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ABSTRACT 

 

Background: For people with disabilities, employment is of fundamental importance as a tool for self-

empowerment, enabling the development of autonomy and self-determination processes. When teaching 

a job, in addition to technical skills, it is essential to consider transversal competencies, commonly 

referred to as "soft skills," which encompass personal qualities, attitudes, and relational abilities. The 

present study evaluated whether specific social skills, taught within the context of colleague relationships 

in a workplace environment through video modeling and role-playing in telehealth, could also be 

generalized to a group chat setting. 

Methods: The participants in this study were three adult males aged between 25 and 35, diagnosed with 

moderate or mild intellectual disability according to the DSM-5 diagnostic criteria. They had well-

established autonomy skills and uncompromised communication. However, they exhibited difficulties 

in social interactions and cooperation with colleagues. This research used a Multiple Baseline across 

Behaviors experimental design. The first dependent variable was the percentage of spontaneous 

interactions, measured within a thirty-minute interval, occurring within a group chat where the 

participants were present. The second dependent variable was the percentage of help requests, measured 

within a thirty-minute interval, in the group chat. The intervention consisted of using video modeling 

and role-playing through an online platform. 

Results: The collected data demonstrate the effectiveness of the teaching procedures, which enabled the 

participants to increase and generalize the targeted social skills within a chat, an alternative tool for 

socialization and contact. 

Conclusions: The success demonstrated by video modeling and role-playing procedures in promoting 

interactions and cooperation with colleagues suggests that these methods could effectively teach soft 

skills necessary for integrating individuals with disabilities into the workplace. 
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Introduction 

 

Having a job allows individuals to construct their identity and engage in relationships with others 

(Akkerman et al., 2014). 

For people with disabilities, employment is fundamentally meaningful as a tool for self-

empowerment. It enables the development of autonomy and self-determination processes, thus 

becoming an opportunity for personal growth, maturation, and the formation of one's identity. 

Indeed, through employment, people with disabilities can build a socially significant role and create 

opportunities for social integration (Akkerman, Jansen, Kef, & Meininger, 2016). However, these 

individuals often face limited opportunities to express their professional interests and are frequently 

excluded from the competitive labor market (Dotson, Richman, Abby, Thompson, & Plotner, 2013). 

This issue serves as a reminder that, for people with disabilities, the belief that participation in the 

workforce allows them to perceive themselves as vital and constructive members of society remains 

crucial (Ginevra et al., 2016).  

The current socioeconomic crisis seems to have significant repercussions, particularly for vulnerable 

groups, such as individuals with disabilities, who experience fewer opportunities and more significant 

difficulties in accessing the labor market (Ginevra et al., 2016). 

Professionals working to support the empowerment of people with disabilities have the responsibility 

to assist them in constructing a personal and professional identity, avoiding standardized approaches 

to counseling and/or last-minute job placements that fail to consider individual characteristics and 

aspirations (Nota, Ferrari, & Soresi, 2014).  

The current socioeconomic context continues to foster standardized employment integration methods, 

heavily oriented towards diagnosis, job access requirements, and adaptability to work environments. 

As reported in the reference document, Entrecomp (Bacigalupo et al., 2016) argues that developing 

entrepreneurial capacity in European citizens and organizations has been a key objective of EU and 

member state policies for many years. In fact, over the last few decades, some socially significant 

political and legislative changes have contributed to raising awareness about the possibility of 

acquiring new skills and knowledge aimed at promoting an entrepreneurial culture and more inclusive 

job opportunities for people with disabilities (Bacigalupo et al., 2016; Dotson et al., 2013). 

Bacigalupo and colleagues (2016) classify competencies into three categories: (a) fundamental or 

instrumental competencies related to basic knowledge acquired through general education (e.g., 

reading and writing skills, oral communication); (b) specific or technical competencies, which refer 

to technical aspects directly related to employment; (c) general or transversal competences, related to 

behaviors and attitudes common across various occupations, such as teamwork, planning, and 

negotiation skills. 
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Studies on teaching job skills have revealed that behavioral intervention techniques and technological 

aids can enhance specific job skills, including autonomy, confidence, time management, and 

organizational abilities (Dotson et al., 2013; Wehman et al., 2016). However, most studies focus on 

strategies for teaching technical and professional skills, giving less attention to transversal 

competencies and the role of the environment in supporting these skills (Dotson et al., 2013). 

