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Implementing inclusive education requires significant changes to values, systems, and practices. Hong Kong
began to implement the inclusive education policy on the basis of voluntary participation in 1997. The gov-
ernment later launched a school partnership scheme, under which schools with proficient practices in
whole-school approach to inclusive education were invited to serve as resource schools to support other
schools. Data on what has led school leaders to join the reform under the policy of voluntary participation
and how they tackle problems during implementation cannot be located. Thus, the purpose of this qualitative
study is to uncover the reasons for school leaders' decision to participate in and what they did to facilitate the
school wide effort to practice inclusive education, as well as challenges encountered. Key findings included
Christianity and Confucianism as the prime reasons for practicing inclusive education, partnership with
teachers and a shared vision as the key to successful implementation, and a competitive education system to-
gether with inadequate resources and teacher training as the main challenges. Recommendations consist of
incorporating value development and building relationships with stakeholders in principal training pro-
grams, integrating knowledge and skills for inclusive education into the pre- and in-service teacher training
programs, and appropriating resources with increased stability and autonomy.

© 2013 Elsevier Ltd. All rights reserved.
1. Introduction

Education services for children and youth with disabilities have
been extensively reformed through the worldwide inclusive educa-
tion movement in the last four decades. The United Nations Educa-
tional, Scientific, and Cultural Organization (UNESCO) defined
inclusive education ‘as a process of strengthening the capacity of an
education system to reach out to all learners’ (UNESCO, 2008a, p.9).
This movement has grown rapidly, beginning with the passages of
the Individuals with Disabilities Education Act (formerly Education
for All Handicapped Children Act of 1975) in the United States (U.S.
Department of Education, 2000) that mandated the placement of stu-
dents with disabilities in the least restrictive environment with the
support from the UNESCO two decades later through the Salamanca
Statement which represented a worldwide agreement. The Salamanca
Statement (1994) reaffirmed that every child has the right to education,
the system and programs of which should thus be designed to take into
consideration the diverse characteristics and needs of students with
disabilities through creating welcoming and inviting environments in
general school.
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The implementation of inclusive education implies significant re-
forms and changes to school practices. Most scholars hold the view
that change is a process and implementation is just a phase of it
(Duke, 2004; Fullan, 1982). For example, in Fullan's (1982) change
model, there are three broad phases of the change process: adoption
(initiation), implementation, and continuation. Initiation refers to the
process of leading up to and making a decision to adopt a change. Im-
plementation simply refers to the attempt to put the adopted change
to practice. Continuation is the phase to integrate the change into the
system if found useful; otherwise, the idea is discarded (Fullan,
2001). Whether the phases will move forward smoothly depends on
how the problems or obstacles affecting these phases are successfully
resolved or not. After conducting a thorough review on the efficacy
and implementation of inclusive education, Salend (2011) concludes
that it is difficult to compare because of the lack of experimental re-
search, diverse student skills, multifaceted inclusive education pro-
grams, and differences in implementation.

The significance of leadership in successful implementation of re-
forms and bringing changes to schools has been repeatedly affirmed.
To put it simply, school principals exert influence on teachers, who in
turn affect student achievement (Slater, 2012). In addition, Wong and
Cheung (2009) suggest that school leaders' value, beliefs, and agree-
ment with an innovation make its implementation possible in school.

Nevertheless, school leaders are confronted with many challenges
in their attempt to implement reforms and bring changes. Scholars
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have suggested different ways to classify implementation issues.
Cheung and Wong (2012) classified implementation issues as external
(e.g., scope of reforms, resources, and policies) and internal (e.g., school,
teacher, student, and parent). Duke (2004) classified implementation
problems as inherited problems and newproblems. The inherited prob-
lems are those related to the design, decision making process and the
consensus while new problems related to poor judgment on the parts
of leaders, inadequate staff development, faculty divisiveness, time con-
straints and organizational complexity (Calabrese, 2002; Caldwell &
Spinks, 1992; Morris & Scott, 2005; Whitaker, 1998; Wong, 2010).

