L., Black, M. M., Behrman, J. R., Cabral de Mello, M., Gertler, P. J., Kapiriri, L., et al. (2007). Strategies to avoid the loss of developmental potential in more than 200 million children in the developing world. Lancet 369, 229–242. doi: 10.1016/S0140-6736(07)60112-3 

 Espada, R. M., Gallego, M., and González-Montesino, R. H. (2019). Diseño Universal del Aprendizaje e inclusión en la Educación Básica. Alteridad 14, 207–218. doi: 10.17163/alt.v14n2.2019.05


 Ezzani, M. D., Mun, R. U., and Ellis, L. (2021). District leaders focused on systemic equity in identification and Services for Gifted Education: from policy to practice. Roeper Rev. 43, 112–127. doi: 10.1080/02783193.2021.1881853


 Falla, D., Alejandres, C., and Gil del Pino, C. (2022). Engagement en la formación docente como impulsor de actitudes inclusivas. Educ XX1 25, 251–271. doi: 10.5944/educXX1.30369


 Fleith, D. S., Almeida, L. S., Alencar, E. M. S., and Miranda, L. (2010). Educação do aluno sobredotado no Brasil e em Portugal: Uma análise comparativa. Revista Lusófona Educ 16, 75–88.


 Florian, L., and Camedda, D. (2020). Enhancing teacher education for inclusion. Eur. J. Teach. Educ. 43, 4–8. doi: 10.1080/02619768.2020.1707579


 Flynn, A. S., and Shelton, A. L. (2022). Solving the right problem: the need for alternative identification measures in gifted education. Gifted Child Quart. 66, 144–145. doi: 10.1177/00169862211046394


 Gagné, F. (2004). Transforming gifts into talents: the DMGT as a developmental theory. High Abil. Stud. 15, 119–147. doi: 10.1080/1359813042000314682


 Gagné, F. (2007). Ten commandments for academic talent development. Gifted Child Quart. 51, 93–118. doi: 10.1002/j.1556-6676.2015.00190.x


 Gagné, F. (2009). “Building gifts into talents: detailed overview of the DMGT 2.0” in Leading change in gifted education: the festschrift of Dr. Joyce van tassel-Baska. eds. B. MacFarlane and T. Stambaugh (Waco, TX: Prufrock Press), 61–80.


 Gagné, F. (2018a). “Academic talent development: theory and best practices” in APA handbook of giftedness and talent. ed. S. I. Pfeiffer (Washington, DC: American Psychological Association), 163–165. doi: 10.1037/0000038-011


 Gagné, F. (2018b). “Desenvolvendo Talento Académico: MDDT – princípios de base e melhores práticas” in Sobredotação: Uma responsabilidade coletiva. eds. L. S. Almeida and A. Rocha (Braga: CERPSI), 197–226.


 Gali, G. F., Fakhrutdinova, A. V., and Grigorieva, L. L. (2017). The teachers’ strategies of identifying and development of gifted students in foreign countries. Mod. J. Lang. Teach. Methods 7, 266–271. doi: 10.26655/mjltm.2017.9.1


 García-Barrera, A., Monge-López, C., and Gómez-Hernández, P. (2021). Percepciones docentes hacia las altas capacidades intelectuales: relaciones con la formación y experiencia previa. Revista Electrón. Interuniversit. Formación Profesorado 24, 239–251. doi: 10.6018/reifop.416191


 García-Perales, R., and Almeida, L. S. (2019). Programa de enriquecimiento para alumnado con alta capacidad: Efectos positivos para el currículum. Comunicar 27, 39–48. doi: 10.3916/C60-2019-04


 García-Perales, R., and Jiménez-Fernández, C. (2022). Tendencias en la respuesta educativa al alumnado con alta capacidad intelectual. Marcos normativos y acciones contempladas en el decenio 2009/2010-2019/2020. Revista Electrón. Interuniversit. Form. Profesorado 25, 111–126. doi: 10.6018/reifop.530331


 Gardner, H. (1999). Who owns intelligence? Atl. Mon. 8, 67–76.