However, some encouraging results regarding the use of behavioral training and technological tools 

to learn specific job skills have emerged (Allen, Wallace, Greene, Bowen, & Burke, 2010; Bennett, 

Brady, Scott, Dukes, & Frain, 2010; Bennett, Ramasamy, & Honsberger, 2013; Burke, Allen, 

Howard, Downey, Matz, & Bowen, 2013; Burke, Andersen, Bowen, Howard, & Allen, 2010; Hill, 

Belcher, & Brigman, 2013; Lattimore, Parson, & Reid, 2006, 2008). Individuals with 

neurodevelopmental disorders have shown increased independence in their new jobs and have 

maintained employment for extended periods (Hill et al., 2013; Wehman et al., 2016). 

In addition to technical skills, it is essential to consider transversal competencies, more commonly 

referred to by their English equivalent, "soft skills," which include personal qualities, attitudes, and 

relational abilities. Experts categorize these competencies into broad categories, including cognitive 

(e.g., problem-solving, analysis, and synthesis), relational (e.g., negotiation, collaboration, and 

customer orientation), execution (e.g., proactivity and results orientation), and managerial (e.g., 

leadership and delegation skills). 

According to Casner-Lotto and Barrington (2006), companies increasingly seek soft competencies 

over academic skills, which are essential for employees. The findings also indicate that younger 

employees often lack transversal communication, teamwork, cooperation, and problem-solving 

competencies. However, in the last two decades, few studies have been conducted on training students 

with disabilities in soft skills (Agran et al., 2016). 

Recently, Clark et al. (2019) investigated the effects of the UPGRADE Your Performance program 

on the acquisition of transversal competencies in students with disabilities, both in school and work 

environments. The results indicated that all students improved soft skills and generalized these 

competencies within local workplaces, demonstrating good long-term performance maintenance 

(Clark et al., 2019). A study conducted by Lu et al. (2023) highlighted that a lack of soft skills is a 

significant factor contributing to unemployment and underemployment among young adults with 

disabilities. The findings emphasized that targeted training in employment-related soft skills can 

equip these individuals with the abilities needed for success in the workplace. Additionally, the 

research emphasized the importance of developing essential soft skills, including problem-solving, 

effective communication, adaptability, and teamwork, which are crucial for excelling in a wide range 

of professional settings. 
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Individuals can improve their soft skills by training their ability to relate to others and colleagues. For 

example, knowing how to listen, ask for help, and solve problems cooperatively are key elements of 

good relationships with colleagues, and in turn, contribute to the adequate performance of a 

workgroup (Park et al., 2020). 

The ASSET program (Assistive Soft Skills and Employment Training), as described in the text, 

focuses on enhancing essential social skills for the workplace, including communication, attitude, 

teamwork, networking, problem-solving, critical thinking, and professionalism. This intervention was 

designed for individuals with high-functioning neurodevelopmental disorders, as demonstrated by 

the study of Sung et al. (2018), which showed significant improvements in social skills and reductions 

in anxiety and depressive symptoms among the participants. The program utilizes various teaching 

methodologies, including instructions, modeling, role-playing, and feedback. Mastam and Zaharudin 

(2024) conducted a systematic review that revealed how personalized and varied learning strategies 

effectively address each student's unique needs and strengths. By implementing robust and inclusive 

systems, educators empower students with disabilities to excel and make meaningful contributions 

across all aspects of life. 

Researchers have successfully employed the modeling approach (i.e., learning by imitation) to teach 

social behaviors such as friendship and self-control. It has proven to be particularly effective when 

accompanied by practical exercises. On the other hand, role-playing can be a valuable tool for 

modifying social behaviors and attitudes, as well as improving problem-solving and socialization 

skills, as demonstrated in previous studies (Clark et al., 2019; Spivak & Shure, 1974). Strnadová et 

al. (2024) identified several evidence-based strategies frequently employed to teach social and 

emotional skills. These include visual and video supports, peer-mediated instruction, systematic 

teaching methods, self-management techniques, time delay, and prompting. Visual and video 

supports encompass tools such as graphic organizers, video-based instruction, modeling, and visual 

activity schedules designed to enhance understanding and skill acquisition. 