Following the worldwide trend, Hong Kong also adopted the pol-
icy of inclusive education for support of students with disabilities in
the 1970s (Hong Kong Government, 1977) and began to implement
this policy on the basis of voluntary participation in 1997 and encour-
aged the whole-school approach (WSA) by involving all school per-
sonnel to take ownership of catering for student diversity as a key
strategy (Poon-McBrayer, 1999). This significant change to general
schools is supposed to entail the three inter-connected dimensions
of a school namely, school policies, culture and practices. In other
words, the characteristics of the WSA include a whole-school consen-
sus, curriculum and assessment accommodation, differentiated
teaching, peer support, teacher collaboration, and classroom support
(Education Bureau, 2008).

In the school year of 2003–2004 (Education Bureau, 2007a), the
government also initiated the school partnership scheme for general
schools, under which schools with proficient practices in adopting
the WSA were invited to serve as resource schools. Once appointed,
the resource schools are expected to empower other schools by shar-
ing their knowledge and practices with them through seminars,
workshops, consultations, and mentorship. This scheme is meant to
spread good practices and strengthen schools' ability to effectively
implement education services for children and youth with disabilities
in general schools.

In many countries, participation in inclusive education is mandated
by legislations. The U.S. is a prime example to lead the movement with
the passage of the IDEA asmentioned earlier. Hong Kong schools, how-
ever, can choose whether to participate or not. Data from such a differ-
ent context can offer useful insight and implications for policies and
practices elsewhere. Specifically, data on what has led the school
leaders to join this reform under the policy of voluntary participation
and how they build the schoolwide consensus to implement and be-
come effective as recognized by the school partnership scheme are es-
sential to inform future policies, improve personnel preparation for
inclusive education services, and enrich our understanding of the rela-
tionship between school leadership and the successful implementation
ofWSA inHongKong and beyond. However, such data are not available.
Thus, the purpose of this study is to uncover the rationale for decisions
to participate in inclusive education, what leaders did to facilitate
schoolwide effort to implement inclusive education, and challenges en-
countered. Specifically, the research questions of this study are as
follows:

1. What were the main reasons for school leaders to decide to adopt
inclusive education services under the current policy of voluntary
participation in Hong Kong?

2. What do school leaders do to facilitate schoolwide effort to imple-
ment inclusive education?

3. What challenges do school leaders still encounter?

2. Method

2.1. Qualitative design

This inquiry aimed at more in-depth understanding of schools rec-
ognized as proficient in practicing whole-school approach to inclusive
education in three major aspects: (a) basis for practicing inclusive
education under a policy of voluntary participation, (b) school
leaders' strategies to facilitate the whole-school approach to inclusive
education, and (c) challenges school leaders continue to encounter.
Thus, a qualitative approach involving individual interviews of school
leaders was adopted to facilitate an in-depth examination of the situ-
ations in participating schools.

2.2. Sampling approach and data collection procedures

The participantswere purposefully sampled adopting criterion sam-
pling (Patton, 2002) to ensure that participants were directly involved
in decision making and building inclusive schools. Thus, potential par-
ticipants were principals from resource schools recognized for their
proficient practices in adopting whole school approach to cater for stu-
dent diversity (Education Bureau, 2011) under the School Partnership
Scheme. In the 2011/12 school year, eight primary and five secondary
schools were designated as resource schools to support other schools
to implement WSA to inclusive education (Education Bureau, 2011).
Thus, principals of these schools were approached for participation.
Principals of six primary schools and four secondary schools agreed to
participate.

The aims of the inquiry and range of data sought from potential par-
ticipants were first explained on the phone followed by delivering via
electronic mails the formal consent form detailing ethical procedures
including their right not to participate and to terminate interviews at
any time, the non-disclosure of their identity, and the confidential dis-
posal of audiotapes after data transcription. Once consent forms were
received, participants were contacted to confirm time and location of
their choice to have an interview. Semi-structured interviews were
conducted to ensure that the responses to the questionswould be abun-
dant, in-depth and detailed (Punch, 2009). All participants chose to be
interviewed in their schools and each interview lasted between 60
and 90 min.