 Gierczyk, M., and Hornby, G. (2021). Twice-exceptional students: review of implications for special and inclusive education. Educ. Sci. 11, 1–10. doi: 10.3390/educsci11020085


 González-Gil, F., and Pastor-Martín, M. E. (2014). Educación para todos: formación docente, género y atención a la diversidad. Cuestiones Género 9, 11–28. doi: 10.18002/cg.v0i9.1151


 González-Gil, F., Pastor-Martín, M. E., and Poy, R. (2019). Educación inclusiva: barreras y facilitadores para su desarrollo. Un estudio desde la percepción del profesorado. Profesorado Revista Currículum Formación Profesorado 23, 243–263. doi: 10.30827/profesorado.v23i1.9153


 González-Rivera, P. (2022). Educación en situaciones de crisis, pedagogías emergentes y estrategias docentes. Mendive Revista Educ 20
, 692–701.


 Guenther, Z. C. (2011). Caminhos para desenvolver potencial e talento. Lavras: Editora UFLA.


 Guenther, Z. C. (2012). Crianças dotadas e talentosas… Não as deixem esperar mais! Rio de Janeiro: LTC.


 Ivarsson, L. (2023). Principals’ perceptions of gifted students and their education. Soc. Sci. Hum. Open 7, 100400–100406. doi: 10.1016/j.ssaho.2023.100400


 Jia, L., Tan, R., and Santi, M. (2022). Teachers’ understanding of inclusive education: comparing perspectives in China and Italy. Asia Pac. J. Educ. 2022, 1–13. doi: 10.1080/02188791.2022.2066628


 Klimecká, E. (2022). Advantages and disadvantages of being ‘gifted’: perceptions of the label by gifted pupils. Res. Pap. Educ. 38, 902–923. doi: 10.1080/02671522.2022.2065523


 Klimecká, E. (2023). Inclusive education of gifted students at secondary schools in the Czech Republic compared to students with special educational needs. Roeper Rev. 45, 37–49. doi: 10.1080/02783193.2022.2145398


 Kwiatkowska, E. (2020). Gifted Child in Kindergarten – Assessment Pitfalls. Forum Pedagogiczne 10, 275–288. doi: 10.21697/fp.2020.1.21


 Lança, C. I. S. O. (2014). Conhecimentos e práticas de professores do 1.° ciclo no âmbito da educação de crianças sobredotadas. Beja, Portuga: Instituto Politécnico de Beja.


 Lo, C. O., Lin-Yang, R. C., and Chrostowski, M. (2022). Giftedness as a framework of inclusive education. Gift. Educ. Int. 38, 431–437. doi: 10.1177/02614294211049157


 López, A. (2020). Formación del professorado y profesionalidad docente. Curriculum, pertinência y experiencias. Revista Lusófona Educ. 50, 45–49. doi: 10.24140/issn.1645-7250.rle50.03


 Martins, B. A. (2013). Alunos Precoces com Indicadores de Altas Habilidades/Superdotação no Ensino Fundamental I: Identificação e Situações (Des)favorecedoras em Sala de Aula [Tese de mestrado, Faculdade de Filosofia e Ciências (FFC) - Marília]. Repositório Institucional UNESP. Available at: https://repositorio.unesp.br/handle/11449/91210


 Martins, B. A., Chacon, M. C. M., and Almeida, L. D. S. (2020). Altas habilidades/superdotação na formação de professores brasileiros e portugueses: um estudo comparativo entre os casos da UNESP e da UMINHO. Educação Em Revista 36:e212442


 Matos, R. (2015). A formação de docentes em sobredotação: a atual realidade da escola portuguesa. Dissertação de Mestrado em Ciências da Educação. Lisboa: Escola Superior de Educação João de Deus.