The study by Park et al. (2020) examined the effectiveness of a video-modeling intervention in 

teaching social skills to young adults with intellectual disabilities. Despite improvements during the 

intervention, participants faced difficulties generalizing these skills to real-world work contexts. This 

result highlights the challenge of generalizing skills acquired in learning environments to different 

social or professional settings. 

Modeling, also known as observational learning, has proven to be an effective educational tool for 

teaching socially beneficial behaviors such as friendship, creativity, self-control, sharing, specific 

cognitive skills, and even imitation itself (Bidwell & Rehfeldt, 2004; Park et al., 2020). Observational 
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learning is particularly effective when individuals have the opportunity to practice, which is why it is 

often associated with role-playing procedures. 

Studies on role-playing have reported that this procedure effectively and adaptively modifies a 

subject's behavior. Specifically, role-playing enhances behaviors and attitudes related to social skills 

(Clark et al., 2019) and problem-solving skills (Bremer & Smith, 2004). Several studies advocate for 

the extensive use of role-playing procedures with young adults with intellectual disabilities, 

particularly for teaching social skills required for employment (Bremer & Smith, 2004; Holmes & 

Fillary, 2000). 

In summary, teaching social skills through modeling and role-playing has shown promise for 

improving competencies necessary for the employment integration of individuals with intellectual 

disabilities. However, the challenge of generalizing skills across different contexts remains a crucial 

aspect to consider in future implementations of such programs.  

The theoretical framework underpinning this study is grounded in well-established models of 

vocational competencies, which differentiate between technical skills and transversal or "soft" skills. 

These frameworks emphasize the importance of both skill types in fostering autonomy and social 

integration for individuals with intellectual disabilities (Casner-Lotto & Barrington, 2006; Clark et 

al., 2019). Additionally, learning strategies based on observational learning and active practice, such 

as video modeling and role-playing, have demonstrated effectiveness in teaching socially relevant 

behaviours (Park et al., 2020). Despite robust evidence supporting these methods, a persistent 

challenge in the literature is the generalization of acquired skills from controlled learning 

environments to real-world workplace settings. This study aims to address this gap by implementing 

a targeted intervention via telehealth during the COVID-19 pandemic. By doing so, it seeks to 

evaluate the transferability and maintenance of social skills in practical employment scenarios, 

thereby contributing both theoretically and practically to inclusive vocational training approaches. 

Specifically, our goal was to design an intervention that would help adults with mild to moderate 

intellectual disabilities acquire social skills through scientifically validated procedures, using video 

modeling and role-playing to generalize these skills, particularly in a restaurant or catering setting. 

 

Method 

Participants  

Three adults, aged between 25 and 35 years, with a diagnosis of mild to moderate intellectual 

disability, as defined by the DSM-5 diagnostic criteria (APA, 2013), participated in the study.  

Participant A was a 27-year-old male with mild intellectual disability and a verbally mediated 

repertoire to solve problems (Greer & Ross, 2008). He demonstrated adequate self-care and domestic 
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autonomy skills, as well as good abilities in accessing local services. The participant could move 

independently by walking, cycling, and public transportation in urban and suburban areas. However, 

he struggled to make new friendships and establish appropriate social relationships. We recruited 

Participant A for the study because of his challenges in maintaining long-term social relationships 

and difficulties interacting with group members when faced with tasks. The family considered it of 

fundamental importance to enhance the participant's social skills in the work context, as he 

demonstrated his ability to integrate willingness and motivation into a work environment within the 

food service industry. The administration of the Rosenberg Self-Esteem Scale (Rosenberg, 1965) 

indicated a level of self-esteem within the normal range. He also exhibited an average level of 

empowerment, as measured by the User Empowerment Scale (SESM) (Straticò et al., 2007). The 

composite score for general adaptation (GAC), derived from administering the Adaptive Behavior 

Assessment Scale (ABAS II) to family members (Harrison & Oakland, 2000), was below average, 

with a more significant deficit in the domain of social skills. 