2.3. Interview protocol

To achieve the purpose of this study as specified in research de-
sign, the interview guide included three broad questions:

(a) What were the reasons for your school to decide to participate
in practicing inclusive education and serve as a resource
school?

(b) How do you motivate and empower teachers and teacher
leaders as partners to effectively implement the whole-school
approach to inclusive education?

(c) What are the persistent challenges for school leadership to im-
plement the WSA policy?
2.4. Sample characteristics

The 10 principals were very experienced in that all of them had at
least 10 years and half of them more than 20 years of teaching expe-
rience. In addition, 90% of them had at least 10 years and half of them
at least 15 years of administrative experiences. Six (60%) of the prin-
cipals also had received training in inclusive and/or special education.

2.5. Data analysis

All interviews were transcribed verbatim. The raw data used as
examples in this article were translated from Chinese to English and
moderated by two peer researchers in the field to confirm its accura-
cy. To ensure data credibility, each participant was asked to approve
the transcript and amend or modify the preliminary themes based
on individual data. The preliminary themes from each participant
were then aggregated to identify patterns of experiences that may
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provide insight into the current implementation status of this reform
and roles of these school leaders.

3. Results and discussion

Findings are organized to respond to the three research questions.
Analyses have led to three major themes: (a) Christianity and Confu-
cianism as the basis for adopting inclusive education, (b) partnership
and a shared vision central to success, (c) strategies to build partner-
ship and a shared vision, and (d) continual challenges.

3.1. Christianity and Confucianism for adopting inclusive education

Data reflected that Christianity and the Confucian thought of “ed-
ucate everyone, discriminate no one 有教無類” were the most impor-
tant reasons for school leaders to support the inclusive education
policy. Christianity and 有教無類 or words carrying the same concept
were cited as reasons for participation by the majority of participating
principals while a couple of them also cited extra resources as an
incentive.

Christianity refers to both Catholics and Protestants in this con-
text. Christian narratives have often served as the basis of civil law
and social norms in Western culture (Blanks & Smith, 2009). In
studying the history of special education, Winzer (1993) confirmed
a close tie between Christianity and the development of disability
education services. Specifically, Christian missionaries from the
west have made huge impact on school establishments and special
education services in other continents, such as Africa (e.g., Masasa,
Irwin-Carruthers, & Faure, 2005; Ouedraogo, 2010) and Asia including
key Chinese societies such as China (Deng & Poon-McBrayer, 2004),
Hong Kong (Poon-McBrayer, 2004a; Poon-McBrayer, 2004b), and
Ministry of Education (Taiwan), 2006). The fact that Hong Kong
was a British colony for over a century accounts for the heavy
influence of Christianity in this Chinese society. Christian missionar-
ies came immediately after Hong Kong had become a colony (Ho,
1996) and it is undeniably a major British legacy. In the school year
of 2011–2012, there were 283 Catholic and 366 Protestant schools
(Hong Kong Government, 2011), constituting over 63% of the 1025
elementary and secondary schools (Education Bureau, 2012) in the
same school year. Nine (90%) of the participants' schools were affili-
ated with either Catholic or Protestant groups and most of the school
staff members had the same faith as the schools that employed them.
Today, valuing and loving each person are central to the Christian
educators as demonstrated by participants in this inquiry. It is thus
understandable that the basis for practicing inclusive education
was attributed to their faith or their schools' affiliated faith as some
of them said,

“I am a Christian. I serve the larger society through supporting in-
clusive education as my way of showing love for all created by
God….They are all brothers and sister and we should serve
them….Who takes these students if we don't take them?”“…Jesus
died for us. As Christians, our characteristics are to help, sacrifice,
and love others.”