 Meijer, C. J. W., and Watkins, A. (2019). Financing special needs and inclusive education -from Salamanca to the present. Int. J. Incl. Educ. 23, 705–721. doi: 10.1080/13603116.2019.1623330


 Mendioroz, A., Rivero, P., and Aguilera, E. (2019). Una propuesta de formación docente para responder a las altas capacidades en la escuela inclusiva. Profesorado. Revista Currículum Formación Profesorado 23, 265–284. doi: 10.30827/profesorado.v23i1.9154


 Mendonça, L. D., Rodrigues, O. M. P. R., and Capellini, V. L. M. F. (2020). Alunos com altas habilidades/superdotação: como se veem e como são vistos por seus pais e professores. Educar Revista 36:e71530. doi: 10.1590/0104-4060.71530


 Miller, A. L., Wilt, C. L., Allcock, H. C., Kurth, J. A., Morningstar, M. E., and Ruppar, A. L. (2022). Teacher agency for inclusive education: an international scoping review. Int. J. Incl. Educ. 26, 1159–1177. doi: 10.1080/13603116.2020.1789766


 Ministério da Educação da Portugal (2009). Decreto Legislativo regional n.° 33/2009/M, de 31 de dezembro, Região Autónoma da Madeira – Assembleia Legislativa. Diário República. Available at: https://dre.tretas.org/dre/267261/decreto-legislativo-regional-33-2009-M-de-31-de-dezembro, 252, 8330–8859.


 Ministério da Educação da Portugal (2016). Despacho Normativo n.° 1 – F/2016, de 5 de abril, Educação-Gabinete do Secretário de Estado da Educação. Diário da República 66, II Série, 1.° Suplemento. Available at: https://iave.pt/wp-content/uploads/2020/02/Despacho_1_F_2016_6abril.pdf


 Ministério da Educação da Portugal (2018). Decreto-Lei n.° 54/2018, de 6 de julho, Presidência do Conselho de Ministros. Diário da República 129, Série I. Available at: https://diariodarepublica.pt/dr/detalhe/decreto-lei/54-2018-115652961


 Miranda, L. C., and Almeida, L. S. (2018). “Sobredotação em Portugal: Legislação, investigação e intervenção” in Sobredotação: Uma responsabilidade coletiva! eds. I. L. S. Almeida and A. R. Coord (Porto: CERPSI), 265–287.


 Miranda, L., and Almeida, L. (2019). Apoio educativo aos alunos com altas capacidades: legislação nas primeiras duas décadas do século XXI em Portugal. Revista AMAzônica 24, 110–131.


 Muglia, S., and Tonete, J. (2016). Percepção de professores em cursos de formação sobre talentos/superdotação. Revista Psicol. 34, 39–60. doi: 10.18800/psico.201601.002


 Naciones Unidas (1989). Convención sobre los Derechos del Niño. Available at: https://uni.cf/425QDmL


 Naciones Unidas (1994). Declaración de Salamanca y Marco de Acción para las necesidades educativas especiales. Available at: https://bit.ly/3LfqUSQ


 Naciones Unidas (2015). Resolución Adoptada por la Asamblea General el 25 de septiembre de 2015. Transformando Nuestro Mundo: La Agenda 2030 para el Desarrollo Sostenible. Available at: https://bit.ly/2IfFs4R


 Nilsen, S. (2017). Special education and general education – coordinated or separated? A study of curriculum planning for pupils with special educational needs. Int. J. Incl. Educ. 21, 205–217. doi: 10.1080/13603116.2016.1193564


 Nilsen, M., Oda, B., Lydersen, S., Belsky, J., and Wichstrøm, L. (2019). Effects of special education on academic achievement and task motivation: a propensity-score and fixed-effects approach. Eur. J. Spec. Needs Educ. 34, 409–423. doi: 10.1080/08856257.2018.1533095


 Pacheco, J. A. (2019). Inovar para mudar a escola. Porto: Porto Editora.


