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EQUITY CHALLENGES AND BROADENING POSSIBILITIES IN GIFTED LEARNING FOR MULTILINGUAL LEARNERS IN TAMALE METROPOLIS, GHANA


ABSTRCT`
[bookmark: _GoBack]This paper analyses the equity challenges and opportunities of gifted education for multilingual learners in the Tamale Metropolis, Ghana.  Gifted learners who are multilingual frequently encounter systemic disadvantages stemming from the predominance of English in classroom instruction, restrictive criteria for identifying giftedness, and the lack of formal support structures.  Utilising a qualitative case study methodology, the research involved 30 participants, comprising teachers, headteachers, students, parents, and officials from the Ghana Education Service, through semi-structured interviews and focus group discussions.  Thematic analysis indicated that multilingual learners possessing exceptional creativity, problem-solving capabilities, and leadership qualities were often disregarded, as giftedness was synonymous with English proficiency and elevated test scores.  Policy gaps, poor implementation of mother-tongue education, and not enough training for teachers made things even worse.  Parents and teachers frequently regarded multilingualism as an impediment rather than a cognitive advantage, thereby limiting the acknowledgement of varied talents.  The study suggests inclusive teacher training, more ways to find students, enrichment programs, and changes to policies that value linguistic diversity.  Recognizing multilingualism as an intellectual asset is crucial for fostering equity and cultivating the full potential of Ghana's gifted students.
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INTRODUCTION
In modern educational discussions, fair access to high-quality education is a significant issue worldwide.  Although equality concerns are frequently articulated in terms of gender, disability, or poverty, language and giftedness are growing elements that equally warrant consideration.  Multilingual learners, pupils who communicate in two or more languages, are increasingly prevalent in classrooms, especially in multilingual nations like Ghana (Asare, 2022; Banson, 2022).  Nonetheless, these students frequently remain inadequately serviced in gifted education programs due to institutional barriers, insufficient policy focus, and ineffective identification procedures
Gifted education is the specialised guidance and teaching given to students who have a lot of potential to be smart, creative, or a leader (Matthews, 2004). These learners frequently need tailored educational programs to realise their full potential.  The identification and intervention systems for gifted learners are often limited, primarily emphasising linguistic and intellectual abilities in the dominant language of classroom instruction, which in Ghana's context is English(Matthews, 2004). As a result, students who are smart but not yet fluent in English are often mistakenly labelled as such or not noticed at all.
Ghana boasts a remarkable linguistic diversity, encompassing more than 80 indigenous languages, while English is designated as the official medium of instruction starting from the upper primary level (Ghana Education Service, 2018). Dagbani is the main language spoken in the Tamale Metropolis in Northern Ghana, however a lot of children go to school speaking other local languages like Gonja or Mampruli.  These students typically have to deal with two problems at once: learning to read and write in English and adjusting to schools that don't completely understand or support their language backgrounds.  This is a big problem for multilingual learners who may be very smart but can't show what they can do on regular tests that depend on solely on English language(A. G. Allotey, Anamuah-Mensah, & Ananga, 2024).
Multilingualism should be viewed as a cognitive asset rather than a deficit.  Studies indicate that multilingual learners frequently demonstrate improved executive functioning, problem-solving abilities, and metalinguistic awareness characteristics linked to giftedness(Busch, 2011). However, in many educational environments, giftedness is often recognised through performance in standardised academic tasks, especially in English literacy and numeracy, which may result in these cognitive traits being overlooked. Teachers, frequently lacking adequate training in gifted education or unfamiliar with culturally and linguistically responsive teaching methods, may fail to identify gifted potential in multilingual students, particularly when these individuals demonstrate limited English proficiency or diverse communication styles(Sierens & Van Avermaet, 2014). 
The problem is made worse by the fact that since there is ineffective implementation of any national policies or strategic plans that are explicitly aimed towards gifted education.  The Education Strategic Plan (ESP) 2018–2030 makes bold promises to make education more accessible and improve learning results for everyone. However, it doesn't put much focus on finding and helping brilliant or talented students, much alone those who speak more than one language. (Ministry of Education, 2018). Because of this, most basic schools, including those in the Tamale Metropolis, don't have the buildings or resources to run programs that help talented students grow.  In this situation, the limited chances that do come up usually help those who are more fortunate and speak English.
This mismatch raises fundamental concerns about equality in the educational system.  Equity extends beyond equal treatment to making sure that learners from different walks of life have the specific assistance that they require to flourish(UNICEF, 2017). Recognising the linguistic, cultural, and cognitive variety that multilingual brilliant students in Ghana offer and establishing avenues for their gifts to thrive are essential components of democratic education.
The Tamale Metropolis is a great place for this study to take place.  As one of the biggest cities in Northern Ghana, it has a lot of different languages, school problems, and gaps in how policies are put into place.  Even though some teachers and school leaders are trying to make the school more welcoming, the fact that there isn't any formal support for finding and helping talented multilingual students is still a big problem. Furthermore, the community's and parents' knowledge of giftedness is frequently lacking, which results in underreporting and undersupport of exceptional children at home and at school(Nindow, 2025).
This study aims to investigate the equity challenges encountered by students who speak multiple languages in accessing gifted education within the Tamale Metropolis.  The objective is to identify current practices that either encourage or restrict inclusion and to suggest actionable strategies for improving access to gifted learners from linguistically varied backgrounds. The findings of this study will have an impact on how policies are made, how teachers are trained, and how they teach in order to make Ghana's school system more accessible and fair for all.
In conclusion, gifted multilingual learners are an underappreciated group in Ghana's education system. They have a lot of potential, but systemic inequalities make it hard for them to reach it.  These students will stay on the fringes unless we make a conscious effort to broaden our definitions of giftedness and change how we teach to recognise linguistic diversity.  To promote social justice and fairness and make schools work better, we need to deal with this problem.

