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ABSTRACT
Adjustments are considered necessary for students with disabilities 
to be fully included in classroom instruction, classroom assessment 
and external accountability tests. The 67 item Checklist of Learning 
and Assessment Adjustments for Students (CLAAS), translated for 
the Chinese community, was used by 74 teachers from Macau and 
Mainland China to document their application of adjustments for 319 
students with special educational needs across these three settings. 
Results indicated consistently large gaps between adjustment use 
in classrooms compared with national tests, with the allowable 
adjustments for public testing reportedly used very little. Findings also 
provided evidence for the content validity of the checklist for teachers 
of students with disabilities in China and its utility in documenting 
applied adjustments. This study also indicates the potential for 
CLAAS to provide teachers across China with a comprehensive list of 
adjustments, to reflect on and review adjustment decision-making 
and assessment protocols for all students.

Introduction

Teachers routinely provide students, especially students with disabilities, an array of supports 
to enhance their access to learning and activities during classroom instruction. When it 
comes to classroom assessments and public testing, however, similar levels of support are 
often not provided and, in some cases, may not be permissible in a given examination per 
assessment policies. In the present study, we examined how teachers in Macau and in other 
regions of the People’s Republic of China provide students with disabilities adjustments 
across learning and assessment settings.
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2   ﻿ M. DAVIES ET AL.

Accessibility and Adjustments to Enhance Instruction and Assessments

Accessibility is a necessary condition for effective learning and fair testing. Accessibility is 
defined as the extent to which a product, environment or system eliminates barriers and 
permits equal access to all components and services for all individuals. To the extent that 
essential features or components of instruction, instructional materials and tests are not 
accessible to any portion of the student population, learning is likely to be incomplete and 
inferences made from observations and test results likely inaccurate (Elliott & Kettler, 2015). 
Article 3 of the United Nations Convention on the Rights of Persons with Disabilities 
Convention enshrines accessibility as one of the treaty’s eight general principles (United 
Nations, 2006). Accessibility provides a means of empowerment and inclusion for people 
with disabilities.

The United Nations Convention requires signatories to provide inclusive education to all 
students with disabilities. Inclusive education includes reasonable accommodation of dis-
ability and individualised supports as components of non-discriminatory access to general 
education. In line with the principles of accessibility, adjustment strategies and tactics are 
often implemented by teachers to support the learning and testing needs of students with 
disabilities. In Australia, adjustments are defined as the ‘changes, supports or modifications 
that can be made to enable all students to learn and demonstrate: what they know and what 
they can do with what they know’ (Department of Education, Training and Employment 
[DETE], 2015). In some countries such as the United States, adjustments are referred to as 
adaptations (AERA, APA, & NCME, 2014), while in other countries, the term accommodations 
is used. Reasonable accommodation is defined within the Convention on the Rights of 
Persons With Disabilities as ‘necessary and appropriate modification and adjustments not 
imposing a disproportionate or undue burden, where needed in a particular case, to ensure 
to persons with disabilities the enjoyment or exercise on an equal basis with others of all 
human rights and fundamental freedoms’ (United Nations, 2006, p. 4). Appropriate adjust-
ments should increase access for a student in the classroom and result in a more accurate 
indication of what a student knows and can demonstrate in a given subject matter area, 
such as mathematics or language arts.

Educational and Adjustment Policies for Students with Disabilities in China

Education in Mainland China is predominately a system of public education run by the 
Ministry of Education. All children must attend school for at least nine years, known as the 
nine-year compulsory education, which the government funds. It includes six years of pri-
mary education, starting at age six or seven, and three years of junior secondary education 
(middle school) for ages 12–15.

The 1985 National Conference on Education recognised the importance of special edu-
cation, with a focus on programmes for gifted children and for students who have learning 
difficulties. While gifted children were allowed to skip grades, children who learned at a 
slower pace were encouraged to reach minimum standards, although those who did not 
maintain the pace seldom reached the next stage. For the most part, children with severe 
learning problems and other special needs were the responsibilities of their families. While 
extra provisions were made for blind and severely hearing-impaired children, special schools 
enrol fewer than 10% of all eligible children in those categories.
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Deng and Harris (2008) provided an overview of the introduction of mainstreaming and 
inclusion to China in the late 1980s. A national movement on inclusive education called 
‘Learning in Regular Classrooms’ (LRC) was introduced in response to domestic need and 
the international trend as the major initiative to serve students with special educational 
needs, mainly referring to children with intellectual disabilities, visual impairments and hear-
ing impairments (Deng & Poon-McBrayer, 2004). In 1990, there were 105,000 students with 
disabilities in school with only about 18% of them placed in general education classrooms. 
A 2004 Ministry of Education report documented that in 1996–1997, 55.7% of students with 
special needs were educated in mainstream schools (Center on International Education 
Benchmarking, 2016). By 2003, Learning in Regular Classrooms (LRC) programmes served 
approximately 67% of all students identified with disabilities (364,700) in regular schools 
(Ministry of Education of China, 2003). While these data indicate a move to inclusive educa-
tion, the quality and accessibility of LRC is not known.