 Peebles, J. L., Mendaglio, S., and McCowan, M. (2023). The experience of parenting gifted children: a thematic analysis of interviews with parents of elementary-age children. Gifted Child Quart. 67, 18–27. doi: 10.1177/00169862221120418


 Pérez-Gutiérrez, R., Casado-Muñoz, R., and Rodríguez-Conde, M. (2021). Evolución del profesorado de apoyo hacia la educación inclusiva: una perspectiva legislativa autonómica en España. Revista Complutense Educ. 32, 285–295. doi: 10.5209/rced.68357


 Perlado, I., Muñoz, Y., and Torrego, J. C. (2019). Implicaciones de la formación del profesorado en aprendizaje cooperativo para la educación inclusiva. Profesorado Revista Curríc Formación Profesorado 23, 128–151. doi: 10.30827/profesorado.v23i4.9468


 Pfeiffer, S. I. (2013). Lessons learned from working with high ability students. Gift. Educ. Int. 29, 86–97. doi: 10.1177/0261429412440653


 Pfeiffer, S. I. (2017). Identificación y evaluación del alumnado con altas capacidades: Una guía práctica. La Rioja: UNIR Editorial.


 Pfeiffer, S. I. (2019). “Giftedness and talent development in children and youth” in the Oxford handbook of expertise. England: Oxford University Press, 103–127


 Piske, F. H. R., Nakano, T. C., Rocha, A., and García-Perales, R. (2022). Altas Habilidades. Superdotação: Talentos, criatividade e potencialidades. Vetor Editora.


 Polo, M. T., and Aparicio, M. (2018). Primeros pasos hacia la inclusión: actitudes hacia la discapacidad de docentes en educación infantil. Revista Investig. Educ. 36, 365–379. doi: 10.6018/rie.36.2.279281


 Quesada, M. I. (2021). Metodologías inclusivas y emergentes para la formación docente en inclusión educativa. Revista Int. Apoyo Inclusión Logopedia Sociedad Multicult 7, 110–117. doi: 10.17561/riai.v7.n2.6363


 Reis, S. M., and Renzulli, J. S. (2010). Is there still a need for gifted education? An examination of current research. Learn. Individ. Differ. 20, 308–317. doi: 10.1016/J.LINDIF.2009.10.012


 Reis-Jorge, J., Ferreira, M., Olcina-Sempere, G., and Marques, B. (2021). Perceptions of giftedness and classroom practice with gifted children – an exploratory study of primary school teachers. Qual. Res. Educ. 10, 291–315. doi: 10.17583/qre.8097


 Renzulli, J. S. (1978). What makes giftedness? Re-examining a definition. Phi Delta Kappan 92, 81–88. doi: 10.1177/003172171109200821


 Renzulli, J. S. (1986). “The three- ring conception of giftedness: a developmental model for creative productivity” in Conceptions of giftedness. eds. R. J. Sternberg and J. E. Davidson (New York: Cambridge University Press), 53–92.


 Renzulli, J. S. (2018). “A Conceção de Sobredotação dos Três Anéis: Um Modelo de Desenvolvimento para Promover a Produtividade Criativa” in Sobredotação: Uma Responsabilidade Coletiva. eds. L. S. Almeida and A. Rocha (Porto: CERPSI), 23–78.


 Reyes-Parra, P. A., Moreno-Castiblanco, A. N., Amaya-Ruiz, A., and Avendaño-Angarita, M. Y. (2020). Educación inclusiva: Una revisión sistemática de investigaciones en estudiantes, docentes, familias e instituciones, y sus implicaciones para la orientación educativa. Revista Española Orientación Psicopedagogía 31, 86–108. doi: 10.5944/reop.vol.31.num.3.2020.29263


 Rocha, A., Almeida, L., and García-Perales, R. (2020). Inteligência: necessária e suficiente para explicar a sobredotação? Talincrea 6, 59–76.