Research Objectives:
1) To identify the equity challenges encountered by multilingual learners in receiving gifted education within the Tamale Metropolis.
2) To examine the existing policies and practices that effect equitable access to gifted education for multilingual learners.
3) To investigate how teachers, parents, and learners view giftedness and multilingualism.
4) To propose strategies for enhancing equity and expanding opportunities for gifted multilingual learners in basic schools.

 Research Questions:
1) What are the equity challenges encountered by multilingual learners in accessing gifted education within the Tamale Metropolis?
2) What ways do current educational policies and practices favour or hinder equitable access to gifted programs for multilingual learners?
3) How do teachers, parents, and learners perceive gifted education for multilingual learners?
4) What strategies can be used to increase equality and learning opportunities for gifted multilingual students?



LITERATURE REVIEW 
The Concept of Gifted Education 
The term "gifted education" describes the discovery and development of people who possess extraordinary intellectual, creative, or leadership skills; these students exhibit abilities that are noticeably above average and, as a result, frequently need differentiated instruction and accelerated educational experiences to reach their maximum potential(Borland, 2005) The word "gifted" refers to a wide range of abilities, such as exceptional academic achievement, creative artistic ability, problem-solving abilities, and leadership traits(Mönks & Katzko, 2005).
People have always thought that being talented meant having a high IQ or doing well on standardised exams.  However, modern views understand that giftedness is not one-dimensional and can show itself in many cultural and language settings(Maree, 2018). This comprehensive perspective undermines previous beliefs that prioritised just academic achievement and English-language ability as the principal markers of giftedness.  Renzulli’s Three-Ring Conception of Giftedness posits that gifted behaviour arises from the interplay of above-average ability, task dedication, and creativity, rather than from intelligence in isolation(Jarrell & Borland, 1990).
In multicultural and multilingual societies, the notion of giftedness must be comprehended within the cultural and linguistic frameworks of learners. Scholars contend that standardised definitions and assessments may marginalise students from diverse backgrounds, especially those who are multilingual or originate from non-dominant cultures(Oswald & Rabie, 2017). These pupils may have skills that aren't easy to see in a normal educational context, such as oral storytelling, musical aptitude, or community leadership attributes.
Gifted education seeks to assist individual learners while also fostering national growth via the cultivation of human capital.  Nevertheless, when gifted education is narrowly delineated or inequitably implemented, entire strata of proficient learners, especially those from rural, low-income, or multilingual families, are marginalised from possibilities for academic enrichment and progression(Ngara, 2017). Consequently, equity in gifted education necessitates that policymakers and teachers use inclusive identification methods and culturally sensitive pedagogical approaches that acknowledge and appreciate varied manifestations of giftedness.
In Ghana, national policy hasn't given enough thought to gifted education yet.  Most schools don't have defined programs or obvious ways to find brilliant students, especially in places like the Tamale Metropolis where people speak many languages.  Because of this, a lot of brilliant students are either misdiagnosed, neglected, or made to follow strict academic rules that don't match their real ability(G. A. Allotey, Watters, & King, 2020; Nyarko, Kugbey, Amissah, Ansah-Nyarko, & Boateng, 2017). Recognising the notion of gifted education in this context is essential for formulating solutions that foster justice and inclusivity.
Multilingualism and Learning   
Multilingualism, defined as the capacity to speak and comprehend multiple languages, is prevalent in various regions globally, especially in Africa.  In Ghana, multilingualism is prevalent and constitutes a fundamental aspect of the cultural and social fabric.  In areas such as the Tamale Metropolis, children generally acquire proficiency in one or more local languages, including Dagbani, Gonja, or Mampruli, prior to their introduction to English, which serves as the official language of instruction in educational settings.  Linguistic diversity significantly influences the cognitive and educational development of learners.
Studies have shown that being able to speak more than one language might help your brain work better. Research by Opoku-Amankwa (2009) and Reilly, ResCue, and Chavula (2022) show that giftedness is associated with improved metalinguistic awareness, executive functioning, and problem-solving skills in those who study more than one language. These learners exhibit the ability to alternate between languages, engage with information through various methods, and show cognitive flexibility, thereby enhancing higher-order thinking skills.  This should theoretically position multilingual learners advantageously in academic settings, particularly in the identification of giftedness. 
Conversely, the actual situation frequently differs.  Educational systems that prioritise a single language, typically the colonial or official language, often have negative consequences learners who lack immediate fluency in that language. In Ghana, English serves as the medium of instruction from upper primary levels onwards, with competence in the language frequently associated with intelligence and academic achievement (GES, 2018). Because of this, people may think that multilingual learners who don't speak English well are not doing well or are less capable, even if they are very good in their first language. 
The skills of talented multilingual learners may be hidden by an over-reliance on English in evaluations and instruction. Appiah and Ardila (2020) contends that learners from culturally and linguistically diverse backgrounds are under-represented in gifted identification systems due to language prejudice.  Teachers' expectations, classroom language usage, and standardised assessment methods are usually not made to acknowledge intellectual prowess displayed in nonverbal or regional languages.
 Additionally, teachers may lack training in facilitating language development in conjunction with content instruction and in recognising giftedness among linguistically diverse students.  The absence of training and awareness may result in misdiagnosis, missed opportunities, or the erroneous classification of gifted multilingual students as lagging or problematic learners because of their language differences(Reilly et al., 2022). 
In Ghana, multilingualism exists as a national reality; however, it is seldom regarded as an asset within formal education.  This disconnect restricts the potential of multilingual learners, particularly those exhibiting gifted traits, by not recognising or fostering their distinct strengths.  Inclusive and equitable instructional settings should recognise multilingualism as a basis for cognitive development and achievement in school rather than a barrier(Sombonah, Ankrah, & Korang, 2024).
Schools need to use teaching approaches that are sensitive to many cultures and languages and expand the ways they look for talented students in order to help multilingual gifted students.  This means recognising abilities shown via storytelling, oral discussion, local problem-solving methods, and creative expression, all of which may be done in local languages.
When teachers recognise and use the language skills that students bring to the classroom, they make it easier to find brilliant students and use more inclusive teaching methods.
The Ghanaian Context: Education Policy on Gifted and Multilingual Learners
The education system in Ghana functions within a multilingual context; however, its policies and practices have traditionally overlooked the particular requirements of gifted learners and individuals from linguistically different cultural backgrounds.  Despite having over 80 indigenous languages, English is the exclusive medium of instruction from upper primary to tertiary education (GES, 2018). This approach has a big effect on students whose early reading and writing skills and intellectual growth happen in local languages, especially in places like the Tamale Metropolis, where Dagbani, Mampruli, and Gonja are spoken a lot.