Participant B was a 33-year-old man with mild to moderate intellectual disability and a verbally 

mediated repertoire to solve problems (Greer & Ross, 2008). He possessed good personal and 

domestic autonomy skills (e.g., proper personal hygiene, appropriate clothing, and household care), 

but faced more significant challenges in terms of social and community autonomy. He demonstrated 

strong communication skills, mainly using a smartphone. Additionally, Participant B expressed a 

desire to communicate effectively with the group of colleagues and to interact with them outside of 

the work context. The Rosenberg Self-Esteem Scale (Rosenberg, 1965) administration revealed self-

esteem within the normal range. He exhibited a medium to high level of empowerment, based on 

scores from the User Empowerment Scale (SESM) (Straticò et al., 2007). The composite score for 

general adaptation (GAC), derived from administering the Adaptive Behavior Assessment Scale 

(ABAS II) (Harrison & Oakland, 2000) to family members, was below average, with more significant 

deficits in the domains of social and conceptual skills (DAC and DAS). 

Participant C was a 30-year-old man with mild cognitive delay and a verbally mediated repertoire to 

solve problems (Greer & Ross, 2008). He was independent in carrying out domestic tasks and 

personal care. He had good social and community autonomy skills (e.g., using money, proper street 

behavior, and public transportation). He had registered with the targeted employment services to find 

a job opportunity. Furthermore, he sought to become more autonomous and competent in 

communication with colleagues, aiming to establish friendly and professional relationships with 

them. The Rosenberg Self-Esteem Scale (Rosenberg, 1965) administration indicated low self-esteem. 

He displayed an average level of empowerment, as indicated by scores from the SESM (Straticò et 

al., 2007). The composite score for general adaptation (GAC), obtained through the ABAS II 
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(Harrison & Oakland, 2000) administered to family members, was below average, with a significant 

deficit in the domain of social skills (DAS). 

At the beginning of the study, the participants were unfamiliar with one another. However, before the 

intervention's implementation, they attended a job-coaching workshop with a frequency of three 

sessions per week, totaling six hours per week. The experimenter included the participants in a 

WhatsApp group chat. The students exhibited difficulties in interactions both in person and within 

the chat. The workshop staff reported a low frequency of interactions, which were qualitatively poor, 

as well as avoidance behaviors related to problem-solving in the work context. The participants were 

selected for the present study to promote improved social and problem-solving skills in preparation 

for future employment integration and to generalize these skills outside the work setting, encouraging 

the use of smartphone applications and group chats. Table 1 presents a summary of the socio-

demographic characteristics of participants. 

 

Table 1. Socio-demographic Characteristics of Participants 

Characteristic Participant A Participant B Participant C 

Age 27 years 33 years 30 years 

Gender Male Male Male 

Diagnosis Mild intellectual disability Mild to moderate 

intellectual disability 

Mild cognitive delay 

Education level High school diploma High school diploma Vocational qualification 

Employment status Vocational internship with 

local health services 

Vocational internship with 

local health services 

Vocational internship with 

local health services 

Living arrangement Lives with family of 

origin 

Lives with family of 

origin 

Lives with family of 

origin 

Geographic area North Italy North Italy North Italy 

 

 

Procedure and Measures 

The first dependent variable was interaction behaviour, defined as the percentage of conversation 

behaviours occurring about interaction opportunities, measured during 30-minute sessions within the 

WhatsApp group chat. The considered conversation behaviours could be either initiatory or 

responsive. Initiatory conversation behaviours included starting a conversation with a greeting (e.g., 

"Good morning, how are you?"), making relevant comments or compliments (e.g., "You did a great 

job organizing!"), asking questions (e.g., "How can I help you?"), using polite language (e.g., "Could 

you please send me a photo?"), Moreover, making personal statements or suggestions (e.g., "I would 

like to make my favorite dish"). Responsive conversation behaviors included responding to a greeting 
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by returning it, respecting turn-taking in conversation (i.e., not interrupting), accepting compliments 

or thanking, and apologizing. 

The second dependent variable was problem-solving, defined as the percentage of help-seeking 

behaviors about the opportunities that arose, measured during 30-minute sessions within the 

WhatsApp group chat. Problem-solving behaviors included asking questions or seeking help on how 

to complete a task from a tutor or peer, asking to be shown how to perform a task or for a model, 

requesting more time to complete a task, suggesting alternatives to accomplish the task, or requesting 

additional materials to complete the task. 

 

Independent Variable 

The independent variables were video modeling and role-playing related to interaction and problem-

solving behaviors between colleagues within a work context. 

We implemented the procedures using an online platform (e.g., Zoom). In each session, we presented 

multiple samples (e.g., two videos and two role-plays) of the behavioral script. Nine scripts contained 

interaction behaviors, while five scripts contained problem-solving behaviors. Table 2 provides an 

example of a script used for the interaction behavior. 