 Rocha, A., García-Perales, R., Viseu, F., and Almeida, L. (2021). Resolución de problemas matemáticos en alumnado con y sin superdotación intelectual. Revista Psicol 39, 1031–1066. doi: 10.18800/psico.202102.017


 Rocha, A., García-Perales, R., Ziegler, A., Renzulli, J. S., Gagné, F., and Pfeiffer, E. I. (2022). A inclusão educativa nas altas capacidades argumentos e perspetivas ANÉIS – Associação Nacional para o Estudo e Intervenção na Sobredotação: Braga.


 Rotigel, J. V., and Fello, S. (2004). Mathematically gifted students: how can we meet their needs? Gift. Child. Today 27, 46–51. doi: 10.4219/gct-2004-150


 Saragoça, M. J., and Candeias, A. A. (2019). “Da incapacidade à inclusão – O percurso concetual à luz da Legislação educativa portuguesa” in Deshenvolvimento ao longo da vida: Aprendizagem, Bem-estar e Inclusão. ed. A. A. Candeias (Évora: Universidade de Évora), 226–243.


 Sayı, A. K. (2018). Teachers’ views about the teacher training program for gifted education. Int. J. English Linguist. 8, 262–275. doi: 10.5539/ijel.v8n5p262


 Scanlon, G., Radeva, S., Pitsia, V., Maguire, C., and Nikolaeva, S. (2022). Attitudes of teachers in Bulgarian kindergartens towards inclusive education. Teach. Teach. Educ. 112:103650. doi: 10.1016/j.tate.2022.103650


 Sharma, U., and Jacobs, D. K. (2016). Predicting in-service educators’ intentions to teach in inclusive classrooms in India and Australia. Teach. Teach. Educ. 55, 13–23. doi: 10.1016/j.tate.2015.12.004


 Sigstad, H. M. H., Buli-Holmberg, J., and Morken, I. (2022). Succeeding in inclusive practices in school in Norway – a qualitative study from a teacher perspective. Eur. J. Spec. Needs Educ. 37, 1009–1022. doi: 10.1080/08856257.2021.1997481


 Spandagou, I. (2021). Inclusive education is another country; developments, obstacles and resistance to inclusive education. Int. J. Incl. Educ., 1–15. doi: 10.1080/13603116.2021.1965805


 Sundqvist, C., and Hannås, B. M. (2021). Same vision – different approaches? Special needs education in light of inclusion in Finland and Norway. Eur. J. Spec. Needs Educ. 36, 686–699. doi: 10.1080/08856257.2020.1786911


 Syed, J., and Ozbilgin, M. (2015). Managing diversity and inclusion. An international perspective. Sage: Los Angeles.


 Torrano, D., and Sánchez, M. (2014). El studio de la alta capacidad intellectual en España: Análisis de la situación actual. Revista Educ. 364, 251–272. doi: 10.4438/1988-592X-RE-2014-364-261


 Torrente, S., Ruiz-Melero, M. J., and Sainz, M. (2022). Motivaciones e intereses en una muestra de estudiantes de altas habilidades con respecto a sus iguales. Revista Española Orientación Psicopedag. 33, 26–43. doi: 10.5944/reop.vol.33.num.1.2022.33754


 Torres, L. F. (2022). Um olhar sobre a educação inclusiva em Portugal. Internet Latent Corpus J. 12, 140–157. doi: 10.34624/ilcj.v12i2.30876


 Tourón, J. (2020). Las Altas Capacidades en el sistema educativo español: reflexiones sobre el concepto y la identificación. Revista Invest. Educ. 38, 15–32. doi: 10.6018/rie.38.1.396781


 Tourón, J., and Freeman, J. (2017). “Gifted education in Europe: implications for policymakers and educators” in APA handbook of giftedness and talent. ed. S. I. Pfeiffer (Washington, DC: American Psychological Association), 54–70.


 Tourón, J., and Pfeiffer, S. (2015). Alta capacidad y desarrollo del talento: Aspectos críticos. Revista Educ 368, 9–11.