 At now, Ghana lacks a specific national strategy that comprehensively and systematically handles gifted education.  In contrast to other educational requirements like disability or gender equity, giftedness is not officially acknowledged in the majority of national education planning papers.  The Education Strategic Plan (ESP) 2018–2030 underscores the need of inclusive and equitable access to excellent education; nevertheless, it fails to delineate concrete measures for identifying, supporting, or monitoring talented learners, particularly those from under-represented or bilingual families(Ministry of Education Ghana, 2019). Because of this policy vacuum, most public elementary schools don't have any gifted education programs.
Also, the language-in-education policy has not done enough to help multilingual students.  The Ghanaian government started the National Literacy Acceleration Programme (NALAP) to encourage teaching in the students' first language at the lower primary level. However, it has been hard to carry out because there aren't enough materials, teachers aren't always good at speaking the local languages, and the rules aren't always followed(Ministry of Education Ghana, 2019). Because of this, multilingual learners often switch to English-based instruction without enough help, which puts them at a disadvantage, especially on tests that decide where they will go to school and how fast they will develop.
The identification of giftedness in schools in Ghana presents significant challenges.  Teachers as well as administrators frequently depend on conventional academic metrics, including test scores, classroom performance, and English fluency, to assess students' capabilities. Their restrictive criteria do not encompass non-verbal intellect, creativity, or abilities manifested in indigenous languages or cultural expressions(Lawer, 2025). This leads to the under-identification of talented learners, especially those from rural or low-income areas, where multilingualism is prevalent and exposure to English is restricted.
Furthermore, there is a paucity of professional development opportunities for professionals in the domains of gifted education and culturally sensitive teaching.  Inadequate preparation leaves many teachers oblivious to identifying giftedness in linguistically and culturally diverse pupils or to delivering differentiated teaching tailored to their distinct learning requirements.  This knowledge deficit sustains systemic disparities and further marginalises competent learners who do not adhere to prevailing academic standards.
The Ghanaian curriculum heavily emphasises standardised testing, prioritising English literacy and numeracy, potentially neglecting strengths in spoken language, critical thinking, creative ability, and leadership, where multilingual learners may shine.  The absence of inclusive assessment techniques prevents the school system from cultivating a diverse array of skills(Amuzu, Nutakor, & Amfo, 2019).
To tackle these issues, academics and professionals have advocated for changes that include gifted education into national policy, enhance teacher training on inclusive practices, and provide alternative tests that acknowledge many manifestations of giftedness(Torto, 2014). The necessity to synchronise Ghana’s multilingual realities with educational objectives that foster equity, excellence, and innovation is increasingly evident.
In summary, while Ghana's education policies generally support for comprehensive and egalitarian education, they fall short of meeting the unique requirements of talented and multilingual students. Finding and helping gifted students from different language backgrounds is hard because of problems with the way things are set up, especially in places like the Tamale Metropolis. Some of these problems are a lack of clear policy, not enough training for teachers, and instructional techniques that only use one language.
Theoretical/Conceptual Review
Renzulli's Three-Ring Conception of Giftedness and Cummins' Linguistic Interdependence Theory are two frameworks that work well together to help us look at giftedness and multilingualism from the point of view of equality.
Renzulli’s Three-Ring Conception of Giftedness
Renzulli and Reis (1997) came up with a widely accepted idea of giftedness that goes beyond standard IQ tests.  His theory says that giftedness is the combination of high ability, strong dedication to tasks, and creativity.  Renzulli says that being gifted is not a fixed trait, but a set of behaviours that show up when conditions are right, like when students are in enriched environments and get help from teachers.
This way of thinking is especially useful in multilingual settings where students may not be good at traditional academic skills, especially in a second language like English, but may be very good at creative thinking, verbal communication, or solving problems in a specific area.  Renzulli's theory says that being gifted shouldn't just be based on test scores or grades in school. It should also be based on other things, like how well you speak and write in different languages and cultures (Renzulli, 2005).
The model in this study gives a theoretical framework for assisting different ways of identifying students and assessing them in a way that is responsive to their culture, especially for students who speak different languages and may not show their skills in the usual ways.
Cummins’ Linguistic Interdependence Theory
According to Cummins (1979), the Interdependence Hypothesis says that learning a second language (L2) is easier when a learner's first language (L1) is also developing. This idea says that people who already know a lot about their first language are more likely to be able to transfer their reading and writing skills to a new language, like English.
This theory goes against the idea that being multilingual makes it harder to do well in school. It reinforces that language is a resource rather than a challenge and should be used into instructional and evaluative methodologies.  In multilingual environments such as Tamale, where students possess substantial oral and cognitive competencies in local languages upon entering school, Cummins' theory advocates for the acknowledgement of native language skills as legitimate markers of giftedness.
The theory corresponds with the study's emphasis on equality, positing that educational institutions must provide assistance for both L1 and L2 development to guarantee equitable academic results.
Empirical Review
To identify the equity challenges encountered by multilingual learners in receiving gifted education within the Tamale Metropolis.
Empirical research from several educational settings demonstrates that multilingual learners are frequently marginalised in gifted education programs due to structural biases and restrictive identification practices. Ford and Harmon, (2001)Ford, Discovered that students from culturally and linguistically diverse (CLD) backgrounds are inadequately represented in gifted programs in the U.S., mostly due to standardised exams not accommodating cultural and linguistic disparities. 
Addai and Tatsi, (2024), it has been observed that in Ghana, talented children in rural and linguistically varied regions are frequently unacknowledged, mostly due to assessments predominantly conducted in English and the scarcity of qualified instructors. Similarly, Kuehl, Azano and Mata (2025) discovered in their research of schools in Northern Ghana that some teachers associated giftedness with proficiency in English and achievement in conventional academic disciplines.  Multilingual learners exhibiting proficiency in oral communication, critical thinking, or leadership, sometimes articulated in their native language, were frequently disregarded.  The outcome is systematic unfairness in the identification and nurturing of gifted learners, especially in multilingual areas such as Tamale. 
To examine the existing policies and practices that effect equitable access to gifted education for multilingual learners.
Empirical research indicates that policy deficiencies and inadequately executed language practices substantially restrict access to gifted education for multilingual learners. An evaluation by Mitchell (2024) on the implementation of Ghana's language policy indicated that, although mechanisms for mother-tongue instruction in lower primary exist, they are used inconsistently and lack sufficient instructional resources and teacher training.
 Azano and Mata (2025) observed that Ghana’s Education Strategic Plan (ESP) 2018–2030 inadequately addresses gifted education and lacks a framework for identifying or cultivating high-ability learners, especially from minority language groups.  The absence of a coherent strategy has resulted in improvised practices in schools, characterized by minimal accountability and insufficient professional development concerning fairness in gifted education.
Furthermore, schools' dependence on limited academic criteria, especially in English, has been experimentally associated with the rejection of potentially talented multilingual students(Mitchell, 2024). In the absence of explicit criteria, identification is inherently subjective and susceptible to cultural and language biases.