In 1990, the Law on the Protection of the Disabled was approved, and revised in 2008. In 
order for this Law to guarantee the rights of the disabled to basic education, the State Council 
in 1994 issued the Regulation on Education of the Disabled that stipulated State obligations 
to educating those with a disability, and that government at all levels should strengthen 
leadership, planning and development of education for the disabled, and increase financial 
inputs to improve educational provision for students with disabilities (United Nations 
Educational, Scientific and Cultural Organization [UNESCO], 2011). In 2007, it was estimated 
that 223,000 school-age students with disability were not in school (UNESCO, 2009). In 2009, 
China had 1672 schools for special education, with a total of 47,466 staff (37,945 full-time 
teachers) and 428,125 students enrolled (UNESCO, 2011). By 2014, China had 2,000 schools 
for special education, with a total of 60,000 staff (48,125 full-time teachers) and 394,870 
students enrolled (National Bureau of Statistics [NBS], 2016). UNESCO (2009) reported that 
54% of teachers in special education had a special education qualification. With this level of 
trained specialist teachers, concerns have been expressed regarding the quality of instruction 
to students with Special Educational Needs in mainstream classrooms because of lack of 
expertise, support and resources, and effective assessment measures (Deng & Pei, 2009). 
More recently, poor quality of instruction was blamed on ‘a lack of specialists, a shortage of 
personnel, inadequate funding, and limited technology’ (Wang & Feng, 2014, p. 663).

While China is a signatory to the United Nations Convention on the Rights of Persons with 
Disabilities, criticism has been raised by Hernandez (2008) that even though China has 
adopted laws that encourage education for all, inclusive education is not mandated, universal 
education is not provided, and both funding and the teacher force are not sufficient to be 
able to deliver these promised outcomes. In terms of reasonable adjustments, Article 24 of 
the Convention requires signatories to provide reasonable accommodations to meet the 
requirements of students with disabilities, to support them to facilitate effective education 
and provide individualised support measures in environments that maximise academic and 
social development. Hernandez called for China to fulfil its obligations by revising existing 
and inadequate domestic laws to comply with the Convention, enforcing these laws and 
building capacity by meeting funding needs and teacher training requirements.

In 2011, the People’s Republic of China issued a People with Disabilities Education Ordinance 
that addressed the points raised by Hernandez (2008). Clause 20 outlined how the course 
design, syllabus and text resources should be suitable for students with disabilities. It also 
indicated the responsibilities of examination and approval of these elements by the educational 
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4   ﻿ M. DAVIES ET AL.

administrative department of the government at or above province level. Clause 21 outlined 
how appropriate adjustments can be made on the learning requirement for courses, syllabus 
and text resources. Finally, Clause 41 stipulated that teacher training colleges and universities 
should arrange required and selective courses on special education within their programme 
plans so that pre-service teachers could master the requisite essential knowledge and skills 
about special education to meet the needs of special students in the regular classroom.

In 2015, further regulations were issued by the State Council outlining a number of adjust-
ments that could be reasonably applied for people with disabilities completing the National 
Higher Education Entrance Examination (People’s Republic of China’s, 2015). These adjust-
ments included those for students with vision impairment (e.g. use of braille paper, large 
font size), hearing impairment (e.g. use of auxiliary devices), physical impairment (e.g. use 
of specially designed tables) and for students with other special educational needs (e.g. 
supportive guide, extra time). Additionally, the China Disabled Persons’ Federation announced 
a pilot scheme on the implementation of adjustments to support classroom learning for 
special students studying in a normal class. Clause 14 outlined acceptable adjustments such 
as adapting text books, content of courses, alternative teaching plans and syllabus. While 
these regulations and ordinances have been published, the actual uptake and practices of 
these adjustments by teachers of students with SEN is not known. Other components of 
inclusive education, such as training mainstream teachers in special education is being put 
into practice, as indicated by the teacher respondents in this study.

Special Education in Macau

Formerly a Chinese Territory under Portuguese Administration, Macau is now a Special 
Administrative Region of China with a constitution (Basic Law of Macau) promulgated by 
China’s National People’s Congress on 31 March 1993 and was in effect on 20 December 
1999. Most of the schools in Macau are private or subsidised schools, with only a few gov-
ernment or public schools. A basic 15 years compulsory, free education is offered to those 
pupils who have been enrolled at schools that have met requirements stipulated by the 
government. Portuguese may be used as a medium of instruction or taken as a compulsory 
subject in Macau schools.