 Valentim, B. F. B., Vestena, C. L. B., Costa-Lobo, C., and Schipper, C. M. (2023). Inteligência e moralidade nas altas habilidades/superdotação: perspectivas piagetianas. Acta Scientiarum Educ. 45:e54836. doi: 10.4025/actascieduc.v45i1.54


 Vázquez, E., Portela, I., and Domínguez, V. (2020). Attention to diversity in compulsory secondary education. Eur. J. Investig. Health Psychol. Educ. 10, 1176–1185. doi: 10.3390/ejihpe10040082 

 Yada, A., Leskinen, M., Savolainen, H., and Schwab, S. (2022). Meta-analysis of the relationship between teachers’ self-efficacy and attitudes toward inclusive education. Teach. Teach. Educ. 109:103521. doi: 10.1016/j.tate.2021.103521


 Zaia, P., Nakano, T., and Peixoto, E. (2018). Scale for identification of characteristics of giftedness: internal structure análisis. Estud. Psicol. 35, 39–51. doi: 10.1590/1982-02752018000100005


 Zeichner, K. (2018). The struggle for the soul of teacher education. New York: Routledge.



Copyright
 © 2024 García-Perales, Rocha, Aguiar and Almeida. This is an open-access article distributed under the terms of the Creative Commons Attribution License (CC BY). The use, distribution or reproduction in other forums is permitted, provided the original author(s) and the copyright owner(s) are credited and that the original publication in this journal is cited, in accordance with accepted academic practice. No use, distribution or reproduction is permitted which does not comply with these terms.

OPS/xhtml/Nav.xhtml




Contents





		Cover



		Characterization of students with high intellectual capacity: the approach in the Portuguese school context and importance of teacher training for their educational inclusion



		Introduction



		School inclusion in the Portuguese educational system



		Giftedness: conceptualization and distinctive characteristics



		Strengths and weaknesses in the educational response



		Strengths



		Weaknesses



		The importance of teacher training



		Conclusion



		Data availability statement



		Author contributions



		Funding



		Conflict of interest



		Publisher’s note



		References



















OPS/images/fpsyg-15-1196926-g001.jpg
‘‘‘‘‘‘‘

\\\\\\\\\\





OPS/images/fpsyg-15-1196926-t001.jpg
Demonstrates unusual curiosity.

Eager for new knowledge.
Exhibits great logical reasoning.

Learns quickly and easily.

Has an excellent memory.

Is observant and attentive to details.

Likes to question and think critically.
Demonstrates insight.

s able to generate many ideas.

Uses unusual vocabulary for their age.

Is imaginative or extravagant.

Interested in very diverse topics.

Likes to innovate and find new solutions
o problems.

Is fascinated by complex subjects.
Demonstrates case in acquiring and
applying knowledge.

Finishes tasks quickly.

Has very specific and/or unusual interests
for their age.

Presents unusual ideas and/or gives

original answers to problems.

Focuses alot on tasks that
interest them.

Likes to be challenged to

go further,

Is empathetic and sensitive to
what others fecl

Demonstrates great persistence
and/or stubbornness.

Has unusual moral and ethical
concerns for their age.
Uninterested in routine or
repetitive tasks.

Seeks knowledge autonomously.
Interested in social and
culturalissues.

Likes to work frecly

and independently.

Seems quite mature for their age.
Enjoys interacting with older
children and/or adults.
Demonstrates high vocational

aspirations.

* From Associagio Nacional para o Estudo e a Intervengio na Sobredotagio (2021).





OPS/images/cover.jpg
, frontiers | Frontiers in Psychology

Characterization of students with
high intellectual capacity: the
approach in the Portuguese
school context and importance of
teacher training for their
educational inclusion












OPS/images/crossmark.jpg
©

2

i

|






OPS/images/logo.jpg
' frontiers Frontiers in Psychology