To investigate how teachers, parents, and learners view giftedness and multilingualism.
Cultural norms and the language used in schools have an impact on how people think about giftedness. Haller-Gryc (2022) found that some schools in Ghana mostly see giftedness as doing well in school and speaking English well.  This point of view means that students who are good at things other than schoolwork or in their native languages are regularly ignored.  The study showed that many parents don't know what it means to be gifted, which means that gifted children don't get enough support and aren't reported enough.
Aarah-Bapuah (2015) found that schools in Northern Ghana often didn't recognise traits like oral fluency, creativity, or leadership as signs of giftedness, especially when they were expressed in local languages.  Students often internalised these biases, thinking they were less smart if they had trouble with English, even though they were good at other things.
The results show that community and institutional views have a big impact on finding and helping talented multilingual learners. This shows how important it is to raise awareness and provide training in order to make a difference.
To propose strategies for enhancing equity and expanding opportunities for gifted multilingual learners in basic schools.
Both international and local empirical research gives us many ways to deal with fairness in gifted education. Allotey et al. (2024) support the use of "talent development frameworks" that put potential ahead of current performance, especially for groups that are often left out.  These strategies include scaffolding, coaching, and spending a lot of time in better learning situations.
In order for all students in Ghana to have equal access to gifted education, Banson (2022) said that there needs to be a variety of ways to identify them, such as teacher observations, parental nominations, performance-based evaluations, and criteria that are relevant to their culture.  He stressed how important teacher training programs are for improving the ability to spot and nurture different types of giftedness.
Kuehl, Azano, and Mata (2025) said that culturally appropriate instruction and inclusive classroom practices are both very important interventions.  Teachers who are trained to value linguistic diversity are more likely to spot and help gifted multilingual learners.  Other empirical strategies include setting up enrichment clusters in schools, getting parents and communities involved in the learning process, and pushing for policy changes that recognise giftedness as a separate educational need.
METHODOLOGY
Research Design 
This study uses a qualitative design and a case study approach to look into the equity issues and opportunities in gifted education for multilingual students in the Tamale Metropolis.  This research uses a qualitative design because it wants to understand complex social and educational issues, such as how teachers see things, systemic barriers, and linguistic diversity, from the perspectives of the people who are directly involved (Cresswell, 2013).
Population and sample  
The study included basic school teachers, head teachers, students, parents, and people from the Ghana Education Service (GES) in the Tamale Metropolis.  The fact that these people were directly involved in teaching multilingual students was the reason for their selection.
Participants were chosen using a purposive sampling method, which meant that they had experience with multilingual learners or gifted education.  There were 10 teachers, 4 head teachers, and 8 multilingual students in Primary 4 to 6, 6 parents, and 2 officials from the Ghana Education Service (GES) in the sample.  There were 30 people who took part in the study.  The sample size was small enough for in-depth analysis but large enough to include a wide range of views on equity and gifted education.
Data Collection and Analysis  
Data collection 
Data were collected using semi-structured interviews and focus group discussions.  Interviews were carry out to teachers, administrators at schools, and GES officials to get their perspectives on equality, multilingualism, and gifted education.  Focus group discussions were conducted with parents and students to examine their experiences and perspectives.
An interview guide with open-ended questions was used so that the people being interviewed could express their thoughts freely.  People agreed to have the interviews and conversations recorded on audio, and they were done in English and the local languages as needed.
Ethical Considerations 
Before the study began, the right authorities gave their ethical permission.  The people who took part in the study were told what it was about and that they could leave at any time without any consequences.  All participants, including parents for students, gave their informed consent.
Strict rules were in place to protect privacy and anonymity.  The report did not name the participants or their schools, and all of the data that was collected was kept safe and used only for academic purposes.  These steps made sure that the study was done with respect and responsibility.