Confucianism is the fundamental philosophic background for
much of the East Asian culture (Park & Chesla, 2007). Thus, it is not
surprising that the Confucian thought of education without discrimi-
nation is another basis for practicing inclusive education (Deng,
Poon-McBrayer, & Farnsworth, 2001). The four-word Chinese phrase
of 有教無類 was directly mentioned by five principals and implied
by three principals:

“Well, we should teach without discriminating anyone.”“I support
inclusive education because, you see, the essence of education is to
teach without discrimination.”“We should not select who we
teach but educate all who are in our school.”
Christianity and Confucianism converge in the disability educa-
tion in spite of their different premises in these schools. Their con-
vergence represents the influence of both western and Asian
cultures in Hong Kong and the universal principle of equity in both
educational philosophy and religious faith. This worldwide trend of
inclusive schooling for educational equity is irreversible as it is
nested in the human rights premise clearly expressed within the
United Nations Convention on the Rights of Persons with Disabilities
(United Nations, 2006).

3.2. Partnership through shared vision as key to whole-school approach

Principals identified close partnership between school leaders and
teachers as the key to facilitate whole-school approach to inclusive
education. Principals then emphasized shared vision as the most sig-
nificant element of a close partnership as extracted below:

“We must have a firm vision….work through the process with
teachers and let them see why that should be the school's
direction.”“As a leader, we need to have a policy with a
vision….everyone must be clear about the common goal and work
toward it together.”

Implementing inclusive education is a major school reform and re-
quires changes to school cultures. Thus, it challenges long-held values
and attitudes. Visionary, creative, knowledgeable, principled, and in-
spiring educational leaders are vital to building and promoting a pos-
itive school environment to help meet public education goals in the
21st century (Simonson, 2005). Successful and effective leadership
means, fundamentally, influencing others by establishing a direction
for collective effort and managing, shaping, and developing the col-
lective activities in accordance with this direction (Cheung & Wong,
2011; Zaccaro, 2001). The successful development of a collective
commitment results from a shared vision. Leadership with a shared
vision prompts people to grow and utilize resources in an efficient
and effective manner to solve problems and achieve common goals
(Sen, 2007). Data echo Wong and Cheung's (2009) suggestion that
school leaders' value and beliefs make possible for implementation
of reforms.

3.3. Strategies to build partnership and a shared vision

Participating principals applied three main strategies to build
partnership and a shared vision: clear communication of vision,
building trusting relationships with teachers, and empowering mid-
dle leaders. Each of the strategies will be further delineated and
discussed below.

3.4. Clear communication

In one expression or another, most participating principals (70%)
stressed the importance of clear communication to build a shared vi-
sion for school wide involvement in inclusive education as indicated
below:

“First and foremost, there must be a clear direction which must be
made clear to my colleagues. The direction must be firm and will
not be changed until I leave the school.”“As a leader, we need to
have a policy with a vision….everyone must be clear about the
common goal and work toward it together.”“The principal must
be able to think at the systemic level on how to make all units
know what to do so that we have a common goal and each does
their part to achieve it.”

The existing literature affirms this strategy. For example, Halawah
(2005) found a high positive correlation between effective leadership
and effective communication. In fact, clear communication has been
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found to be the most important skill for leaders to serve their role
proficiently (Barrett, 2006). Goslin (2012) has found that principals
are more successful when they articulate the values and beliefs.
Barrett (2006) further stressed that the ability to communicate effec-
tively is the reason to place a manager in a leadership position. It is
apparent that participating principals understand the significance of
clear communication in exercising effective leadership.