As prescribed by the Basic Law of Macau, Chapter VI Article 121, the government of Macau 
shall, on its own, formulate policies on education, including policies regarding the educa-
tional system and its administration, the language of instruction, the allocation of funds, the 
examination system, the recognition of educational qualifications and the system of aca-
demic awards so as to promote educational development. Legislation regarding special 
education was completed in 1996. The Macau Education and Youth Bureau conducted a 
round of consultations in 2004 that saw inclusive education as one of the resulting major 
initiatives. This led to further legislation for special education, giftedness and inclusion in 
2006. In Macau schools, depending on the severity of disabilities of students, the schools 
provide inclusive classes, resource classes and special education classes. In a territory-wide 
survey on reviewing the special education in Macau (Sin, Lui, Yan, & Ho, 2012), the challenges 
and difficulties of special education and inclusion in Macau schools were identified. The 
recommendations initiated a wide range of practices and teacher training in schools with a 
large number of students with special educational needs. Among the barriers to curricular 
support, adjustments in learning and assessment were identified as concerns.
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The number of students being taught in schools with inclusive practices increased from 
157 in 2004, to 692 students (37 schools) in 2013 and 949 students (44 schools) in 2016. 
According to the Education and Youth Affairs Bureau of Macau ([EYABM] 2016), during the 
semester 2015–2016 in Macau, 1592 students with special educational needs were enrolled 
in 54 schools across the three different categories of school. These include 44 schools with 
inclusive education classes (949 students), 8 schools with special education classes (482 
students), and 2 schools with small special education classes (161 students). In general, 
teacher competency in managing the learning of students with special educational needs 
in all settings is a concern. However, each year the Education and Youth Affairs Bureau of 
Macau commissions the Education University of Hong Kong to provide inclusion training 
programmes to a great number of mainstream teachers for them to more effectively cater 
for the diverse learning needs of Macau students.

In terms of the Macau public examination, most students typically take the Hong Kong 
public exam, as do many students from Mainland China. The Hong Kong Examinations and 
Assessment Authority is dedicated to providing equitable, reliable and valid examination 
and assessment services (Hong Kong Examinations and Assessment Authority [HKEAA], 
2016). The number of students with SEN taking public examinations has increased markedly 
in recent years. SEN students can apply to have special examination arrangements (SEAs) 
for the public exam, the Hong Kong Diploma of Secondary Education (HKDSE). Depending 
on the nature and severity of their disabilities, candidates are allowed a number of adjust-
ments, e.g. extra time allowances, supervised breaks, sessional breaks, arrangements for 
special question papers and answering papers, readers, assistive technology, oral exemption, 
and a special exam centre for SEN students. The SEAs are considered and approved by the 
Committee on Special Needs Candidates (the Committee) and/or the Task Group on SEAs 
for Candidates with Specific Learning Disabilities (the Task Group) in accordance with the 
guidelines laid down by the Public Examination Board. The provision of SEAs enables SEN 
candidates to be equitably assessed under suitable conditions without an unfair advantage 
over other candidates. Their answer scripts are marked according to the same marking criteria 
as for other candidates but with due consideration given to their disabilities as 
appropriate.

Development of the CLAAS: A Decision-making and Documentation Tool

The Checklist of Learning and Assessment Adjustments for Students (CLAAS) was drawn 
from the structure and elements of the Assessment Accommodations Checklist (AAC; Elliott, 
Kratochwill, & Schulte, 1999) and more than a decade of accessibility research in the United 
States. The CLAAS, however, was developed in Australia to support existing educational 
policies and expected professional practices in countries like Australia, the United States, 
and many others where full access to the entire educational enterprise for all students is 
highly valued. The CLAAS helps teachers document adjustments that support students with 
disabilities and students with additional needs in classroom instruction, classroom assess-
ment and external tests. Initial trials of the CLAAS (Davies, Elliott, & Cumming, 2016) with 21 
Australian primary school teachers documenting adjustments for 89 students with diverse 
needs indicated that the CLAAS provided a comprehensive list of adjustments, was useful 
for recording adjustments across classroom instruction and assessment, and external tests, 
and provided guidance about potential adjustments for students with disabilities or with 
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6   ﻿ M. DAVIES ET AL.

additional learning needs. Documented adjustments also indicated some considerable gaps 
between supports provided in classrooms compared with National educational accounta-
bility tests. Some of these gaps would be expected; for example, reading support during a 
language arts class activity might be reasonable for students who struggle with reading, 
but this same support would be inappropriate on a reading test used for accountability. 
While the items in the CLAAS were modified to suit Australian teaching and learning contexts 
and classroom assessment contexts, it was expected that the items and categories would 
have universal acceptability and utility.