 

Table 2. Example of a behavioral script on interaction behaviors 

Behavior Example 

Greeting Good morning, Francesca!  

Hi, Giorgia! 

Thanking How are you?  

I'm fine, thank you! 

Asking questions/Respecting turn-taking/Polite 

language 

I am good, too. I slept well, and I'm ready for a new 

workday!  

Great! Let us meet later for a break. Okay, see you 

later! 

Okay! Have a good day at work! 

 

In a teaching session, the acquisition criterion for each behavioral script was set at 90% accuracy over 

two multiple exemplars. Once the participants reached the criterion for the first script, we introduced 

progressively more complex scripts. 

Since the participants' levels of functioning were not homogeneous, we conducted the intervention at 

a 1:1 ratio. However, they did not demonstrate the same level of comprehension of some instructions 

and prompts during the intervention. Therefore, we implemented the intervention in a one-on-one 
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educational setting to provide the most suitable prompts for each participant and ensure the correct 

understanding of the experimenter's instructions. 

To evaluate the participants and their family members quality of life, we administered the Rosenberg 

Self-Esteem Scale (Rosenberg, 1965), the Italian version of the SESM (User Empowerment Scale) 

(Straticò et al., 2007), and the ABAS-II (Adaptive Behavior Assessment Scale) (Harrison & Oakland, 

2000). The Rosenberg Self-Esteem Scale (Rosenberg, 1965) comprises ten items designed to measure 

self-esteem. The Rosenberg scale correlates with predictive measures of anxiety and depression 

(Rosenberg, 1979). The SESM (Straticò et al., 2007) measures the personal construct of 

empowerment based on five factors: self-efficacy and self-esteem, power, community activism, 

justified anger, and optimism for the future. This instrument is the Italian version of the A Consumer-

constructed Scale to Measure Empowerment among Users of Mental Health Services (Rogers et al., 

1997). The ABAS-II (Harrison & Oakland, 2000) assesses adaptive behavior, which measures daily 

living skills—what individuals can do independently. The tool assesses 10 adaptive areas, grouped 

into three domains: (a) conceptual: communication, academic skills, self-control; (b) social: 

play/leisure, socialization; (c) practical: self-care, home living, community use, health and safety, and 

work. We administered these instruments to describe participants' baseline profiles; however, they 

were not included among the study's primary outcome measures. 

We conducted generalization probe sessions within the job-coaching laboratory of a vocational 

training school specializing in the food service industry.  We collected data within the laboratory 

using a pen, a data collection sheet, a graph sheet, and a timer. We conducted the intervention using 

a computer on the Zoom platform. We used pre-recorded videos of social interactions created by the 

experimenter. We collected data on the video modeling and role-playing training using a pen, a data 

collection sheet, and a graph sheet. After the online intervention, we gathered data from the 

WhatsApp chat using a pen, a data collection sheet, a graph sheet, a smartphone with an internet 

connection, and the WhatsApp app. 

 

Experimental Design 

We employed a Multiple Baseline Across Behaviors design for each participant (Cooper et al., 2020), 

incorporating generalization probes before and after the intervention. 

 

Procedures 

All participants took part in the study after providing informed consent. Participants who could 

understand and autonomously provide consent signed the informed consent form themselves. For 

participants under legal guardianship, we obtained permission from their legal guardians. In both 
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cases, participation was voluntary, and we conducted the study in accordance with the ethical 

standards outlined in the Declaration of Helsinki. Before initiating the intervention, the experimenters 

conducted interviews with each participant in the research project. The interview assessed each 

participant's perception of the seven domains of Quality of Life (QoL). Experimenters asked 

participants to assign a score from 0 (i.e., none) to 3 (i.e., high) based on their perception of the quality 

of life in each domain. Then, they administered the Rosenberg Self-Esteem Scale (Rosenberg, 1965) 

and the Italian version of the SESM (User Empowerment Scale) (Straticò et al., 2007). 

Next, the participants' families were involved, and they completed the ABAS-II (Adaptive Behavior 

Assessment Scale) (Harrison & Oakland, 2000). 

At the beginning of the study, we administered a generalization probe to each participant involved in 

the experiment in a real laboratory context. In the generalization probe, the experimenter provided 

multiple collaborative tasks and observed each participant's interactions and help requests toward 

their colleagues. The experimenter asked the participants to carry out specific activities (e.g., "Set 

five tables for six people") and recorded the percentage of interaction and help-request behaviors in 

relation to the opportunities for each behavior during a 30-minute measurement session. 