3.5. Forging partnership through positive relationship with teachers

As mentioned, partnership between school leaders and teachers
was repeatedly emphasized as the key to effective implementation
of inclusive education. In addition to clear communication, the major-
ity of the principals stated that partnership could only result from re-
lationships with mutual trust and respect and concurred that leaders
initiating the process to build partnership with teachers was the most
important element to establish a shared vision and to facilitate the ef-
fective implementation of inclusive education. In essence, most prin-
cipals adopted the perspective of relationship-based leadership
(Greenlee & Brown, 2009) in which they saw building trusting rela-
tionships as a prerequisite to partnership, which in turn mobilized
teachers to accept the practice of inclusive education.

Furthermore,principalspinpointedtwoaspects fundamentaltore-
lationship building and the eventual partnership between them and
teachers: (a) being sensitive to teachers' sentiment and needs; (b) di-
rectmodelingbygoingthroughthetrialanderrorprocesswithteachers
aspartnersandsharingfrustrations.Principalsalsoidentifiedfourmain
actions to demonstrate their sensitivity toward teachers: (a) creating
professional development opportunities; (b) offering verbal praise
andadviceandbeingsupportiveofwhatteachersdo;(c)creatingasup-
portive environment through timetabling, teamstructures, anduse of
professional help; and (d) consulting teachers on policies. Principals'
desire tomodel or lead by example is supported by the existing litera-
ture. Anumber of experimental studies have shown that subordinates
respondpositivelyandstronglytotheleaders'behaviors, i.e.,modeling
or leading-by-example (Gächter, Nosenzo, Renner, & Sefton, 2012;
Klar, 2012; Rich, 1997). Basically, principals spent a great deal of effort
to reduce ‘internal implementation issues’ (Cheung & Wong, 2012)
and ‘new problems’ (Duke, 2004) by exercising good judgment and
supporting teachersasexpressedbelow:

“I tried to know all teachers one at a time, chatting with them….we
must have shared experiences—experimenting and learning togeth-
er. It's most important to show them the kind of person I am in daily
interactions….When there are problems, I must find out the difficul-
ties they have encountered that have caused problems andwe solve
the problems together. When we work together like this, they are
more willing to try something new with me. Thus, I must do my
part.”“To help teachers, especially new ones, to accept the inclusive
education vision and for them to trust me, I must first do it myself.
Whenever we have students with dyslexia, I will work with these
students directly. When they see that the ‘old guy’ is doing it, they
feel that they should do it too….As a principal, if you want to mobi-
lize anything, you must do it first. Go ask my teachers. They'll tell
you.”“I put in co-planning time for teachers, asked the special educa-
tional needs coordinator to nominate teachers to attend training
courses or organizeworkshops for all teachers, and get professionals
to support teachers by sharing the cost with other schools within
our sponsoring organization. They know that.”“When we first
established the student support team, I led the team meetings until
the SENCOwas comfortable to lead…. I also worked with a very dif-
ficult student for a period of time when teachers needed help. They
can see that I'm not only asking them to do it.”

The aspects and actions involved to build trusting relationships re-
flect elements of both relationship-based and transformational
leadership. Greenlee and Brown (2009) cited results of a large study
regarding the positive effect of relationship-based leadership that in-
creased teacher retention through advocating for them, offering de-
velopment opportunities for teachers, involving them in decision
making, and structuring time for individual and team planning.
From the perspective of effective change management, providing a
guiding value system (e.g., ‘education without discrimination’), vision
building, group goal development, modeling, individualized support,
and creating the feeling of being part of the leadership through fre-
quent interactions, communications, and collaborative planning
(Fullan, 1993) are all characteristics of transformational leadership.

3.6. Empowering middle leaders

While much of the literature on leadership centered quite explic-
itly on the role of the principal, there was also the concern that one
administrator could not serve the whole school “without the substan-
tial participation of other educators” (Lambert, 2002, p 37). Successful
school principalship reflects “an interactive, reciprocal and evolving
process involving many players” (Mulford & Silins, 2009, p.2). Thus,
leadership is “distributed” and should be a process of mutual influ-
ence (Hallinger & Heck, 2010; Mulford & Silins, 2009).