Davies et al. (2016) indicated that the CLAAS is a promising tool for helping both research-
ers and teachers systematically document and provide equitable and inclusive adjustments 
for students with disabilities and additional learning needs given their needs for classroom 
learning, assessment and external testing and examination requirements. Initial trials (Davies 
et al., 2016) indicated that an instrument like the CLAAS can play an important role in:  
(a) stimulating educators’ thinking about possible adjustments students need to improve 
their access to instructional activities, classroom assessments, and external tests and assess-
ment requirements; and (b) facilitating an efficient process of documenting existing adjust-
ments. The positive results from the trial indicated that the CLAAS warranted further 
investigation with a broader range of teachers and schools. Additionally, the trial also called 
for further research and trialing of the tool internationally.

Purpose of the Present Study and Guiding Research Questions

In this study, we investigated teachers’ reported use of adjustments designed to support 
the learning and test performances of students with disabilities. Specifically, we addressed 
three research questions in this examination of teachers’ use of adjustments for students 
with disabilities from China. What is the reported nature of adjustments made for students 
with disabilities during classroom instruction, classroom assessments and public testing in 
Macau and Mainland China? What is the degree of consistency between the provision of 
adjustments used to support learning and those used during classroom assessments and 
public testing? How does the use of adjustments by teachers compare between schools in 
Macau and Mainland China, especially when students take the similar public test?

To address these research questions empirically, we used the CLAAS with a sample of teach-
ers from schools in both Macau and Mainland China. These teachers provided comprehensive 
reports on the use of adjustments in classroom learning and assessment, and in public testing 
for several of their students selected at random. Collectively, this study was motivated to 
provide evidence about inclusive practices for students with disabilities in China and to test 
the utility and generalisability of the CLAAS with a non-English speaking sample of educators 
in an educational system different from those for which the CLAAS was originally intended.

Method

Sample

Teachers or teaching assistants (N = 74) from private schools (54.1%), special schools (17.6%), 
government special schools (10.8%), subsidised schools (9.5%) and government mainstream 
schools (6.8%) completed the CLAAS. Of this sample, most individuals (82.4%) served as 
teachers, others served as teaching assistants (9.5%), Special educational needs coordinators 
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(1.4%) and support/resource teachers (5.4%). The majority (58.1%) of these participants had 
more than 10 years of teaching experience. Half of them were teaching primary school stu-
dents, 25.7% of them were teaching secondary school students, 6.8% of them were teaching 
pre-school students, and 5.4% of them were teaching both primary and secondary school 
students. A small number were teaching across preschool and primary school or across 
preschool, primary and secondary schools.

The majority of teachers (40.5%) reported they were taking special education training, 
while almost a third (29.7%) had completed special education training. A fifth of respondents 
(20.3%) indicated that they had no special education training at all. These teachers provided 
information on 319 students, and 89% of the students were reported with particular verified 
SEN, while 11% of the students were suspected as having SEN but were not yet verified. 
Table 1 lists the nature of students’ verified disabilities for each of the Macau and Mainland 
China samples.

Table 2 lists identified learning needs of the verified and non-verified students from the 
two samples.

These responses reflect the learning needs emanating from the verified/non-verified 
disability, or the teacher response required to meet those learning needs.

Materials

The CLAAS (Davies et al., 2016) adjustment categories and number of representative 
items are as follows: Motivational Adjustments for Learning and Assessment (5 items); 
Scheduling Adjustments for Learning and Assessment (4 items); Setting Adjustments for 
Learning and Assessment (10 items); Assistance with Learning and Assessment Directions 
(10 items); Assistance During the Assessment (12 items); Assistance Prior to Administering 
a Test (2 items); Equipment or Assistive Technology (18 items); and Learning and 
Assessment Formats (6 items).

Table 1. Nature of students’ verified disabilities Macao and Mainland China samples.

aSome of the students were diagnosed with more than one disability.

Disability

Macau China

Number of students (percentages) Number of students (percentages)
Specific learning disabilitya 47 (21.4) 2 (2.0)
Autism spectrum disorder/autisma 39 (17.7) 10 (10.1)
Intellectual impairment/disabilitya 28 (12.7) 27 (27.3)
Emotion and behaviour disorder 22 (10.0) 3 (3.0)
Hearing impairment/auditorya 15 (6.8) 39 (39.4)
Physical disabilitya 12 (5.5) 1 (1.0)
Dyslexia 12 (5.5)
Visual impairment 7 (3.2) 9 (9.1)
Speech disorder 2 (.9)
Asperger 2 (.9) 1 (1.0)
Health problem 1 (.5) 1 (1.0)
Academically low achiever 1 (.5)
Communication disorder 1 (.5)
Hydrocephalus 1 (.5)
Leukodystrophy 1 (.5)
Attention deficit hyperactive disorder 3 (3.0)
Downs syndrome 3 (3.0)
Total 220 (100) 99 (100)
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8   ﻿ M. DAVIES ET AL.