Data Analysis
The data that were collected were analyzed thematically.  After being transcribed, the answers were carefully looked over, sorted, and grouped into themes that were in line with the study's goals.  To help people understand the problems and opportunities in helping talented multilingual learners, important patterns and ideas that kept coming up were found.  This method helped the participants understand their life experiences on a deeper level and helped the researchers come up with results that were relevant to the study's goals.

RESULTS
This section outlines the study's conclusions derived from data obtained through interviews and focus group discussions.  The findings are structured in accordance with the four study objectives.  Thematic analysis was employed to discern prevalent patterns and concepts.
TABLE 1. Demographic profile and Work Experience information of the participants
	Variable
	Category
	Frequency (n)
	Percentage (%)

	Gender
	Male
	14
	46.7%

	
	Female
	16
	53.3%

	Age
	Below 18 (Pupils)
	8
	26.7%

	
	18–30
	5
	16.7%

	
	31–40
	9
	30.0%

	
	41–50
	6
	20.0%

	
	Above 50
	2
	6.6%

	Educational Level
	Basic Education
	2
	9.1%

	(n = 22)
	Secondary/SHS
	4
	18.2%

	
	Diploma in Education
	6
	27.3%

	
	Bachelor’s Degree
	8
	36.3%

	
	Master’s Degree or Higher
	2
	9.1%

	Work Experience
	Less than 5 years
	4
	25.0%

	(n = 16)
	5–10 years
	5
	31.3%

	
	11–15 years
	4
	25.0%

	
	More than 15 years
	3
	18.7%


Field data 
There were 30 people in the study, 16 of whom were women and 14 of whom were men.  The age distribution revealed that majority of the adults who took part were between 31 and 40 years old. All 8 of the children were under 18.  Most of the professionals who answered had a Bachelor's degree or a diploma, while some of the parents had just finished basic or secondary school.
Majority teachers, head teachers, and GES officials had between 5 and 15 years of work experience, which suggests that they had a lot of institutional expertise and had dealt with problems in the classroom.
Objective 1: To Identify the Equity Challenges Faced by Multilingual Learners in Accessing Gifted Education
Data collected from teachers, head teachers, parents, and GES officials identified several equity-related challenges encountered by multilingual learners in gifted education.  Thematic analysis yielded the subsequent key themes:
Theme 1.1: Language Barriers and English Dominance
Multilingual learners frequently encounter difficulties in articulating their competencies as a result of restricted English proficiency. In many schools, English serves as the principal language for learning, instruction, and evaluation, posing challenges for students who are more adept in their native languages (e.g., Dagbani, Gonja, Mampruli) to achieve optimal performance. 
"Some pupils are very smart, but we don't think they are smart because they have trouble speaking English." (Teacher, Public School) 
Another teacher stated: “When I ask a question in English, some children will just stare. But when I switch to Dagbani, they answer confidently and even explain better than the others.” (Teacher, Rural School)
Again when a student was interviewed, He stated that: “Sometimes I know the answer, but I can’t say it well in English, so I keep quiet.” (Pupil, Public Basic School)
This shows that the dominant language of instruction creates inequity by silencing the abilities of otherwise capable students. Thus, the theme highlights how the dominance of English silences the cognitive strengths of multilingual students, creating inequitable opportunities for recognition and advancement.
Theme 1.2: Narrow Criteria for Identifying Giftedness
Teachers and school administrators indicated that the identification of brilliant students relied exclusively on test results, particularly in English and mathematics.  This restricted perspective omitted students possessing talents in creativity, problem-solving, leadership, or oral communication.
"Giftedness" implies performing well on tests here.  People don't think you're smart if you don't do well on class examinations (Headteacher)
In the perspective of the urban Teacher: “We don’t look at children who can think outside the box or those who show leadership. If you don’t pass the exam, forget.” (Teacher, Urban School)
Again, a parent stated that: “Some children can build things, some can draw very well, but the school does not count that as being brilliant.” (Parent)
The theme underscores how academic presumptions fosters systemic injustices by privileging a particular form of intellect.
Theme 1.3: Lack of Resources and Support Structures
Many schools did not have established programs, guidelines, or tools to identify and support gifted learners, particularly those from multilingual backgrounds.  The teachers indicated that their institutions lacked enrichment programs, adaptable instructional methods and differentiated instruction strategies.
"We don't have anything extra for students who are ahead."  The way we teach everyone is the same (Teacher)
One Head teacher lamented: “We have no trained teacher for gifted children. Even if we identify one, we don’t know what to do next.” (Headteacher)
The absence of personalised interventions contributes to marginalising gifted multilingual learners, who require targeted support to nurture their abilities.