This explains why principals expressed the significance to forge
partnership with middle leaders, such as special educational needs
coordinators (SENCOs) who are expected to lead and work with
teachers directly, for effective implementation of inclusive education.
Most principals attempted to empower these middle leaders by dele-
gating decision making power or recognizing their positions as one of
leadership as demonstrated below:

“I made the SENCO position an official middle leader job so that all
teachers recognize that the SENCO is given power to carry out her
duties. She was given a promotion for this responsibility. I also
coached her by attending the student support team meetings at
the beginning. I don't attend the meetings anymore.”“If I want
the SENCO to be successful, I must give her free hands and deci-
sion making power in allocating resources and personnel manage-
ment but I coached and gave her advice when needed.”“I have the
vice principal take the SENCO role because everyone respects his
authority that comes with his position.”

The principals' emphasis on building a close partnership with
middle leaders echoes with Wong's (2009) proposed conceptual
framework to look specifically into the working relationship between
principal and vice-principal for effective school management.

3.7. Continual challenges

Despite their efforts as described to facilitate effective implemen-
tation of inclusive education, principals were still confronted with
challenges in the areas of resources, teacher workload, training, and
school banding:

“New teachers may have an advanced degree and PGDE [post-
graduate diploma in education] but have not learned about inclu-
sive education.”“There are two public examinations. Student
scores affect the next year's banding of the school. Do you not
think teachers feel the pressure?”“While I believe it's the right
thing to do to support students with special needs but we are also
punished when we have a lot of these students who don't do well
in public examinations. Our students' performance, you know, is
important to maintain the image of the school and to give other
parents the confidence that we provide good education.”“Even
though we have more resources than before, we still don't have
enough to provide all the needed services in a timely manner
and our teachers have such a heavy workload. We have quite a
high turnover rate and have to constantly train new teachers.”
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Some principals explained that the key problem of current re-
source appropriation lied in its fluctuation arisen from funding
based on the number of students with recognized disabilities in
each school year. The generally heavy workload of teachers together
with schools' inability to offer long-term employment to some of
the teachers, psychologists, social workers, and/or aides also contrib-
uted to the high turnover rate of professionals and paraprofessionals
associated with inclusive education which resulted in more teachers
being inadequately equipped. Inadequate personnel preparation is a
universal issue (Chopra, 2009). The significance of equipping teachers
with skills to work with student diversity is widely recognized in the
international literature. This was reiterated in the summary report of
the Equal Opportunities Commission (2012) on inclusive education
issues in Hong Kong. Adequate and appropriate training for
pre-service and serving teachers is considered the most essential ele-
ment of capacity building for inclusive education (Catholic Relief
Services, 2010) because teacher effectiveness is closely tied to student
outcomes (Smith & Tyler, 2011).

As for Hong Kong's ‘banding’ system for all secondary schools, it
began in 1978 when free and compulsory education was extended to
junior secondary education for a total of 9 years and the secondary
school allocation system was established (Sieh, 1993). Basically, the al-
location systemdividedHongKong students into five ability groups and
streamed them into schools based on their academic performance. It
was a school level ability grouping and the banding practice has since
been a key feature of the Hong Kong school system (Sieh, 1993) even
though the recent education reform reduced it to three ‘bands’. Compe-
tition and selection have long been considered exclusion tools in prac-
ticing inclusive education (e.g., Barton & Slee, 1999; Lim & Tan, 1999;
Rogers, 2007) outside Hong Kong. Making public student performance
and placing schools in a competitive situation have driven schools to
focus on maintaining or raising their ranking on the league tables and
to reduce tolerance for under-performancewhichmay lead to exclusion
of students with disabilities in inclusive settings (Rogers, 2007). As Lim
and Tan (1999) concluded, the inter-school competition and ranking of
schools have led to a narrow focus on student outcomes and worked
against diversity.