The CLAAS was designed to facilitate teachers’ use and documentation of common adjust-
ments for students with special needs. The CLAAS was found to have content validity and 
therefore to be of assistance to teachers in identifying and documenting their application 

Table 2. Identified learning needs of verified and non-verified students Macao and Mainland China 
samples.

Learning need

Macau China

Verified/not verified Verified/not verified
Tutorial/remediation 15
Emotional and behaviour support 10 (2) 14
Teaching adjustment (poll out teaching, speak loudly/slowly/softly/

clearly, bigger hand writing)
9

Numeracy, Mathematics 7 (2) 11
Other’s help (teacher, student, parent, social worker) 6
Picture/word card 6
Seat arrangement (need front seat) 6
Seat facilities and classroom adjustment 6
Social skill training 5
Individual education plan 4
Learning support 4
Test adjustment (extend test time, narrow down the testing scope) 4
Reading 3 (2) 20
Assistive/special device (FM tuner/Microphone/sound recorder/

computer)
3 1

Course adaptation 3
Small class teaching 3
Treatment and education of Autistic and communication handi-

capped children
3

Word amplification 3
Communication 2 5
Autism spectrum disorder 2 (10) 1
Environment adjustment (barrier-free, calm environment for reading 

test paper)
2

Hearing impairment 2
Language and speech 1 (1) 8
Visual impairment (visual cues) 1 5
Intellectual disability 1 (5) 3
Specific learning disorder 1 3
Cognitive support 1 1
English 1 1
Special care 1 1
Braille 1
Chinese 1
Chinese character (teaching/writing) 1 (1)
Failure acceptance training 1
Psychological support 1
Timely reminder 1
Vocabulary explanation 1
Dyslexia 0 (4)
Attention deficit hyperactivity disorder 0 (13) 1
Life skill (eating, self-care, purchasing, Haircut) 6
Concentration training 2
Knowledge transfer (application) 2
Coordinate ability 1
Dancing 1
Outside positive information 1
Physical 1
Self-control training 1
Weak comprehension 1
Subtotals 122 (40) 91 (0)
Total 162 91
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of adjustments for each student with a disability from a comprehensive list of adjustments, 
to reflect on the appropriateness of this use. Additionally, the CLAAS provides an opportunity 
for teachers and others to reflect on the relative use of adjustments for each student across 
classroom learning, classroom assessment and public testing.1

The CLAAS instrument was initially translated into Chinese by an academic from the 
School of Language and Linguistics at the first authors’ institution. This version was then 
reviewed by the third and fourth authors of Hong Kong to ensure that the use of language 
in the translated instrument complied with current terminology used in Macau and Mainland 
China. A reverse translation of the Chinese version indicated strong correlation with the 
English version, satisfying standard translation protocols.

The first page of the CLAAS provided background to the development of the checklist, 
its aim and focus, and instructions for teachers to complete the checklist for up to six stu-
dents. The 67 potential adjustments across the 8 adjustment categories followed, with a 
column for teachers to record each adjustment provided to students for instruction, class-
room and assessment, and national public testing. Of the 67 adjustments listed in the CLAAS, 
only 12 of them specifically are approved for use for the HKDSE. Two adjustments are in the 
Scheduling Adjustments category, three are in the Setting Adjustments category, one is in 
the Assistance with Learning and Assessment Directions category, two in Equipment or 
Assistive Technology category, and four in Learning and Assessment formats (See ‘a’ items 
in Table 3). Other adjustments can be applied only after an application is approved by the 
Committee or Task Group.

Procedures

Teachers from Macau and Mainland China who were undertaking in-service special education 
training at the Center for Special Educational Needs and Inclusive Education at the Education 
University of Hong Kong were offered the opportunity to participate in the study. They were 
provided with information and consent sheets in Chinese and English that explained what 
the study involved, and if they chose to complete the instruments, were provided with a 
paper version of the CLAAS, in either Chinese or English. They were then provided with 
further verbal and written instructions by one of the authors on how to complete the CLAAS 
for up to six students with learning disabilities (verified) or additional learning needs. They 
were encouraged to ask questions of the instructor until they were sure of what they were 
required to do.

Teachers assigned a code to each student, provided brief information about the nature 
of their needs and then identified which adjustments were made for these students by 
inserting each student code into the Classroom Learning (CL) column, the Classroom 
Assessment (CA) column and the public Test (T) column for whom the adjustment had been 
provided.