Theme 1.4: Teacher Knowledge and Bias
A significant number of teachers acknowledged their limited comprehension of the impact of multilingualism on learning and the identification of diverse manifestations of giftedness.  Some individuals equate fluency in English with intelligence, disregarding strengths rooted in local languages.
A teacher stated: “When a child speaks good English, we quickly say he is brilliant, even if others think better in their mother tongue.” (Teacher)
“Teachers normally ignore children who do not speak English confidently. It is an unconscious bias.” (GES Official)
Teacher beliefs, lack of training, and underlying biases reinforce inequities in identifying gifted learners from multilingual homes.
Theme 1.5: Socioeconomic and Cultural Disadvantage
Participants pointed out that learners from rural and low-income households face additional obstacles. In many such homes, English is rarely spoken, and parents have limited awareness of gifted education, reducing their ability to advocate for their children.
“Parents in the villages don’t know anything about giftedness. They think schooling is only about passing exams.” (GES Official)
"Some parents don't recognise their child is gifted because they aren't informed.  They don't do anything; they just leave it all up to the teacher (Parent)
This highlights the intersection of social and cultural disparities with linguistic challenges intensifying marginalisation.
Objective 2: To examine the existing policies and practices that influence equitable access to gifted education
Theme 2.1: Absence of Gifted Education Policy
Participants universally acknowledged the lack of a national or district-level policy addressing gifted education at the basic school level. Schools operate without guidelines for identifying or supporting gifted learners, leaving decisions to individual teachers and administrators.
GES has not provided any policies or guidelines regarding gifted children.  It is not included in our training or planning (GES Official)
A rural teacher lamented: “If there is a gifted child in my class, I try on my own to help them, but there is no direction from the top.” (Teacher, Rural School)
“Policies talk about inclusive education, but they don’t mention gifted learners anywhere.” (Headteacher)
The absence of a formal policy creates inconsistencies: some schools make individual efforts while others entirely ignore gifted learners, thereby perpetuating inequity across the system.
Theme 2.2: Weak Implementation of Language Policy
Although Ghana’s language-in-education policy (e.g., NALAP) recommends the use of mother-tongue instruction in early primary education, implementation is inconsistent and often ineffective. Teachers highlighted inadequate teaching materials, insufficient training, and pressure to switch to English earlier than recommended.
"We are told to speak our native tongue, yet we don't have any books or training in Dagbani." (Teacher, Peri-Urban School)
Another teacher lamented: “Some of our colleagues are posted to places where they don’t even understand the local language in that community making teaching difficult” (Teacher)
This inconsistency undermines multilingual learners’ ability to build strong foundational literacy in a language they understand well. As a result, children who rely on their mother tongue for early cognitive development are disadvantaged when they are prematurely transitioned to English.
 Objective 3: To explore the perceptions of teachers, parents, and learners regarding giftedness and multilingualism
Stakeholders’ perceptions significantly shape how giftedness is recognised and supported. The data reveal that understandings of giftedness and multilingualism are shaped by school culture, community beliefs, and personal experiences.
Theme 3.1: Academic-Based View of Giftedness
Most respondents, including teachers, parents, and some learners defined giftedness narrowly, emphasizing high academic achievement, especially in English and mathematics. This limited view overlooks broader talents such as leadership, creativity, innovation, practical intelligence, and oral communication commonly displayed in local cultural contexts.
"Gifted students are those who consistently rank top or second in their class." (Parent, Urban Area)
A rural student explained: “They only call you gifted when you speak good English.” (Learner)
This perception reinforces inequity because multilingual learners often excel in non-academic domains that remain unrecognised.
Theme 3.2: Misunderstanding of Multilingualism
Many participants interpreted multilingualism as a disadvantage, associating it with slower academic progress. The belief that speaking Dagbani, Mampruli, or Gonja at home negatively affects performance in school was frequent.
“Some children exhibit slower development due to speaking Dagbani at home.  It takes them some time to adapt” (Teacher)
A head teacher stated: “Parents sometimes apologise to teachers, saying: ‘My child doesn’t speak English well; please be patient.’” (Headteacher)
Many teachers overlook the cognitive benefits of bilingualism or multilingualism, such as enhanced memory and problem-solving, because they focus solely on English performance.