Subsequently, we created a group chat on the WhatsApp app with all participants. Initially, to measure 

a baseline for interaction and problem-solving behavior for each participant, the experimenter posted 

a work-related task in the chat (e.g., "Today, you need to learn to fold the napkin into a star") and 

observed the interaction and problem-solving behaviors among the participants in the chat (e.g., one 

participant could compliment a colleague for the work done, ask if anyone already knew how to do 

it, ask for tips on being faster, or suggest folding the napkin more simply). Baseline measurement 

sessions lasted 30 minutes. 

Once each participant reached a stable trend in interaction behavior, the experimenter began the 

training for that behavior using a video modeling and role-playing procedure on an online platform. 

Meanwhile, the experimenter continued to collect baseline data on problem-solving behavior. 

The experimenter had previously established behavioral scripts for the training, ranging from simple 

to complex, according to the number of behaviors included. For example, one of the behavioral scripts 

involved greeting and asking how the day was going. The participant saw two samples of the same 

behavioral script during the training. The participant watched the first video and then had to role-play 

the entire behavioral chain, using the experimenter as the interaction partner. 

For example, the video could depict a person entering the restaurant where they worked, greeting 

their colleagues, and asking how everyone was doing. After watching the video, the experimenter 

would tell the participant, "Now we will simulate this situation: I will be the colleague inside the 
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restaurant, and you will arrive at work." The procedure was identical for both behavioral scripts. The 

experimenter presented samples once per session. 

Once participants met the criterion for each behavioral script (set at 90% accuracy for two multiple 

exemplars in a session), the training proceeded to the next set of scripts, from the simplest to the more 

complex, depending on the number of behaviors involved. If the participant did not provide the 

correct responses during the session, the experimenter would model the proper response for the 

student. The same exemplars would be presented in the next session if the participant did not meet 

the criterion. 

After completing the online intervention, the experimenter introduced a task or discussion topic in 

the WhatsApp group chat and measured the number of interactions during 30-minute sessions. When 

the number of online interactions among participants reached a stable trend, we introduced training 

for problem-solving behavior (with the same characteristics mentioned earlier—video modeling and 

role-play behavioral scripts). We conducted the same procedure for each participant in the study. 

To collect data in the group chat, the experimenter would send a message with initial input about 

performing work-related tasks or discussing specific topics, and then observe each participant's 

behavior. If the participants did not respond, the experimenter would record a zero on the datasheet 

without intervening. 

At the end of the intervention, we conducted a generalization probe in the real laboratory context for 

each participant. The experimenter recorded the percentage of interaction and help-request behaviors 

during a 30-minute session, as in the first generalization probe. 

The experimenter collected the data from the generalization probes in the real laboratory context. 

After completing the online video modeling and role-playing training, the experimenter gathered data 

within the WhatsApp group chat. The experimenter used a pen and a data collection sheet containing 

all the operational definitions of interaction and help-seeking behaviors and collected data during 30-

minute measurement sessions. 

The experimenter recorded all interaction and problem-solving behaviors in the generalization probes 

and the WhatsApp chat and marked a plus sign (+) if the participant emitted the interaction or 

problem-solving behavior correctly and independently. At the end of the session, the experimenter 

computed the percentage of interaction and problem-solving behaviors based on all behaviors emitted 

by each participant and then recorded the percentage data using a graphic to compare the results 

across different sessions. The experimenter also noted spontaneous interaction behaviors between 

participants in the WhatsApp group chat outside the measurement session. 

The data collection procedure described above was applied similarly for all three participants. 
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Interobserver Agreement 

Two independent observers simultaneously collected data during the probe and intervention phases 

in the in vivo context and within the chat (IOA—Interobserver Agreement) (Cooper et al., 2020). 

To calculate the percentage of agreement, we divided the number of agreements by the sum of 

agreements and disagreements and then multiplied the result by 100. Applying this method resulted 

in a 100% computed agreement during both the probe and training phases. 

 

Results 

 

The data presented in Figure 1 show that Participant A, in the first generalization probe in vivo, 

emitted 13% of interaction behaviors without requests for help. Regarding interaction behaviors, the 

participant emitted a percentage of spontaneous interactions ranging from 20% to 23%, with an 

average of 20.6% response instances per measurement session during the five baseline sessions.  