Data Analysis

Descriptive statistics were used to summarise the frequency of teachers’ responses to each 
item for a given student. These responses were aggregated across all students and trans-
formed to the percentage of students receiving a particular adjustment in each of the three 
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designed situations (CL, CA, T). Mean percentages were then created for each item and 
adjustment category separately for students in Macau and Mainland China schools.

To examine how the reported use of adjustments varied across the three situations, we 
calculated effect sizes (Mean 1 – Mean 2 / SD pooled) for each item and adjustment category 
between CL-CA, CL-T and CA-T. Since the researchers considered that assumptions for this 
test were met, and that each teacher judged each child independently of one another, the 
Cohen h index was used where the effect size (ES) statistic is computed for arcsine trans-
formed proportion differences. A small effect size is defined as .20–.49, a medium effect size 
is defined as .50 to .79 and a large effect size is defined as greater than .80 (Cohen, 1977). 
We conceptualised this effect size analysis as a means of identifying potential adjustment 
gaps. The smaller the ES or gap, the more consistent the use of adjustments for students 
across learning, assessment and testing situations.

Results

The data from the survey of teachers provided substantial empirical evidence to address 
our research questions about the adjustments provided to students with disabilities in class-
rooms in China. Table 3, under the Adjustment Situations column, provides descriptive data 
for the each of the 8 adjustment strategy categories representing the 67 adjustment tactics 
for students with disabilities in Macau and Mainland China schools. Specifically, examination 
of the mean usage percentages for adjustment tactics and categories of adjustments used 
to support students with disabilities indicates the following trends:

(1) � Nearly, all of the specific adjustments (i.e. 61 out of the total 67) were reported to 
be used by teachers in both Macau and Mainland China to support one or more 
students during classroom learning, classroom assessment and public testing. The 
specific adjustments that were not reported to be used for this sample of students 
with disabilities were items 15 (special lighting), 45 (speech synthesiser or electronic 
reader), 51 (Braille writer), 63 (voice-recorded learning materials), 64 (voice-recorded 
learning materials and assessments) and 66 (separate copies of materials to avoid 
flipping back and forth in materials).

(2) � The 12 adjustment tactics listed on the CLAAS (i.e. adjustment items 6, 7, 10, 11, 12, 
20, 46, 50, 62, 63, 65 and 67) that specifically are indicated as allowed for use on the 
HKDSE had extremely low mean percentages for their use in the public testing sit-
uation compared to their use in classroom situations. This pattern of differential use 
across situations resulted in relatively large gaps as indicated by a majority of effect 
sizes greater than .80. In addition, the mean percentage usage for these 12 allowable 
adjustments was also low compared to other adjustments in the same category.

(3) � For the eight adjustment strategy categories, five categories (Motivational, 
Scheduling, Setting, Directions and Prior to Testing) were used to support greater 
than 20% of the students during learning and testing situations. The use of strategies 
in the three remaining adjustment categories – During Testing/Learning, Equipment 
or Assistive Technology, and Formats – were reportedly used with less than 20% of 
the students.

(4) � The mean percentage for adjustments used was relatively low and quite variable for 
each of the learning and assessment situations examined. Specifically, based on the 
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data reported for this sample of teachers, the mean percentage of all adjustments 
they reported to support their students’ classroom learning was 21.8% (Macau 24.7%, 
Mainland China 18.8%), classroom assessment was 16.2% (Macau 17.6%, Mainland 
China 14.8%) and public testing was 5.0% (Macau 1.0%, Mainland China 9%). As 
illustrated by this data, Macau teachers consistently reported using adjustments 
more often than Mainland China teachers to support students during classroom 
learning situations than during classroom assessment. For public testing, however, 
the Mainland China teachers reported using more adjustments to support students 
than the Macau teachers.

Following up on these different adjustment usage levels across situations by teachers in 
Macau versus Mainland China, we conducted a gap analysis. That is, for any given adjustment, 
the usage data consistently indicated that adjustments were used more frequently to support 
classroom learning than classroom assessment, and in turn, used more frequently to support 
classroom assessment than public testing. These differences in the use of specific adjust-
ments across situations can be characterised as adjustment gaps when support is likely 
needed but not provided. To quantify these gaps, we calculated effect sizes for the mean 
usage percentages within a given adjustment strategy category for each of three situation 
combinations – Classroom Learning to Classroom Assessment (CL-CA); Classroom Assessment 
to Testing (CA-T); and Classroom Learning to Testing (CL-T) – separately for the Macau and 
Mainland China teachers. An examination of the effect sizes for the adjustment gap analyses 
as noted in Table 3 indicated the following trends:

(1) � For the Classroom Learning to public Testing situations comparison, we observed 
mostly large effect sizes (or gaps) for adjustment usage with students in Macau, 
and moderate effect sizes for adjustment usage with students in Mainland China.