Theme 3.3: Limited Awareness of Broader Talents
Respondents rarely recognised talents expressed through cultural and linguistic practices. Abilities valued in the local communities such as storytelling, negotiation, leadership among peers, technical and practical skills were not perceived as indicators of giftedness. Thus, creativity, oral, or leadership abilities were seldom acknowledged as manifestations of giftedness.
"A boy might be good at telling stories or handling real-life problems, but we are not counting that because it's not on the test." (Headteacher)
As a result, multilingual learners who shine in culturally meaningful ways remain invisible in the formal school system.

Objective 4: To propose strategies for enhancing equity and expanding opportunities for gifted multilingual learners
Participants proposed several strategies to improve identification and support for gifted multilingual learners. These strategies centered on teacher capacity building, diversified identification processes, curriculum inclusion, and greater community involvement.

Theme 4.1: Need for Teacher Training
Teachers expressed the need for targeted professional development to help them understand giftedness more broadly and recognise talent among learners who may lack English proficiency.
"We require training to help us see diverse kinds of intellect, not just testing." (Teacher)
Another official stated: “Training should show us examples of giftedness in local contexts things we can see daily.” (GES Official)
Teachers consistently emphasised that lack of training is one of the biggest barriers.
Theme 4.2: Use of Multiple Identification Methods
Participants recommended adopting diverse methods beyond academic tests to identify gifted learners. These include observations, oral assessments, talent showcases, and community input.
"Parents and older people in the community can also assist us find out who the brilliant children are in ways other than school."  (GES Official)
A teacher suggested: “We can use practical tasks—let the children demonstrate what they can do.” (Teacher)
“We should allow children to express their ideas in any language to see their full abilities.” (GES Official)
Thus, a multimodal identification system would make gifted education more inclusive.

Theme 4.3: Inclusive Curriculum and Local Language Use
Many participants suggested integrating local languages into teaching and assessment to create an equitable learning environment.
"You'll be shocked at what children can achieve if we let them talk and tell stories in their own language."  (Parent)
“If we let them speak Dagbani or their home language first, we will see their real capabilities.” (Teacher)
Allowing learners to demonstrate understanding in their native language reduces linguistic barriers and opens space for deeper creativity and problem-solving.





DISCUSSION
Objective 1: To identify the equity challenges faced by multilingual learners in accessing gifted education
 The findings indicate that multilingual learners encounter substantial challenges in identification and receiving assistance as gifted individuals, attributed to systemic biases in language, assessment methodologies, and teacher’s preparation.  English is the primary language used for both teaching and evaluation, disadvantaging learners whose first languages are local. (e.g., Dagbani, Mampruli, Gonja). These students, although exhibiting creativity, leadership, or problem-solving abilities in their native language, are frequently disregarded due to insufficient English proficiency.
This aligns with Cummins’ (1979) Linguistic Interdependence Theory, highlighting the significance of first-language development and its beneficial impact on second-language acquisition.  In practice, multilingualism is frequently perceived as a barrier rather than a valuable asset. The reliance on standardised academic tests as the exclusive measure of ability perpetuates inequity, as highlighted by Ford and Harmon (2001) and Renzulli (2005), who promote the adoption of more inclusive and culturally responsive identification methods.
Teacher bias, insufficient training, and inadequate resources have contributed to the marginalisation of multilingual gifted learners. These observations align with the work of Addai and Tatsi (2024), who emphasised the necessity of equitable access and acknowledgement for gifted learners in diverse contexts such as Ghana.
Objective 2: To examine the existing policies and practices that influence equitable access to gifted education
The research indicates that Ghana does not possess a formal national policy or organised framework for gifted education at the basic level.  Many educational institutions lack established guidelines or specialised support systems for the identification and development of gifted learners, especially those from linguistically and culturally diverse backgrounds. The Education Strategic Plan (ESP) 2018–2030 advocates for inclusive education in general; however, it fails to specifically address the needs of gifted learners.
 Implementation of language-in-education policies was inconsistent.  The implementation of mother tongues in early primary education, as advocated by NALAP, lacks sufficient resources and teacher training support(Mitchell, 2024). This gap disadvantages learners who depend on their native language for expression and comprehension.
The findings correspond with the concerns articulated by Kuehl, Azano, and Mata (2025), who contended that the absence of national commitment and appropriate frameworks renders gifted education inaccessible to under-represented groups, particularly those from rural or low-income, multilingual communities.