4. Limitations and implications for future research

Though significant insights have been drawn from findings of this
inquiry, interpretations and transferability of the data are limited by
the small number of participants and their commonality in being rec-
ognized as schools proficient in implementing inclusive education
through their status as resource schools. Data on schools struggling
and how their school leaders attempt to implement inclusive educa-
tion are needed to provide broad understanding of various school sce-
narios, which can then better inform future policies as well as
leadership and teacher preparation. Thus, it is recommended that
more qualitative studies involving schools seeking assistance from re-
source schools to identify factors contributing to their struggles. Com-
parisons of such data with those of this inquiry will offer insight into
how conditions may be improved. When a more completed portrayal
of conditions and leadership positive to the effective implementation
of inclusive education is derived from a variety of school settings, a
territorywide quantitative study to theorize the effective leadership
for inclusive education in the Hong Kong context can aid in the
cross-cultural comparison of school leadership.

5. Conclusion

Data of this study offer insight in three ways: significance of
leaders' values, most important elements to facilitate school-wide ef-
fort, and common challenges to inclusive education in Hong Kong and
beyond. Recommendations will be made in these aspects.
The most interesting findings from this study reflect the uniqueness
of Hong Kong where the influence of Christianity as a colonial legacy
and Confucianism as a significant part of the Chinese culture have
converged to form the basis for school leaders' adoption of inclusive
education as a school-wide vision. This convergence does not only
testify the historical impact of the Chinese-dominant former British
colony on the values held by school leaders, but also that of leaders'
values. Policymakers and training providers should consider the incor-
poration of value development in future principal training.

School leaders often have to tackle both external and internal im-
plementation issues (Cheung & Wong, 2012). Findings of this study
reflect that principals have strived to minimize internal issues on
which they can exert greater influence. Concurring with the existing
literature, findings have confirmed that a shared vision and leaders'
effort to forge partnership with staff are fundamental to bringing
changes to schools. Thus, findings indicate the need to incorporate
skills for value building in future principal training programs.
Additionally, the government should consider Wong's (2010) sug-
gestion to include principal's relationship with stakeholders of his/
her school, including parents, teachers and students as an important
component of principal training programs. Both the policymakers
and training institutions should re-examine the curriculum of the
existing principal training programs and incorporate this component
to strengthen the training of school leadership.

The continual challenges of inadequate resources and training to-
gether with a competitive education system experienced by partici-
pating principals are among the most cited barriers for effective
implementation of inclusive education across nations and continents
(UNESCO, 2008b). Even though the identified barriers are not unique
to Hong Kong, they are not to be ignored and must be tackled. Given
that the resource, staff turnover rate, and teacher training are chained
issues in this and other contexts, the government's appropriation of
resources with greater stability and autonomy (Poon-McBrayer,
2012) should be the first step to break this chain. Such effort should
be followed by working with teacher education providers to incorpo-
rate inclusive education courses that cover the philosophy of inclu-
sive education and the pedagogic skills including curriculum
adaptation and instructional differentiation as part of the core train-
ing compulsory for all pre-service teachers. Nations with a long histo-
ry of implementing inclusive education, such as the United States,
have long incorporated this requirement. At present, the Hong Kong
government merely provides funds for higher education institutions
to run in-service training programs through a 5-year teacher profes-
sional development framework on inclusive education (Education
Bureau, 2007b). The dual track of making inclusive education part of
the core training for pre-service teachers and part of the long-term
government-funded professional development programs upon the
expiration of the current framework in 2013 should be adopted and
implemented in a timely manner.

To deliver effective education services to children and youth with
disabilities under the premise of inclusive education requires signifi-
cant changes to our values, systems, and practices. The implementation
of inclusive education has presented multi-faceted challenges to
schools across nations. The practice of whole-school approach to inclu-
sive education recognizes the significance of collaborative effort and
the fundamental intention of inclusivity under which all teachers are
responsible for all students in their schools. Therefore, appropriate
and implementable policies together with systemic changes, values
building, personnel training, and resources are among the core compo-
nents to succeed in this reform and ensure that no child is left behind.
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