(2) � For the Classroom Assessment to public Testing situations comparison, we observed 
a mixture of moderate to large effect sizes (or gaps) for adjustment usage with stu-
dents in Macau, and mostly small to non-existent effect sizes (or gaps) with students 
in Mainland China.

(3) � For the Classroom Learning to Classroom Assessment situations comparison, we 
observed all small to non-existence effect sizes (or gaps) with both Macau and 
Mainland China Students.

Discussion

This study was motivated primarily to provide evidence about the use of adjustments to 
support the learning and assessment of students with disabilities in China. Concurrently, 
however, it was part of a programme of research on the application of the CLAAS, a tool to 
facilitate teachers’ comprehensive and systematic documentation of adjustments used in 
classroom learning, classroom assessment and public testing situations. The CLAAS is based 
on testing accommodation research and inclusion policies in the United States and Australia 
and originally designed for English speaking users, so the application of CLAAS with educa-
tors in China provided a test of its utility and the generalisability of its featured adjustment 
tactics.
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Major Findings and Their Relation to Previous Studies

The responses of teachers from Mainland China and Macau about the adjustment strategies 
and specific tactics they typically used to support the learning and assessment of students 
with a range of disabilities provided substantial evidence to address the three guiding 
research questions. The major findings, within the context of our research questions, follow 
and provide initial evidence regarding the utility and validity of the CLAAS adjustment frame-
work for use with students with disabilities in China.

Research Question 1

What is the reported nature of adjustments made for students with disabilities during class-
room instruction, classroom assessments and public testing? Based on the responses of our 
sample of teachers from Macau and Mainland China, one or more adjustment tactics were 
used from every one of the eight functional categories of adjustments across students with 
a wide range of documented disabilities. In general, more of these adjustments were selected 
for use in classroom learning situations than in either classroom assessments or with public 
testing. We also observed that the 12 specified allowable adjustments for the HKDSE were 
reportedly used very little in both an absolute and relative sense; yet these same adjustments 
were rather frequently reported in use in both classroom learning and classroom assessment 
situations.

It is important to understand that the effectiveness of the adjustment selected by teachers 
for any given student was not determined; rather the focus was more basic in this initial 
study and designed to establish the content validity of adjustment tactics for three situations 
where support for students typically varies, with the most liberal use occurring in classroom 
learning situations and the most restrictive use in public testing situations. These two trends, 
the overall use of adjustments from the CLAAS’s comprehensive list, and the greater use of 
adjustments in learning situations compared to testing situations are consistent with pre-
vious research with the CLAAS in Australia (Davies et al., 2016) and with the AAC (predecessor 
to the CLAAS) in the United States (Gilbertson-Schulte, Elliott, & Kratochwill, 2000). Thus, 
collectively this evidence provides initial support for the utility and content validity of the 
CLAAS for inclusive educational practices with students in China.

Research Question 2

What is the degree of consistency between the provision of adjustments used to support 
learning and those used during classroom assessments and public testing? As highlighted 
in our descriptive analyses and described for the 12 allowable testing adjustments, there 
was a clear pattern of use across virtually all adjustments with more used for classroom 
learning situations than classroom assessment situations, and in turn, more in both these 
situations than in public testing situations. Such a pattern is understandable in that teachers 
are motivated to support learning to increase the likelihood a student experiences some 
success and has opportunities to enact all actions required for a particular activity or prob-
lem-solving item. However, when moving to assessment or testing situations, teachers are 
naturally motivated to see if a student has learned the knowledge or skills being measured, 
thus they often reduce or remove previously provided adjustments. This makes sense if the 
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adjustment is part of the knowledge or skill being measured, but removal is not appropriate 
if the adjustment represents an access skill or support. From a student perspective, it is 
reasonable to view this pattern of adjustment provision as inconsistent and unsupportive. 
To avoid or at least reduce this perception, teachers first of all need to reflect on the appro-
priate use of allowable test adjustments. Secondly, teachers must communicate with stu-
dents about adjustments and situations when they are appropriate and situations where 
they may not be appropriate given the need to get a valid understanding of what a student 
knows and can do independently. Thus, the use of adjustments can and should vary across 
learning and assessment situations, but to ensure this is done constructively and appropri-
ately, teachers are encouraged to plan ahead and communicate with students and others 
about the need for adjustments across all learning and assessment settings. The CLAAS is a 
tool designed to open such communication and consideration and to reinforce the devel-
opment of an appropriate adjustment plan.