\Objective 3: To explore the perceptions of teachers, parents, and learners regarding giftedness and multilingualism
The research indicated that perceptions of giftedness were predominantly confined to academic achievement, especially in English and mathematics.  Teachers and parents frequently associate giftedness solely with academic performance and standardised test scores, overlooking other significant aspects such as creativity, problem-solving abilities, and oral storytelling, which are often manifested within local cultural frameworks.
Narrow perceptions impede the recognition of gifted learners whose talents may not conform to conventional academic standards.  This supports Renzulli’s Three-Ring Conception of Giftedness, emphasising the importance of identifying gifted behaviours via creativity and task commitment, rather than solely through academic achievement.
Moreover, multilingualism was often misinterpreted.  Rather than being regarded as a cognitive asset, as indicated by Cummins (2000) and Aarah-Bapuah (2015), it was perceived as an obstacle to learning.  Certain teachers regarded students with limited English proficiency as slow or less intelligent, despite their demonstration of advanced cognitive abilities in their native language.
This suggests insufficient awareness and cultural competence among teachers, highlighting the necessity for professional development and training in identifying diverse manifestations of giftedness.
Objective 4: To propose strategies for enhancing equity and expanding opportunities for gifted multilingual learners
Participants proposed various strategies to enhance equity in gifted education.  The following were included:
· Training for the teachers on identifying giftedness across diverse languages and cultures.
· Make use of various identification methods, such as observations, input from parents and the community, and oral assessments.
· Integration of indigenous languages and cultural expressions into the teaching process.
· Reform of policies to incorporate gifted education into national and district-level planning is essential.
· Enhanced community awareness and greater parental engagement.
These recommendations are substantiated by global research on inclusive gifted education.  Croot, Grant, Cooper, and Mathers (2008) emphasise the significance of culturally responsive teaching, whereas Kuehl, Azano, and Mata (2025) advocate for a talent development model that fosters potential, particularly among marginalised groups.
The proposed strategies align with the models that underpin this study.  Cummins’ theory emphasises leveraging learners' linguistic strengths, whereas Renzulli’s model advocates for the identification of a wider array of gifted characteristics.  Implementing these models in local contexts can alter perceptions and support mechanisms for multilingual learners in Tamale and comparable areas.

CONCLUSION
The research demonstrates a multifaceted relationship among language, perception, policy, and practice that contributes to disparities for multilingual gifted learners.  In the absence of systemic reforms in teacher preparation, assessment practices, and policies regarding education, these learners will remain marginalised and unsupported.
The results of this study support a transition from deficit-based to strength-based approaches, recognising multilingualism as a resource and broadening definitions of giftedness beyond conventional academic success.  Embracing inclusive and culturally responsive models can enable Ghana’s education system to realise the potential of its diverse learners and advance towards true equity in basic education.

RECOMMENDATION
This study presents several recommendations aimed at improving equity and increasing possibilities for multilingual gifted learners in basic schools throughout the Tamale Metropolis and Ghana at large.
a. Give teachers access to professional development opportunities.
Teachers must receive training to recognise and assist gifted learners through culturally responsive and inclusive methodologies.  Training must emphasise the identification of non-traditional manifestations of giftedness, including oral storytelling, problem-solving, and creativity, particularly within multilingual contexts.
b. Encourage Local Languages to Be Used in Gifted Education
To accommodate multilingual students, early-grade schools should make better use of mother-tongue instruction.  In order to value and include learners' native languages into classroom evaluations and enrichment activities, materials and instructional activities should be created.
c. Establish Programs for School-Based Enrichment
Schools should establish enrichment activities and talent development clubs for learners who show potential in any area academic, artistic, leadership, or technical. These programs should allow learners to explore and develop their skills regardless of their language background.
d. Include communities and parents
It is essential to educate parents and community leaders about the concept of giftedness and to promote their support for children exhibiting exceptional talents.  Community engagement in identification and mentoring can facilitate the alignment of expectations between home and school. Further research is necessary in other multilingual districts of Ghana to enhance the understanding of gifted education among various linguistic and cultural groups.  Quantitative data may enhance qualitative insights and impact national educational reforms.
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