For problem-solving behaviors, the participant emitted a percentage of spontaneous help requests 

ranging from 0% to 40%, with an average of 16.9% response instances per measurement session 

during the thirteen baseline sessions. 

During the online intervention phase, Participant A exhibited a range of spontaneous interactions, 

with a frequency of 27% to 87%, averaging 64% response instances per measurement session in the 

WhatsApp chat. For the online problem-solving intervention, the participant emitted spontaneous 

help requests ranging from 40% to 80%, with an average of 62.8% response instances per 

measurement session in the chat. 

At the end of the intervention, we conducted generalization probes for both dependent variables in 

the real-life laboratory context. Participant A showed 93% interaction behaviors and 90% help 

requests.  The results (Figure 2) show that Participant B, in the first generalization probe in vivo, 

emitted 7% of interaction behaviors and no requests for help. 

 

 

 

 

 

 

 

 

 



Tiozzo Brasiola & Iacomini                                                                                                Journal of Clinical and Developmental Psychology, 7(2), 2025, 96-114 
 

 108 

 
Figure 1. Percentage of interaction and help-seeking behaviors exhibited by participant A during 

generalization baseline and training probes 

 

 

 

 

 
Figure 2. Percentage of interaction and help-seeking behaviors exhibited by participant B during 

generalization baseline and training probes 
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Figure 2. Percentage of interaction and help-seeking behaviors exhibited by participant B during 

generalization, baseline, and training probes. 
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Participant B exhibited spontaneous interactions, ranging from 13% to 20%, with an average of 16.5 

response instances per measurement session across six baseline sessions. Regarding problem-solving 

behaviors, the participant emitted spontaneous help requests, ranging from 0% to 20%, with an 

average of 4.5 response instances per measurement session across thirteen baseline sessions. After 

completing the online intervention on interaction behaviors, Participant B exhibited a range of 

spontaneous interactions, with a response rate of 27% to 100%, averaging 72% response instances 

per measurement session in the WhatsApp chat. The experimenter introduced problem-solving 

intervention in the 15th session. During the online intervention phase, spontaneous help requests 

ranged from 20% to 80%, with an average of 60% response instances per measurement session in the 

chat. At the end of the intervention, we conducted generalization probes for both dependent variables 

in the real-life laboratory context. Participant B showed 100% for both interaction behaviors and help 

requests. 

Figure 3 presents the results for Participant C. In the first generalization probe, the participant showed 

10% interaction behaviors and 10% help requests in the laboratory setting. The participant exhibited 

a percentage of spontaneous interactions ranging from 8% to 10%, with an average of 9.5% response 

instances per measurement session during the four baseline sessions.  

Additionally, the participant emitted a percentage of spontaneous help requests ranging from 10% to 

15%, with an average of 13% response instances per measurement session during the eleven baseline 

sessions. 

 

 
Figure 3. Percentage of interaction and help-seeking behaviors exhibited by participant C during 

generalization baseline and training probes 
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Figura 3. Percentage of interaction and help-seeking behaviors exhibited by participant C 

during generalization, baseline, and training probes. 
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After completing the video modeling and role-playing intervention, the participant exhibited a 

percentage of spontaneous interactions ranging from 15% to 91%, with an average of 60% response 

instances per measurement session. We introduced the problem-solving intervention in the 13th 

session. During this phase, a percentage of spontaneous help requests ranging from 25% to 78% was 

recorded, with an average of 48% response instances per measurement session. 

In the post-intervention generalization probes, Participant C showed 95% interaction behaviors and 

88% help requests. 

Discussion 

 

This study assessed the generalization of a telehealth training program aimed at teaching three 

students with moderate and mild intellectual disabilities social skills in a workplace context using a 

group chat. Several studies in the literature have demonstrated the effectiveness of using 

technological tools to teach work-related skills (Allen et al., 2006, 2008; Bennett et al., 2010, 2013; 

Burke et al., 2010, 2013; Hill et al., 2013; Lattimore et al., 2006, 2008). The results of this study 

confirm these findings, supporting the effectiveness of teaching social skills using video modeling 

and role-playing procedures (Dotson et al., 2013; McGinnis et al., 1992; Wehman et al., 2016). 