Research Question 3

How does the use of adjustments by teachers compare between schools in Macau and 
Mainland China, especially when the students take the same public test?

The Macau teachers sampled in this study consistently reported using a large range of 
adjustments with a larger percentage of their students with disabilities in both classroom 
learning and assessment situations than did the sample of Mainland China teachers. 
Surprisingly, however, the Mainland China teachers reported using more adjustments with 
more students with disabilities in public testing than their teaching peers from Macau. The 
explanation for this seemingly inconsistent pattern in adjustment use is not readily apparent. 
It could be the result of differences in teaching philosophies about the role of adjustments, 
differences in professional training or errors in reporting. Further research is needed to deter-
mine if this pattern replicates and, if so, an explanation for it.

Overall, the results from this study reinforce the observation that the CLAAS has utility 
and generalisable application with Chinese educators. Specifically, the responses of teachers 
from two regions of China provided evidence that the content of the CLAAS was reasonably 
well aligned with adjustment practices commonly reported in China and other countries. 
Use of this response data has the potential to improve both research and job-embedded 
professional development on adjustments while contributing to the advancement of inclu-
sive education for students with disabilities.

Study Limitations and Future Research to Address Them

This investigation into the use of the CLAAS to document adjustments teachers report using 
to support students with disabilities has provided substantial and unique information rele-
vant to China, and yet generally consistent with previous research with students in other 
countries. This research, however, has several characteristics that limit its impact on adjust-
ment policy and practices. First, the samples of students representing Macau and Mainland 
China were not determined to be directly comparable and thus variability in their resulting 
adjustment needs cannot be used to infer one group of teachers is a better judge of support 
needs or did a better job of selecting appropriate adjustments than the other group of 
teachers. Second, this was the first time the participating teachers had used the CLAAS so 

D
ow

nl
oa

de
d 

by
 [

T
he

 E
du

ca
tio

n 
U

ni
ve

rs
ity

 o
f 

H
on

g 
K

on
g 

(E
dU

H
K

)]
 a

t 1
8:

51
 1

6 
Se

pt
em

be
r 

20
17

 



INTERNATIONAL JOURNAL OF DISABILITY, DEVELOPMENT AND EDUCATION﻿    19

there may be a novelty effect or reactionary effect. Finally, there was no opportunity to 
conduct a reliability check on teachers’ actual use of adjustments, nor the validity of the 
packages of adjustments selected for a given student. Each of these limitations for this study, 
however, can be addressed in future research now that we know that the CLAAS has both 
utility and content validity for teachers in China.

Practice and Policy Implications

If the trends in adjustment usage for students with disabilities in learning and assessment 
situations are found replicable in subsequent research, there are clear implications for both 
professional development and testing policy and practices. Specifically, that CLAAS and the 
content embodied by it can be used in the pre-service and in-service development of pro-
fessional educators to sensitise them about the wide array of adjustments often needed to 
optimally support the learning and assessment of their students. In addition, the rather 
narrow range of adjustments allowed by current China public examinations is very restrictive 
relative to other countries where high quality public/large-scale assessments are conducted. 
When students are not provided needed adjustments that only support access skills, not 
target skills tested, the validity of the inferences from their test scores is undermined (Elliott 
& Kettler, 2015). This finding would suggest that the CLAAS has very real relevance for China 
and Macau. It provides a documentation approach that can assist teachers, school leaders 
and policy-makers to reflect on and review the use of adjustments across learning, classroom 
assessment and public testing, and in the light of China policy Clauses 14, 20 and 21. If the 
adjustment use of a larger sample of teachers was to be obtained, along with qualitative 
reflections from both teachers and students, this data have the potential to be a game 
changer if these educational specialists seek improvement in their inclusive assessment 
protocols. The current restrictive nature of allowable adjustments in public testing could 
also be reviewed.

Conclusions

This study documents the initial effort to translate and use the CLAAS to understand the use 
of adjustments by teachers of students with disabilities in China. The major outcomes were 
consistent with research findings regarding adjustments used in other countries. In addition, 
the findings were promising in that the adjustment tactics listed on the CLAAS were con-
sistent with those reportedly used by teachers for their students in classrooms and allowed 
on public tests in Macau and Mainland China. In many cases, however, it appeared that 
adjustment tactics selected for use during public tests were more restrictive than necessary 
from both inclusive education and test score validity perspectives. This inference must be 
further tested. Thus, more focused research on adjustment implementation and testing 
outcome data is now possible given a content valid tool like the CLAAS is available for doc-
umenting and examining the use of adjustments for students in China.

Note

1. � The CLAAS is available for use by contacting Dr. Michael Davies at  m.davies@griffith.edu.au.
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