This study's novelty lies in implementing a remote intervention and evaluating the generalization of 

results in a new context—a group chat. The students demonstrated the ability to learn social 

interaction and problem-solving skills quickly. This finding raises essential reflections on soft skills, 

how contexts can support these abilities, and the identification of specific goals and strategies to 

achieve them. It has emerged that soft skills play a crucial role in influencing relationships and 

interactions within and outside of workplace settings (Bacigalupo et al., 2016). 

The participants were highly motivated to use chats and online platforms, which proved to be 

effective and alternative tools for socializing. Throughout the research, they used the chat more 

frequently, discussing work-related topics and extracurricular activities, such as planning weekend 

leisure activities. 

The teaching procedures also involved the participants' families, who expressed a desire to support 

their family members in finding work opportunities that aligned with the participants' goals. This 

underscores the potential for expanding such interventions beyond formal settings and encouraging 

collaboration between families and educational or vocational services, thereby promoting the 

maintenance and generalization of skills. 

The social validity and practical implications of the findings are particularly relevant. The 

intervention appears to be highly replicable across educational, rehabilitative, and home 

environments, due to its reliance on common digital tools and structured, evidence-based teaching 
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strategies. Educators, therapists, and support professionals can implement the program flexibly—

either remotely or in person—while adapting it to different contexts, promoting social skills through 

structured procedures such as video modeling and role-playing. 

From a service design perspective, the intervention represents an innovative, sustainable, and 

transferable approach to promoting soft skills in vocational guidance and transition programs. The 

use of a group chat as a generalization setting exemplifies how digital tools can be effectively 

embedded into educational pathways to enhance peer interaction, planning, and cooperative problem-

solving. 

The program’s flexibility and adaptability make it particularly well-suited to individualized 

educational and therapeutic plans. By aligning intervention goals with participants’ unique needs and 

strengths, it contributes to enhancing autonomy and self-determination, while fostering an active 

social role for individuals with intellectual disabilities across different life contexts. 

It would be beneficial to investigate the effectiveness of emerging technological applications 

supporting interventions, such as virtual reality (VR) and augmented reality (AR), which have seen 

significant growth in recent years, including in educational and therapeutic contexts. Notably, some 

studies highlight the usefulness of VR and AR in developing intervention programs to improve the 

social skills of individuals diagnosed with developmental deficits (Montoya-Rodríguez et al., 2022). 

Another area for further investigation is the impact of the training on the participants' self-esteem; 

this could be measured by measuring the intervention's effects on their sense of self-empowerment 

and perceived quality of life. 

 

Limit of the research and future prospective 

Our research has several limitations. The design involved short intervals of behaviour measurement 

(e.g., thirty-minute observations) rather than continuous and simultaneous measurements. We chose 

this approach to reduce costs and avoid potential frustration or aversion to the task due to prolonged 

measurements. During each measurement, the experimenter proposed a task or discussion topic 

within the chat. Another limitation is that participants may have sought help or support from other 

family members while interacting in the chat. 

Additionally, the small sample size, due to the study's case study design and practical constraints such 

as the specific target population and challenges related to the COVID-19 pandemic, limited our ability 

to expand the number of participants. While this limitation restricts the generalizability of the 

findings, the in-depth analysis provided valuable insights into the effectiveness and applicability of 

the intervention. A helpful suggestion for future research could be to consider adopting longitudinal 
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approaches or comparisons with other subjects not receiving interventions like the one described, in 

order to qualify the strength of the experiment further. 

It would also be interesting to explore other relevant aspects, such as the generalization of acquired 

skills to settings outside the workplace or interactions with people not involved in the study. For 

example, one could investigate whether the participants' interaction and help-seeking behaviours also 

occur during public events or domestic settings, particularly concerning cooperation and family 

participation. 

 

Conclusion 

 

In conclusion, the success demonstrated by using video modeling and role-playing procedures in 

promoting interactions and cooperation with colleagues suggests that these methods could effectively 

teach the soft skills necessary for integrating individuals with disabilities into the workplace. 

Fostering a network of collaboration between public and private professionals, companies, and local 

resources is essential, recognizing the importance of the context in supporting individuals' skills. In 

the future, it is desirable to continue working toward spreading a new culture and perspective 

regarding people with disabilities, focusing on their abilities and aspirations, and empowering them 

to take charge of their life projects. 
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